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. L ABSTRACT

¢

-~ -Selected Aspects of the English L2 of Crade 5 Learners \
in an Intensive Program - ’ ‘

g i . Leslie Paris
The outcome of a "communicative" five-month intensive English as a

second language (ESL) program in grade 5 yﬁ a French-speaking school was
& .

investigated in terms of several features of speech: accuracy, fluency,

\

diversity, and rate. erall proficiency and attzltudes and expectations w;are
.also examined.” For most features, comparisons were made with subjects .
‘comparable in native languag®, SES, total amount of ESL instruction, and .
-eprsure to English outside the clagsroom. Grammatical accuracy, in terms
of suppliance of selected morphernes in \obligatory contexts and in
inappro;i'oriate cont%ts, was lower for thg intensive program subjects but the
accura;:y order was nearly the same fgr the two groups and difﬁgrent from
the "natural order" proposed by shen (1977, 1983). Rate d&d”not differ
for the two groups although,this seemed to mask a differerice -in ease of
delivery. The intensive program subjects produced more spe'ech and more
varied speech in terms of proportions of form classes employed. These
subjects also showed éonaiderable overall prc;ficiency as measured by a
traditional. (vocabulary/grammatical structure) aural/written test in spite of
the overt emphasis in their instruction on fluent rather than accurate

speech. When re-tesgted one year later, they obtained significantly hlgher/

scores in spite of having received no special follow-up instruction, leading

to thi\s{t:iulatlon that the intensive program had sufficiently equipped them

- lil -
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' to take advantage of opportunities outside the classroom to develop their

-

"' ESL proficlency. Finally, these subjects were found to have higher

r

confidence in their present and future ability to speak ‘Engl‘léh.
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Li$any work of its kind, this study is very much the result of a

RS
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this thesis would ‘have been impossible without the constancy 6f her

/
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draft and both said they looked forward to reading it - and meant it.
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o CHAPTER 1
INTRODUCTION
Background
r TN ) . . ‘
< . 5 \:,

g

When Quebec francophones who speak English fluently are asked where
they acquired this ability, their answers rarely seem tq include the sacgnd
langbage instruction they received in school. Not uncommon responses are

"with English friends," "on the street," "in Ontario" (or in other English

speaking parts of Cabada), "visiting relatives .in the States," and "at an

English university." For those francophone stydents in the public schools

whose only, or virtually only, contact with English is in the English as a
. s :

second language (ESL) classroom, there. has been little occasion to.inquire °’

ajut thelr fluency. In splte of six or seven years of ESL instruction,

many student.s show evidence of minimal proficiency in oral communlcation

as well as in tﬁ‘é« more.academic aspects of Engllsh grammatical atructure

.

) and. wrltlng (Lightbown, 1983a, 1983b; Lightbown & Barkman, 1978;

L'hgh;bown & Malcolm, 1980; Lightbown. & Spada, 1978; Lightbown, Spads, &
/

Wauace, 1978).

foer
L

However, l:acent developments in the province give students, teachers,
and\ parents reason to anticipate charnge for‘ the better. 'The Ministry of
Education has begun to implement a new ESL curriculum in the elemgntmy
and sec;mdary schools. One of its stated aims is to help 'atude'nts' develop
communicative competence, the ability to communicate and receive

info?ghatlon'ln a natural interactive context (Gouvernement du Québec,

-

-1-
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Ministére de ,l'Educat:non, 1981, 1983). Another promising innovation is the.

[

establishment of a handful of ESL intensive programs, Br bains linquistiques,

by individual school boards which recognize that the very limited time
Al

normally allotted to ESL instruction is a major hmdrance to achle\nng oral
{

proficiency. . In additfon to offering the subjects required by the Ministry,

“ *he/se experimental programs have allotted a greatly increased number of

hours to ESL instruction during the school year.

-
/

’ : \
There has been, however, no_formal evaluation of these programs'to

to these intensive pi‘ogr ms, where students may receive approximately ten
times as much ESL. instruction (or more)} than students in the regular non-
intensive programs. The need for systematic evaluation is felt by teachers,

specialists, and adrr;jnist}-ators in particular, who, having made tentative

a

claims about the success of their programs, need to be able to substantiate °

\
"~ 1. An exception to this is the evaluation of the "pro e intensif
. d'anglais" (PIA) offered as an option by the Commission Scolaire Baldwin-
~ Cartier in grades 6 and 7. The program evaluation found that the PIA
had very positive effects on the Engllah L2 of the students, on their
French (native language) performance in the school setting, and on their
scholastic performance in the school setting (Leblanc, Duplantie, &
Monette, 1981). In order to conform to article 72 of Bill 101, the PIA
was discontinued at the end of the 1983 schaol year because subjects
other than ESL were being taught in English (Commission Scolaire |
Baldwin-Cartier, 1982). An optional "programme enrichi d'anglais" (PEA)
was introduced in September, 1983 in grades 5, 6 and 7. This program
was strictly limited to teaching ESL in English. Another exception is
the internal evaluation 'of an ongoikhg intensive ESL program offered by
the Commission Scolaire des Mille-llpa (Billy, 1980).

2. A pilot study was undertaken in 1985-86 by Lightbown & Paris (19868,
1986b) in preparation for a longer term study, which is currently

underway. : . _/j
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those claims. Also, given the increasing interest in alternatives to the

~ et

%
. regular ESL programs, the findings of such evaluations would be of interest

to ESL professionals and parents elaewhere in the province.

. ‘i
The Present Study -

"
A necessary first step in evaluating the results of innovative programs
such as thoae referred to above is to describe the second langt'zage (L2)
proficiency of the student learnem.&lt is the purpose of this %udy to
describe the results of a particular mtansive ESL program implemented
during the academic year 1984-1985 in a community just outside of

L)

Montreal. The study is not intended to formally evalu%te the program,
5 . .

. rather to indicate what can be accomplished in fiveomonthé of intensive

ESL instruction in terms of some important features of speech. The

_ program is truly intensive; the students spend the entire school day with

the ESL teacher for half of the school year, receiving French language
instruction only‘ for music, religion, angi physical educatlon.v For the first
two weeks, the language of instruction is frequently French - although it is
used only when deemed necessal"y, and’ instructional materials are in English.
Thereafter, instruction is in English with French available for those who
require translation from tin"ze.-to‘ time. If a student cannot express himseif
in English, French is -tolerated; he is answered in English, however. There
is a transition to English only Iaa the language {of instruction by the third

month of the program, ‘when the teacher claims to no longer understand

French. The program is also communicative in design, providing rich,

‘natural language input to the. students, focusing on the transmission of

»

information rather than on linguistic forms. Informal classroom dbservation o

L3
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confirms that the program is in fact being implemented in'é manner

consistent with its aims.

" This study addresses three characteristics of the English speech of :
children enrolled in this intensive program: accuracy in speech, fluency, and '
overall proficiency as measgred by a group test (including listening
comprehension and re}ading). In addition, learners' aititudes toward English, ,

as well as the amount and kind of contact with English they have outside

the classroom, are surveyed. : C/)
EREN v

© The issue of accuracy is investigated chiéfly in terms of the

acqulsition. of selected English grarﬁmatical morphemeé, markers that
modulate meanings. _Although these markers are not frequently the focus o;
instruction and their miéuse is rarely, if ever, overtly corrected, they |
ndnetheless must be acquired by the learners becauae\hey are an integral
part of' the E;\gliah lenguag’e and, as such, are present in the language input
to them. They must also be acqyiréd by the learne‘rsl in order to make
their meanings precise and to conform to the standard of:‘native-like
’gpeech. ) ¢

The acquisition of English morphemes has been studied both for first

language (L1) acquisition of English (Brown, 1973; deVilliers and deVilliers,.

1973), where evidence for a uniform order of acquisition has been found, ,

‘and for second language acquisition of English. Here the research findings

are inconclusive,  Although there is evidence for a uniform order of
acquisition (Bailey, Madden, & Krashen, 1974; Dulay & Burt, 1974; Krashen,
1977; Larsen-Freeman, 1975), which is different from that of Enbllsh Ll

learners (indeed, this is asserted to be a "natural order" (Krashen, 1977) for

all learners of ESL regardlgss of their native languages), a study of ©

£ _’a-
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francophone studerits in Quebec’ schools (L.ightbown,' 1983a; Lightbown &
Malcolm, 1980) does not confirm this "natural order." However, this study
cannot be said to disconfirm the "natural order” hypotl‘wais because of
differences in elicitation procedures and in the types of ESL instruction

. subjects received.

. ‘ ~
For the investigation of grammatical accuracy in the present study, a

partial replication of the Lightbown & Malcolm (1980) study is undertaken;
six grammatical morphemes are anal)'yzed in speech samples elicited in an
analogous manner. Results for both. accuracy”in obligatory contexts and
_overuse patterns are compared for two groups: the students in the intensive
program, where there is little overt.focus on these grammatical morphemes,
and students in a program based on Ehe previous Quebec Ministry of
Education curricu!um, where the focus of instruction was on precisely these
grammatical forms, among others. The "natural order" hypothesis is then

considered in terms of these findings.

In addition to describing how well these learners speak in terms of
accufacy of morpheme use, this study describes how well they speak in
terms of fluency (amount and diversity of language) and rate of delivery.
Agaln, a comparison is made witﬁ subjects from the Lightbown and Malcolm
(1980) study, using fhe same speech samples referred to in the paragraph

™
above.

A third focus of this study of ESL proficiency of students in an
intensive program is how they perform on a "standard" evaluation, that is,
a test representative of the kind traditionally used to evaluate proficiency
in terms of knowledge of vocabulary, numbers, and "grammatical structures,

listening comprehension, and reading comprehension. A Montreal island

-5 . ' {



school board has made such a test available along with reguits for students
tested within that school board. This test allows one to inquire how well
students acquire structural knowledge in a program that focuses on the

acquisition of communication skills.
- r >

The final area of investigation is in the domain of attitudes and

motivation. An expectation that one might have of an intensive

communicative program is’ that it results in a positive attitude toward

learning and use of the L2 and increased use of the L2 outside the

classroom. In order to investigate' student attitudes and use, the students

in the intensive program were asked to complete a questionnaire includihg
items about amount of language contact prior to enrollment in the intensive
course, use of the L2 outside the clgdsroom, attitudes toward their

proficiéncy in the L2, and expectations about L2 use.
\

Communicative Second Language Instruction

]

»

One of the salient characteristics of the innovative, intensive ESL

program describedyin this study is the communicative nature of the syllabus
which it follows. This is similar to, albeit expanded and enriched, the
syllabt}é inventory which the Quebec Ministry of Education has rec;;;\tly
implemented in elementary and secondary schools across the province

although it was developed before the Ministry wrote its new program and

. was adapted, where necessary, to conform to that program. Concerned

about the unsatisfactory co;nmunication abilities of francophone students-

using English ,outside the cléasroom, the Ministry undertook a review of E.SL

‘instruction in Quebec and, based on subsequent study, developed a new ESL

program (Gouvernement du Québec, Ministdre de I'Education, 1981, 1983).

\ N . <
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The previous program had ‘fbeen based on the behaviorist model of 'language
learning, jpwhlch was realized in a structure- or form-focused approach to

teaching and utilized the intensive drill and pattern-practice techniques

characteristic of audio-lingual methodology. ‘ /

The new program, in contrast, places emphasis on the transmissio/n/
and reception of messages rather tl:\at; ‘on their forms and is based off the
| assumption that it is through language use that languatje is ac'quirp/d,
Language is viewed as a tool for.communicating, a means rath;é than an
/ .

«end in itself. Drawing on research in L1 and L2 acquisition,”the new
t/

program recognizes five principles, all of which have implications for
N language teaching methodol“t;gy: 1) the importance of pvd;fiding a rich
/ \ll/ngui_stic environ;nent in the classroom, one which ?xboses the learners to a
diversity of. lexical items, syntaqctic\ forms, and laﬁ(;uage styles;l 2) the .
importance c;f providing for real, authentic cog\muﬁ/ication, utilizing
language like fhat used in everyday situatiom‘;/ outside the classroom; 3) the
priority of the message over its formy utilizing para- and extra-linguistic:
elements to help convey and receive messages; 4) the importance of
tolerating errors of pronunciation and syﬁ;ax when they do not hinder
‘ comm"unication‘,} and 5) the importance of providing access to listening,
reading, and writing skills as well as speakiﬁg skills and of integrating ;:he
four skills in communication situations (Gouvernement du Québec, Ministére

»

de I'Education, 1981, p. 18).



Y

Recognizing that the time available for ESL instruction in school
settings is limited,> the program nonetheless sets as its ultimate goals the
achievement of a basic level of familiarity with English and basic ski‘lla 80
that learners can communicate their experienqes in situations commensurate
with their needs and interests. A concomitant’ goal is the achievement of
learners' a‘v\v\areness of their connec;tion to a social community which
includes énglish speakers, and a positive attitude toward English and those
who speak it. How well are learners expected to be able to communicate?
Given the time (and other) constraints inherent in the school setting,
learners are expected, upon completing secondary school, to be able to use
English "de se tirer d'affaires,”" to manage, to shift for themselves, but not
to be bilingual (Gouvernement du Qdébec, Ministare de I'Education, 1983,
p. 18).

These goals and principies are based on ideas which can be
{

collectively referred to as "communicative" language teaching (see Brumfit

& Johnson, 1979; Littlewood, 1981; Widdowson, 1978). In Quebec, these

goals and principles have been incorporated into a "functional® approach to
ESL instruction, derived from the functional approaches developed chiefly in
Britain and Europe (see Halliday, 1973; Johnson, 1982; Richards & Rodgers,

1986; Wi'lkins, 1976), and the instructional program that has been developed

" to realize this approach is derived from the European "ndtional/functiona/l"

ayllabuses.‘ The principal elements of the program are functions, which

}

3. THe Quebec Ministry of Educatiop recommends that two hours per week
be allotted for ESL instruction, but an informal survey of 67/124 school
boards conducted by the Ministry in November, 1986 found that only
16.41% of school boards offer as many as two hours per week. The -
remainder offer from 40 minutes to two hours per week. A formal
survey, is underway (J. Jones, personal communication, February, 1987).

R
S
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communicate the intentl%ns of the speaker. These fbnctiona,\for example
"ln;rlting" or "warning," can be expressed by a variety of linguistic
realizations, which are specified in the program. The other important
elements of the program are notions, which are the ideas and concepts '
underlying particular functions. A general notion underlying both “inviting"

and "warning" is "future reference." This general notion incorporates

specific notions having to do with time and place, for example

s

-

(Gouvernement du Québec, Ministére de I'Education, 1981, pp. 87-89).

It is the intention of the new Quebec program, through com‘mUnicative
lanéuage teaching, to provide learners with basic English proficiency on .
which they can bl.;ild according to their needs. Unlike traditional structure-
based programs, which were based on the accurate use of the targqt‘

language strictly controlled by the teacher, communicative promjrams are .

based on the fluent use of English and view sfudents as he ing pri}nary

reaponéibllty for their own learning. Accbrding to Brumfit (1979), using

ayllabus construction

fluency rather than accuracy as the~Dasid ill
"restore a genuine education pérspective" to\gecond\ language instruction in

that it will allow learners tg use the target language\in "non-predictable"

ways far their own cognitive, personal and social growth and not "in

\ich it is embedded"

isolation from the cognitivg and cultural processes in

(pp. -189-190).

3

. ; O -
Communicative Aanguage teaching n name ‘at least, has{bedome the

dominant approach td, second lang sage instruction in Europe gnd Nprth
America. An interesting_variation, also born out of dissatisfictior| with
structure-based ESL. teaching, is currently “being implemented \n lhdia //

_ (Prabhu, 1982). The creators of this program, kndwn infortRally as|the

!‘9‘



Bangalore Project, identified the major problem withrtradltional ESL
instruction as i\ts method rather than:its content and rejected the notional/-
functional syllabus as one which merely substituted control of the semantic
system for cpntrol of the grammatical system. The problem with the
(audio-lingual) method was that it did not take into account the genere};'we
nature of grammatical structure and the fact that grammatical structure
might be acquired through communicative activity (Beretta, in press).
"Grammar construction by‘ the learner is an unconscious process whicD; is
best facilitated by bringing about in the learner a preoccupation with

'meaning, saying, or doing"-(Prabhu, 1982, p. 2). '

The approach is termed "communicational" rather than
"communicative." It holds that form is best learned when the learner's
attention is on meaning and so us;es a ("procedural") syllabus which is
comprised solely of problem-solving tasks and which specifies no linguistic
forms or lexical items. Language control is provided by the teachers, who
modify input ‘to the learners according to the tasks at fand and on the
basis of intuitive "rough tuning." Early evaluatiorn of the project indicates
that s;tudents in the communicational clagsea perform equally well or better
than their peers in traditional (structurei-ybased) classes on neutral measures
of .language proficiency and that each group performs better on measures of
achievemént designed especially for it (Beretta & Davies, 1985). (It should
be noted that the stu:Ients in the communicational_classes had had prior
structured instruction.) Specificafly, on proficiency tests measuring
peformance on contextualized grammar, dictation, and listening and reading
compreﬁension tasks, nearly half of the communicational classes (seven out

of twelve) performed better than the regular classes while the remaining

classes performed equally well. On achievement tests measuring either

- 10 -
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performance on communication tasks or on structural knowledge tasks, the
/I

communicational classes ﬁerfermed better on the communication skills tests,

and the regular classes performed better on the structural knowledge .tests.

The expectation for communicative or commgnica‘tio?al language
teaching is that by supplying the learn’er with rich, natut;él L2 input and by
/tolerating errors of form - and thus contributing to learner cq&fidence and
foﬁteringl a positive attitude toward learning the L2 - the L2 teacher can
- recreate in the classroom somg of the important features thought to be
operative in L1 acquisition and in informal L2 acquisition. Studies of
l;aarners who have acquired the L.2 informally or who have had appreciable
contact with the L2 outside the class-room have found that these learners
demonstrate error patterns different from those of formally imtructe'q
learners (Pica, 1983), patterns that are more consi;tent with L1 acquirers
(Spada, 1979), and that they rely less on intervention from native speaker
interlocutors (Spada, 1979). In Thailand, Upshur & Palmer (1973) found th'at
adult speakers who had acquired ESL "incidentally" were perceived by native

>
speaker raters as having bett(gr grammar and pronupciation, and as being

more fluent, more confident, more highly educated, and from families of

higher social status than a comparable group of formally instructed'ESl.

\ speakers even though the latter group were found to score higher on

e

grammar tests, equally well on measures of pronunciation, and were, in

fact, considerably better educated and from families of higher social status.

o

While it is commonly accepted that the nature (formality/
informality) of the L2 learning environment accounts for:some of the
variation in learners' speech, a recent and widely discussed theory of L2

acquisition posits a mechanism for explaining this variation. The Monitor




o ’
" was a very high degrde-of correlation in the orders in which certain

- \/\j . *
R ,

-~ 4

Moqel_(Krashen, 1976, 1977, 1981; K.raahen & Terrell, 1983) is based on the
claim that the inte:nalizatfén of' the grammatical structure of second
languages takes place via two independent processes, acquisition and
learning. Acquisition is q{‘) unconscious process, similar to that by which
first languages are acquired by children, whereas learning is a cornscious
process. Acquisition takes place in situations where the focus is on
meaning, not on language per se, and learning takes 'place v;'hen the focus is
on grammatical form, as it often is in the traditloqal L2 ‘classroom,
Acquisition, then, is knowing the language; ledrning is knowing about the

language. . " - e
7 -

The acquired system is said to be the source for all spontaneous

" linguistic production. - The function of the learned system is limited to

"monitoring" linguistic production in situations which require 4gttention to

. carrectness of form rather than to meaning, such as during a discrete-paint

gkmmar test or during pattern practice and drill. Krashen claims that it
is the acquired system, the basis for spontaneous, unmonitored speech, .
which produces consistency across learners acqui}ing the same L2 and that
some variation across learners can be explained by "the intrusion of
conscious grammar in situations where students are deliberately focusdd on

~ 1

correctness" (Krashen & Terrell, 1983, p. 31). N o

Support for this claim comes from a number of studies of the
acquisition of grammatical morphemes by language learners. Brown (1973),
in a longitudinal study of children acquiring English L1, found that there "
grammatical morphemes were Ecquired by his subjects. A subsequent croes-

sectional study (de Villiers & de Villiers, 1973) found an accuracy order

_ . \
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"w,
- consistent with Brown's acquisition order. Seve}m studies of learners

<

dcquiring English as a second language have reported finding a morpheme
accuracy (or difficulty) order which differs in some respects from the
English L1 order but which is fnsistent across subjects regardless of Ll or
: age (Bailey, Madden, & Krashen, 1974; Du.;;y & Burt, "I’”‘n:; l_arsen-F reeman,
’ 1976). Krashen (1977) has averaged the orders found in these studies and

claimed that that exists a "natural order” of morpheme acquisition for all

L2 learners of English and that this order appears under conditions in which

13
the acquired system, not the learned system, is operating. '

Other studies, however, have found variation in this "natural order"
(Hakuta, 1974: Rosansky, 1975). Krashen (1977) clalms that variation is

due to the nature of the elicitation fasks used. Tasks which tap the

L4

acqui”_red system yield the "natural order” whereas tasks which tap the

© ' A

learned system yield an “unnatural order." However, others (L arsen-Freeman, .

1975; Porter, 1977) have suggested that the "natural order” itself is due in -~
part to bias introduced by the Bilingual Syntax Measure (BSM) Burt, Dulay,
& Hernandez,, 1973), the elicitation instrument used i the studies cited by

Krashen (1977).” Other researchers (Rosansky,.1975) have, questioned the

M LS
statistical procedures used fer—analysis in these stu

8. The.usefulness of
é ‘ ’ fhe methodology employed in these studies has alsg’been questione'd as one
limited to calculating accdracx in obligatqry cont\exts,, a methodology which
only partially investigates accuracy because it does not take into account —
mor;;heme auppll‘ance -in inappropriate cgntexta (morpheme overuse) and
therefore misrepresents learner competence (Andersen, 1977; Hatch, 1978).

A further qt'xestit')n reg;rdlng the claim for a "Dal;pral order”" of English

& - Hary

L2 morpheme acquisition ig centered on the equation of accuracy order with

-13--
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acquisition order, that is, with making a“’claim for a  longitudinal proc;eaa
based on cross-sectional findfngs (Hal}uta, 1974; Larsen-Freeman, 1975;

Rosansky, 1976). In a large scale study of English L2 acqui?l{:)\ukby

' French-speaking school children in Quebec, a study which incorporated both‘
) ) .

longitudinal and cross-sectional methods and which investigated, among other
thiri‘ga, morpheme use inwobligatb'ry contexts as well as morpheme overuse,
Lightbown (1983a, 1983b) found that fht;rpheme acquisition wa;i by no means
linear for her subjects. A form which apbeared o be used with relative
acocuracy one year could be. frequently omitted the next or used with a ’
much lower degree of accuracy. For‘ certain morphemes, accuracy
fluctuated over several years, sometimes reattaining levels similar to those .
found for the first yeaxJ' after five or six yéara of ESL instruction. Far

other morphemes, there was little or virtually .no changep in accuracy over

tlmeo " ¢

A
i

A second important finding was that even when analyzed cross-
sectionally, the accuracy orde_r fc}r these subjects did not confirm the
"natural order.” The elicitation task used was an interactive task which
focused on communication of information, not correctness of, grammatical
forrﬁ, and so could be said to’tap the acquired systém. Unlike the BSM: ’
tl}tls task i‘equired very fe\:l linguistbe%es frorp the interviewer and so
minimized the introductionﬂ of bias. An apparent explanatior; 3‘r the |
acqui.sition order implicated the L1 of the subjects, who W}e na’tive French

e

speakers whereas the subjects in the studies cited by tdshqn (1977) were

‘speakers of Spanish, Chinese, and many other languageil (although not

French). However, Lightbown was unable to make the case that the L1 of
1

the learners accounted for the difference in order, and so disconfirm the

"natural order," because of a confounding fact. The type of ESL instruction

-
o
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that her subjects had ;'eceived was very different from that of the subjects
in previous studies, who although they were receiving ESL instruction, were
also exposed .to inft;rmai input in'Engliah because they were l;esidents of the
United States. Lightbown's subjects had virtually no contact with English
outside the ESl;,claa;i‘oom, and furthermore, the ‘type of instruction they

)

had undergone“had exposed them to a "distorted ve\rsioj‘nﬂ of the English
language" (1983a, p. 116). In their ESL classrooms, contrastive use of
grammatlca} forms was absent, so that the functions associated with various
f'orma could not easily be differentiated. Furthermore, they were required

to practice and repeat utterances of grammaiical complexity far beyond

their onntaﬁeoua production ability.

One of the purposes of the present study is to address the "natural
order” hypothesis by partially replicating Lightbown's wark. Because th?
intensiva. program subjects in this study have been exposed to English L2 in
a communicative classroomn setting that provided them with a rich, r;atural

language model and considerable opportunity to take risks in attempting to

express themaeives in English, they can be compared and contrasted with

o

subjects in previous studies in ‘terms of language learning experience and
with Lightbown's subjects in terms of native language and type of
instructiop.

o

Intensive Second Language Instruction

4

©

" The innovative program described In this study offers students English . -
L2 instruction that, in additian to being communicative and fluency-based,

is truly intensive. With the exception of a few hours per week set aside »

f

for French-language instruction in religion, music, and physical education,

1
- 15 - » , '
r Q ‘



°

. these students spend the entire school day in English, fiveo days a week, for
five months of the school year. Although intensive ESL instruction is an

innovation in the Fre‘nch-language public schools in Glue,_bec,“ intensive

’

lahguage teaching haa been employed in various places and times in the
history of second/fore:gn language instruction in programs ‘based on diverse

approaches and employing a wide variety of teaching methods.

As Hawkins (Hawkins & Perren, 1978) notes, '""Intensive' or 'immersion'
methods are no new invention. Mackey (1965) has pointed out that in
éoman dtimes, imme;‘sion was the fule, when the preé;igious foreign
language; Greek, was learnt in the home by well-born Roman children in
dialogue with an educated Greek (slave) tutor" ;SE’* 10). Although there are
nther instances of ént ive foreign language teaching in ancient and pre-»

modern times, it was not until the decade of World War Il that specialized

intensive language courses had a widespread impact on foreign/second

language teaching, particularly in the United States (Frink, 1967).

During the early 1940's, due to military and diplomatic exigencies °
rather than to pedagogic ;:onaiderations, large-scalé intensive language
training programs were established in the United States. Among these, the

Army Specialized Training ,Program (ASTP) was established in 1943 in order
. l‘ 0 '
to equip large numbers of soldiers to communicate directly with native

speakers in the colloquial spoken form of various languages in as short a

time as p\osaible (Angiolillo, 1947; Lind, 1948). Prominert linguists

I
\’i
4. An exception to this is the Commission Scolaire dea Mille-lfea, located
just outside of the Montreal metropolitan area, which began offering a
"bain linguistique™ program in ESL several of its schools in 1976 (Billy,
1980; Billy, Lemieux-Nieger, & Labelle, 1976). Another intensive

program (referred to in footnote 1), has been discontinued.

W
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(Bloomfield, in particuler) were called Opon to design the program, and as a
result, many of the principles and descrsiptive techniques they nad developed

for the study of languages were applied to the ASTP, which came to

represent an outlook on language teaching that was profoundly different

—

from that held by most American schools (Moulton, 1963). Chief among
fhese principles were l;hé primacy of speech over writi/r;g, the i‘rnpoi'tance‘?f
teaching the ,language rather than teaching about the language, the
irﬂ'p;)rtance of using native apeakel; informants as the source of information
abou4t‘ a language, the belief that language is a set of habits, and the idea
that languages are, in significant ways, different from each other. This

—

last idea pointed to the limited usefulness of traditional Latin and Greek

B /
grammatical paradigms for analyzing language structures as well as to the
limits inherent in translating from many languages, particularly non-

Europcan languages, into English.
ﬁ‘

3
{
d

These principles and‘ the teaching materials and techniques that were
developed to reslize them actually had been implemented for several years
prior to World War Il in the experimental programs of the Intensive
Language Program of the American Council of Learned Societies (ACLS).
These experimental programs used intensive methods and, focused on g\e
acquisition of oral skills. Both these programs and the ASTP w.rﬁich\' |
emefged from them required that serious comldergiion-ﬁe gi\“fen to the

amount of time required to learn a foreign language. Prlhor to World War

1l, language courses were considered like any other courses and offered in

40 to 50 minute periods three to five times a week in most schools and
universitites. In contrast, the ACLS usually ran two or three six-week
sessions in which students had as many‘ as 15 hours of classroom instruction,

15 hours of driil with a native speaker, and 20 to 30 hours of individual

-17 -



preparation per week. Despite considerable diversity across courses, the
/

ASTP classes generally met for three 12-week terms, with one week !
. \

between terms, for the basic phaa}e and then four terms fdr the advanced

Y

phase, uponvco?npletion of which most students were expec ﬂ to achieve
A .

the required level of competence (Darian, 1972).
- - ‘ N
These programs were generslly considered to be
7 ‘ '
(although not entirely uncontroversial), and consequent!
‘ .

profound influence on post-war language instruction in the United States and ~

ighly successful

, they had a

elsewhere. They demonstrated the effectiveness of emphasizing the
ac'quisition‘ of speaking skills as well as the advant;ge of teaching languages
intp'nsively,‘and their principles and methods of instruction (particularly the
audio-lingual n"iethod) were wideiy édopte'd by schools and /universities.
Although it was difficult to incorporate the intensive instructipn component.
‘into standard -school -and university teaching timetables, intensive lénguage
training was adopted by business and government. Stern (1985) notes that
the Canadian public service allows employees a maximum< of 1,560 hours of
L2 training and, an additional 780 hours, if a higher level af p'r'bficiency is

~ required for a particular job. In recognition of the unrealistica‘ily small
amount of time allotted to foreign language teaching in American public
schools, thg foreign languages in the elementary school (FLES) ‘movement
was begun in the 1950's. However, although it had been demonstrated by
the ACLS and ASTP programs that language learning required considerably
.more time than had previously been recognized, much post-war language

8 \' . training did not dietlng“ulah between the effect of total amount of time

devoted to language training and distribution of that time.
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Only recently have £hese two aspects of the time factor beer; studied
as separate but interdependent variablgs éffecting the outcome of L2
instruction. Carroll (1967) found a positive correlation between total
amount of time givén to foreign language instruction and proficiency ievel
achieved. Stern et al. (1976) report similar findings for the Canadian
Ottawa French Project, in which the time allotted for French second
language study in “core," “extended," and "immemi.gn\"l)rogra{ns ranged from
20 to 300 minutes per school day. A study confirming these findings at the
university leve}l was conducted- in t;m United States. Benseler & Schulz
(1979) examined variations in distribution of time in languaggisqurses and
found that small daily amounts of time over a long period of instruction
were less effective than large daily amounts over more compact periods of
instruction. Support for the superior effectiveness of intensive languagé

v

teaching in a variety gf-British foreign language courses, ranging from.

y

"sectioy bilingues" in schools to one or two-day intgr_fsi;ve courses at

"external centres,”" is reported by Haquins & Perren (1978). ,

In Quebec, intensive L2 instruction has been limited in the public
schools, for the most part, to teaching French in immersion programs in
Engliah—la?;guage schools (Genesee, 1978; Lambert & Tucker, 1972). In these
programs, all instruction is offered in French beginning in kindergarten (or
grade-1); English language arts instruction is introduced in grades 2 or 3.

In a study of early French immersion in the English language schools in
Montreal, Genesee (1978) reports findings consistent with those for other
early immersion programs. Immersion students demonstrate considerable
competence in French language skills by the end of elementary ;chool
(grade 6) although reg;lrding speaking t;kills they ‘do not rate as high on ., -

most dimensions tested (prenunciation, grammar, vocabulary,
) ) r
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communigt‘ati%veness) as native speaker French contrpls. (They do rate
significal:\tly t‘ﬁgher than native English apeake\rs in regular French L2
programs.) There is no evidence that the acquisition of interpersonal
communication skills in French varies with IQ while there is evidence that
the acquisition of literacy and academic linguistic skills does. This is, again,
a finding consistent with those for other early immersion programs (Gardner
& Lambert, 1972). There is a lag in English language skills followed by a
quick re;:overy of these skills one year after the introduction of English
language arts (although difficulty in learning English spelling '“patterns is -
somewhat "protracted"). Finally, there is no evidence that academic
‘achievement is impaired by the immersion experience; that is, below-

x

¢
average IQ immersion students perform at the same level as below-average

1Q students in the regular (non-immersion) program.

In Quebec, Frenc‘h is the majority (and sole official) language, and
immersion programs have been undertaken in order to equip minority
(English) language students with the ability to live in the majority
language, in other words, to ma‘a% them functionally bilingual. In Europe,
where foreign rather than second language learning is the concern of most
students, a different approach to intensifying language instruction, has been
taken in the form of "compact" language courses (Hawkins & Perren, 1978).
These courses are designed to meet the t’ime constraints imposed by the
regular school schedule. Because the total time allowed for foreign
language teaching is reduced, the dii?tribution of that time has been
"compacted" for maximum effectiveness. Stern (1985) reports that

Since compact courses were envisaged...within a system of such .

courses or a broader scheme of language education, it is possible to

think of single compact courses as "modules" which emphasize limited
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aspects of the language curriculum...and within this kind of modular

a b4
program, in subsequent courses, to shift the emphasis deliberately to

other aspects (p. 23). g ,

i
Allotting adequate time for languade instruction and/or

intensifying instruction are demonstrated ways to address the failure of ‘so
r

many foreign and second language programs to bring their students to
adelquate levels of proficiency. Experience and some correlative research hag
allowed educators to realistically estimate the total time required for

language learning, taking into account proficiency objectives, language

’

learning aptitude, and the degrée of relatedness between the target
language and the native language of the learner (Cleveland, Mangone, & .

Adams, 1960; Omaggio, 1986). Th;age of the learner is another important

o

factor that is not independent from time considerations. There is “evidence

.

that intensive instruction may ber more effective for older, more
, = )

experienced, more.advanced ledrners (Hawkins, 1981; Swain, 198'13, 1981b).

-

There is also evidence that younger learners may benefit from courses that

e or natural ways of learning, such as interactive

allow for more intui

fluency-based courses, and\that older learners may have an advantage in

more academically based cqurses (Swain, 1981a, 1981b). Although amount

and distribution of time mgy be important factors, even the primary;_{factors
2] N

affecting the outcome of sqcond or foreign language instruction, other

-

factors v;hich interact with them must be taken into consideration when

planning and evaluating lang programs. o
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CHAPTER I

SUBJECTS AND PROCEDURES

- -

Subjects

The subjects in this atuey are all 26.students enrolled in a single,
intensive ESL. class in grade 5 of an elementary school cemprleiﬁg grades 3
through 6 (and some kindergarten classea)ﬁ\‘a Montreal. South Shore
community. The families of the students are generally fromcthe working
and middle classes; in\r\nanx of the families both parents are emplo}ed. )
For 23 of the 26 subjects, Frgnch is the language spoken with their parents;
the remaining three speak Spanish, Spr/and French, and English and
French with their parents. Of the 24 subjects who heve siblings, 22 speak

French with their siblings, and the remaining two epeak Spanish and French.

‘The intensive ESL class met for five months, from September, 1984 to
February, 1985. Maost of the subjects were 10 years ol%when they began
the intengive course. Thdy! were all selected at random from approximately
150 applicants. Students who were already fluent in English or who
exhibited "severe" emotional or learning disabilities were not supposed to be
eligible. All students had received one hour per week of ESL instruction
from grades 1 through 4 for a total of about 14\0 hours. This instruction
was -their primery exposure to English. Two of the students, h evel", had

received other instruction in Englisﬁ: one had attended an English language

school for three years in grades 1‘' through 3, and the other, at the age of

. three, had attended an English language pre-school for one year. With the

4
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exceptione"bf these two, all students had received a total of approximately

540 hours of ESL instruction at the completion of the intensive course.

A comparison group of ESL learners consists of the 32 francophone
subjects in grade 10 who;éamong others, participatéd in a research project
which investigated the learning of ESL by students in two French language ¢
achools outside Montreal (Lightbown 1983a, 1983b; Lightbown & Barkman,
1978; Lightbown & Malcolm, 1980). These 32 subjects are from a socig- .
economic and linguistic milieu comparable to that of the intensive program
subjects. They receiv¥d two hours per week of ESL instruction in grades 5
and 6 and approximately three and one-half hours per week in grades 7
through 10. This instruction was based on the regular ESL curriculum
employed throughput Quebec at that time, a structural curriculum that

focused on language forms through drill and pattern practice.

Assessments of the ESL proficiency of these comparison subjects .were’
made in grades 8, 9, and 10. For this study, analyses were performed ?n:
samples of their speech obtained in November of grade 10, ‘when they had
received approximately 540 hours of ESL insgg_uction, a total ESL instruction

. e

time equivalent to that for the grade 5 intensive program subjects at the .

end of their five-month program. °

Procedures

Data Collection

The Picture Card Game. Speech samples from all subjects were obtained
by means of the Picture Card Game (PCG), an oral communication task

designed to elicit comparable samples of ;pontaneous speech from learners
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" with fairly low levels of English proficiency (Lightbown & Barkman, 1978),
ap [t is based on the "screen tasks" used in studies of cognitive development

] (e.rj., Glucksberg, Krauss, & Weisbt;rg, 1966) and also in some second
language tests of oral proficiency (Upshur, 1971). The PCG was
administered_individually to the 26 intensive program subjects approximately '
one to two weeks féllowing completion of the intensive proé},am. (Four
subjects, who were absent during this time, were recorded one week later,

’ i.e. three weell:: after completing the i;\tensive ESL program.) The PCG

was administered individually to all 32 comparison‘subjects‘/ithin a two-day -

period, as mentioned above, in November of grade 10.

r

Although the PCG was designed to create contexts apprOp{\':ate for
th@ use of some particular grammaticgrl forms,” it requires that ESL learners
communicate information about & series of pictures to an interviewer. In
order to "play" the PCG, a subject begins by choosing one of four picture
cards presented to him face down. An interviewer explains that he has an
identical set of fbur, arranged in front of him so that their faces cannot be
)
seen by the subject. The 8u§ject is told that hia‘ task is to describe his
picture so_that the interviewer can dete;mine which of the four he has
chose'h.f lnatr-)ﬁtiona to the subject usually consist of a brief sentence or -
two like, "Tell me about your picture, and I'll try to guess which one it is."

The subject then deécribes his picture, and the interviewer is usdally able

to identify it. All speech is tape recorded.

The four pictures in a set are fairly similar,. differing inﬂdet'alla like

the color of clothing,” the number of children present, or the shape and size

[N
9

of a gift. Sample pictures are shown in Appendix A. The subjects, of ’

4

course, are unaware of the exact smount of detail necessary to the

[
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intqrviewer and so vary in the amount of detail they supply, according to
how they perceive the task and how proficient they are in English. If the
interviewer is unable to identify a picture, he urges the subject to tell him
more, if possible. The interviewer should speak as little as possible s0 as
not to provide the subject with input that could serve as a model for
grammatical morphemes, syntactic structures, or vocabulary. Sele::ted
samples of transcribed speech elicited from both intensive program and
comparison subjects are reproduced in Appendix B. After the interviewer
successfully “identifies a subject's picture, he offers him a new set of four,
and :he task continues. . -

This original version of the PCG was simple in design, intendedl for
students, like the comparison subjects, who hgd little, if any, practice in
extended speech. In fact, a subject could successfully "play" the game by
merely produci“tv\g a lexical list of some of the items in his picture without
joining the wo'r,ds in syntactic structures. Becauee' it was anticipated that
the intensive program subjecte; would be relatively fluent speakers of Englist’{\
and that speech elicited by the simple, stick-figure pictures would not
sufficiently represent their profi;e;ncy, two sets (of four) co?uax pictures,
rich in narrative contentwé'ﬁd detail, were added to the eight original
picture sets. This was not possible for the comparison subjects as the PCG
had been administered to them several years earlier. Therefore, all
comparisons made between them and the intensive program subjects were
based on analyses of the eight original pictures plus the "Liitle Boy"

pictures (described below). Speech elicited by the two sets of complex

pictures was treated separatefy.

- v,
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Both-the intensive program students and 'the comparison students
\ -

participated in an additional task, the "Little Boy" pictures, a \fter they had

completed the PCG. In admlmster?ng this task an interviewer says that he

o

has five pictures of a httle boy who does the same thing every day. As he
shows a subject the first picture (of a little boy waking up), he asks, "What
does he do first?" With each successive picture he asks an appropriate

question like, "What does he do next?" or, "What does he do in the

summer?" The subjects' responses are tape recorded.,
. .

For the compdrison subjects, transcriptions of their PCG sessions were

_already avax!,qble. Acceptable levels of reliability for these transcriptions

had als(lready been established. For the intensive program subjects, 8ach
administration of the PCG was tape recorded and transcribed in full
according to the transcription conventions established by Barkman in the
Lightbown et al. project (Lightbown & Barkman, 1978). A copy of these

N 4

conventions is included in Appendlx &, An informal rellabnhty check was
performed by a second party on transcriptions of speech elicited by two
randomly selected pictures for each subject. Reliability was found to be

very high; no major discrepancies were found, and the very few minor

discrepancies found were resolved upon further listening to the: tapes.

ESL Placement Test. In order to determine how the intensive program

students compare in ESL placement with comparable students in Quebec:

&

public schools, the Test de classement en ariglais developed by the

Commission Scolaire Baldwin-Cartier, a Montreal island French-language
school board, was administered. In the Baldwin-Cartier schools, which have
a sizeable enrollment of both bilingual and native Enllah—apqaklng atudents,

this test js administered at the end of grade 3 (in May) in order to place
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students in classes appropriate to their levels of English proficiency in

grade 4, their first year of ESL instruction. (Other v.ersiopr}a of the test
have been constructed for students completing»grades's and 9.) Baldwin-
Cartier is one of the very few school boards in the Montreal area that
offers different proficiency levels of ESL classes at each grade, grades 4
through 11. The’ placement test 18 designed to identify three groups.

native speakers of ﬁ’) lish, monolingual French speakers, and moderately
fluent speakers of ESL. Because one of its purposes {8 to separate out
native English speakgm, the di.fficulty level of the test is 'very high relative
to placement .tests targeted for non-native speakers. The intensive program
teacher was-consulted in order to determide which level of the test ahe
considered at an appropriate level of dnfflcmilty for her students. The grade
3 level test has been administered to a very large number of Baldwin-
Cartier atud;nta, f—(;: whom norms have been defined.” The t;st was
administered to the intensive program subjects to determine how, after
five-months of intensive ESL instruction, they would be placed in the

Baldwin-Cartier .schools. The same test was administered approximately one

year later when the subjects were in grade 6.

. &
The test consists of 70 pencil-and-paper items in two parts: a 35-

item listening comprehension sub-test and a 35-item reading ‘comprehension
sub-test. The items test knowledge of English vocabulary and grammaiical
structure ‘and the ability to answer queetior;a of fact and inference. Forty- ‘
five minutes are Qlotted to complete both parts, 16 minutes for listening
compiehension and 29 minutes for reading comprehension. A' copy of the
test, a scrlpt of the listening con)xprehension part, a description of the test

contents, and directlons for its admlnwtratlon and scoring can be found in

Appendix D.
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Lanquage Contact and Attitude Questionnaire. In order to assess attitudes
—_—T

QU

and expectations about English as well as amountj and kind of contact with

English outside t\he\ classroom, a 20-item questionnaire was adn;iniatared to
the intensive program students at the completion of their five-month ESL
program. Each question required subjects to choose one of the response
alternatives presented. In order to facilitate student responding, the
q'ues“tiqnnalre was, written in i’—'rengh A questionnaire‘comprising 17 of

these 20. questions had already been administgﬂ:n the compariaopﬁ

subjects. This questionnaire was also written in/French. Copies of these

¥

questionnaires can be found in Appendix E.

Data Analysis

id o

orpheme Accuracy. An analysis of morpheme acc(u::acy using the
obligatory contexts rﬁethodology described by Brown_(1973) was performed
on all the speech elicited by the PtG for each of the 26 inte/nagve pr;:gren;'
subjectd. The obligator‘y context, methodology requirear thef a particular
grammatical morpheme(s) be present in order for an ut(e;‘ance to be
considered grammatically well formed and contextually appropriate.' A
context for a particular morpﬁe‘rrbcan be creuated t?y the learner’s langbage
itself, as in the utterance "He have rthree ball", ythere the presence of the
numeral creates a requirement for the pll.;l"al form (which the speaker has

3

failed to supply). An obligatory context for a morpiwme can also be

created by the referent for a particular utterance. For exampls, in the
case of 'the‘PCG, a student ‘desc‘rlbing a picture of two trees and two
houses would be required to supply the plural form. An utterance like

"There's tree and house" would be considered inaccurate for the piural form,
) - ?

¢
~
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Finally, an obligatoryucontht for a grammatical morpheme\can be created
by the form of a question to the learner. For example, for the "Little

Boy" series, the question "What does he do in the winter?" creates an

o

obligatory coniext'for the third person singular simple present tense form
"He skates." Although "He ‘is skating" is grammatically well formed, it is

[*3

considered an error in an obligatory context for the third person singular

simp!en present since the progressive aspect is inappropriate.

Six grammatical morphemes were analyzed for accuracy in obligatory

contexts:
N .
.copula is and contracted copula -'s
- auxiliary is and contracted auxlhary .
present progressive -ing
plural -3 .
third peraon singular Slmple present -3
' posgessive -'s.

At the outset of the analysis, it became clear that not every

obligatory context could be unambiguously identified, su the following set of

protocols \'?raa developed to ensure that sensible and consistent criteria were
applied to identifying obligatory contexts. When the full form of the

copula occurred with a plural ¢complement, as in "There is two green trees",

v

it was not counted as an obligatory context for the copula. However, when‘
the contracted form occurred in the same esnvironment, as in "There's two
green trees", it was counted as an obligatory context for the copula on the

grounds that native speakers ‘of English commonly use this construction.

[

For’ both the copula and the auxiliary, thé frequency of occurrence for

the' full and the contracted forms was observed and recorded.
) 0

)

iR

quhtbown and Ma}colm (1980) treated as obligatory contexts for the

’
b

auxmary only those occaulons when the verb markad with the progressive

\
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form -ing was preéent with a third person 'singular subject, for example "He
__ taking...." They reasoned that an utterance like "He __ také..." or "He's
take..." could not be regarQed as providing an obligatory context for the
auxiliary form (even though the pict\ure being described required suppliance
of the present progressive structure) because they had found axtfnsive

overuse (that is, inappropriate use) of the contracted auxiliary t{g, in

particular with clause-initial nouns and even sometimes preceding stative

- verbs like want, see, and have.? If they accepted that the contracted BEs

copula created an obligatory context for the auxiliary (and, therefot:e, the
full progressive agructure), then tﬁey would have ‘to accept ungrammatical
utterances like "*He's wanting a cookie" or "*She's having long hair."
Lightbown and Malcolm, however, did treat an utterance like "He .__

o

take..."  as creating an obligatory context for the progressive -inq form on -

"the grounds that -ing appears earlier than the auxiliary in present

progressive structures for both first and second language learners.
. ]

Because morpheme accuracy scores were already available for the
comparison subjecis frorp the Lightbown et al. project, the criteria
described above ware‘ adopted in analyzing the auxiliary and -inq forms for
the intensive program subj‘epts in*order to make comparisons pin‘sible. In
addition, bécause very few instances of s-overuse were encountered for the
intensive program subjects (and virtually none with stat_i;m verbs), a sécond

analysis was undertaken using a different set of criteria for identifying

obligatory contexts for the suxiliary and the -ing forms: an obligatory

S. Thelr grade 6 aubjecta "added 's or is (either correctly or incorrectly) to
_89% of the pronouns and 78% ‘of the singular nouns in clause-initial (‘
position" (p. 46). , o
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context for the present progressive - auxiliary form was created by
suppliance of a verb with or without the -ing morpheme and[or by

suppliance of the auxiliary where the situation created by the picture card

-

itself or the broader linguistic context suggested that the present
\

progressive form was required. J

9

A few ihvariapt plural forms, such as glasses, jeans, shorts, and

ants, occurred in the subjects' speech. At first, these were eliminated \)\
from analysis of the plural form, as they could have been learned as sidglé
morphemes that did not require application of the plural rule. .However,

(%

because many instances wel:e encountered of these forms without the final

a

-8, they were ultimately included in the analysis of plural morpheme use.

¢ +Initial analysis of the third person singular present tense -s revealed -
that three rather different uses of this morpheme appeared to occur. The
verb have seemed to be under separate control from other verbs.
Specifically, has seemed to be frequently ena correctly supplied by many of
the intensive program éubjecta whereas other verbs rarely seemed to‘be
marke;i at all for the third person singular. Therefore, 3eparate analyses
were undertaken for have and for other verbs (excludi'ng, of course, the BE

copula). In addition, it was noticed that many subjects introduced their
' /,
. i/ °
utterances with the odd copstruction "He has..." or "It has...," as in "It has

a little girl with three Jalloons. This is likely based on the Prench ~
introducer il y a. (gyéancea of have as introducer were counted separately

from instances of have as main verb. X -

Sometimes subjects repeated an utterance. If the repetition was

A

immediate at;d exact, for example "There is there is a bureau...,” then it

was counted only once as creating an obligatory context(s). When a subject
v - v ,

"y
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. on," "#Hge's get up" (rather than "He gets up.”), and "*One girls (girl's) have

self-corrected, only the corrected version was counted, even if it .was

incorrect. \

Percent mean accuracy scores were computed for each of the six

morphrg’ea. As mentioned earlier, scores were already available for the

comparison ‘subjects. In order to obtain comparable scores for the intensive
program subjects, means were obtained by dividing the total r’lu‘mber of
forms supplied by the total number of obligatory contexts for each
morpheme. In addition, mean accuracy scores were calculated to give equal
weight to each subject's score, as the number of obligatory contexts for
each of the six morphemes varied widely both within subject for the
different morphemes and across subjects for the same morpheme. A mean
percent accuracy score for each morpheme for each subject was calcul.ated;

these scores were totalled, and the sum was divided by the number of

subjects. N

S-overuse. Application of the obligatory context methodology allows .
D ' B

researchers to calculate grammatical accuracy only in cases where the P

suppliance of a particular morpheme is required for an utterance to be
grammatically correct and contextually appropriate. It does not provide a
full picture of a learner's mastery of these grammatic'al forms. A learner
ma! be overusing one or more forms, that is, inserting them in places
whére they :are neither obligatory nor apprgpriate and so would not be
counted using the obligatory context methodology. S-overuse can occur in
many environments other than with clause-initial noun phrases, as referred

to on page 30. Some examples of s-overuse are, "*Four people has hats

- 32 -



-

a pink shirt." (In these last two examples there is also a requirement for
the third person singular present -g, which has not been supplied.) All
instances of s-overuse for the intensive program subjects were noted. Data

on s-overuse for the comparison subjects were already available.
- L I .

Pt

Fluency. Fluency was analyzed by examining the amount, diversity, and

., rate of sbeech.

N

13

-n

Amount of speech. The mean number of words elicited for all eight

pictuf-ea in the PCG and for the five "Little Boy" pictures was determined
for the intensive progragm subjects and the comparison subjects. In additiorlw,
the mean number of words elicited for each of tHe two added complex
pictures was determined for the intensive program subjects. All 'wm:ds were
counted with a few exceptions. Uninterpretable, incomplete, or French A
words were excluded. These three categories accounted for a negligible
number of words. As in the acéuracy analysis, whEén subjects occcasionally
corrected their speech, the replacement versions only were counted, even if
they were incorrect, and exact, immediate repetitions were counted only
once. Contractions were counted as components of ghe words they were .
adjoined to, as it was not always possible to distinguish a corniraciad form
from an instance of _g-o;/eruse. A problem occurred in determining how to
count the indefinite article, which could often not be distinguished from the
ubiquitous utterance uh (indicating hesitation). A protocol was adopted to
count only those clearly unambiguous ocm;l-'encea of the ‘indefinite article
and only single occurences of /¢/ immediately npreceding nouns. Mean
scores were compared for the intensive program and the comparison

subjects. In addition, the ‘amount of speech elicited by the eight simple

-
" ' ' - /:

o
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picture cards was compared to that elicited by the two adde%&mplax

pictures.

A test was performed to investigate the possiblility that the
comparison subjects, being older than the intensive program subjects, might
have been’ bored with the PCG task and therefore produced dignificantly
fewer words on the average than the younger subjects. In the course of
the Lightbown. et al. project, the PCG had been administered in a cgntrol
condition to a group of 14 grade 9ﬂ‘to 11 nativc; speakers of English.
Transcribed speech for this group was available, and the mean number of
words for one picture was calculated for the native-speaker subjects.
Scores for this picture were compare‘fi for the comparison subjects and the
native speakers and for the intensive program subjects and the native

speakers.

Diversity. One picture (mentioned in the paragraph above) was chosen
for more fine-grained analysis. This picture had eli;:ited more speech than
any other picture for the intensive program subjects and was virtually tied
with one other'picture for the most speech elici‘ted for the comparison
subjects. For this picture, a mean type/token ratio was determined for
each group by dividing the_total numberrof unique words by the t:)tal
number of words for each subject- and then averaging these scores. Since
type/token ratios are not independent of the amount of speéch produced,
they can be misleading as measures of linguistic diversity (vocabulary
depth). To determine if a relatiopshqp did \in@éed exist between arﬁount_ of

speech and type/token ratio, a Pea:d(an product-moment coefficient of

/
correlation was calculated.
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Despite its wide use as an indicator of vocabulary depth, variety, “or
rlchnéas, the type/token ratio provides incomplete information if looked at
alone. Thereforg: additional measuresuof vocabulary depth were obtained.
For the same picture, ratios were calculated for the mean number of
content words to tc;tal words, the mean number of nouns to total words,
the mean number of verbs to total wox;ds, the mean number of adjectives
to total words, and the mean number of adverbs to total words for each
group of subjects. Each of these five pairs of scores were compared for
the two groups of subjects.

Rate. The same picture chosen for the analysis of diveraity'was used
to calculate the rate of delivery in words per minute for the intensive
praogram and the comparison subjects. A rate was ca.lculated for each
subject, and then the mean rate was calculated for each group. To ensure
reliability, each count was repeated; if a discrepancy occurred, then a third

count was undertaken, This sufficed to resolve any discrepancies. A totdst

was performed-to compare the mean rates for the two groups of subjects.

Correlations between measures. For the intensive program Gubjects, in
order to determine whether a relatjonship existed among certain measures
of accuracy, fiu!ncy, and teacher’s en¢of:pru§ram grade, several correlation
coefficients were obtalned using the Pearson product-moment correlation
and the Spearman rank correlation. First, mean percent accuracy scores

for each subject across all six morphemes were obtained. These were then

—
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correlated with fluency scores based on the mean number of words elicited

per picture for each of the same subjects.

To determine whether a relationship existed between the teacher's

grades and these measures of accuracy and“fluency, the teacher's end-of-

3

‘program (letter) grades were obtained, transformed into’a composite grade, )
A A

and mapped onto a numerical stale. These grades were then correlated

with the mean accuracy scores and with the mean number-of-word (fluency)

scores. ¢

{

ESL Place,ment’?esYt. Mean percent scores were calculated for‘all 70 items

of the Baldwin-Cartier Rlacement Test and for the {S-item listening
comprehensiog and the 35-item reading comprehension sub—tests.\ Sub-test
score comparisons were made, and total scores were exami~ned using the
placement criterion scores employed by the Baldwgn-Cartier School "Board.
The same test was administered to the intensive program subjects
approxi;nateiy one year later, when they were in grade 6. Mean percent
scores were c.alcu-lated and compared with the grade 5 scores. In addition,
to examine\consistency of performance within gubjects," the two - sets of

scores were correlated.

[ 2
N ) >

L_anguage Contact, Use, and Attitude Questionnaire. FBr all questions, the

s percent response frequency for each response alternative was calculated for

the intensive program subjects. These scores were already available for Fhe

comparison subjects. For the 17 questions common to both questionnaires,

[3
i

comparisons were made. In addition, weights were -assigned to the response
alternatives and indices of exposure and of attitudes to English were

calculated for) the intensive program and the comparison subjects.
Je
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CHAPTER IIT’

RESULTS AND DISCUSSION

Morpheme Accuracy

- I
. .

The Six Morphemes

Mean percent accuracy scores for each of the six morphemes for the
comparison subjects and the intensive program subjects are presented in
Figure 1. The ‘sarpe results in numerical dform are presented in Table 1.

Note that for the third person singular morpheme (-s), the mean accuracy
\

l.»"

score for ‘the comparison subjects was calculated based on the PCG only; a

separate score was calculated based on the "Little Boy" task,” designed

specifically to elicit this morpheme. Accordincjly, the same procedure was
?

followed for the intensive program subjects.

Because no individual scores were available for the corﬁparison group,
statistical compérisons between pairs of mean percent: accuracy scores foi:
the six morphemes could not be undertaken. Tl;ls, unfortunately,- }imits the
conclusions that can be drawn about differences in performance between the

ESups of subjects, however an informal bomparlaon is not without
4

—3

There do‘appear to be both strong similarities and differences in group -

Ia— ¢
,.% porformanco. For both groups accuracy with reapect to the BE copula is
very high, and accuracy with reapact to the poasesalve form is very low. °

Nalther of thése findings is surprising, as they are conals&nt with other
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Table 1. Meari Percent Accuracy Scores!' for Morphemes in Obligatory

Contexts
. . t i

morpheme , coémparison intensive program

subjects? subjects

=32 .‘ . n=26

copula is, -'s* ' \ = 100 ' 91
suxiliary is, -'s a 9% 673
progressive -ing 45 « 26

, , , p
plural -s ‘ 61 24
3rd person singular -g% .8 | 54
possessive -'s ’ T 20 11°

S ~L

L.

2.
e

4,

)

L%
e
PR

) I

To make mean percent acturacy scores comparable for the two groups of
subjects, scores' for the intensive program subjects were obtained using
the same calculation as for the comparison subjects. These scores were
not corrected for the different frequencies of obligatory contexts for the
six morphemes across subjects. For each of the six morphemes, the
total number of forms supplied was divided by the total number of
abligatory contexts.

These mean percent scores are best estimates of the results preseni:ed in
bar graph form (Lightbown 1983a).

N=18. For eight subjects there were no abligatory contexts for either
the full or the contracted form of the progressive auxiliary morpheme.

These scores were calculated for the PCG only; separate scores were
calculated for the "Little Boy" task. For that task, mean percent
accuracy was 34% for the comparison subjects and 4% for the intensive
program subjects.

N=21; For five subjects, there were no obligatory contexts for the
possessive _morphgme.

-
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findings reported in the L2 acquisition literature (Bailey, Medden, &
Krashen, 1974; Dulay & Burt, 1974; Krashen, 1977; Lightbown, 1983a; Pica,
1983). The BE copula appears to be an early aéquird‘d’ form and the
possessive a relatively late acquired one. What is surprising to this
_researchér, who informally observed the intensive program subjects in class
and administered the PCG and all other instruments used in this study, and
to others wrho have informally observed the same subjects, is their
relatively low accuracy with respect to the other morphemes: the
progresasive auxiliary and -ing, the pl;nral, and the third person present

o

singular.

One reason that this relatively low accuracy is surprising is that the
intensive program students, as a’ group, give the impression of having
attained a fairly high level of ESL proficiency. They appear confident, at
ease, eager, and fluent. They\ seem to have no trouble getting their
messages across in English. Indeed, it was ext‘remelz rare for these
subjects to use French du’r/ing administration of the PCG, intentionally or
not, and because they are such successful communicators, one tends not to

g Notice the missing forms.

—

The differences in accuracy between the two groups are also surprising
given the expectations that some researchers have about the effectiveness
-
of teaching second languages in interactive settings where the emphasis is

\

on achieving fluency rather than correctness of grammatical form. Krashen
(1983) says that \\
N )Y

If :the Input Hypothesis is correct, on the other hand, .., providing

comprehensible Enput in sufficient quantity will automatically deliver

the right grammar; i + 1 will auto)natically be present. Thus, one
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o needs”only to create a syllabus based on communicative goals""‘and

sequencing o'f grammatical rules will take. care of itself. (p. '175)

'T'he inten&lve program subjects were exposed to a cénaic_lerable .
quantity of comprehensible input (approximately 400 hours of classroom
exposure within a five-month period) within the framework of a syllabus _
based on communicétlve goals. Yet there is no gvidénée that this exposure
was sufficient for them to acqq&re the grammatlcal rules govermng L;SB of

the morphemes studled here, with the exception of the BE copula.
< &
It is important to repeat that the data presented in F iqure 1 and

.Table 1 are mean scores. With the exceptlon of performance an the

copula, there is ¢onsiderable variance within the intensive program group,
but although some subjects show high accuracy in the uée of some
morphemes, no subjects show overall high accuracy across morphe‘n'\es.
Me‘an percent accuracy scores for all six morphemes were calculated within
subject for the ir:nténsive program group. These results are presented in
Figure 2, where the independent axis indicates the number of students and
the dependent axis the accuracy scores arranged in intervals of 10. As can
be seen, eight (of the 26) subjects fall within 30-40% overall accuracy, .five

each within 20-30% and 50-60%, four within 40-50%, and two each within

10-20% and®50-70%.

Although the. accuracy for these subjects is low relative to that of the
comparison subjects, accuracy for those subjects is also low for all
nﬁérphemoa save the ‘co‘pula, particularly given that their ESL instruction
fc;cused precisely on "rﬁorpheme-perf?ct" performance rather than on

fluency. IA discussing this low accuracy and the lack of visible

improvement over time for all of the longitudinal subjects in her study,
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Lightbown (1983a, i983b) says tha} instruction consisting larg::iy of intensive
drill on isolated cjrammatlcal’ forms at the early stages of acquisition may
octuo'lly ‘intorfere with ;Aatural acquisition processes and fail to accomplish
its own end. This ki‘nd&of instruction may lead to overiearning oflforn'is in
an enyironment where the rheanings associated with grammatical forms,
suc.h as the various functions of the -s morphemes, are not made clear to
learnérs b;cause there is ne contrastive use of the forms presented - each

is presented and dfilled in isolation.

e
] . ©
\
1]

F lgure‘ 3 shows the six morphemes ranked for ord?r of accuracy for
the corr;bnrfwn and intensive program groups. qu the comparison group,
morphemes ‘which appear not to differ from each other in accuracy are
enclosed in broken-line boxes. The results presented in Table 1 suggest
that thpre' r'nay be &0 difference in scores between the copula and the
auxillary forms and between the plural and the third person present si;'tgular
forms. Howev% there is no statistical evidence to atlJbstantiate."ﬁhis, as
neither individual scores nor precise group scores were available for

)
. analysis. ) v 9

.

‘ .For ihe intensive progrania group, an analysis of variance showed no
significant difference between scores for the plural and prognessive -ing
forfns (F = 0.13,‘/p = 0.724, df = 1, 50). Thus, these t orms have been
enclosed in a box, indlpaiing no difference in relative order. In additiuon,
when accun;cy for the third person pressnt singular form was calculated
_based on the PCG and the "Little Boy" task combined (28%), the analysis of
| v.rl;ryce showed no slg:\iflcant difference between scores for this form, the

plural -3, and the progressive -ing form -
(F_="0.26, p = 0.773, df = 2, 75).
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Figure 3. Rank Accuracy Order for the Six Morphemes
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It is interesting that in spite of the very different types —of instruction
these two groups of students were éxposed to, their rank orders for
accuracy are 8o similar (rf\o = .829, p <= .05). Only the position of the
plural form, lower by one rank for the intensive program subjects,
differentiates them. In discussing the difference between the rank order of
accurécy for hﬁr subjects and the so-called "natural order” (see Figure 4)
for which ’Kraahen (1977, 1983) claln"\a to have strong evidqnce, Lightbown
(1983a) points out that the order she found neither supports nor disconfirms
the "natural orde{"‘" hypothesis. The order she found could be due, in fact,
to her subjects’ kind of exposure "to a distorted version of the English

\ language" and to "the fact that they were requiredﬁ to repeat and practice
sentences contai;ﬁng grammatical complexity far beyond what they would
have included in their speech lf‘ they had been acquiring English through

more communicative interaction involving more varied natural language." (p.

116)

o

In addressing diffe;'ences in the z;cquisitiop orde.::s that Larsen-Freeman
(1975) found between langua;e samprs based on different elicitation
procedures, Krashen (1977) suggested that the order L arsen-Freeman found
that was consistent with the "n;tural order" was one elicited by procedures
thdt tapped acquired knowledge of English, that is, English lnternalized via
\Jcomclom processes like those that operate in children's acqumt[on of
their first language. However, the order inconsistent with the ”natural
order" was obtained via tasks that tapped learned knowledge of Engliah

}nowledga internalized by conscious awareness of grammatical rules and

unavailable to the acquired system. ’

- 45 -
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Figure 4. Adaptation of Krashen's (1977) "Proposed 'Naturel Order for
Second Lanquage Aﬁuisition"

.

-ing (progreuwe)
plural -s 1

. q ‘copula (be)

auxiliary (be)

IIl singular /-3

possessive -'s

Morphemes, in the same box are not considered to have a fixed order relative
.to one another. -
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Given the type,ﬁf instruction that the comparison subjects were
exposed to, it seems not unreasonable, at first, to view the accuracy order
dt;rlved from their speech samples as “unnatural,” as an order based on a
learned rather than an acquired underlying aystem‘. However, the striking
similarity in accuracy orders for these subjects and for the intensive
program subjects (r = .910, p < .02) and the-fact that the elicitation
procedures were "natural” in both cases challenges such an ex"planation.
Certainly the intensive program subjects were exposed to instruction foqused
on authentic communication in a comprehensible input-rich natural language
environment that encouraged risk-taking and hypothesis testing on the part
of the learners. This is precisely the kind of exposure that Krashen (1983)
predicts will lead to acquisition rather than learning of the target language
and w{ll result in a predictable sequence of acquisition of gramma'::ical

rules, revealed in a "natural order" of accuracy or acquisiton.

This challengb is strengthened by the observation that not only was
the type. of instruction different for the two groups of subjects, but the
distribution of instruction over time differed considerably, as did their ages
at the time of evaluation. According to Kr;;hen (1983), differences in type
and amount of exposure, age, and native language have no important effect
on the "natural order.” One should then _expect that the accuracy order for
the intensive program subjects would be consistent with the "natural order,"

but rather it is much more consistent with that of the comparison subjects.

An alternative explanation for the accuracy order of the comparison
subjects takes into account their native language. Most of the subjects in
the studies that Krashen cites were Spanish speakers, and there were few,

if any, French speakers among the remaining subjects. Because both native

L
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language and method of instruction ditfe}e_ntiated the comparison subjects
from subjects in other studies, it was not possible to attibute their
different accuracy order to either of these factors. However, the at;curacy
order of the intensive program subjects, who fulfill Kragﬁen‘a criteria as
natural acquirers, and who speak the same native language as the o

comparison subjects, is consistent with their accuracy order. This finding

suggests that the accuracy orders for these two groups: of subjects reflect

an interaction between the underlying system of the language they .are

learning and their native language, French, not a "learned" system or a

"natural" (i.e. "universal") one.

Figure 5 shows mean percent accuracy scores calculated two ways for
the intensive program subjects. The shaded bars show scores weighted
(uncorrected) for the different frequencies of obligatory contexts across the

six morphemes whereas the unshaded bars show those same scores, with

. error bars, unweighted (corrected) for frequency. Table 2 presents these

results in numerical form. As can be seen, there are.small differences in
the two sets of mean scores, three of the unweighted scores being
somewhat lower and three virtually unchanged. . ﬂ;%

)

Individual Morphemes: Intensive Program Subjects

The BE Copula. The copula was by far the most frequently used

morpheme, accounting for about 64% of the total number of morphemes
) ' .
supplied and 36% of the total number of obliga.Eory contexts. Mean’ percent

accuracy was about 91%, and the variance was considerably lower than for

- any of the five other morphemes (11%). Both the full and _contracted
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Table 2. Mean Percent Accuracy Scores: Uncorrected and Corrected for

Frequency (n=26)

uncorrected corrected
morpheme mean mean S.D. ~ S.EM. 95% C.L
N,
copula 91 91 11 02 87 - 96
auxiliaryl’ 67 i 63 39 09 45 - 82
(auxiliary)2 -- (33) (@7 \KQ (22 - 44)
1
-ing 26 23 39 08 08 - 38
plural 24 25 22 04 16 - 34
3rd per. sing. S4 47 s1 08 31 - 64
possessive 11 12 27 06 0- 24
\ s

1. N=18. For eight subjects, there were no obligatory contexts for either
the full or contracted form of the progressive auxiliary morpheme.

2. N=26. Scores are for the progressive auxiliary analyzed according to a
secongh set of criteria. See p. 30.

3. These scores were calculated for the PCG only; separate scores were -

calculated for the "Little Boy" task - mean = 4%, S.D. = 7%,

SIEOM. = l%' 95% C.I. = 1% - 6%0

Pl

4. N=21, For five subjects, there were no obligatory contexts for the

possessive morpheme.

N

=50 -
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forms of the copula were counted. The full form (is) accounted for about ’;
45% of( the forr:w supplied and the contracted form (+'s) for 55%.
In part, the very high relative frequenc‘y of the copula was due to its
presence in introducer phrases like "It's a ..." and "There's a .a"« Some
subjects even omitted the exiate%%ial subject there, beginning their g
nbtterances with the l/)are copula, as in "Is in a classroom" or "Is a present."

In a}idition, many subjects inserted the existential it after the subject, for

-

f’

example, "The paper |t's\green," creating obligatory contexts for the
contracted form of the copula that would not exist in the speech of native
speakers of English. The insertion of it in thls manner suggests L1
interference from French. i .
b
Many subjects used the introducer There's with a plura! complement,

as in "There's two girls and two boys." Because native speakers also
manifest this same use of There's, its presence was considered as both

. creating and fulfilling a requirement 1.‘or the“copu‘!a. A‘lthbqgh it was very
"t‘q""'rare, some subjects used the introducer form There are with two single

.complements, for example, "There are a truck and a car." In fact, there
seemed to be considerable confusion among the subject;x between ﬁ%:g‘g and
they're (they are). =This is evident in suc;h utterances as "They are (there

are) two houses and two trees." Utterances like "There has a they has a

desk on the front" also reveal a confusion of there and they (perhaps from

they_'re) combined with the use of have as an introducer.

The main factor accounting for less than 100% accuracy for the
copula Is that some subjects used are with a singular complément, for
example, "There are a class(room)." Overuse of the copula was extremely’

rare and seemed generally to occur following incorrectly unmarked plurals,

-« 5] -
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as in "The house is brown" rather than "The houses are brown," in response

to a picture of two brown houses.

The Present Progressive BE Auxiliary. As explained in Chapter II (p. 30),

two analyses of the present progressive auxiliary form were undertaken.
The first analysis adopted Lightbown and Malcolm's (1980)-criteria for

3
counting this form, developed in response to the extensive overuse of the

ar

contracteq auxiliary that they found among thei‘x‘ yoL;nger (grade 6 and 7)
subje.g}s,f particularlly in clause-initial noun phrases. They even encountered
infre;]uent but nonetheless salient instances of -'s overuse preceding stative
verbs, as in "She's have three balloons." Lightbm‘un and Malcolm treated as
obligatory contexts for the auxiliary pnly those ocqgaions when a verb
marked with the progressive form -ing was present with a third beraon
singular subject, for éxample "He ___ taking..." (and only in cases when the
use, of the progressive aspec; was contextually appropriate). 'When these
critet:ia_were adopted, mean percent accuracy was 63%. (This is based on
n = 18; for eight subjects there were na, such obligatory contexts for the
Auxiliary form.) The progressive auxiliary was nearly the least .frequent form
usegl, accounting for 3% of the total number of'f forms supplied arid about
2% of the total number of pbligatory contexts. Both the full and
contn:e;cteq forms of the auxiliary were counted. The full form (is)
accounted for about 42% of total occurrences and the contracted form (-'s)
for 58%. | 7

A second .analysis of the auxiliary was undertaken because, for the
intensive program \gubjects, very few instances of s-overuse in clause-initial
noun phrases welle encountered, and virtuaﬁ& no instances of such overuse
preceding stative verbs were encountered. For this analysis, an obligaiory

¥

<
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context for the present progressive auxiliary form was created by suppliance
of a verb with or without the -ing morpheme or if the situation created by
the picture card itself or the broader linguistic context suggested that the °
present progressive form was required. When these criteria were adopted,
mean percent accuracy fell to 33% (and obligatory contexts were created
for all 26 subjects - see Table 2, note 2). The relative frequqncy of the
auxiliary rose, accounting'for about 5% of the total' number of forms ¢
supplied and 8% of the total number of obligatory contexts. Again, both
the full and contracted forms were counted, with little change in relative
"
frequencirea'.' The full form accounted for about 39% and the contracted

-form fot 61% of forms supplied. .

Ty

/ .
The low frequency of obligatory, contexts for the progressive auxiliary

was an unexpected fiqding, particularly because most of the pictures in the
PCG created contexfa wherein the present progressive was the natural,
appropriate structure to-use ("A 'liitle girl [who] is wearing a red
skirt...she's holding three balloons..., A truck -is crashing into a car..., It's
rai.ning..., The teacher is holding a ‘milkshake..., A boy is erasing the
blackboard," etc.). Rather than supplying the present progressive structure

in these contexts, the intensive program'sub]ects tended to use have in

P‘utteraﬁi}“éas like "She has a red skirt," "She has three balloons," and "The

teachef has a milkshake." This seemed to be a strategy employed by
" virtually all subjects (25 of the 26) that resulted in avoidance of the more
complex progresaive structure yst still conformed to standards of

grammatical accapiabillty and accuracy. >,
3 . . ' :

.\\/—
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The Present Progressive -ing. The present progressive form (-ing) accounted
for about 5% of the total number of morphemes supplied and 10%5 of the
total errnber of obligatory/ contexts. This was true for both ways of
analyzing the present progressive structure, as described in the preceding
section. Mean accuracy for the -ing form was relatively low, 23%. When
subjects failed to supply this form, they supplied an unmarked ver; in about
799&\,01‘ cases. In ttle remaining 21% of cases, either the noun phrase fplua

the auxiliary only (no verb at all) was supplied (19%), or the third pemo\p

present singular form was, inappropriately, supplied (2%).

This preponderance of unmarked forms is consistent with findings for
other L2 learners acquiring English in "natural” settings. Learners seem to
begin using uninflected forms, as do childrer‘w acquiring their first language,
and add inflections to communicate their meaning more clearly. What is
surprising about the low accuracy score for the progressive form is that
-inq is reported to be one of the earliest morphemes acquired by child L1
learners (Brown, 1973; de Villiers d: de, Villiers, 1973) and by both child and
adult L2 learners (Krashen, 1977; Pica, 1983). Lightbown (1983a), however,
reports a mean percent accuracy score for -ing of 50% for all subjects over
all administrations of the PCG and a rank of four out of ;ix. Furthermore,
she found that despite some fluctuation in accuracy over time, accuracy for
-ing rose only to about 60% in grade 11. For the comparjson subjects in_

this study, accuracy was about 45%, and for the intensive program subjects

it was 23% (corrected for frequency). For both groups, -ing occupied one

6. Note that this is not the same percent as for the progressive auxiliary
because the auxiliary was analyzed only in third person singular contexts
whereas the progressive -inq was analyzed in other person and number
contexts. .




\
rank above the possessive, the lowest ranked form. Clearly, there is

something different about these learners. It is possible that the elicitation
tasks used in other L2 studies, in particular the Bilingual Syntax Measure

(Burt, Qulay, & Hernandez, 1975), which was used to obtain data in most of

©

the studies providing evidence for the "natural order" hypothesis, in some
] . o -
way biased their findings (for discussion of this see Krashen, 1977; Larsen-

- {
Freeman, 1?75; Porter, 1977). Pica (1983) used informally structured
,gpeecl:h from her (Spanish-speaking) subjects giid also
found very high accuracy for -ing and-a rank of first out of the eight

canversations to elicit

morphemes studied. It is possible that in the course of the conversations,
she supplied her subjects with models of the progressive atrféture and so,
affected their accuracy. However, their accuracy was so high, that this

seems to be an inadequate and unlikely explanation. ’ .

What seems to be a more likely source for the difference in
performance on tgg progressive form between the subjects in this and
L.ightbown's studies anfi subjects in other L2 studies is the L1 of the
subjects. As mentioned earlier, in the discussion of rank order (p. 47),
most of the subjects in the other studies were Spanish speakers whereas the
sybjects in this study were French speakers. Modern French has no verd
atructure equivalent to the English present progressive (although the

. \progreasive aspect can be communicated by aevéral means, including the
phrase en train de). It is posesible that interference from French precludes

accurate use of the present progressive, at least in the early stages of ESL,

The Plural.. The plural -s accounted for about 24% of the total number of

obliga ts but ?]&\y ab

t)11% of the total number of morphemes

- 55 - e
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supplied. As mentioned in Chapter II (p. 31), both reqular and invariant
forms, for example, pants, of thé plural were included in thé analysis.

b}

Accuracy for the plural was low for individual subjects - only ttge
_obtained scores greater than 50%. Only one of ;hese ol;tqlned a very ro\ighf
score, 93%. This subject had quanish-speaking pgrents and' spoke Spanish as
w?ll as French at home. H?wever, it is.not clear that it ia'tha aimilarity;
of the Spdanish plural rule to theJ,Engli'sh rule that accduéts“ for the high
plural accuracy of t:.his subject, partfcularly in view of the fact that the

other Spanish speaker in the group obtained a plural accuracy score of 25%.

-

“®ne might propose that due to the high de.grea of conéxtual and
linguistic redundancy in English, the communicative significalice of the
plural marker is minor. Given this, the very low mean percant accurscy

. 0 . , P
sdore (25%) for the intensive program subjects does not seem unusual. _In
e~y

her study of adult acquisition of ESL, Pica (1983) found differencea' in

—

suppliance of the plural-between subjects having, different conditions of

i

exposure to English. In particular, she found that theri learners who had
experienced "naturalistic" exposure to English omitted the plural -8, it

.
tended to be. in cases when the noun was preceded by a quantifier but pot"

. <
when there was no preceding quantifier. In other words, these "naturalistic"

learners avoided redundant marking. This was not true for learngrs‘who

were formally instructed in English or for those with mixed exposure (a T

-

combination of formal instpuction and natural exposure).

-

In -an unpublished study of 49 longitudinal subjects from Lightbown &
Malcolm'sg(l%o) study, f’arla"(léﬂ}) compared accyracy of plural marking in
°the pressnce and absence of pre-nominal quantifiers and found ilttle, if any,

difference. These results are conaiatent.wlth Pica's findings for formally °

\
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instrycted and "mlxed'"laarnera, hoowever ‘the a‘ccurgcy ecéres that she
reported (93% for formally instructed learners, and 74% for naturalisti¢ and
mixed learners) are considerably higher than those for. Paris' su;jects (50%) -
or for the comparison subjects (61%5 dnd intensive’program subjects (25%)

in the present 'study. A qot untenable ;xplta.ngtion for this difference

, cancerns the L1 of“ the subjects. Pica's subjects were allg Spénishl speakers
Whereas éll the others .v\;eée Frenct; speakers. The Spapish plural rule is
d'milar to the Engli‘ohd oné, whéreas, for spoken Frenéh, the plural -s is no;.
pronouncad axcapt before words beginiing with a vowel Lightbown &
Malcolm (1980) report that w’en in a writing task thelr subjects failed to

mark 20% to 30%.of plural nouns in r_ngllsh (and 9% of plural nouns in

~ ~»

French, thélr L11). It seems that the lc;w ’accuracy‘ for the plural for the
_intensive program subjects in gp}s study may be d:Je to influence from »
. .F'rench, which does not often mark the plurt;l iq speech, ¢ French speakers,_
“avén tpooe very. flu;nt iﬁ English, often fail to mark the plural marker -
when speaking English. For French speakers, the‘plural requirement may be

- . b J
_a-cage of.a rule that {a, as Krashen has renvarked, éaxzy~ to learn but hard

to acquire.

. The Third Person Present Siﬁgi;lar. For th”is anglygls, use of ‘the third
penon singular -s was bassd on both the PCG and the "Little éoy" task.’
About 42% of obligatory- contexta occurred in the "Little Boy" task and 58%
in the PCG. As ment.loned in Chepter 11 (p. }1), separate analyses were
undertaken for have and for all other verbs (excludlng the BE copula and

auxiliery)., These findlnga ‘are presen.ted in Tables 3, 3a, and 3b.

All but one of the subjecta uued have and its use agcounted for about

52% of all obllgatory contexts for the third person singular. About 57% of

BRI
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Table 3. Third Person Present Singular Mogppdme,-vAccura;:y
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Table 3a. Relative Frequencies of Third Person Variants

* /
have as have as - have - %her verbs all verbs -
- * introducer main verb total 'L___ 4 total
# o 86 114 200 "183 383
% 0.C. 22 30 52 48 : 100
# supp. 69 €51 120 7 127
% supp. " 54 .40 94 6. 100
' é !
R,
W . ";g ‘
Table' b. Relative Frequencies c;f Two Uses of Have
) k1
dintroducer. " main verb total
# o.c. , 86 114 200
"% o.c. 43 57 s 100
a' L ) '
, # supp. 69 51 120 ¢
S % supp. . 58 43 +100
h Y -
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obligatory contexts for have occurred for it as a main verb and 43% in
constructions employing have as an introducer, for example in the utterance

. f -
"It has a little girl with three balloons." As mentioned in Chapter 1l

(p. 31), this is likely derived from the French introducer il y a. About 54%
<

of subjects used have as an introducer, with a mean percent ’accura'By, in

terms of third person singular agreement, of about 66%. When have was

used as a main verb, mean percent accuracy was about 49%. Combined

accuracy for have was about 50%.

Verbs other than have, which accounted for the remaining 48% of
obligatory contexts for the third person present singulhr form, had a mean
percent accuracy of abowt 3%. When verbs used only in the "Little Boy"
task were analyzed; accuracy was found to be about 4%. In 75% of the

cases, unmarked verbs were supplied. For this task, in the remaining 21%

of cases, either the the full present progressive form was supplied (6%), the

progressive auxiliary only was supplied (8%), or the progressive -ing was
supplied (7%).' When verbs (have and others) occurring in both the PCG and

the "Little Boy" task were counted, mean percent accuracy was about 12%.

As mentioned in the discussion of the present progressive auxiliary
(p. 53), the progressivé structure was the most appropréate structure for
aescriblng maost of the pictures in the PCG. The "Little Boy" .task was
adde°d to create more obligatory context; for the third person present
singular form, as so few were created by the PCG itself. For the intensive
;.)rogram subje.cta, onl;' 12% of the obligatory contexts identified in the PCG
were for the third person singular, and of' these, only half were for verbs
other thah have. These subjects’ frequent use of have is due to their use‘
of it as an introducer and in place of the.more natural and appropriate

w
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present progressive structure. Thus the overall mean percent accuracy
’ ~score of 47% for the third person singular is misjeading, as it lncorpbratea -
“the frequent use of have, with an accuracy of about 50%. When have is

Ae ,
removed from the count, accuracy falls to 3%-4%. "

El

This pattern is consistent with Lightbown's (1983s) findings for her
longitudinal subjects. Her grade 6 subjects had not yet been introduced to
have, and it was very rare in their speech. Their accuracy for the third
person singular was very low (approximately 14%). When have was
introduced in grade 7, it became a fraqueﬁtly used form, both as an
introducer and as a main verb, and accuracy for the third person singular
increased to a level of about 50% for aubjegtn in grades 7 through ll.
However, when accuracy for the "Little Boy" task was calculated
separately, ihua removing have from the count, accuracy was much lower,
lncreaslnd from less than 10% in grade 6 to 34% in grade 10 and then

“dropping slightl&,ln grads 11%- . .

The simple present third singular form is one that seems to be both
hard to learn and hard to acquire. Neither the comparison subjects nor the
intensive program subjects have ddvq_loped the ability to use it accurately.
Although its form is easy to describe (simply add an’ -8 to the bare verb to
indicate the third person singular) its function is not clear, and its - -
communicative value seems lpv;/. The third person is the one exception to
the formgtl'on of the simple present in English,” and so one would expect
_that overgeperallzatlon of the simple present form (a verb with no

inflection) would occur and that\t‘he rule for this special case would .be

Jo .

acquired later.

r
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The Possessive. The possessive -'s was the least frequently used morpheme

of the six, accounting for less than 1% of the total number of forms
supplied and 2% of th'e total number of obligatory contéxts. The mean
percent accuracy of 12% is based on an average of about 1.8 abligatary

x ‘
contexts per subject (for n = 21; for five a'ubjects, no obligatory contexts
were created)., There are simply too few occasions requiring the possessive
marker for any reliable conclusions to be made about its accuracy, but the
very low accuracy for possessive use is consistent with the poor
performance on this /n;orpheme widely reported in the ESL acquisition
literature.” There is no reason to think that had there been more
obligatory contexts created for the possessive form, performance would have
improved for the intensive program subjects. In addiéion, because failure to
mark the possessive is a feature of the English of even fluent French

> .

speakers in Quebec;, as is failure to mark the plural, there is little reason
to predict that, for these subjects, performance will improve significantly

over time,

S-overuse. As mentioned earlier in this chapter (p. 52), Lightbown reported
extensive overuse of -8 in her longitudinal study of grade 6, 8, and 10
studenta' (Lightbown & Malcolm, 1980§ Lightbown 1983a, 1983b). In
partiéular, subjects tended to adde -8, either correctly or incorrectly, to
clause-initial noun phrases. This was particularly true for the younger
subjects. Grade 6 students are reported to have added -'s, correctly or

incorrectly, to 82% of clause-initial nouns and pronouns combined

7. An exception to this is reported in Mace-Matluck (1978). Also, anecdotal
evidence suggests that for reasons of transfer similarity, Germans and
Danes do not find acquisition of the English possessive difficuit.
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- (Lightbown 1983b). This tendency decreased as amount of instruction
increased; the figure for the same. subjects ir/véade 7 was 71%. Older
subjects tended to overuse -s less predictabw\&_rld\ with considerable
v'arlability. Some subjects produced no examples t;t all whereas "for others,
the -8 confusion remained a marked characteristic 'of their Engllah"

(Lightbown, 1983a, p. 109).

Complete data on s-overuse for the comparison subjects were
unavailable. Of the 32 comparison subjects, overuse tounts were available -
for 27. Of these, 21 (78%) overused -s, with an average of 3.38 instances

/per subject.

S-overuse was, at least superficially, similér for the intensive program
subjects. Of the 26 subjects, 20 (77%) overused s, with an average of 2.50
instances per subject. S was inapbroprlately added to clause initial noun
" phrases by tlmly 54% of subjects, however, and 44% of the c;:ses were
accounted for by two subjects, Only four occurrences, accounted for by
three subjects, of s-overuse preceding stative verbs were found. All other
cases of s-overuse were produced by only 58% of subjects,” and two subjects
accounted for over 52% of the instances. One of these subjects repeatedly

~ used M to indicate a single male figure, for example in the utterance
"And uh_, uh one uh guys I don't know it's a guys or a girl...," accounting

* for 22% of these other cases _oﬁ(ﬁ-overuse. e e

Thus the overall picture of s-overuse by these gubjects corresponds to
the more advanced subjects in Lightbown's study, where shé found
considerable individual variation as opposed to the nearly ubiquitous s-

overuae- exhibited by the grade 6 students, whose instruction had included
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intensive drill on utterances such as "It's a ey "He's a ...," and "She's a

., as well as "She's going...," "It's raining," etc.

-

Fluency Analysis

Amount of Speech

A global fluency score (the mean nurt;ber of words per picture elicited
by all eight pictures in the PCG) was determined for the intensive program
subjects and for the comparison subjects. The intensive program subjects
produced an average of more than one-a §d-a -half times (1.56) the number
of words per picture (40.81) as did the comparison subjects (26.08). The
Wilk-Shapiro test of normallty showed that these fluency scores were
normally distributed for the comparison subjects (W = .975, p ' = .1) but
that they were not’ for the intensive program subjects (W = .754, p = .01), , /
precluding valid application of the t-test. A non-parametric test, the
Amari-Bradlc;y test for adjusting medians, was applied and showed that the
dispersions of scores for the two groups of aubjects were not equal (Z =

501, p = .617), precluding valid application of the Mann-Whitney U test, a

non-parametric means “{or testing equality of medians.

-~

Fii;ure 6 shows the distribution of these fluency scores for the

intensive program subjects. S As can be séen, more than half of the aub]ef:ts

produced an average of between 30 and 40 words per picture. Two

subjects, who produced an average of nearly twice as ny words (80.3)

the other subjects (40.8) account for the two outlying scor

. ¢ -
end of the distribution. When these two outliers were removed, tixe

remaining 24 fluency scores were found to be normally distriblted (W

- 64-



958, p >4.1). As the variances of both sets of fluency scores were found
to be equal (F = 1.067, p = .854, df = 23, 31), a t-test was employed, ;‘ud
a significant t-score was calculated (t = 6.385, p = .0001). These results

are presented in Table 4. :

6

This difference in fluency corresponds to the different opportunities

for extended speech provided in the ESL classroom for the two groups of

e,

subjects. The comparison subjects, even after five or six years of

.lnstruction, seldom had the opportunity to speak in English beyond the

sentence level. Even these sentences rarely contained authentic messages,
communicating new information or expressing personal ideas or feelings.
Oral expression was ;/efy much controlled by the teachelj;’ who did most of
the talking, The teacher often provided explanations and dealt with
classroom management issues in French, so that opportunities for the
student learners to hear input in the target language were also somewhat
limited. Students were usually limited to responding to questions for whi;:h
the answers were already known by the teacher as well as the other
students, questfpns whose purpose was to provide practice in uair:og partiéular

grammatical structures.

-

, The intensive program subjects, in contrast, had numerous opportunities
to both hear and produce extended. speech. Tht;y warﬁncouraged to
answer open-ended questions posed by the teacher and by other students, to
make individual presentations in front of the entire class, to canvas other
members of the clkaso in survey "tyPe activities, and to work in small teams
on collaborative pg]ecta, which re'qulred them to cooperatively plan and
t;arry out work and to request ’f)eadback from and provide it to other team
members. These projects were then presented to the whole class. In spite

"
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Table 4. Amount of Speech Produced by Intensive Program and Comparison

Subjects:
intensive  comparison intensive ]
program subjects program df t-score S.L.
. subjects , no outliers
mean 40.81 26.08 37.52 " 54 6.385%  p=.0001
words/pic.
S-D- N 1}066 ‘ 6.6“ 6-75
S.EOM. 2.6& 1-16 1.38 »

n 2 32 24

Table 4a. Amount of Speech Elicited by PCG and Additional Pictures:

Carrelation
/
/
n mean S.D. S.E.M. rho S.L.
PCC : 26 40.81 13.46 2.64 749% p<.01 ¢
additional pictures 26 136.54 60.62 11.89

Table h‘b. Amount of Spedch Elicited by PCG and Additional Pictures:

Comparison
n - median median Wilcox. crit. S.L.
dife, stat. val. -
PCG 26 37.38
-91.00 0 75 p<.01
additional pictures 26 130.50 .
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of the fact that French was the native language of nearly all these
subjects, English was the working language of the classroom. To this

researcher, the absence of French in the classroom was indeed salient.

The ability of these learners to produce truly extended speech within
the framework of the present study was tapped by adding to the PCG. As
mentioned in Chapter Il, the original version of the PCG was simple in
design, intended for students who had little, if any, practice’é_‘i{; informal
exteAnded speech in English. Jwo sets of more complex pictures were
appended to the PCG with the expectation that thése pictures, rich in
narrative content and detail, would elicit speech that more fully represented
the proficiency of the intensive program subjects.,- For these subjects, the
mean number of words elicited by- the added pic‘turea' was dateﬁnined. The
mean number of words per picture was 136.54 (S.D. = 60.62) as compared
with a mean of 40.81 (S.D. = 13.46) elicited by the PCG. The distribution
of scores for the two added pictures was found to be not normal (W = .@89,
p = .01). Thus, a two-sample sign rank test for paired observations was
employed to'compare the medians of samples not normally distributed. The
two medians ware; found to b;a unequal (Wilcoxon statistic = 0, p <= :01).
ln‘addition, a Spearman's coefficient of rank correlation was calculated and
was significant (rho = .749, p <=.01). Tt\eae results are presented in Tables

48 and 4b. s

[n’ brder to investigate the poas}billty that comparison ahbjects, being
olde,r than the intensive program aubjet;ts, 'produced significantly fewer
words on the average because they were bored with the elicitation task, a
comparigon was made between them and a group of native speakers to

whom the same task had been administered and who were approximately the
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same age (grades 9-11) as the comparison subjects. One picture from the
PCG (picture #5), the one which elicited the highest number of words for
both the intensive program subjects and the comparison subjects, was used

A

as the basis for this comparison,

The results are presented in Table 5. Scores of the number of words
edicited by this plceture for both the comparison sEjeéts and the native
speakers were found to be normally distributed (W = .928 and .948
respectively, p > .1), but the variances were found to be unequal (F =
2.424, p = .043, df = 13, 31). Consequently a t-test for unequal variances
was employed, and the resulting t-score waa‘slgnificant (t = 4{&53, p =
.001). Th'us, no support was found for the possibility that the lower amount
of speech produced by the comparison subjects wag due to their agel In

the absence of other obvious causes, it seems reasonable to suggest that

2

their production was limited by their level of ESL proficiency.

For the native speakers, fluency scores based on picture #5 were then
compared with those for the intensive program subjects. These results are
pressnted in Table 5a. Scor,’ea for the intensive program subjects were
found to be not normally distributed (W = .815, p = .01). The Ansari-
Qradley test for adjusting medians was ;mployed, and the dispersions of the
two sets of scores were found to be equal (Z = 1478, p <= .05). A Mann-
Whitney U statistic was calculated and showed that the medians of the two
distributions were equal (Mann-Whitney U = 221, p > .05). 'Thla tinding
seems to support the lgl:.erpretatlon that the intensive program subjects
were not llrlnltad in responding to the task by their level of ESL

proficiency. Indeed, in terms of amount of apech produced, they were as

"fluent" as the native speakers.
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Table S. Amount of Speech"’Ellcitod by Picture #5-from Comparlson
Subjects and Native Speakers

»

n mean - t-score df = S.L.
comparison subjects 32 32.96 -4453* 18 p=.001 -
‘native speakers 1a ss.mn’

-

Table 5a. Amount of Speech Eliclted by Picture #5 trom Intensive Proqram
Subjects®and Native Speakem Intensive Program Subjects and
Native Sgeakera

o

. Mann- crit. .
n median Whitney *  val. S.L.

U
intensive program 26 45.00 |
subjects -
221 252- p>.05
native speakers . 14 5'1.59
.' Y vy ©
> i
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’ ' N " Vocabulary Depth

’

As mentionqd above’ (p. 69). the elght pictures in.the PCG wga
corhpared to dotermine which one had elicited the most speech‘ This was

found to be a picture ‘of a traffic accident between a car and a truck (aee
‘ A
Appendix A~ It elicited a mean of 54 words per mtemive program sub;ect

and 33 words per comparison subject. ‘I’h& picture (picture {#5) provided

\he buis for the analysis of lmguiatic divaraity in terma of vocabulary T
< . .
depth, - L ‘ ‘ .
- W ‘
" F or a verlety of measures, ratiwores were calculatod Aand \:Qmpared ‘

¢

for r.he lnt.ensive program subjecta and the comparisor! subjects. ° Thm

| results \aro precented in Table 6. The first comparlmn was for type/tdjten )
ratios (number af unique viords/total words).~ The' dwtributnona of both sets
of ccoru were found #:o be normal (p (= .05) but the variances wereQnot

equal (F = 3.177,- p 004, df = 31, 25) Consequently, a t-test ﬁor unequal

", variances was perfor;ncd and ahowed that the comparison subjects produced

slgnmcanlly hlqher nvhrage ratio’ of umqueltotal words (t -2.909, p =

4)65) St T ‘

-

Since type/lokén ratide are'nét independent of the.amount of speerh

-

producad,\ 8 Peamn producl-moment coemclent of correlation wag obtained
v

Lo°dete lna ifa relltlonship did indeed exht betwsen amount: of speech

" and type/token ratio. For the intensive program aub}o‘ts, a_significant Ay

negativp correlct'lﬁn was established (r = -.629, p <=-.01, for n = 25). A
dqiﬂccnt negative correlation wu also ei&bli-;hed for the comparison
:wbjceu {r-m -.61954, p. <z 0], for ns 30), showing an inverse rolntlomhip

. o,
between-s high lypc/token ratio nnd s high total numbcr of words. This
. : . , e .
) “ B -7 - C .
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. . \, inﬁ;ive éomparlaop approx; ,

picture #5 program . subjects t-score df . S.L.

subjects * : ‘
TTR (unique/t,otax) " 505 604 -2.909* 50 p=.005
content/total 361 375 0581 4 p;.ssa
nauns/total | R ;.16_3I .204 -2.829" 45 p=.007
- veps/total . ..63{5 | 390 -0.426 51 p=672
adjectives/to;tal ‘.087‘ /7 070 1.615 56 p=.112

"adverbsl/total 025 018
—

AS

‘ I)ble 7. Rate of' Spench (in Woras/Minute)

Table 6. /Comparison of Mean Ratio Scores - Vocabulary Deéth -

s

! '

B}

1. Because so few adverbs wére pmducéd, the distributions of scores were
not normal, and the dispersions of scores were not equal, a statistical
comparison was not undertaken, ’

L

‘-

e i

T
!

“6.E.M. t-score

rate: picture S \ ‘mean. S.D. df S.L.
intensive program B1.97 15.65 3.07 ’
. e 042 | ‘45  p=.967
comparison © 81.69 - 34.69 6.13 .
r. i R
- s ) b -
s LT ' ]
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implies tha‘t the fewer the number of words produced, the less the
likelihood that each will be reused, and, conversely, the greater ‘the number
of :words produced, the greater the likelihood that many of them will be
reused. Type/token ratio alone, therefore, does not provide an adequate

lndlcatlon”of dlvemityl of lanqguage use.

In order to examine the nature” of the differences indicated by the
'type/tokan ratios, several features of the subjects’ oral production were ’
‘lchosen.} First, a co;'nparison for melun number of cpntent/total words was
\undartaken. Nouns (and pronouns), verbs, adjectives, and adverbs were
counted as content words. 'fhg distributions of scores were found to be
norm;al (W = ,953 for the intensive program subjects, W' = 985 for the
compari'oon subjects, p > .1). @:st for unequal varia\nééa showed no
'sig;\lflcant difference between groups (t = -.581, p = .564). ,A's this
revealed nothing about differences in vocabulary deptﬁ, an analysia; of the

,\. frequencies of various parts of speech was undertaken.

t

. - The distributions of ratio scores of varbs/touﬂ words were found to te

-

) )
normal fw = .982 fu. the intensive program aubjects, W= .956 for the

comparleon subjects, p > .1), but the variances were unequal

A

(F '= 3.078,:p = .005, df = 31, 25). A t-test for unequal variances. showed

no significant difference between the two groups (t = -.426, p = .671.

[

For nouns/total words, the ratio scores were also found to be normally

distributed (W = ".939 for the intensive program oubjécta, W = .950 for .thé
comparloon subjects, p > .1), but ugain the variances were unequal F = ;

%23, p = 002, df = 31, 25) A t-test for unoqual variances showed that
the compuriaon group produced a slmlflcantly hlgher ratlo of nouns/total

Via

— .. words (t = -2.829, p = .007),

e
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Modifiers were the basis for the final comparisons. The distributions

of adjective/total words scores were normal (W = .953, p > .1 for the

_ intensive program subjects, and W = .963, p > .1 for the comparison

L}

subjects), and the variances were equal (F = 1.137, p = .748, df = 31, 25).
A t-test sho;aed that although the intensive program group produced a
higher ratio of adjectives/total words, this difference was not significant (t
= 1,615, p = .112). This group did produce a higher ratio of adverbs/total
wordzfi,B b’ut because there were so few adverbs produced and because the
dist_sibution of scores was not normal nor were the dispersions of scores
equal, results of a statistical comparison cannot be interpreted literall';. it
is interesting to note, however, that of the intensive ﬁrggrém subjects, 77%
produced at least one adverb, with a mean of 1.55 per aubj:ect (for n = éU).

L3

Only 31% of the comparison subjects produced at least one adverb, with a -

mean of 1.80 per subject (for n = 10).
' 1 4

This analysis of parts of spe;ach suggests that the intensive program
subjects are\‘beginning to use modifiers to clarify and enri‘ch their sp'e"ech.',
They use significantly fewer nouns and proportionately fewer verbs than the
comparison« subjects, and they employ proportionately more adjectives and
adverbs. In addition, this behavior is characteristic of most of the group.

More than three-fourths of these subjects employ modification®in their

speech whereas fewer than a third of the comparison subjects do.

J

{

8. (p <= .05) This result is based on the Mann-Whitney |J statistic, which
.assumes equal dispersions. The equality of dispersions was rejected by
the Ansari-Bradley test (Z & 2.956, p = .003), bringing into doubt the
validity of the Mann-Whitney U statistic.



Rate

J

Based on"plcture #5, the rate of delivery in words per minute (wpm) was

calculated for the intensive program subjects and for the comparison

)

subjects, and the two mean rates were compared. The distributions of both

“sets of scores were found to be normal (W = .990 for the intensive program

subjects, W = .943 for the comparison subjects, p > .l), but the variances
were not equal (F = 4.914, p = .002, df = 31, 25). As these two mean
rates were nearly identical (approximately 82 wpm for each qroup), the
resulting t-score for ur:equal variances failed to reéch significance (t = .042,

= .967). These results are presented in Table 7.

Although there was no-difference in mean rate of speech between the
two groups, there was 8 comidar;ble difference in within-group variance.
For the Intensive program subjects, rate ranged from 53 to 116 wpm (s =
15.65) whereas for the 'cornpmjison subjects, rate ::anged from 26 to 157
wpm (s = 34.6§). " The within-group var;ance's might be attributed to many

factors,” among them differences lz" individual speech styles, but the large

" difference in variance between t/bg two groups possibly reflects greater

differences in fluency among ‘the comparison subjects than among the. '

'lnteniivc program subjects. The few comparison subjects who spoke at a

‘ relatively fast rate also appeared, to this researcher, to be the more

proficient and confident ESL speakers. It is not unrelasonable to assume

. * »
that th:lr proficiency had been acquired, at least in part, through contdct
Aw_lth English outside thi; classroom (and 'paﬂ'mpa,wés also due, in part, to a

. high aptitude for L.2 learning). In contrast, those lntemive program subjects

who opoke at \rela?y fast rate did not appear to be the more
proficient ESL. speakers.

-75- 9
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experienced appreciable contact wi,th English outaide the classroom (see the
results and discussion of the contact/attitude questionnaire later in this
chapter), it seems plausible that, relative to the corppariaon speakers, their
differences in rate were 3&; more to individual speech aty'lea rather than t.o~
differences in proficiency, although such differences (as well as tﬁme in L2

aptitude) certainly played some role. ‘ v

What is not reflected in the mean rate of speech'acorea is the
difference between the two groups in the ease of performance. On the
average, the comparison subjects often had to be prombted - "ls that -
all?"..."Can you tell me more?"..."Is there ar;ything else in your picture?",
They did not‘ seem to be at a loss for something to say, rather for the
words in which to say it. Tﬁey did seem to rely somewhat .on French and
rarely used circumlocution. They tended to stop ap-e‘aklng without indicafirg
that they had completed deacrib‘ing a picture, thus requiring a prompt from

the interviewer.
Y
h ]

This wa.s not true for the lntensive' program subjects. Their speech
was easy and forthcoming; it seemed to flow out of them. (This, of
course, is also reflected in the amount of speech the;' produced.) They did
not seem tq lack for words. Often, when they did not have the precise
word tyg;;reas an i'dea,,they used circumlocution. For example, if a
subject did not seem to recal} the word rain, s/he might aay;g5 "It's not a
v;ary nice day," or if the wor;i ugly (or one with a sim'ﬁ’ar’tmeaning) was not

available, "She's not very beautiful" was substituted with very little

hesitation. French was viriuaﬁy never used in these cases.

» - -

- 76 -



Correlations Between Measures .

In order to determine whether a relationship exlatéd between certain
measurss of accuracy and fluency, as defined for the purpose of this study,
and teacher's end-of;program grade for the intensive program subjects,
correlation coefficients were obtained using the Peanoq product-moment
correlation and Spearman's rank correlation. These results are presented in
Table 8. Ali scores were .tested for m‘)rmauty, and both the oeverall
accuracy scores (mean percent accuracy for all six morﬁhemea - sea'F\hure
2) (W = .958, p > .1) and teacher-assigned grades (W = .957, p > .1) were
found to be normally distributed. Howe;ver, the global fluency scores (mean
number of words elicited p'er picture - see Figure 6) were not normally
distributed (W = .754, p <= .01). Because this finding violated the
asaﬁrﬁptlon of the Pearson correlation tﬁat samples are drawn from balanced
popula'tlona, a Spearman's rho was calculajed instead to determine if a

3

relationship existed between the accuraty soores for each subject and the

.fluency scores (based on the mean number of words produced per picture)

for the same subjects. The’rea'ulting correlation was not slgl’ifica?\t (rho =
o

' 0179"p ’= 005)0

As was done Iin the analysis of amount of speech produced, the two
outliers were .remaved from the distribution of fluency scores (see p. 64),
and tt:o remaining 24 fluency scores were found to be normally distributed
(W = 958, p > .1) as were-the 24 remalnlng accuracy scores (W = .952, p >
.1). A Pearson's r was then calculated for the accuracy and fluancy scores

with the outliers removed. The resulting correlation coefficient ‘was not
. ‘ i r

slgnificant (r = .149, p = .499).

T~ |
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Table 8. Correlations of Accuracy Scores, Fluency Scores, and Teacher's

Grade
correla.tion r df n S.L.
accuracy-fluency .149 22 2641 p=.499
teacher's grade-accurac;' 329 24 26 p=.101
teacher's grade-fluency . 439" 22 241 p=.032
correlation .tho n critical value (p<.05)
h |
accuracy-fluency 179 26 . .329
teacher's grade-fluency 328 26 329

1. Qutliers removed.
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The lack of correlatlt;n between accuracy and fluency, as measured in
this study, was not unexpected. Grammatical accuracy of this type was not
emphasized in the classroom. Achievement of 'a reasonable level of fluency
was the stated goal' of the intensive progtam, and students were encouraged
to speak, to try to communicate their ideas and feelings at -the risk of
gramrﬁatlcal inaccuracy (as long as their messages could be comprehended).
There was little or no overt correction of grammar by\ the teacher,

although her input did provide a grammatically accurate model. What

. grammatical correction there was took the subtle form of the teacher's

corrected repstitions, expansions, or recastings of random student
(inaccyrate) utterances. Errors in content rather than form were more
likely to be overtly corrected, as is the case for L1 acquisition. Even

though new grammatical forms were introduced in an informally sequenced

manner, they were always embedded in a meaningful activity, never the

focus of the activity, and thus transparent to ‘the learners.

X

\ The teacher's end-of-program grades were correlated with mean

percent atcuracy and fluency scores. It should be pointed out that these

téacher-uaigned grades spanned a very narrow range, from B to A+, with
A . . "~

the average grade falling between A- and A. When grades were correlated

with accuracy scores, the resulting Pearson's coefficient did-not reach signi-

v

ficance (r = .329, p = .101). When teacher-assigned grades were correlated
\;glth( fluency scores, the resulting Spearman's rho approached but did not
reach significance (rho = .328, p > .05). When the two outlying fluency

scores were removed, the teacher's grades were re-tested and still found to
L] f

'be normally distributed (W = .953, p > .1). These two sets of scores were

ghen correlated, and a significant Pearson's coefficient was obtalneg (r =

J
0439' p = -032)0
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Again the lack of correlation with accuracy is not surprising given the |
goals, design, and techniques of the intensive program. The modest but
significant correlation of fluency with teacher-assigned grade seems to

reflect the fact that the teacher did indeed assign grades based on the

-

”

stated qoals and practices of the program.
ESL Placement Test

The Baldwin-Cartier Placément Test was designed to identify native
English speakers and discriminate between French speakers who demonstrate
some proficiency in Engllat{ as oppased to those who are monolingual. The
gréde 3 level version was created by the Baldwin-Cartier Schoo! Board to
be admi;\sistered to students who had had no previous instruction in English.
As such, it' may be considered a ‘proficiency test rather than an -
achievement test. That is, it is not based on any program of instruction

_ but on general knowledge of the lar;guage, however it was ac:quired. The
age-appropriate grade 6 version of the same test was judt_:!;d by th:
intenii,ve program teacher to be considerably beycfnd the proficiency level of
her students and, therefore, unl?Iely to provide useful information about

their ESL proficiency. The grade 3 version of 'the test was thought to be

at an appropriate level.

-

/
i

This version of the test was administered to 24 of the intensive
program subjects (two sutcta were not available for testing) three mdn_ths

ir five-month ESL pragram. The r¢sults, in

following completion of t
ean percent scores, for the 35-item listening comprehension sub-test, the
35-item reading comprehanslon' sub-test, and the test as a whole are

presented in Table 9. The sub-test Ycores were compered using a t-test of
s e
Gy 7
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paired observations. The paired scores g}vere found to be ﬁormally N
"4
distributed (W =..964, p > .1) and their means significantly different (t =

f
1“.095. p = 00001)0

t
For the listening comprehension sub-test, the Baldwin-Cartier school

board-wide mean percent score for the previous academic year was 53% as
compared with a score of 74% for the intensive progrmﬁ subjects. Of
these subjects, 23/24 (96%) scored above the school board mean. For the
reading comprehension sub-test, the mean percent score was 43% for the
intensive program subjects and 34% across the school board. It was
expected that the intensive program subjects would‘ score lower on éhis sub-
test because reaoﬁb in English was not a major component of their instruc-
ti’onal program although it sometimes served to complement an a‘ctlvity.
Attainment of oral fluency, not reading fluency, was the primary objective
of the program. A lower school board-wide mean for this sub-test was” also
expected, as the test is administered prior ‘to any ESL instruction. French
speakers who had some pre-ESL instruction exposure would be m;)re likely
to have encountered Epglie-r; in its spoken, ﬁot written, form. In spit? of
the diff!culty of the read‘ing comgrehansion sub-test, the intensive program
subjects scored above the school board mean, with 17/24 subjects (719%)

4 J:}

attaining scores of 34% or higher.

1

In order to examine consistency of performance within subject, the
two sets of aub-tﬁt scores were correlated. Ai both the listening
comprehension scores (W = ,953, p >= .05) and the reading comprehenélon
scores (W = .937, p >= .05) were normally distributed, a Pearson's r was

calculated (r = .710). This coefficient reached significance (p <= .0l),



Table 9. ESL Placement Test Percent Scores (n=24)

Q

-

i

[

# \,i'tems . me

‘ an S.D. S.E.M. 5% C.l.
T :
listening comprehension ;55 73,58 1G.11 2.06 69.46-
subtest ' | 77.71
e i

reading comprehension 35 42.67 15.22 3.11 36.45-
subtest 48.88
complete test 70 58.08 1176 2.0 53.28-

62.89

?

Table 9a. ESL Placement Test Percent Scores: Sub-test Comparison and -

Correlation
zl
# items mean t-score - df S.L. r df S.L.
e .35 7358 : | N
14.095* 23 p=.000} J10% 22 pg.ol
r. C. 35 42.67 , ~
/
/ 2 )
3 ' /
- . /
o
’ 4
. 1
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providing evidence far consistency of performance within subject. Results

for this test and for the t-test referred to above are presented in Table 9a.

The combined mean percent score for the two sub-tests was 58% for
the intensive program éubjecta as compared with 44% for the school board.
Of the intensive program subjects,q 22/24 (92%) scored higher than the
school board-wide average. On the basis of combined scores ;or the
listening and reading comprehension sub-tests, for initial ESL instruction,
one half of these subjects would be placed in an intermediate level course
and the other half in an advanced level coursé, normally reserved for native
English speakers and for fluent billngualu: according to Baldwin-Cartier
School Board placement criteria., While this does not accurately indicate
the ESL proficiency for these subjects (remember that these results are
based on a grade 3 level test for students about to receive i'nitial ESL
instruction), it does provide an. indication of' just ho:u much can be

accomplished in a five-month intensive program.

Approximately one year later, the Baldwin-Cartier Placeﬂment T/est
(grade 3 Level) was re-administered to the intensive program subjects, when
they were in grade 6 Of the original 26 students, 20 were still available
for testing. During the intervening year, the Baldwin-@artier Schoal Board
had revised the test, removing items which failed to discriminate between
fluent and' non-fluent speakers of English. The revised varsion comprises
listening and reading compx:ahemlon sub-tests, each of which contains 25
ltems'. Each of these 50 items was contained in the original 70-ijtem

version of the test. The grade 6 results are presented in Table 10.

L3
As can be 'seen, the mean percent score rose from 58% in grade 5 to

76% in grade 6. For the 18 subjects who had taeken the tests in both grade

v
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_Table 11. ESL Placement Test and Re-test Percent Scores (n=18)

Table 10. ESL Placement Test Percent Re-test Scores {n=20)

¢ "
] s

# items mean S.D\ © SEM. 95% C.l.
S 2 N

_total test 50 75.50 12.8; 2.87 69.76-81.24

8
o fitems  mean 5.0. W SEM. 9% Cll.
gra&e’s | 70 58.17  12.86 294 52.29-64.04
grade 6 ) s0 . 7522 . 13.51 319 68.85-81.59
\ﬁ :
) ’ ° o

Table 11a. ESL Placement Test: Tast/Re-test Comparison and Correlation ’ i\\ﬂ_
' Tn=18) , : T i o
i AP

Al . .
'gﬂ’&) *
3V

t-score —df S.L. .

grade S/ T .7.032° 17 -ws;%x




in spite of the fact that they returned to only one hour per week of ESL

- ) A
T " <\ .. .

¢ -

5 and grade 6, 17 (9&%) obtamed equal or hlghar scores in grade 6, and

only one (6%) obtained a lower absolute scqre. As this s\oare was Iower by -
6nly one percentage point, it is probably atatistically no different from the

AN
grade 5 score for this student,”who was, according to teacher-assigned

grade, one of the two weakest students in the class.

Two compensons were made between the grade 5 and grade \6 sco;'es.
The outcomes are presented in Tébles 11 and lla. For the 18 agbjecta whor
had ‘taken the tests in both grade 5 and grade 6, the distribution of paired
scores was found to be normalazw = .98l, p >= .05), and a t-score for
pairgd observations was calculated (t = -'{.032). This score attained a high
level of significance (p = .0001). Ale:o, in order to examine consistency of
perforlmance within subject, t‘l,we fwo sets of scores were\correlate‘d. A

LI ~

Pearson’g’ coefficient was obtained and'was found. to reach signifiéance (r.=
! N

691, p <= .01). ’

..

r

These results may indicate the effectiveness of the intensive ESL

s . - . ? - R
program (because the test forms are hot comparable,‘thie conclusion cannot
be consxdered to have adequate support) Not only did these subjects‘

v

appear not to lose their Enghsh followmg completlon of the program, but

they appear- to have continued acquirmg Enghsh, as measured by this test,
instruction in the.post-intensive program. This Suggests that they were
willing and able to find opportunities for contact with English oltside of
the classroom and had achieved a strong foundation on which to build an

edifice of increasingly proficient English.
/
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L.anguage Contact and Attitude, Questionnaire

—— *
T

°

A

J

In order to assess students' attitﬁdes and expectations about English as
well as the amount and kind. of exposufe to Engfish which they had outside
the \clas‘aroom, a 20-item questionnaire was administered to the intensive
prégram subjects one month following completion of their intensive ESL
program (Appendix E contains a copy of this questionnaire). '.rable 12 .
presents their responses to questions about exposure to English outside the
clas;sroom, and Table 13 presents their responses to questions about

»

attitudes and expect%ns about English, The decimal scores repi‘esent the

»

percent of students @Mo responded to the alternatives presented in each

question.

’

:ThJe results confirm that the large majot;ity of intensive program

" subjects are from French-speaking homes (two subjects speak Spanish with
their parents but speak both Spanish and French with their siblings, and one ‘
sub'jef:t speaks both French and English with her parents but French only
'with her siblings). They #¢end to have limited contact with non-French
speake:;s, and their pr;mary out-of-;chool eipbsufe to English is; through the
electronic media. Nearly all subject_z; seem to 'w}atch English television
programs often an;i listen to English (rock) singers or groupsion the radio*
often or daily. (One wonders how much comprehension of lyrics there is!)
Few subjects go to Er;glish language films. Their eiposure to the print:
media.is more limited than to the electronic medi;. Half the subjpéts
. reported that they "gometimes" read newspaper or magazine articles and _ads
or labels in English and nearly half reported "somsetimes" or "often" writing

a letter in English. Surprisingly, three-quarters of the subjects reported

that Lhey "sometimes" or "often" read an English book.' It is not known,
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Table 12. Frequencies of Responses to "Exposure" Questions (n=26)
" . .

_non-gspeaker of Fr.

‘ Spanish/  EngHsh/
French English Spanish French French
1. language spoken .88 04 -7 .08 -- ---
with mother - .
2. mother's native .88 04 04 04 ——
language _ A
3. language spoken .88 04 .04 04 --
with father : ' : ' _
4, father's native 77 04 .08 04 .08
language. _
5. language spoken 92 --- .- --- .08
with siblings ‘
(n=25) never sometimes - often every day
. /
6. speak English w/ 04 - .60 36 -
family member . ;
(n=25) Co yes " .o
7. studied in an .08 '92
English’ school
(n=2) ’ age location,
8. if yes to 7., 3 yr. St-Bruno
age/location 6-8 yr. Greenfield Park
(n=24) both neither mother father
11. parents speak . 21 .21 .08 .50
Eng. at work :
no one one_person several people
12. speak English w/ 31 31




>

.

Table 12. (continued)

AN

named 2

- 88 -
.

named O named 1 named 3
16. favorite Eng. 04 —— J2 .85
- T.VY. program* . ,
17. English films 62 .12 .19 .08
. 4 '
18. English singers .04 T e 27 69
.  or groups : " ’
20. how often: ;ever almost never sometimes often every day
a. speak English w/ --- .19 35 .19 =27
French friends AN
b. speak English w/ .04 .15 38 35 .08
English friends >
c. speak English w/ -—- . b2 31 9 .08
English adults - .
d. listen to English -—- ~— .08 25 67 -
music (n=24 .
e. listen to spoken .08 31 31 19 12
English on radio , , )
- f. watch Eng. T.V. ae- 02 .19 50 .27
‘programs ' _
g. see an English .38 19 27 A5 -—-
film , :
h. read newspaper 12 J1 .50 .08 -
magazine in Eng. o
i. read English ads .04 35 .50 12 ---
or labels . .
J» read an English .08 .15 .38 .38 ---
book , '
k. write a letter 31 23 27 .19 “e=
in English .
1]
IS
Lsi~ >
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Table 13. Frequencies of Responses to "Attitude" Guestions (n=.26) ’

/

. too many too few just right
9. hours spent in -—- 04 .96
intensive Eng. ‘ '
yes no
10. need English 92 .08
for work '
mare lesé some
if yes, how much 04 .13 83"
compared to Fr, '
yes no
13. will speak Eng. 1.00 -
well someday
(n=25) better than as well less well
-
lll-. 3288‘( Engo .12 ‘ -88 Tena
compared w/ ,;,*
other students
15. understand Eng. .08 92 “e=

compared w/
other students

19. favorite subjs.
this year

English present
27 ‘

English absent

<73
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0¥y
however:)ivhether tﬁey read entire books, and of what length, or whether
they t.e}é to browse, x"eading selected sections. It is also possible that they
were ieporting on their in-school behavior, forgetting that the question

referred to out-of-school contact with English.

& :

Answers 'to qu\{estions about attitudes and expectatiﬁns with regard to
Engll;xh provided some interesting and pleasant surprises. None of the
.subj;cte thought' tha't the time devoted to intensive English instruction had
been excessive, Indet;d, all save one thought the time was "just right."
Nearly all subjects anticipated needing English for ,work someday, and most
fhought they would need Engl{sh and French equally. All suﬁject§ indicated
that they thought they would speak .English well someday. Even though the
quantitative measures taken for this study fOUf‘ld individual differences in
ESL broficiency among these subjects,. their perceptions of their own
proficieﬁcy‘did not indicatfa this. Nearly all subjects reported that they
both spoke and understood English "as well as" the other students in their
class; none marked the "less well" alternative. It is somewhat puzzling that
only about one-quarter of the subjectslincluded English among their three
favorite school subjects (for that year), but it is poa;:ible that t‘hey did not

congider English a "subject" like their others since they had spent full days

for five»)nonths in the ESL classroom.

Indeed, their responses to these "attitude" qués‘tiom indicate that
English was, or was becoming, an integrated part of their lives, something
that they felt natural and comfortable with and expected to be an
important part of their lives in the future. Their high degree of confidence
in their ability to use English is one indication of the success of the

intensive program and also makes it likely that they will continue to search

*



/
for and find opportunities to increase their/ €ontact with English. Thus, one

/
might anticipate that they will continue to develop their sense of

<

' confidence and comfort and become the/'proficient speakeré of English that
/ L
they expect to he. -
P % C

/ ¢

. A questionnaire comprising 17 ;:;f the same 20 questions had been

. . /

administered to all the subjects in,Lightbown's longitudinal study (Lightbown
/ .

& Barkman, 1978). Among these/subjects were 57 grade 8 students, of

whom 32 became longitudinal sybjects, the grade 10 comparison subjects in

14

the present study. Sepérate t;éeults‘ for these 32 subjects were not

available, but there is no os/‘{ensible reason to ‘assume that responses for all
57 students are not reason/élbly comparable to those for the sub-group of 32.
All 57 students had rece'é-ed the same total amount of ESL instruction
(approximately 540 houyZ) and had been taught English through a program

" which distributed inst/./t‘(:ction in small amounts over a long period of time
(sometimes referre;j//to as the "drip feed" method‘) and which adopted a

structural approagh. Therefore, responses for these 57 subjects were

compared with ;’hose of the intensive pragram subjects.
/ {
/
- The reyjlts available for the 57 grade B8 students were in the same
/ .
format as those presented in Tables 12 and 13 for the intensive program

subjects,/that is, the percent of subjects who responded,tcz the .alternatives

"
-

presenséd in each question. One response alternative in each qﬁeation had
been/éssigned a weight in accordance with its considered .contribution to an
ovgf‘all index of contact or index of attitudes. The percent of subjects
/r,ésponding to the weighted alternative for each question was multiplied by
/ the weight for that alternative, and a set of weighted scores was calculatéd

for the intensive program subjects and for the ‘57 grade 8 students

o
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.Table 14. Index of E:cgosure ?

4 question response weight intensive '  comparison

o number ‘ n=26 n=57
1. " English ) +2 ——— .030'
2. English ‘ sl —- 15
3.  English - 42 ’--"--‘ | 030
4. English i 41 040 035
5. English 2,0 = 070
1. yes +2 .160 L e
11.  at least one parent +1 - 7 .790 575
12. at least one person +1 690 350

.16, -could name 3 | +1 .850 695

18, Lcould name 3 - 41 O .690 ' 615

’ sum W4 3,220 2415

mean , 230 173




- Table 15. Index of Attitudes
) question response weight intensive comparison
number n=26 n=57
9. - too few S I 040 - .250
. 10 yes +1 920 .8a0l1
¢ 13,  no ‘o S | — -.170
- 147 better than C 42 .240 230
e ‘as welt as .+l 880 225 -
- less well than - ' L e 660
- _15. better than 42 160 7 .350
: LS
as well ‘as +1 920 - o225 —
less well than -1 —_— -.700
19, English present +1 270 ,+990
sum +6 3430 1.120
mean 572 o187
1. 88% of total subjects in Grades 6, 8, and 10 (n=184) participating in
longitudinal study.
4 s -
¢
o e
!
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("comparison" subjectsj.'ﬂ' Mean weighted scores were calculdted for each

group, and these are presented in Tables 14 ard 15.

»

Because no individual scores were available for the "comparison"‘
s.ubjects, no statistical éomparisorf; can be made between the two sets of
mean scores. The index of exposure mean scores appear to differ for the
two groups although this difference may or ‘may not be real. The
intensive progra;n subjects have a higher "‘gxposurg" score th;n the
"comparison"- subjects, and this is due to the fact t:hat they indicated more

contact with non-French speakers and more exposure to English-language

television and music.

The "comparison" subjects" responses to 'two attit;:de questions warrant
mention. As compared with the intensive program subjects, a higher
pe‘rce’nt on these subjects reported that they had tc;o few hours of ESL
instruction and that English was among their three favorite school subjects.

It is possible, however, that rather than answering these questions candidly, -

they regponded in a manner biased by their perception of the task and

' answered according to what they thought was expected from them. In spite .

of the?e two responses, the difference in index of attitude mean scores

—

" almost certainly is a real difference (although there is no statiati.cal support
for th‘ls).' The difference between the groups' levels of confidence in their
ability to use English, indicated by the weighted scores, is striking. The’
"comparison” subjects do not expect that they will be able to speak English
well when they have‘finisht‘ad school although most think that they will need

C English for work. The majority tend to think that they both speak e;nd
understand English less well fhan their claaema‘é?:} These results are alrpoat
diametrical to those i“or the intensive program subjects, who expect th'at"‘ "

o . > N

A4 ~

N
B . .
-
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they will need English for work and that they will be able to spgak it well
and none of whom think they 8 eak or mderstaﬁd English less wellsthan

" their classmates. / )

k4
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- accuracy in obligatory contexts appeared to be significantly lower for the

! . CHAPTER IV

+ SUMMARY AND CONCLUSIONS

-

The general question addressed by this study concerns selcted aspects

-

of the outcome of a five-month long‘»intensive elementary school ESL
program based on a communicative,appx:oéch to languéﬁge instruction. In
investigating the English L2 proficiency of the au'éj‘ects in the study, several
imgortant feat'::res of spee;h weré analyzed: { ;Ecurecy, fluency, diversity,
rate, ana overall proficiency, as well as student.b.ttitudes and‘ expectations.
For most of these ‘features; comparisons were made with a group of
au?jecta comparable in native language ana socio-economic status aslweu as
total amount of ESL instruction and exposure to English outside the

clagsroom.

Grammatical accuracy was investigated in terms of suppliance of s&
grammatical morphemes in obligatory contexts and in inappropriate contexts
(overuse). For these morphemes, with the exception of the BE copula,
intensive program subjects than for the comparison subjects although it was
not possible to use statistical means to confirm this. Overuse of the -3

morpheme was trivial for Both groups.

When morphemes were ranked for order of accuracy, differences
between.the two groups of subjects were found to be minor. However,
when compared with the accuracy/aéquisition order proposed by Krashen
(1977) as a "natural order™-for all English L2 acquirers, the order for the

-

intensive program group differed coﬁsiderably. In particular, this group
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. confirm the "natural order," which claims that there is an average order of

. R & -

of 7 -
exhibited a relatively low accuracy for the present progressive -ing and for

the plural -‘-}_. The -ing form has no counterpart in'French, wh'ic'h ;xpreoaea -
the progreésive aspect through adverbial rather than verbal structure, and '
the plural is not marked in spoken French except in caaseé. of liaison. The -
intensive program subjects also exhibited a relati\;aly high level of accuracy

for the third perspn present singular -s, however, this is aécobn,ted for by “~

the subjects' frequent use of have both.as a main verb and in introducer

- phrases most likely derived from the French introducer il y & (Some of

1 —

g}e morpheme acquisitian studies cited by Krashen counted has separately
(Dulay & Burt, 1974), soc a comparison between Krashen's order and that -

found in this study is problematic for this morpheme.)

The intensive program subjects were exposed to English irva rich,
naturalistic, interactive linguistic environment whjch allowed for
"acquisition" rather than "learni}ng," as Krashen has defined thﬁerms

¥

(1977, 1983), and the elicitation task certainly tapped vbha} he ‘wo/uld call

the acquired, not the learned, system. However, these findings do mot

acquisition for all learners of ESL irrespective of native language, age, of

type and amount of target language exposure.- Rather, they suggest that

the ngtive language of these subjects is an important variable affecting the
, S~ ,

accuracy order. This interpretation is atrengtheneﬁ by the similarity of

accuracy orders for the two 'groups in this study. ‘Although the type of

ESL instruction and the distribution of that instruction over time differed

considerably for these two groups, their accuracy grders are strikingly

similar. ‘ . . .
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v
The results of the fluency/divérsity/rate investigation reveal other” ..
\ .
inl:ereatlng,l differefices and similarities between the two groups of subjects. ‘
Y s ' -
7 :
On the average, the intensive program subjects produced more than one-  a X

<
\

and-a-half times the amount of meaningful speech as did the compar{son

" subjects, an amount comparable tp that produced by native speakers

berforming the same task. Wheh given a more challenging task, the
intensive program subjects more than tripled the amount of speech they
produced.

< ]

The intensivé program subjects also showed greater diversity in
vocabulary use. In particular, more of them employed modification in their

speech, employing adjectives and adverbs rather than only nouns and verbs
w(‘ *
to communicate their messages. Although rate of delivery was virtuslly .

identical for the two groupa, the intensive program subjects spoke with
greater ease and fluidity, rarely hesitating or requiring prompting from the

interviewer in order to euccessfu’lly perform the task.
. R )
‘ ' [«

On a test designed to measure'English proficiency in teﬂrms of‘

vocabulary recognition, knowledge of grammatical structures, and listenin 1\\

and t"eadlng con#prehension, the intensive program subjects demonstrated \ §
considerable proficiepcy although their exposure to English had been in a //
prdgram that em?haal;ed or'ai fluen::y rather than any of the skills samplvefii

| by the test. T,tne\‘,’“reaults o} this test are sor’newhat difficult to interpret, &
however, because :éi\e age-appropriate test (designed to distinguish. native > /
from nor%-n;itive speakers of the same age as these subjects) was judged g/y

- thelr teacher to be too difficult for these subjects, and 8o the /tde,gjycf‘f”
adrr.\lnlatored was one interided for younger ‘students. When a s/ﬁ ilar test

, was adgnl;iatened approximately one year after the intensive program had

i
. \
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co}\cluded, during which time subjects received no special follow-up

instruction (they received one hour per week of ESL instruction), nearly all

subjects obtained higher scores, and the group obtained a significantly

higher mean score., This findin“d suggeﬁ's that subjeéts had perhgps sought

and found ways to maintain contact with English outside of school and Y t, .
A ) .

as a result, were able to continue building their ESX proficiency.

f
[

v Perhaps the most surprising-finding in this study, at least to this
t}gearcher, was the low accuracy on most morphemes for the intensive
program subjects althoygh the discrepancy between accuracy and fluency is

not unlike that reported in Genesee's (1978) study of early French

.

- immersionL in which immersion subjects performed less successfully on

measut:es of-grammat'ical accuracy than on measures of fluency, particularly
amount of speech and communicativeness (ease and willingness to speak).
The surprise is p;rhaps due to the non-perception of low accuracy (as-
defined here), 'whir;h seems to be masked by the impressive fluency, .
communicativeness, and confidence of these learners. This non-perception
of low accur‘acy resembles a findjng 5eported in Upshur & Palm;zr's (1973)

study of formally instructed and "incidental" adult learners of ESL in

i~ «Thailand. Native speaker raters perceived the incidental learners as more

»

grammatically accurate despite test results which fo_\ind the loppos"ite, that
.the formally instructed learnnera’ were grammatically more accurate. The
authors' account for this by réfarring to the principle of pragmatics, the
"knowledge of the relationships between conceptual events amd linguistic
events" (p. 216). Native speakers, having pragmatic knowledge of English
use, have expectations for linguistic events that are likely to follow from
required to process

%
linguistic events is viewed as a function of the degree of correspondence

any cénceptual events. The amount of information
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between any conceptusl and linguistic events - the greater the degree of
correspondence, the smaller the amount of linguistic data processed and
thus, the fewer the op'portunities for perceiYing linguistic el:rors.q, The
informal or "incidental" ESL learners, having more pragmatic knowledge,
were able to know what the raters had i'r;i;erred from@:eir speech and \\.
continue to meet ;he ra‘rteﬂra' linquistic expectations.’ T}Ym‘mally
instructed learners were unable to do this and so required that the raters
rely more on la’nguag’e than on shared concepts to understand them. In *

doing so, the raters processed more linguistic data, had more opportunities‘ .

to notice errors, and so rated these subjects lower on grammatical

accuracy, *

* It seems piausié:le that the ‘intenaive program subj;acts, having acqgired
English in a rich, naturalistic Betting, have also acquired considerable '
knowledge of how English is used, that is, of English Hragmatics. Not only
might use of this knowledge mask grammatical inaccuracies for the native
speaker interlocutor, but it might also be a reciprocal process, }rwasking :
grammtical‘ inforrﬁatiom the target language modelt;\t‘)‘l; the language

L4

learner. Both the learner and ,the native speaker interlocutor could use

¢

their shared knowledge o{.pragmatics in communication situations, increasing
the redundancy of information, and thus relying less on purely linguistic
data to understand one anather. In part, this might account for the non-

perception (and perhaps late acquisition) of* certain grammatical features by

languagé\ljarnen.

™~

' T4
Higgs and Clifford (1982) report finding-lower grammatical accuracy in
v .
naturalistic second language learners as compared with formally instructed

learners. In addition, in assessing the foreign language skills of U.S.

H

L]
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government employees and prospective employees using the Foreign_ Service
Institute (FSI) oral -proficiency scale, they report a finding characteristic o;
candidates who have had a particular kind of formal instruction: early
immersion in unstructured "QCOmn;\unicative" instructional settings. These -
candidates, in spite of later intensive language training, seem to fossilize at ;
the 2 to 2+ lével on the FSI scale (see Appendix F), that is, they have )
relatively low grammatical accuracy and relatively high vocabulary and rate

of delivery scores. In contrast, candidates who have had early' instruction -

in programs placing a higﬁer premium on grammatical accuracy than on
communication and Qho have ex'perienced the same latar intensive languag(\/>
training are able to gain spesking proficiency levels higher than 2 or 2+ on

the FSI scale. Even when global ratings for learners having these .two

types of early instruction experiences are the same, their profiles differ

A

according to the relative contributions of vocabulary, grammar, and fluency.

Higgs and Clifford suggest that students of early immersion
communicative programs cannot later "scquire" rules that have not been
acquired early, that they can only "learn" them and therefore not always
utilize them approp;iately when needed. Learners of this type seem ta
exhibit "irremediable" errors which are aménable neither to classroom
instruction nor in-country experience in the foreign language. They urge
curriculum and program planners to take these fi‘ndinds into consideration at ‘
a time when the achievement of communicative competence seems to be

the focus of much foreign language instruction.

3 ~

Higgs and Clifford's concern is one well worth noting, but it must be
considered in view of second or, fareign language program objectives, the

_ overall time and resources available for L2 instruction, and learners' needs.

»
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The learners in their study were preparing for careers in government
diplomatic and intelligence service and, as such, were concerned with
{

achieving extremely high, even native-like, levels of foreign language

proficiency. This is not the case, however, for most foreign language

learners, and even many second language learners ‘probably do not expect or *

need to achieve L2 proficiency beyond a level equivalent to &4 2 or 2+
rating_on the FSI scale. Not only is the time for learning in typical L2
programs not co}‘hparable to that for the FSI learners (this is true even in

intensive L2 programs), but the motivation that must be maintained for

“school learners is not comparable to that for casdidates in specialized

™
government programs.,

Krashen & Terrell (1983) claim that "grammar will be effectively
acquired if goals are communicative" (ﬁ. 21), but the findings of this study
and previous studies of fluency-based L2 programs auggest‘ that this is not
the case, at least for‘the amount of time usually available for language
instruction in school settings. It seems more realistic to expect that, at

least at the early and intermediate levels, fluency will surpass accuracy.

Brumfit (1979), in discussing the implications of using fluency rather than

accuracy as the basis for a second or foreign language curriculum says

Fluency as a basis, then, may be closer to the apparent learner
syllabus of the natural learner in a total immersion situation, in that.
the naive learner operates more on an oral basis of fl(nent and
,iqnaccurate [emphasis added] language than on a careful building up
analytically of accurate item; according to a descriptive model...the
student will be expected to grope and paraphrase, and thus to learn

the strategies for communication which all language users possess in
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tgeir mother tongues, and which all need to develop in foreigh

languages. The emphasis is thus on the use, not the possession of the
. target language (p. 188). .
Certainly,J the experience of learners and teachers alike shows that many
learners whose early foreign language instruction has a structure-accuracy
focus never develop communicative facility. Although Higgs & Clifford
report that, in general, only those who have received early afructure-based
instruction ‘achieve high levels of proficiency (as measured on the FSI

. scale), this early experience might be a necessary but is clearly not a

sufficient condition for the achievement of communicative compeptence.

The finlal focus o} this study, in the domain of attitudes and
expectations, produced encouraging findings. The intensive program subjects
reported Fhat they expected someday to need English for work as much as
they wquld need French, and all subjects indicated that they thought the.y
would speak English well someday. A high degree of confidence in their
current ability to use English was exhibited by these subjects, as well. In
nspite of individual differences in proficiency found on quantitative measures,
nearly all subjects indicated they they both spoke and understood English
"as well as" or "better than" their classmates; noné chose the "less well"
alternative. Nearly the opposite was true'for the comparison subjects.
Although most indicated that they expected:to need English for work, they
did not expect to be able to speak English well someday. In addition, the
majority tended to think that they both spoke and understood English less
well than their classmates. '[he high degree of coqbfidence exhibited by the
intensive program subjects is testimony to the success of their proéram an'
points to its possible long-;e_rn‘w -success, - It seems likely that these subjectaJ

will continue to seek and find opportunities to increase their contact with
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English and thus, continue to develop' their sense of confidence and comfort

and become the proficient speakers of English that they expect to be.”

Limitations of This Study

and Suggestions for Further Research

-

Ideally, one would like to be able to attribute differences in the ESL
performance of the intensive program subjects, as opposed to the ) ,
comparison pro\gram subjects, to particular féatures of their ESL instruétion, /

as the two groups are comparable on other relevant measures such as
/

native language, total number of hours of ESL instruction, contact with/

English outside the ESL classroom, and socio-economic status (althougﬁ they

/

¢ are not comparable in terms of age). However, the ESL instruction of the

intensive program differs in two important ways: it is based on'a:

/

communicative syllabus rather than on a discrete-point structuralist one, and
/

the time allotted for instruction is massed in an intensive/b/lock rather than
distributed over several years although the total time spent on ESL
instruction is approximately the same. Because these two variables, type of
instruction and distribution of time, are conf;)unded, neither can be

identified as the sole, or major, source of any differences found nor can

their possible contributions be teased apart.

8

A second limitation concerns the generalizability of findings from this —

study to even similar intensive ESL programs. One cannot ignore the fact

9. An alternative explanation is that the comp'aribon subjects, rather than
expressing low confidence in their ability (and future ability) to use
English, were being more realistic (or cynical) simply because they were
older. .
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that ﬂe high level of oral proficiency of these subjects may be due in part
to the effect of their teacher, apparently an outstandingly gifted instructor
with eight years of experience in this type of program, which she hera'elf.
developed. In the classroom she exhibited unusua‘l competence,
commitment, energy, enthusiasm, and accessibilit'y. If we ask what ;NB can
expect of a five-month intensive program based on this example, we must

be sure to recognize that this particular program is in the hands of an
A s

exceptional teacher.

This is meant to be a descriptive study, one which might eventually
lead to the formation and testing of hypotheses about the second language
acquisition process. However, the scope af this study is modest, and its
findings require support from other descriptive studies. Suggestilons for "such
studies include thq investigation of a larger number of subjects and
teachers, the inclusion.of a formal classroom observation component
(process evaluation) to document the nature of the instruction and the =
classroom interaction, formal evaluation of instructional materials, and long-
term follow-up, if pos‘sible. In addition, other measures of proficiency
might be emhloyed, in particular less limited measures of grammatical
accuracy as well as judgements of grammaticality and acceptability.

Automating linguistic analysis would expand the possibilities for examining

syntax and lexicon.10

»

10. Many of these features have been incorporated in an ongoing study of

. intensive ESL instruction in Quebec public schools. This study is being
conducted under the supervision of P. M. Lightbown at the TESL

Center, Concordia University, Montreal. o

A
. , -

*
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Angther dirsction fgr related study would be tc; compare the
performance .of intensiv;a program students with that of students in a
regular program using the same syllabus and receiving the same type and
total number of hours of instruction, where distribution of time is the only
relevant difference. This way, the effect of distribution of time can be
teased apart from total time. As all school boards in Quebec have been—
mandated by the Quebec Ministry of Education to base instruction on the
new comn;unicative ESL curriculum, this kind of study will be feasible in a
few years, when students in the regular program will have completed a
comparable total number of hours of instruction to students in a short-term
intensive program. It will then be possible to address questions like vi'how
significant a vat;iable is intensity of instrd.ction?", "are there threshold
effects?", and, if so, "are various aspects o} language differentially
affected?" One program underway in a_Montreal area school offers ESL
instruction for five hours pér week (using the same communicative syllabus

employed elsewhere). This would be an apt setting to include in a study of

distribution 6f instructional time.

A study comparing communicative and structuralist approaches to
language teaching in an intensive program is not feasible in Quebec
anymore, due to the Mini?fry of Education requirements. However, within

—

the number of extant and planned intensive ESL programs, there does
appear to be variation in ‘instructional methods and materials. If this can
‘be confirmed through a descriptive process eva“luation, thén the possiblé—
. effects of type of instruction can also be investig-ated within the intensive

+ program framework.
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It is clear that research questions are numerous and opportunities for

research are extensive. It is hoped that the present study will have
provicied useful information about the expectations one might have of a
short-term intensive program and that it will serve as a springboard for
further investigation o;’ this timely subject. Quite recently, the Quebec
Minister of Education publically approved the intensification of elementary

°

school ESL instruction beginning in grade 4 across the province.ll The '
French-speaking population is increasingly calling for such programs so that
their children will have access through the public schools to opportunities

for achieving functional bilingualism. A few Montreal area school boards

have begun offering intensive ESL instruction and others have indicated

their intention to do the same in the near future. Only careful and

-

-

sustained research can address many of the important questions likely to

arise about the nature and effectiveness of these programs.

[}

11. Pratte, A. (1986, December 13). Ryan privilégiera des cours intensifs
d'anglais 3 compter de la quatridme année. La Presse, p. Bl.
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Sample PCG picturea: picture #5 ("eccldent" plcture)
.and additional ("complex") picture.
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.. APPENDIX B |

Samples of transcribed .speech from intensive program subjects who evidence
high (subject #2), average (subject #3), and low (subject #4) relative

proficiency. ‘ -
2T " ' ! L.
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%]

Subject #2:

Subjez:t i3

Interviewer:

" Subject #3:

Interviewer:
Subject {#3:
Interviewer:
Sub}ect #3:
Interviewer:

Subject #3:

——

Picture #5: Intensive Program Subjects
- o

0O.K. This is uh_, an accident.? and uh the accident is

L ?
with a_, a blue truck and a_, orange and red uh car.? the
. R [y V-
two mans_, are uh out_, their uh_, their car /---/_, and

uh_, they look at what's happen.,

It's on the street., You have a truck and a car.? and the
truck uh_, make crack on the truck (imitates sound of
moving vehicle).. The truck is uh_, /bg/ the car is

orange.? and uh_, mm_, the truck is blue.? That's it..

Are %there% lpeople??

>

%And uh_% Yeah.,, *In the in the* car he has uh one
<mister and uh_, w" the truck uh_, uh one mister too., and
uh_, on the truck is write truck.? ‘there (whispers and

gestures) *on the on the* top.? (whispers)

That one?? (displays picture #5¢)

Uh_, no..
‘ 7
Mhm., *Why how* is it different from yours?.
Y 3
This., (points)
L4 .?‘ o 3

Ahal, What's different about it do you think?.

.

The _, the car it's on the _, other side of the truck..
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. “J, \ . ' ,
(‘f, ! Subject {#4: He has two family.,, One in a truck and the other in a
. . // N N N .
- - car., The truck.uh_, smash the car_, and uh two uh man
uh___ *scream at uh_, scream..*
Interviewer: Are they in %(whispered)% -

Subject #4:- %No% uh_, outside..

°

Interviewer: And what has just happened?,
Subject #4: The truck smash the car.. &
Interviewer: This one?? (displays picture #5b) -

——

* Subject #4: No.. He has uh_, all the family go uh_, out..
Interviewer: Oh, there are more than two peEplQ.j

_Subject e _ Yes..

%
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Subject #2:

Interviewer:

Subject #2:

Interviewer:

Subject #2:

Additional (Complex) Picture: Intensive Program Subjects

- Mhm.. (to:self) This is in a cl'ass.,; but .uh the teacher is

.

not there.. One student is uh at the board.? *He he's*

wearing a_, red sweater, sweater and uh_, jeans.? He's

‘write on the board teacher and he uh do his uh , his uh_; ’

like a_, his picture.? and uh one other student is checking
uh_, if"the *st* the teacher* uh is arriving_, at the class.?
Uh_, a little girl uh_, *is do” is do”™ uh have* in her hand

uh_, *an an a* paper airplane.? and she_, she's wearing a

. blue skirt and a blue sweater,. She have blond hair., and

uh_, in the class */dhes/ there's* five student.? The board
th have a little bit of yéllow.? and the picture of the\
teacher is uh with a glass and a big ﬁouth.._ and /huh/
h,air [--=[ (uninterpretable whisper) The_, and there's a ’
student., He's uh_, wearing_, a green vest.. and uﬁder, I

think, is a_, uh white with a little bit of yellow_,
Mhm..

turtleneck uh sweater.? and he have uh___ uh_, like uh_,

not chestnut: but a little bit red_,
Hair?? %Mhm.,%

%reddish% hair., .

o+




Subject #3:

L4

Interviewer:

Subject ##3:

Subject #4:

P

Interviewer:

Subject {f4:

—

He has uh people who's */draying/ drawing* on the board.,
H* he's drawing a teacher.? He has black hair, red

sweater, and uh_, blue panta.;? Another is sit on a _,

bureau.? uh on a chair and he has bureau in front *of_,

of* hin}.,\ H;a has *brown blond* hair.? yellow tee-shirt,
and uh_, black thing uh_, dn it.,, Mm_, beside ha has };Lh_,
.three other person., *One one's a gir® two is a girl* |
think., rﬁ‘b, two boy and one girl,, A girl's have yellow
hair_, and a dress.? *The one* boy he has ﬂ‘greén tee-

»

shirt-a shirt,.sweater., He has blue pantsnand brown hair.,

/)
* Uh_, and the other boy *has/ is* wearing shorts and a_,

sweater_, purple one and a /brown hair..
And what's happening in the class?.

They uh___ the_, one *he's on he's* going outside, 1 think.,
[hey/ open the door.? /;\nother he's uh_, point at the -
board.? And uh_, the girl_, pitch a airplane.? And the

other he's said uh n~ don't’ do this., He's like this..

It's like at the se«condary school.? He has a boy SSrawing
the teacher.? and uh_, they are two girl three boy.? and
they play uh_, in the classroom.? He has a'girl with a
uh_, paper airplane., He has‘a l;goolg on the desk of the

teacher., and of the desk of the two student..
‘And what's happening with the class??
Tﬁey uh_, play.. -

- 121 -



Inter'viewer:

1

Subjéct #4:

—

Interviewer:

Subject #4:

-
b

What is the boy at the board doing?. °

The boy ‘a‘l.'e drawing.?y *They dra” he drawing* the

teacher..

/
And what's he wearing?. ) . ,
Uh_, red sweater and blue uh pants.. And he has black
hair..
g —_—
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2.9

Introdustion

re v
Use these conventions ‘when you transcribe tapes which

derive from the ESL teaching and learning project. Now

" that the computer programs for reformatting and making
' concordances of the u:/anscripts are operational, some

changes in the ways that hand transcriptions are written

have become necessary. I!g the hand-written transcript

Ffesembles the format required for entering the data into

the computer system, the data can be entered more quickly .
and the results of entry will thus be available sooner for '
analysis. railure to follow the conventions will not only

slov down entry into the computer files, but will result

in frequent errors, especially in punctuation, which will

be detected by the error-detection programs, and require

gorrection before Ehc rctogiuttinq and concordance programs

f .

can be run. < .

I3
L]

Tra
oS

The list of cont;n:l which 'szccodn this introduction

should make it possible for you to consult ‘the section of
the document you want to check more efficently than prev:ious
versions of the transcription conventions. ) !

any o

Transcraipt Identification

v

The first page of each transcript contains idcm:.i:yinq in-
formation, on the left-hand side of the page, on succes-
sive lines.

»

1.1 Classroom sessions :
.TAl192

{l) Tape number, e.g.,
{2) The class identifier, e.9., 32-05
' , , 32-06
¢ P $3-01



2.0

O X »
* (e

The first name of the teacher, e.g., Marjolaine
The date of the recording, e.3., 30 September
1978

(3)
(4)

Interview tapes iy *

Start each new interview on the tape o}x A new page
and include the following infdormation:

Tape number, i.q., TAL9? ‘ - ’ ' $

Interview identifier for that tape, e.3.., .

TAL97A, TAL97B, atc. :

Class idenfifier, ea.g., 32-0S _

‘Student name(s) and numbaer(s), e.qg., Stéphane .

. Samson 230; Pierre Danis 267,

. (S) Interviewer, e.g., Nina ‘ A
(6) . Date, e.9., l4 November 1978 s ’

(1)
(2)

(3)
(4)

A\

Tests © ‘.
For tests, write the student number or, the top of the
first paga.
Transcriber and Verifier Identificaction
On the top right-hand side of the first page of each
transcript, write: "

g ' '
TR: .
VER: l

(Namé of the transcriber)
(Name of verifier) L@

' The verifisr writes his name after he has finished" ver:-
fying the tape completely. N

»
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v

0 Basic Units of Speech and Re}ated Behavior
3.1 Utterance units and utferances

An utterance unit is a % talk by an individual (or
group speaking in unisond) until he stops talking.
Talk by other individuals which occurs simulta-

! neously with or partly overlaps with another utter-
ance unit is counted as a separate utterance unit. ( .
Utterances are those .parts of utterance units marked )\
by a £inal intonation cont%ur (see Saection 7.3 balow).
All speech is to be transcribed. ‘ .

{ ﬁ
3.2 sécoch qualifiers

Speech qualifiers describe special features of utter-
ance units, such as whispering, shouting, and other

' characteristics of delivery. These are transcribed ° ’
in parentheses, whenever they seem relevant, e.g.,

236: Pick it up.. (whispering)

[y

v 3.3 Non-verbal behavior '

Gesture, movements, non-speech noises, and other
actions are examples of non-verbal behavior. These
are included in the transcription when they have been
observed and noted down by the obscrvg;s, also in
parentheses, e.g., 000: (236 throws paper toward
wastebasket but it falls on the floor). '

[ -

4.0 Placement of Units on Page by Source

*

4.1 Student
All student behavior is transcribed on the right- -
hand side of the page. ‘

-128-




/5.0

6.0

4.2 Other

'Teachcr, reicatchar and all qchc; sourcas of interac-
tion are traniscribed on the left-hand side of the
page.

Source Identification
S.1 Student ' .

Students have a th:ee-digi:'identztyxdq number (in
1977-78, they had 2-digit identifying numbers, but
these will bonchanqed), e.g., 230, 172. Use 000 for
an unidentified studeht and for the group speaking \
together. '

‘

5.2 Teacher

Teachers are identified by the first initial of their

2irst name, a.g., P (Pat) . G (Gilbert)
S (Serge) M (Marjolaine)
D {(Daisy)

5- 3 Oth.t [L_:," (I

Other sources are identified by a single alphabetic

character, e.g., B (Bruce)
T (TV)
I (Intercom)

Characters Available for Use in Transcription )

" Only alphabetic characters (A-2) and ( ) - / Vv *

] ' . ' ? : are allowed in the Zrans-

. scription of speech.

o -129-
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‘7.0 Trans¢ribing Speech from Classroom and Intarvi‘ow Tapes
7.1 Ordinu.;y spelling N

7.1.1 Interpretable speech is spelled in ¥he ordi-
nary way, e.g., 223: He want a new coat..

7.}.2 Numbars are to be written out unless they

, are used inside parsntheses, a.g.,

.« There are ten questions for your
homework (RIGHT)
There are 10 questions for your
hamewor k ,(WRONG )
. (066 speaking to 073) (RIGHT)

7.1.3 special words with varying spellings. ' .
Spell the following xoms( as indicated:
uh [)37 (hesitation)
"oh X (surprise, etc.)
ah 2.‘] {surprise, got it!,etc.)
. sh :] (ba quiet)
_ay (ay)[aI(aI)] ' (dismay, reproval, etc.)
hey '
nopse [r)o? (p)]
yeah [j & a] (yes)
o yea [jc] - (cheer) ‘
mm [t;!] (approval, be careful,
atc.)
:;n [mm ] (1 understand, OK)

7.1.4 quotation marks

Quotation marks are not used. Just leave

them out of direct speech, metalanguage cita-

tions, etc., e.9..

. When I say here you say he's here.. (RIGHT) g
When I say “"here" you say_'ha's,hare'.'. {WRONG )

" )
- ' 3
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7.1.5

7.1.6

spelled - out words

TN\

Use hyphens between each crthographic re-

presentation,

incomplate words

7.2 Phoremic representation

See the list of symbols and key words at the and of
the document.

7.2.1

7.2.2

7.2.3

o

Audible but uninterpretable speech is trans-
cribed phonemically, and enclosed in slashes,

e.9.,

234;

e.3., worked..

Ww-0o-r-k-e-d..

Bu“,

"Indicate an incomplete word by adding a circum-

flex to the end of it. but he can't..

They went the ~-- /k&m/ post..

ambiguous phonemic/grammatical sequences.,

When you aren't sure how to interpret the
phonemic sequence grammatically, transcribe
it phonemically.

e.g., Sandy and Suenare happy today...

They're /dheyrz/ not in school.. (015
reading) '

mispronunciation

When a mispronunciation results in a commu- '
nication breakdown, add a phonemic transcrip-
Put the word that appears to be required

tion.

followed by the phonemic transcription.

0.9.,

230:
330:

S

To arrang@ed@ his case.?

Our /hawr/ homework. ?

-131-
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34,

) VLI

7.3

7.2.4 Notspthat only phonemic symbols or equi-

valent are enclosed in slashes; stress and
final intonation contours are not.

Representation of ends of utterances, -stress and
final intonation contours -

®

Each utterance ends with 2 marks of punctuation. The
first mark is the normal orthographic symbol and the
second mark represents final intonation.

4

- 7.3.1 final contours :

. marks falling intonation
? marks rising intonation
, marks sustained intonation

If there is no pause, but normal orthography
requires a mark, use a single symbol.

Examples:
P: @I@ didn't hear the bell (Firgst . 1is normal 1’
ring.. ' punctuation. Second .
marks falling intona-
N tion)
S: Who's got the answer to (? is normal punctuation
nuqatf five?, and . marks falling
intonation)
P: Oh, Sigon.. Do five.. (, is qprmal punctuation,
no pause)
P: Problams.? (? marks rising intona-
nation)

-132-



- *An initial comma has the same value that it has
in normal orthogtaphy. A second comma marks

X . . &
sustained intonation. If there.is*a short pause
followed by sustained rntgnatign. but you consider
that no comma would occur in normal texts, write
_+ a8 in, "to transfer the prisoner_, to jail..” :

¢ K
- An initial question mark is only used if there is
question structure. Question structure 1s defined

as an utterance containing a Question Word, Aux

'inversich or Do insertion, "
To what? 5
What is he doing? - ' v
I8 ha a student? -
Can he sing? ,
. Did he do his homework?
‘ -
- The second question mark always stands for rising
intonation. Thus,

?? has question word strycture and rising intona-
tion. . Coa . '
a.g., Is he a student??

?. has question word structure ang falling intona-
tion.

e.9., What did Miss Weston say?.
.? has only rising intonation. o
e.g., Anne.? You got a problem.?
P: For each mistake,, take (normal punctuation and
Y
away one mark.. sustained intonation)
»
-133- .
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P: Mary_, said_, that Bill , {underscore marks pause

was a sgstudent.. (Pat and , marks sustained
writing Mary said that intonation)

Bill was a student on the . .

board) | ' A

7.3.2 extra-high pitch or stress

If a stretch of speech is extra-high or extra-
loud, enclose it in @ @ symbols, e.q.,

P: Pierre!. You don't even @knowé!.

P: 1It's ha@dd.. eda..

s ‘ Use the same convention for the most prominent

syllable in polysyllabic words that are phone~
mically trar_ucribod. ’
I

7.4 Self-corrections s

Enclose both the "error" and the "correction" in
asterisks, e.g.,

*He want,, he wanted* Mr fairchild to..
v
Representation of Non-Speech
In general, non-speech is enclosed in parentheses. Do not
use final punctuation marks after a right-hand parenthesis.’

o

8.1 Vocal qualifiers, e&.g., (whisper) (scream)

8.2 Ac?):’ians, @.g., 000: (060 tries to light cigarette,
e N but fails) -

8% Indication of special medium, e.qg.,
060: Mary said Bill was a student.. (060 reading
— — from textbook)



9.0

8.4 Special characteristics of setting, e.q.,
000: (CLS gets noisier than ever)

8.5 Writing on blackboard

Identify the writer and what has been written, but do
not enclose what has been written in quotes.

e.g., 0: (P writes John said Bill was a student

on board) (RIGHT)

0: (P writes "John said Bill was a
student" on board) {(WRONG)

Sequencing of Units

All units are started on separate lines. Simultaneous or

partly overlapping speech units are identified by special ,
symbols, and actions following or accompanying speech are

identified by special verb forms.

9.1 Successive speech units

P: Wait! What tense is
' ha€d@_, huh, Nathalie??
320: Past.?
P: Right.. What do we chahge
past to?. r ]

’

320: Uh_, past )
perfect.?

(320 erases have:

1
¢

9.2 simultaneous or overlapping spesch units

Simultansous or overlapping speéech units are enclosed

in v signs.~ Put the % signs at the beginning and at

the end of the units in question, regardless of which
r’.

.

-} ' y

;Q')‘ :
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parts overlap. Do not space between % and the fol~
lowing or preceding character.

P: I asked you something else’..%
' . 030: &It was good,
! Miss..%

'

L 4

Successions of speech and non-speech uhits

Non-sp;och units are anclosed in parenthesas, the

label immediately following the-left~-hand parenthesis.
Do not use final mark of punctuation immediately pre-
ceding the right-hand paranthesis. ’

Examples: , oo QE
A AN If '
0: (P shakes index é@hgar at 007) ' .

000:
000:

(003 laughs)

{(GRP groans and
takes out note-
books)

. Non-speech units preceding the related speech unit

Place the non-speech unit on the line preceding
the speech unit.
forms.

Use 3rd person present verb

P: (shakes finger at 307) 2youf spoke 2¥Frenchd,

Gaston..
. Non-speech units following the related speech unti_

Place the non-speech unit on the line following
the speech unit. Use the 3rd person present verb

e

forms. “ '
003: Oh no.. ’
000: (GRP laughs)
fou have to.. You must..
Obligation.. /
©000: (GRP mutters)
- ¥ . _
L

-136-
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9.4 Non-speech units occurring at the same time as
speech units

R

. . Non-speach unit from one source and speech unit
- from another

" Place non-speech unit on appropriate side of page,
enclosing the speech unit and non-speech units in
$ 8. Use preun‘t progressive verb forms (-ing).

o . Example:
iF P: ATake cut a piece of paper

and ‘'get ready for a dic-
tation on the reading..%
¢ 000: \(QRP groaning
¢ and muttering,
taking out
, . paper)\
. Non-speech unit and speech unit from same source
Enclose non-speech unit and .speech unit in % %,
Use present. progressive verb forms.
Example: ©
P: fMary_, said_, that Bill _,
'_j ¢ was_, a student..V (P grxtznq.
. Mary said that Bill was a student
' on board)\y -

4

¢

10.0 Spacing and Placement of Pinctuation Marks and Spdcial ¢

__Characters \ i
»
- source identification

. 00l: 002 etc, for individual students
’ . 000: for student 'non-vcrba\}‘l behavior
3

5 -

,000: (GRP mutters)
000: (CLS laughs)
. qqoz {?2? laughs) Kfo& unidentified .
student)

-137- ~



11.0

A}

. 000: Utterances by group, class or unknown student

000: (GRP) qa marche.. ) ' v
; 000: ' (CLS) qa marche.. )
T, - 00Qr qu'est-ce qu'a],&e dit?. (unidentified
o ’ . student) |
.- . 0: Teacher and gouuchor non-verbal bcl{avior
o-

- hyphens can only. be used if followed and preceded by
a letter with no blanks in between. . '

Example : ’ ’

o o Q .
... fifty - that is, ... - (WRONG) .
fifty-six (RIGHT)

Marking End of uanscriptionh '

Cgd
The end of the transcript is ma.rkgd by writing the tape -
identification.
Example: *

000: (End of tape TAl36)

-

I

S

« *
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Phonamic Transcription Ccmvcntions". ':\- symbols %0 be used are
Sased on the Trager and Smith system. They have had o te mod:2ied
to scme extent for coup;:.ibilicy with computer processing. ?Primary
stress is indicated by surrounding the vowel symbols wich 3 3,

in polysyllabic words. Enclose phonemlic transcriptions in slashed.

“

CONSONANT LS
(The arrangement is alphabetic by key word)

TRANSCRIPTIONS OF

XEY WORDS SYMBOLS IPA__EQUIVALENTS __KEY WORDS .
azure  /zb/ Ty . /%aeézhiz/.
buy /b7 - rw . eays
cateh - /k/. . /x/ . /kaech/
chap - /ey /e j / /chaep/
dia 78/ /.
fie LE/ " 7 /tay/
" quy’ /9/ /9/  /qay/
high . /h/ WY /hay/
jaw /37 | ry  7sef
. lie V2¥ , /1/ . /lay/
my /m/ : /n/ ¢ . /may/
ni]c- /n/. . /n/ . /ﬁyl/
pie /o) el /pay/ —
rye A /x/ . YA /'3“/ {ny;/
sigh f' {s/ ‘ h T /8/ ) /say/ -
longer * /ny/. | 7 *7ainy/ /9lont:gir,
. - . .139-
- : ~



Consonant Svmbols

(Cont'd)

: ] TRANSCRIPTIONS OF
KEY WORDS SYMBOLS IPA_EQUIVALENTS XEY WORDS
‘shy /sh/ ‘{/'/K /shay/
shagh eh/ 79/ /thay/
chy /4w /3 /dhay/
tie. 0t/ Y seays
vie  /u /o © fvay/
way /v/ /v/ . /wey/
yas y/ T 73/ 7yo;/
200 Y ’2/ /zuw/,

e

XEY #CRDS SYMBOLS

a2

-
L

(The arzangement is by tongue position- - lst front,then central,

VOWEL SYMBOLS

then back, and by, tongue height, from high to low within each

Posiczion)

-

]

Sead,

sasy /iy/
9sd,
litcar /8/
bane . /ey/ ‘
let Y
bacx( /ae/
dud,
shurch, o
alone /ab/
pot,
Zather.

Beliie

- RiAs ‘a/

L d

. ' .
-IPA_EQUIVALENTS:

TRANSCRIPTION OF

KEY WORDS -
VAV /iyd/ sqiydsiyv/:
VA /bid/ /liiseaz/
/8(X1)/ /beyn/
&/ 1/ 1ac/
/2/ /baek/
2 .
.. ‘
/A7 /T 13/ | /Buhd/ souunzens
8/ /> Ib/ /pac/ /figidhlff
/YA
»
-140- .
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’ ~ ¢
Yowel Svmbéls (Cont'd) )
. “TRANSCRIPTICN CF
. ' g} WORDS SYMBOLS IPA EQ(LIVALEN‘!‘S XEY WORDS
) boot Juw/ /v /buwe/
put /Ja/ : /87 /out/
boat /ow/ % e/ v/ /bowe/
lore /o/ /37 : . /lox/
boy /oy/ /3L/ ) /voy/ -
bite  /ay/ ' jal/ /ai/ /bayt/
nousa. /aw/ . 7au/ /ad/ /havws/
e,
4
4 2
i ; {
) :
. ) s
2 1 °
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. LA COMMISSION SCOLAIRE BALOWIN-CARTIER . )
TEST

ANGLAIS 3e ANNEE

Partie.auditive; No. 1 & 35
Partie &crite: No. 36 3 70
quee max., : 45 ’min.

PREMIERE PARTIE:
~

POUR CHACUN DES NUMEROS SUJVANTS. DITES QUELLE ILLUS-
TRATIOM CONVIENT LE MIEUX A LA PHRASE ENTENDUE, '

Ex.: "WHAT'S THIS?" “Ir’'s a car.”

LA BONNE REPONSE EST “A" - caT,

s -

-143-
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19, A3 B) D)

B)

e c) D)

CHO1S1SSEZ LA,aon§g REPONSE.

20, a). '

DE!X]EP_QE PARTIE:

\

~| Ex.: SHE HAS FORTY-ONE DOLLARS. -
A) 21 ¢ B) 72 % c)1ls D) 41 $

LA BONNE REPONSE EST “D” - U1 8,

2, A9 B 24 )31 ) 18

~

22. a) B3RP ) 16157 ) ™ p) 12280

’

23, A) THURSDAY B) HonnAv c) FrRiDAY D) TUESDAY
24,. A) MarcH B) May ¢) ApriL D) JuNE

25. a) 684-7328 B) 685-7238 ) 685-8327 D)”68]-7283
¢ ' i

.s,. s \

d
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26,

127,

=,

30.

-D) NOT TODAY. BUT NEXT SATURDAY,

A) 174 BraokwooD ,
) 417 PinewooD , o ‘
¢) 741 Br1arwooD h
q) 714 MapLEwoOD

A) SHE NEVER HURT ME. . A -
B) THAT'S NOT FUNNY.
c) THIS 1S NOT A JOKE.

- D) WHO KkNOWs? : L -

A) HE HASN'T EITHER.

B) | HAVE A TOOTHACHE/ .

¢) IT’s WONDERFUL.
p) So Do wE. ) ' ®
A) WHEN WE DO WE SHALL TELL YOU.
YES. THE PAVEMENT [S REALLY WET.
c) 1 T™HINK oN THURSDAY NEXT WEEK. .-
D) SHE SENT HER FATHER A LETTER,

A) | FIXED HIM UP ALRIGHT,
B) HE's JusST GOING UPSTAIRS.
¢) IsN'T 1T Joun? Sume 1T 1S,

TROISIEME PARTIE: -

31,

Vous ALLEZ ENTENDRE UN COURT TEXTE SUIVI DE cIna (5)
?! s;gc[)gs. TEXTE ET LES QUESTIONS SERONT LUS DEUX
. .

[T STOPPED BECAUSE

A) .THE MAN PUT ON THE BRAKE.,

B) THE ROAD WAS, TOO ROUGH.,

C) SOMETHING WAS WRONG WITH IT,
D) THE HORSE WAS IN THE WAY.
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32, It.was | - B | o

A) A HORSE.

B) A FARMER.

C) A POLICEMAN,
D) A COW,

33, He WAS SURPRISED THAT THE HORSE COULD )

A) PULL HIS CAR.
.B) REPAIR A DISTRIBUTOR.
" €) HEAR, ' ‘
D) TALK. o L

34, He pip IT BY

A) STARING AT HIS CAR. :
B) RUSHING TO THE NEAREST HOUSE. " -
C) ASKING THE HORSE MORE QUESTIONS. : - o
D) TELEPHONING THE HORSE'S OWNER, ' '

35, THE MOTORIST'S STORY MADE THE FARMER FEEL

A) EXCITED.

B) AFRAID,

C) sAD.

D) INDIFFERENT,

Vo



36,

37.

38.

41,

*«~ QUATRIEME PARTIE:-

CHOTSISSEZ LES MOTS QUI CONVIENNENT AUX PHRASES.
Ex,: MARTIN AND | LIKE BIRDS. My BROTHER _____ NOT.

A) HAVE B) ARE C) DOES D) DO

L, BONNE REPONSE EST “C” - DOES,

>
Tom AND TIM ARE BROTHERS. __._ = BOTH READ VERY WELL.
A He B) They ¢) You D) We

" 1s THERE? IT's GaRy.
A) WHY  B) W0 C) WHERE D) How MANY

They . TO MONTREAL YESTERDAY.
A) G0 B) WENT Y C) HAVE GONE D) ARE GOING

.

Susan AND 6REG SING WELL? |
M) Do B) Does o) ARe  b) Have

Q

Look! THe car THE STREET.
A) CROSSES B) IS CROSSING , C) CROSS D) WAS CROSSING

S

- 'SOME APPLES IN THE BASKET,
A) THere 1s  B) THeY'Re  c) THERe ARE- D) [T 1S

b

Y
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42, Txe Bovs : HERE MANY TIMES BEFORE,
A) ARE B) WERE C) HAVE BEEN D) WILL BE

43, BETTY _g——— A HAT,
A).WORE  B) SAT  C) RODE D) SANG

)

44, Do.YOU WANT SOME CAKE __ A CANDY? [ WANT SOME*
CAKE. PLEASE,

A) BECAUSE B) AND c) BUT D) OR

45. HE NEVER SAW THE GAME, _______ HE?
A) DIDN'T B) SAW C) HAD D) DID’

46, 1 DON'T REALLY HAVE _________ MORE TO TELL YOU, SO YOU
MAY LEAVE NOW,

. A) NOTHING  B) SOMETHING _ C) EVERYTHING = D) ANYTHING
.
47, L must say | Have NEVER LIKED IT AND JOMN HASN'T ___. -
A) ANY  B) EITHER  C) ALSO D) TOO
.
48, He PUT TOO _______ APPLES IN THE BASKET.
" A) MUCH  B) PLENTY  C) A LOT D) MANY

U9, He wAsS HERE ______ __ HOUR AGO,
A) ANY B) A C) AN D) THE

Lt S



,o , RN : .
" 50, TurN- THE LIGMT, PLEASE, _

" A)FoR B)ON C) IN D) BETWEEN - .
. B :

51. GREG WANTS A CHOGSLATE BAR. BuY ONE FOR

A) HIM  B) HER C) YOU D) THEM

5 —

PLEQSE .

'52. | WANT TO HELP YOU, _ TODAY | DON’T HAVE TIME.

A)OR B)BUT C)AND D) BECAUSE : [)/,

K4

53, THERE IS NO USE ________ HIM NoW.
A) TELL B) TOLD - C) TELLING - D) WILL TELL

7

S4, Damwy _______ COMES TO WORK ON TIME. HE MIGHT BE
* 'FIRED SOON. -

A) ALWAYS  B) ortéuéb C) USUALLY D) NEVER

55, THE WORD “SLIM" HAS THE SAME MEANING AS ___ .
A) FAT  B) TALL  C) SHORT D) THIN

56, WE ARE_ZHAPPY" MEANS WE ARE .
A) SORRY  B) GLAD  C) TIRED D) GOOD

v/f 57. IF.HIS ANSWER IS “CORRECT", IT MEANS IT'S ____ ..
A) FALSE  B) GOOD  C) WRONG D) BAD .

58. THE OPPOSITE OF BEING “UGLY” IS BEING ., -

*

),P ' " A) BEAUTIFUL  B) SMART  C) DUMB D) SAD .

i . . , ']52- t
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59. . THE OPPOSITE OF BEING “PRESENT™ 1S BEING _____ -
. o ' N .
A) sIcK B) THERE C) HERE D) ABSENT

> "’
b /

60. MR BROWN IS THE MAN _____._ CAR WAS DAMAGED.

A) THAT B) WHICH  C) wxO , D] WHOSE
. . ’ @

N

s

61. THEY ARE PROUD THEIR SON.,
A)IN BYTO C)AT D) OF

62. OUR CHILDREN ALWAYS,. . THE TABLE.

4 ©.A SIT B) SET  C) SAT D) SEAT’

3

g ’ . f
63. His MOTHER HIM TO READ,
A) LEARNED  B)-THOUGHT  C) MADE D) TAUGHT .. -

-
[2Y

64, WHEN YOU ARE THIRSTY YOU SHOULD .
A) EAT SALAHL, - ‘ T
B) LOOK AT A CAMEL. ’ '
C) TAKE A BATH. »

D) DRINK A GLASS OF WATER. -

65. HE LAUGHED SO MUCH .

A) .SO THE CORN POPPED,
B) SO THE PHONE RANG.
C). SO HIS BELLY ACHED,- ‘
D) SO THE SNOW FELL, , s

$ L - - :
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1 '
"FIDDLES!” SAID THE-OLD MAN. "l GUESS I‘LL 6o TO BED.” 7

BY THE NEXT MORNING: HE WAS VERY HUNGRY. HE JUMPED OUT OF
BED AND OPENED A ROUND BOX. [T WAS FULL OFE«GRAINY WHITE STUFF,
THE OLD MAN TASTED IT.

-

“SALT!®™ SAID THE oLD MAN. “AND I THOUGHT 1T wAS oaTMeaL!”

THEN HE OPENED A BLUE BOX. AND IT WAS FULL OF LITTLE WHITE
FLAKES. HE TASTED THAT TOO.
“SOAP.” HE SAID SADLY. “WHO WANTS TO EAT SOAP?" WHEN HE
WENT TO GET A DRINK OF MILK, HE FOUND THAT HE HAD BOUGHT BUTTER-
MILK. HE HATED BUTTERMILK., BUT HE WAS HUNGRY. SO HE DRANK IT,

THAT NIGHT WHEN HIS WIFE CAME BACK. HE TOLD ‘HER HOW HE GOT
ALL MIXED UP WITH THE CANS AND CARTONS AND BOXES.

, ' " "PLEASE TEACH ME HOW TO READ!" HE SAID.

. So SHE DID. NOW WHEN HE' MADE HIS LOVELY TOYS OUT OF WOOD.
HE COULD READ THE LETTERS THE CHILDREN SENT TO HIM,

AND HE NEVER - NO. NEVER - WENT HUNGRY AGAIN, -
) TN

66. THE LITTLE OLD MAN COULDN’T READ BECAUSE HE

A) NEVER WANTED TO LEARN o
B) HAD NO (BOOKS - '
C) WOULDN’'T WEAR HIS GLASSES
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- " 67, CHILDREN WROTE TO THE LITTLE OLD MAN ABOUT HIS TOYS, BUT

A) HE THREW THE LETTERS ANAY R
B) HE COULDN’T READ THE LETTERS
C) HE SENT THE LETTERS BACK o :

i

L 3

68. THE OLD MARSDIDN'T KNOW WHAT WAS IN THE BOXES BECAUSE

N A) THEY HAD NO LABELS ON THEM '
' B) HE COULDN'T READ AND DIDN’T LIKE TO ASK
C) HE ASKED. BUT NOBODY WOULD TELL HIM
' ~

69. IN THE ROUND BOX THE OLD MAN BOUGHT THERE WAS

A) SPAGHETTI
‘B) OATMEAL
C) SALT

- : ' 2N
70 THIS STORY IS MAINLY ABOUT WHY THE OLD MAN DECIDED TO -

A) SHOP WITH SOMEONE
. B) LEARN HOW TO READ
Cl ANSWER THE CHILDREN’S LETTERS -
s / kY

l

-
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_COMMISSION SCOLAIRE BALDWIN-CARTIER

/’ ' -
SERVICES DE L'.ENSEIG‘NFMENT .

»

-

’

TEST DE CLASSEMENT EN ANGLAIS - * -

<

- 3e ANNEE

+

PARTIE' AUDITIVE

- * L,

- Dgrée: '
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y

c:t,to épreuve n'est pas un examen qui va compter- lur votn bul-
letin, mais urvirl seulewent pour’ jpous guider. en l.ndiqulut qutl ?
coun"d‘lna.hh vous devrez suivre en Le année. ‘Répondez seuleaent Aux

questions que vous comprenez. N'essayez pas de deviner les réponses.
Voici les instructions:

1 - Inscrire sur la feuille de réponses - en lettres soulén - les
renseignements requis, s'1l'y a lieu, .

2 - Répondrs uniqismsent sur la feullle de réponses.
Ne rien inscrire sur le questionnaire.

Al

W
]

I1 n'y a qu'une seule réponse possible & chajue quegtion.

=
s

Utiliser un crayon a mine grasse.

5 - 8'il y a erreur, effacer completewent et changer la réponse.

’ ) *‘ -
6 - Voici un exemple d'une question et d'une bonne réponse: |

{

ex. What's a cat? It's . ,

a) abird ©b) o table <c) s person 4) an animal \c\) a tool

' )
Ronse: (O G € M@ /:

La bonne réporie est "d) an animal”

" .188- .



Premiere partie o '

s

Pour chacun des numéros suivants, dites quelle 1lustra-
tion convient le mieux & la phrase entendue,

ex. “What's this?" "It's a« cat."

, Commencons:
1. Whose horse {s that? It belongs to our neighbour.
2. Is the pear ripe? Yes, it is.
3,  Will you please give me a spoon? Here you are, dear. ’
¢ L, What's missing, Mom? One of the new Cups.
5._ 1Is the candle 1it? Yes, it is.
‘6., What's in the sink? Nothing, it's empty.
i ) 7. Do you think these drapes l_ooh.!dirty’.: No, I certainly don't.
8. How do you like the sweater? Oh,' 1t's so nice!
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9.

10.

13.

lh.

15.

16.

17.

18.

19.

20.

Fin

Deuxiene partie . , K\

What happened to Gary? He broxe his leg.
What do you need? A p'air of pliers.

Could you help me rake the garden, please? Sure, I'1l
be glad to. '

What did Gary do? He stapled the two sheets.

Where did Grm;w lose her yu.ru?‘ ‘On the bus.

Here 1._1 safety pin., Thank you very much.

.Mhat's that?t It's s feather. -

Where should I put the lawn mover? In the shed, p].ene:
Do you know what scares Yy sister? No, I don't., Spiders.
Who is that? It's Mrs, Wilson. She's a nurse. -

What time i3 {t, Dad? It's twenty past nine,

When is the train leaving, S8ir? At noon.

de la premiere partie,

Cholsissez la bonns réponse. ‘ '
Ex.: ' She has forty-one dollars.

a)21d B)T2$ )11 $) Ta) g
La bonne ?(ponu est "a" - Ll §.
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Comengoga :

A%

2l. How many students are there in your class? We're 2k,
22. Linda placed 147" in the marathor run.

.

23. If today is Wednesday, what day waas it )"eaterdly?
2L. What's the fourth month of the yenr:!

25. What's your phone number? It's 685-7238.

26. What's your address? It's Tk Maplewocod.

27. Why was your mother 80 angry?

28. What's wrong, J&.m?

29. When i8 your cousin arriving?

30. Who's up next?

Fin de la deuxieme .partie.

Troisieme partie y *

Vous aller entendre un court texte suivi de cing (5)
estions., Le texte et les questions seront lus deux
2) fois.
w

Commencons :
Voici le texte:

A man vas d.'i-iving in the country when his motor stopped.
He got out of the car to try to find gthe troudle. "It's the
distributor,” said a voice near him.
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Surprised to hear the voice, the man turned. He saw only
an old horse. "Did you say something?" he asked,

"I said you should check your distributor,” the horse replied.
The hnn rushed to the nearest farmhouse, Excitedly he told
. the farmer what had happened, "Was it an old bay horse with one
flop ear?” asked the farmer,
. "Yes, that's the one!"

"Well, don't pay any attention to him,"” the farmer scoffed. -
- "He doesn't know anything about cars."

“ Voici les questions:

31. Why 4id the car stop? . -
. 32. Who spoke to the man vhen.be got out of 'the‘cur?
33. Why vas the man surprised?
34. How 4id the man show his surprise?
%

35. How did the farmer react to the motorist's story?

I"inhda la partie auditive, Continuez caintenant avec la
partie dcrite. &3
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\ L& ( OMMISSION SCOLAIRE 28 BIULEVARL 20 SOURCES

a’." BALDW’ N-C ARTIER . PO * YE.CLAIRE QUEBLT

% HYS Tr9

" :HV.CE CZ L'EMSEIGNEMENT 2 . x

Ay >

Méoo sux: Directions des écoles primaires
De : Hans Tibolir

—— ” 1

Date  : 1682 - OL - 16

Suiet : Résultats ev recommandaticns
Classemen=< en rr5lais - 3e annde

- eh - D P D D G D D UL M S e AR S e D G R R W M e e em S WD e W

E: vue de feciliter votre o~zanisatio: pour l'ense..
gnement de 1l’'anglais en lLe annde - . 1984-'\3, il me feit g*and
plaisi~ de vcus fournir

- dew: copies des listes des rdsultes s du tesi de classeneh-
e': rblais pour les éleves présentﬂ'n nt en 3e année dans
2 éccle;

- un: :opie -z recommandations qui pourraient vous servir
dans le grcupement de vos éleves en anglais.

- . ' ~
Egalement, afin de vous aider dans le classement pour
les cours d'anglais des nouveaux éleves en Le et Se annédes,

vous trouverez ci-joint des copies du matériel utilisé pour
€in de classement des €laves en 3e année:

1}

1 feuille décrivant les 10 critares d'é-sluaticn des €leves
par le spéciaiiste d'anglais,

-

1 cassette pour la partie audizive, . :

5 cuestionnaires,

20 feuilles de réponses,

1 clé de correction.

.]53.
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<

o . ’
' Quand vous faites sdmirnistrer le test {ndividuelle-
ment aux nouveaux éleves, vour otienez. bier entendu, les résul-
tats en pourcentage. Or,.pour vous &irer dang le classement,
veuillez consulter ce tableau qui vous donne les centiles corres-

pondlnt awX pourcentages.

A

Cours Centiles ‘ Pourcentages
Base . 1-29 - ot - 2%
.Zone grise 25 - 35 15';: - )
Intermédiaire 30 - 64 - 54%
Zone grise 60 - 70 .. 505 63%
. Avancé 65 - 9 573 - 100%

* Les élaves dont les résultats se situent dans la “zone grise"
sont considérés come des cas limites et 1'évaluation de ces*
€leves par le spécialiste 4'anglais, selon les 10 criteres
apparaissint sur la feuille intitulés "Guide 4'échelle d' appré-
cistion pour les spécialistes d'anglais dans le classement des
éleves”, s'avere tras importante.

Volci des nnleipeuntu ldiitionnelz au sujet du
test de clascewzent en anglais pour les éleves de 3e année:

N

Révigion du test de cllure:cnt & 1'astocns 193)

Sulte & la premiere expérierze de classemest en
anglais des €leves de 1a 3¢ année ep 1930-81, nous avons révisé
le test dans le but de )l'anéliorer et nous avons enlevé les
15 questions les plus faciles de la partie auditive et Yes 15
questions les plus difficiles de la partie dcrite. Le nombre
de questions e conséquemment été réduit de 100 & 70, dont la
moitié forme la partie suditive et 1l'autre moitié constitue
la partie écrite. De plus, le tecps pbu.r faire admiristrer
le test ast également réduit de 60 a iS5 =inutes, ce.qui nous

peroet de donner le test durant une période réguliere. La

rrttc auditive dure }6 minutes et le rute du temps est alloué .

1la partie écrite.

Contermu du test

Questions * Partie auditive
1 - 18 Vocabulaire basé sur des dessins
19, 20 _ L'heure .
2 Les nozbres cardinaux ,
22 - Las nombres ordinaux
-]54-. ’
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Cuestions Parcis auditive
22 Les jours de la s2mairne
2~ ‘Les mois-de 1'année
25 Le nunéro 3= téléphone
28 L'adresse
< 27 - 30 La compréhension d'une guestion
3N - 35 La comprénsnsion d'un texte
Questions Partie dcrite
36 Le pronom personnel comme sujet
37 . L'emploi de mots intérrogatifs
38 ' L'emploi de\l'imparfait
39 L'eaploi du verbe “do" dans une question
et la concordance eritre le sujet et
le verbe
ko La forme progressive du verbe
L1 Les expressions "there is' et "there are”
L2 L'emplol du passé composé .
Ly, 62, 63 La signification de certaing verbes usuels
L, 52 La conjonction
L5 Le "tag-ending”
L6 L'aiverbe indéfini
L7 L'emploi des mots "any, either, also, too"
L8 L'adjectif expricant la quantité
Lg . L'article indéfini
50, 61 ~ La préposition
51 Le pronor tersonnel com=e corplérent
53 Le gérondi?f -
5L L'adverbe indéfini de tezps
55 - 57 Le synomyme e
58, 59 - L' antonyme
60 Le pronoc’ relatif
6L, 65 . "Cowpléter une phrase
66 - 70 La compréhension d’'un texte

La r2délité du test

Quant & le ridélité de notre test de classezent en angleis
pour la 3¢ annéde, i1 nous fait plaisir de vous annoncer qu'elle
_se situe @ .93 et qu'elle peut tre qualifiée comme dépassant
1 uccucnf.. Un chiffre de .80 est considéré coeme excellent.

Mesure ¢e performance '

Soulignons également que le test de classement cesure la
performance actuells des élives er anglais et qu'il est congu
uniquement comme instrument pour déterminer les nivesux de cop-
naiesance chez nor éleves et ensuite pour rcconmdcr les cours
que les élaves devraient suivre,

-165-



Distribution des résultats a 1’'échells de la cormission scolaire

Le tabicm suivant vous donne la répartition des résultats
du test de classement. en anglsis ad~iristré aux éleves de la
3e année en mars 1982. Un éleve a obtemu 100% su test.

«

[}

. " Distribution ‘
Pourcertages Bosbre 4*éleves
00 - O4 Y '
- 09 5e
10 - 1k 6L
15 - 19 sk
20 - 24 56 X -
25 -29 LS o
30 - 34 51 - . .
3 -39 Ly &

ko - LY ' ks |
Ls - L9 ‘23
a8 2
65 --69 25
7 - T4 Ny
-1 : 38
80 - 84 47
85 - 89 - 37 -
9% - aL 36
95 - 100, 1L

' Total: 847

7 7

Clientéle variée dans nos écoles

Pour mieux apprécier la dh}erge'nce de 1a connaissance de .
1'anglais chez le clientele dans nos éoles, regardons les
chiffres suivants: )

g Movennes

Partie suditive Partie édorite Totsl

_L'école la g._\u, rtibl;: 3% 165 2%
L' éole e plus forte: ™ VR
Coenission Scolsire: 53% . kg
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Conseiller pédagogique er '
' anglais, langie seconde
HT/1e
+ €.C,t M. Marcel Arssnault - ’ ' - ’
' - M. Frangois Sarrazin . : co
oo ' Spécidlistes d'anglals &u primaire - ’ »
. ~ p - 1] 7 *
@ 1)
h &
- ~ ’ ]
. ‘e G “ .
i 0
< o 2 o "‘.“D
’ -
N [
» - ' L v
’st - .
Y . . R .
. , N ) »
‘ - o »
" . .
T
v " o
s
. . , ‘
. i
- ' . > , .
. . L
‘ .k /-
- * . B * ’ a9
’ * v '(_\
4 . - » - "
. . , -
. , . !
i LY Wt = » -] 67_ o ) .
' ' L ! ) v ' , “ R o f
;o . . . . o o, '
TR ., . . . . . , . )
X M . o ta L f n‘;._ [ 1 \9 N ..‘:
mw‘ ' ; ; . R . Lt . EYR , , " : K ‘fé




IS - . ’ B 3 . . v
. . . [ '
ks ’ . N ' :
' . .
P .
. . v hd
v . . .
4 . . S . -
> s . .
- . v . .
o R . " L. . . .
K )
et + d . 3,

. -~ . + AY
. - I .
S © APPENOIX E . ‘ "\
— . : . ' . ‘ 4.\\
. o * 4

" N . - "

- {.anguage JGonuct and Attitude G’u.l'estlormirtn‘I’m'~

o i S nd C o N
ftensive Program Subjects a omparison Subjpcts - - - \
. ,
. .
o . ] /" - °
¢ . N
i . .
: L
. , ¢
- L
. > e : -
Lo , [
. R .
. .
. B )
. . N N ’
IR : ° v -
. . - c/. -
~ ~ ‘ -
, . - ot @ o, ’
. . - '
-~ L ., . N b
» * .
'/ - . f + . .
) - . : . , N F ) A
. - . 3 + . - " '
z . L. . 3
4 R n ' e C e .
oo . o . B o *
. e « . ’ e ! 4
g ~
. - .
ot . - 'Y
. . L3 T L
. . . . Lot , X . R . ‘j,:»\.
! ' H - : * L e .
. . "l LI ' : . N ”F.‘
. T . . »
. Ry . o Py
- 3 . 1 o
v ’ N A\‘ . e y
. NI A
. X ¢
™ . 2 e . !
s - " : ' !
o ) ., .ot
8 , . L f vt »
. r ' . '
’ . : *
' B Y ’ PR ¢ f !
. ¥ L
4 . R . ‘ v .{
34 . ‘ [ [ (.
et - * A !
o, 1 s .t 4 ? ’
» . . .o
. , ’ . t ’ !
. R ¢ . [ .
. o Co / $ :
‘,1 - . e . ) '
' - R . N
[ T . .
+ r.h N ‘
P o . . .
e <t . * 4 <« ' T
- - Co .
- A * * N "
- 3 v . 3
. a0t Wt . N
N . S 'n‘ W o, »
. . . . v .
", * : ‘. v ¢ . ' . o
" - o o \ - . N
. - . . ;
v T S S - S .o Lo
. Yot . . . ‘ | v
. o R v o
: N . e :
. . . | AL
.u v ‘\ v ! ' i / ' :
. . ) . .
A : . v -
N . \ -
., - . ? : . v
.. B o L . .. ¢
c, . . . - 0 * R ¢
B . . * P R ! s ..
- e ) [N RN L N
sy - . - : L i' B
- . ’ N s N ‘ . 'x l‘ 4 1) ':
\ . , ot . : . o 0. Sy
. . o . . ' efo o
[ ] 4 g e P ! *
L § o~ . LT
. DR L . . 3 i LIV
-\ ‘ . Lo P . [ ty N A
. . 0 ‘ A . . t "". . .




- QUESTIONNAIRE

Nom :

Classe Age:

La ville ol tu demeures:
‘ ]

Nom de ton professsur d'anglais:’ ®

. ' ‘ 8
Pour les numéros 1 3 13, on te demande d'encercler la: bonne-
réponse (exemple a).

Si la réponse que tu veux dénner n'‘est pas inscrite, &cris-la
sur la ligne (exemple Db).* '

Lorsqu'une question ne te

concerne pas, fais un X sur la ligne
(axemple c). - ‘ ' :

”~

Voici les exemples:

1 , B
a. Quelle ast ton &quipe de hockey ptéteézg?

le Canadien

le Nordique

b. Quelle est la couleur de tes ch&vaux? 2 .
g@ R lt:,runsl‘ o blonds 'V\.OUCS .
c. QhelLe‘sor£e d*au}o possiides-tu? ' 3
. européenne canadienne )( : 7
) TemTTTTTTTTTTTTTTTTTTTTTTTT
1. Quelleilangue parles-tu d'habitude avec ta mq?e?
‘frangair’ anglais
. 2. Quelle est la langue ma;ernelle(dh ta mAre?
' . frangais anglais C -
a / 3. Quullé k‘iqui parles-tu d'habitude «vec ton pdre?
francais anglais '
. . 4. Quelle est la langue maternelle de ton plre? / J
ttlﬁ%lil anqlai; '
. “ 5. Quelle llnqu.lplrlll-tu d'habitude ;v-c tes t;lrUa et soeurs? '
L l : frangais ) \ anqlall Py . /1 ’
, . ' ) R . .
: s
f\ ‘,— | . ) . -
. N . | o
\ : } ! -‘]69- - .

o



m
:

L3

P 2 B4

)

°

é. ést—cc qp'il t'arrive quelquefois de pirler angiais avec
les membres de ta famille? ' 5
Jamais | de temps en temps souvent toup les jou}s
7. As-tu d&j¥ &tudié dans une &cole anglaise?

oui non

8. Si tu as répondu oui 3 la question numéro 7, réponds i ces

questions aussi:

a) Ob as-tu fréquenté une Gcoie anglaise?

» ' ]
s

v

b) Quel &ge avais-tu lorsque tu as fréquenté une &cole anglaise?

©
3

9. Penses-tu que 'les heures que tu passes au cours d'anqglais

sont

trop nombreuses trop psu nombreuses Qexactement ce qu'il faut

10. Perises-tu qu‘il te faudra parler anqlaxs auy travail quand tu
auras fini tes btudcs?

, s
oui , 0 non ' °

p\ .
Si oui, penses-tu que tu pavleras l'anglais
plus que le frangais?
moins que le frangais? \ ' ) ' M

P -

autant que lc.gganqais? : . .

-

;1. Est-ce que ton pdre ou ta mére parle anglais au travail?
oui, mon pdre et ma mire oui, ma mire seulement
non, ni mon pdre ni ma mare oui, mon pire ssulement

N ‘ L4
12. Est-ce qu'il y a quelqu'un avec qui tu parles anglais parce que -

cette personne ne parle pas frangais?

non / oui, avec une personne oui, avec plusieurs personnes

13. ?cn;=t~tu que ta seras capable un jour de bien parler l'anglais?.

v

oui ’ non ) o

——
’




14. Par rapport 3 la majorité& des étudiants dans ta classe,
penses-tu que tu parles anglais

mieux aussi bien moins bien

15. Par rapport A la majorité& des &tudiants dans ta classe,
penses-tu que tu comprends l'anglais

¥
mieux aussi bien moins bien

Pour chacune des questions suivantes, on tjfe demande de donner
trois (3) réponses, Si tu ne peux pas fournir trois réponses 2
1'une ou l'autre des qucltiona, donnes-en autant gque tu paux,
et passe 3 la question suivante.

Exé!glc: Quels sont les l&gumes que tu aimnn te plus?

1. les &pinards
2. les carottes

"1. le chou-fleur

16, Est-ce quo tu aimes regarder la télévision anglaise? Sx oui,

quelles sont tes &missions préferées? ~
1. K
1 2. t
3. !

17. Quels sont les trois derniercfilms que tu as vus au cinéma?

. . ’

) .2,

3.

18, Est-ce que tu aimes des chanteurs, des chanteuses, ou des groupes
musicaux qui chantent en.anglaxs? Si oui, peux-tu les nommer?

. 1 -,
o ’

2.

3.

-

19. Quels sont les cours que tu aimes le plus X 1'école cette annke?

1.
2. y
\ 13, .
T ' -

-17N-



20. Les questions suivantes concernent
l'anglais en_dehors de tes cours

Combien de fois as-tu

Par une ¢ ’

e contact que tu as avec
dant cette année scolaire.
fois que tu as rencontr

l'anglais dans les situations suivantes.

Jamais

Prasque
jamais

Quelquefois] Souvent| Tous les
jours

par® anglais avec
des amis franco-
phones

pétlé anglais avec
des amis anglo-
phones

parlé avec des adultes
anglophones

&couté la susique
en anglais

_&couté l'anglais

parid 3 la radio

f. regardé des émissions

en anglais A la télé-

vision !
g. 6t& voir un cinéma ‘

en anglais
h. lu un journal ou

uns revue en anglais 7 '
i. lu des annonces ou

des étiquettes en &

anglays -
j. lu un livre anglais

écrit une lettre

en anglais

L4 ]



QUESTIONNAIRE

Nom:
Degré: (secondaire...) * Age:
La ville oD tu demeures:

Pour les numéros 1 3 13, on te demande d'encercler 1a bonne réponse
(exemple a).
*-

Si la réponse que tu veux donner n'est pas inscrite, écris-1a sur la
ligne (exemple b).

Lorsqu'une question ne te concerne pas, fais un X sur la ligne
(example c).

Voici les exemples:

a. Quelle est ton équipe de hockey préferée?
r/_—“_—‘
“les Canadien les Maple Leafs

)
-

b. Quelle est la couleur de tes cheveux? )
" bruns blonds noirs

c."‘gueﬂe sorte d'auto possdde-tu?
européenne canadienne ° X

CR T L X R R P R R Y P

1. Quelle langue parles-tu d'habitude avec ta mére?
frangais ‘ C anglais

2. Quelle est la langue maternelle de ta mdre?
francais anglais

s 3. Quelle langue parles-tu d'habitude avec ton pire?
frangais anglais

4, Quelle est la langue maternelle de ton pare?
frangais anglais ‘

5. Quelle langue-pArles-tu d'habitude avec tes frdres et soeurs?

\,_,,/’ frangais anglais ,;3

6. As-tu déja étudié dans une école anglaise? —
' oui ‘non . , o
7. Penses-tu que les heures que tu passes au cours d'anglais sont__

trop nombreuses trop peu nombreuses exactement cemqu'il fait

x) b ‘

-173-



-

8. Penses- tu qu'il te faudra parler anglais au travail quand tu
auras fini tes études?

oui non
Si ou1, penses-tu que tu parleras 1'anglais

us que le francais?
ns que le francais?

ufa t que le francais?
9. Est-ce que ton pEre ou ta mdre doivent ;::;J( anglais au travail?

oui, mon pdre et ma mdre oui, ma mdre seulement
non, ni mon pdre ni ma mdre oui, mon pdre selement

A

10, Est-ce qu'il y a quelqu'un avec qui tu parles anglais parce que
cette personne ne parle pas francais? .

non oui, avec une personne oui. avec plusiers personnes . \\\

11.Penses-tu que tu seras capable un jour de bien parler 1'anglais?
oui non

12. Par rapport 3 la majorité des etudiants dans ta classe, penses-tu
que tu parles anglais
mieux aussi bien moins bien

13, Par rapport 3 la majorité des 8tudiants dans ta classe, penses-tu
que to comprends 1'anglais ‘ .
mieux aussi bien moins bien _

L4
»

Pour chacune des questions suivants, on te demande de" donner trois .
(3) réponses.” Si tu ne peux fournir trois réponses & 1'une ou

1'autre des-questions, donnes en autant que tu peux, et passe 3 la
question suivante. . i

Exemple: Quels sont les 1egume§ que €L aimes Te plus?

+ 1, les épinards
2. Yes carottes . o

3. Te chou-fTeur -

14, Est-ce que tu. aimes regarder le télévision anglaise? Si odi,
quelles sont tes émissions préférées?

. . \]. >
7, - :
2. ’
A ‘ 30 X
- ! ‘
)
* . ] -178- :



15. Quels sont les trois derniers films que tu a vus au cinéma?
1.
2.
3.

16. Est-ce que tu aimes des chanteurs, des chanteuses, ou des groupes
musicaux qui chantnet en anglais? Si oui, peux-tu les nommer?

- A}
D

].
2.
3-

17. Quels sont les cours que tu aimes le plus 2 1'6cole cette année?
1.
2. |
3.
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°

F oreign Service Institute (FSI) Oral Proficiency Scale
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LEVFL
FSI Spesking 1 evel

°
“May b¢ job specific

FUNCTHONS

Task accompluhed,
Atintudes expressed,
Tome conveyed

Fuactions equivalet 10 an
tducated Native Speakes
tENS)

Able 10 1ador laaguage 1o it
sudience, counsel, poisuadc,
negotsic, repscsent a punt
ol view, and miespict fin
dignolascs

Can converse in format amd
ntotmal stuatioms, tesnive
peobicm situainns, desl with
unianlias topics, provnie
cxplansinas, descirbe m
apmions, sud hypothesre

Able (0 fully patticipaic in
casual conversslas, Con
capicss fais, give mstincinmas,
desctthe, tepnt on, and
provede aesratnm sbowl
cutrenl, past, and fulnic
Miiviecs

Can create with the language
mh and sntwes questions,
patticopate m shadt
CoOnveisstions,

~

No functional ability

*9%0s siss (sctes prriormence 1ating scalts

CONIINI®

Topics, subct arcas. x il
and pobs addicsscd

AN subges s

AW 1opns notwally poitines)
tos pradieanissial moids

Prantn al, sn1al, professnmatl,
anad 2hstran d fopes, patinslas
intcrests, amd o sat fudeds ool
compelene

Concrele (npns B h as own
tachgionsnd, famly and
.a.n\-u.: wend | travel, and
wmirnt vvents

§ veryday susvival topa s and
wiig oy (rgunonicnts

Functinast 1siaecting of (desl Prsdisicacy § evels

ALCURNMDY®®

Acveplabiily . qualitly and
Siatetacy ol esapr cemveyed

Peclamtam o coprvalent o
an I NS

Neatly cqunalent toan § NS
Ypwees s crivnure piea e
Sppiopale 1 cvery in s adeon
wilth conly sno andeomal regens

1 trens meves intetleee with
wndcsstambing sl tatcly
diston b the mative ypeabes
ENSE ity ymrrnldn oo
Toasse Mrus ey

Hndesstambabde (00 an NS
neot tencal 1ee deating with
ferrcgnes suncimes
aahive st et Al

-

tntchagrhie S an NS s to
draling with forvigness

Vinsntethgibie

o

o



