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The Influence of Knowledge about the langd%ge
learning process on the proficrency and attitudes of - '
adult Learners of French as a Second Language

Gystaine Hunter—-Perreault

}
levels of French as a second language classes f’

participated in a study on the effects of their: -

Adult students enrolled  in elementary and intermediate
‘>

attitudes on second language proftClen&y. They were
. divided-into three groups: an experimental group which
received four treatment sessnons,'and two control )

groups which did not receive any treatment.

A pretest-posttest research design was adopted, and a
test battery administered -to measure students’ oral
prqficnenc;, thenr_attltudes towards tﬁe ianguage
learning process and towards the French-speaking
community. Independent variablés were treatment group,
levetl of'lqstructlon,.age,'numbers of yeaés‘]; Quebec,
and education level; and dependent variables were‘

proficiency results aﬁd.qttitude uariablegkresulfs.

One-way analysis of vartance and the
- Student-Neuman-Keuls test revealed significant

differences between variables. - ) b

After treatment rﬁsults(showed that the proficiency of
students in, the experimental group Qag signuftéantly
better‘than that of sbudegts in thg ;ontfo} groubs.
However, there was little dtsternnblé chaqge in any 6f'”
the -students’ attitudes. Given the significant
differences 1n proficiency écores; the reason for the
lack of change :n—szttudes.may lie in the instruments
used or‘the short period of time which élapsed during

the research.

-y
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as a second language teacher and as second language

P

La,

Introduction

-
<

. .
When 1 graduated as a teacher I first taught at the
High School level as a French specialist. Two ryears
later 1 was teaching adults. ‘It happenea by accident,
as was the case then for most adult edu;ator; in.the
mid*sev}ntaes, because of the rapidﬂgrbwth of
registratipn in. the various adult egucafion
degértménts. However, the following year I decided -
that this pas what I was'mgdnt to be: an adult,

»

educator. During the next four yéars; both as French

1y

¥

pedagogiyal counéellqr I met many adult f}krners and it
seemed ;bvioué,to me.ihat 1 haaft; think méTe and more
o€ ways to help them learn bettéf a;d fasteé. wo‘had
“humerous informal discussions on how one learns a
second lgnggage and 1 often héd.to deal'wnth-their
beliefs:on that topié, some true ones and some

misconceived ones.

The present research has its origins in these
conversations, to help the adult students of French as
a second language in the bilingual communi ty that is

Montreal « .
3 ~ . L]
Second language research has been in constant evolution
. . s
over the past twenty years. Much research has

attempted t& throw some light on the learning process
\ ,

v X By,
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and on the various psychological anc secial factors
. . . -
involved in the learning experience,

Within the second language research, the factor o7

attitude has received ample attention. ;ttitudes heve

’ 4]

been mainly considered with regard to how they affect

motivation to learn, and consequently the languaae

.

atquisitiorn process. The Key definition of attitude is

from Lamber’t and Lambert 4 \

An attitude is an organized and consistent manner of .
thinking, feeling and reacting_to people, groups, )
social issues or, more generally, to any event in the
environment. The essential components of attitudes are
though'te and beliefs, feelings or emotions, and
tendencies to react. We can say that an attitude is
formed when these components are so inter—related that
specific feelings and reaction tehdencies become
consistently associated with the attitudeé object. Our-.
attitudes develop in the course of coping with and
adjusting to our soc¢ial environments. Once attitudes,
are developed, they lend regularity to our modes o{
reacting and facilitate social adjustment. -In the
early stages of attitude development, the components
cangbe modi f 1ed by new experiences. Later, however,
their organization may become i‘nflexible and
stereotyped, usually because we have been encouraged
over long periods of time to react in standard wars ,to
particular events or. groups. As an attitude becomes
firmly set, we become too ready to categorize people or
events according to emotionally toned patterns of
toughts so that we fail to recognizé individuality or
uniqueness. Fixed/stereotyped attitudes reduce the
potential richness of our environments and constrict
.our reactions, (Lambert and Lambert, 1973, from
Lambert 1982:8-9) :

! - )
Simply from common sense one would suppose thak more
" ' ) / . "
positive attitudes would lead to better learning and
vice versa. However, the‘experimental data were. not

all conclusive with this common w sdom. Gardnén and

Lambert (i972), Lambert and Klinenberg (1967), and
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. ' . 3
Lambert and Tucker (1972) found‘that positive attitudes

were predictors of better proficsency,'wherpaé Gones&i

and Hamayan (1§80), and S#uignon (1972) could not find

T o '
a 1ink between attitudes and proficiency.

N . B Yo

f <

The pre}ent ekperimeni will dook at the topic from a
slightly different pergpectnve. The first Key
difference is that this research will deal w;th an
adul t population as oppqsed to chi]g?en or adolescents,

More important, we will not only correlate second ’

S

. language competence with atfituqes towards the other

community, but:also competence in the target language
with attitudes and beliefs towards the second language

learning experience 1tselfu »

v

We will speak of attitudes toward the community, and of
» .

attitudes toward the language lear;WBg process. With

respect to attitudes toward the community, we will ' L

speak about the attitudes of our students toward the
French community and of the attitudes of the French
community toward the second language learner, as

pérceived by our students. We will also speak about s

‘desire for interactions with native speakers. With

respect Eo'the att}tudes toward the language learnihg
process, we will speak about‘sgl¥-perception of their
Knowledge of French, self-value, attitudes toward

M
learning new items, and diversity of learning

a b
(3

strategies. We will consider attitudes to be defined

~
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accarding to the definition.provided by. Lambert and .

Lamber't (1973). ‘ Y

" The topic of attitudes and second langgqge_learninﬁ is
. certainly an issue to.consider within the Quebec
\ X B

soc&o—economlc envlronment ’In fact, research br”
Genesee (1982) has Shown some shcfts id th attutude

pattern of French- speaklng Guebecers towards thelr own
“linguistic community. THese results suggest that there
~cén be changes, major or minbr, which are occurring in

- -
N

“the way the lanU|st|c communlt:es ot Quebec percevue

themselves and each other.

5

S

“—~1n fact, the atcession o# the Partn Quebecons to

e , L J \
polﬁtical power in 1976, was percecued as major by a
[ ‘ v

-

s'gnnfrcant number oﬂ\Quebecers. In addttlon, Bill -

101, maktng French the only official language df

Quebec, |.e., the 1anguage to 3f posted and the

1anguag;%pf work |n all areas, hasvnmposed pressure on

0~ S

‘many adylts who ‘see themselves in the safuatlon of

‘hauing to lgarn Erqnch in order to get work or to keep

‘

it. ) ' ’ . .

e

-

In our reqearch ‘we w}fJJtry‘to see ié tttitugés

v g ‘ _

o

towqrds the French communuty will change, ifxattitudes

bowahds gpe secondﬁlanguagejlearnlng proqeég lel_ |
) change, and if proficiency will imprgﬁe ésla,"

coé;equendé §4I¥odrwm;etings tffh tp?:sgddéhgsibj;

-

"
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-

In those meetings; thg lea}qtng process will ge
%iécussed, ;tudents will be given an oﬁportunhty'to
discuss their bellefs on thls topnc, an; they wffi be -
g|ven strategles to imprdve the|r mastery of Frqnch

gender and of the French verbal system, two items so
. ' . . -

frequently pdfnfed_out by adult learners as being the

i
\

" most troubjesome. ' , ] e

.. . ; = ~

Like Gardner & Lambert ¢1972)-, and Genesee (1983), we
expect to improve language proficiency as a result 9{"

our meetingé. Common.sense; adult,education theory

from Knowles (1984), and our’ own expertence with adults .

'

learn:ng Fﬁench as a second language lead us to expect

P

;hanges in the fleld of attntudés towards the learnnﬂg .

p

phocess. Héwever* given the,short,

~

ime-span of -our:

\

research and: the fact that we are Healing with adul'ts,

| we anw~that chances are slammer Jjwjhding changeéxiq

attitudes towamds the. commun»ty. qgsberthele55<we think ,

that |t is- worth Tcorporatnng this cqmponeht |nto the

present re5garch. A o o)

"

™

-l
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Literature Review -

: The present research is concerned with the field of

seco&d‘language teaching and learning. It is & field
that bec??eﬁincreasingly acfive in the‘bréuince of
Quebec i;)the late "70s as a res&lt of,lel 101. More
learners, éspeﬁial\& ;dQlt:Learners,‘were put in 2
situation where tbéy”had to tearn Frenéh to find or

keep their yobs. Here in Quebec, more then elsewhere

but 1ike ‘other dyal oommuni()ea, for in'stance Belgium,

. languagé learning can become an emotional and

Y

il

Y
4

1

! o

passionate issue.

L
-~

The reality of the fact is that this province is |

- -

cbmposeﬁ of 80/ francophones and 2OZ‘inglophones. The

incapacity to speak a second languhge”may be a barrier,

1 4 v

and was uvery strongly felt such by the English-speaking

community particular|y~after the Parti Quebecois access

1Y

to political power in 197%.

W

The reciprbcal'can atso be true. One would tend to

? ~

think that unilinguaﬁism.would also be a barrier to the
Fren&n-speqking cpﬁhunity‘by impeding .their full

participation in the ije and cul ture of North America,

-

‘of which.Quebec‘is a geograbhiqal pa%t. While this 1s

another story, and is not addressed 1n the presen

research, 1t is another argument for a "rapprochement™

between the two main linguistic groups of Quebéc,

however, this "rapprochement” is létent in our

<« he
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résedrch. Tﬁy}pg to help adults be more pﬁoficjent in
' ’ N ( \ -

. French, ‘and ‘be more knowledgeable about the second

language learning process, could help them feel more

" favourably about the French community.

'

We will try to focus on the evolution of the teachiné
of French as a second language as applied to Quebec,

. . . . »
which follows more or less the evolution of the

\

teaching of French as 'a second langdage elsewhere in
the world, = We will distinguish 3 major focuses in

q‘
s>cohd 1anguage theories, i..e.: 1) before 1940: focus:
4 N . ,

on grammar-transtation; 2) 1940-1948: focus on teaching

tools; 3)11968 to present: focus'on‘the learner. =

Al though much research has been done since 1950 in the
by a negd for {he present research for various reasons.
First of all, it is a field -in constant.evolution and:"

renewal. Therefore, ?hqt was written in 19350 is v

partially if not totally out-dated.

T . . , . .
"field«of second landguage teaching/learning, we perceive

s

_Secondly, many of the active teachers at various levels

- of our institutions feel a reed for be1ﬁg in. closer

contact.wfth the npse@fch and are 16okKing ‘for research

\J

that will answer their needs. They have experienced

.some dtéenchantment with tbe tools they have been’

‘ ', -

using. The methods that were so ppomising in the,

. 3

sixties did not enable them,io‘reath the .goals that

were set up.’ Being too busy with their teaching

~

.
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occupations; many teachers lost the threads of new
e -
- developments and were suddenly faced with situations

they could not hiane becrause they were not trained tﬁ

-

. .ot Ty ,
face that Kind of sifuation. ‘Many teachers left

University many years, ago and being preoccupied with

. . , ,
their work, were unaware of new research. The high

. .t

degree of qftend;nce and regiétrétlon\at various //
seminars and workshops recently offered for modern
language teachers,.especially in frehch'asla Second

Lﬁnguage, should convince us\of the need‘for new

" developments from the teacher’s perspectiqé; 

Thirdly, although much research was done, only a few

' . * . ' ’ » N -
studies were designed to make a synthesis of the field’

and most of them~£onsidered only one oritwo agpects‘of
the langu;ge learning/teiching situation. For instance
the concept of gftitude} aptn?ﬁée,‘agef motivation,
interference; error gﬁalysn;, needs analysis,-
compérative analygis, wére among the aépggts lLooked at,
to name a few. The efpre; research thdtfwould put ‘
tdgpther'dew'éoncepts in language [earn{ng and |
teachi;g, atfftudes-ana aeult edycétuon theory of
learning, wﬁuld makKe a Siénificant and relevant . —_

contribution to the new practitioner as well as the

expérienced adult educator.

‘From what was séid before, the reader should realize

w———

.. thgﬁltﬁe goal of the present research is not to invent
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N

" or create a new way of teaching or a new way of

tearning, but is a necessary first step in the process

of evolution. Our purpose is to }Cbibg the present
situation to the best of our knowlddgo”as a evolution
from gholfirst school of thoughts in second . languaqge

teaching, and from these considerations, tﬁy‘to‘draw
A f a
future possible line of thoughts to the researchers and

practitioners. These perspectives are conceived as

issues open to discussion and do not pretend to be "the

\

" be all and end all” but surely of interest and ' \

valuable.

Before we’step_into the description of evolution of

teaching methods we want to clarify the terminology.
Throughout this research we will talk of second

language as opposed to foreign language. A second

language is considered to be the language used in the

learner’s enuironmont;'eg. French or Eﬁg!lsh in the -
1 P oo 4 L
province of Quebec. 'We will "also fredquentiy use the

following terms: (1) "native spohkor"to refer to any
person ;pcak[nd a langu;go as a‘motho} fongue (In our
context, mainly francophongsz, (2) "target tanguage” to

refer to the 1anguago the learner is learning Chere

. ! .
‘mainly French), (3) "competence" to t e ability to use

a language in an appropriate way. Other torms’will be '

- ]

used in specific context and they wi/ll be defined as’
+ ' S - ' é /F .

they occur. ' . L ’

. / .



k From the Linguist to the Learner - =

Tho present chapter s presonted in thfee sections: “an

4

 historical perspgctive of the éoachlng/learnlng of

French as. a second iaﬁgﬁggo; 3 rovlew of the lltonature

-~

on attitudes in relation to s?cond Ianguad& learnings a

nokiow of the aduit education thoory and-prac&ice.

,Those threo soctlons explain the f0undat|on to our

research sltuation. T o “ '

The historical perspeéttvo is importaﬁt because it

explains the situation as it‘was and as it evolved in
o T . ! _ .

the last thirty vears. The studehts.that took part in

" ‘our research had, thrbhgh prebﬁous'learhini attempts,

-

deal t directly with-most of the apﬁroaches mentioned.

.

The topic of attitudes is also 6mpor?ant since it deals

wi th the fr;me of mind, so to speak, of the learner,

The adult education contribution is also crucial, since

It has been_ demonstrated (Knowles, 1984; Tough t979)
' ‘ 1

that adults Hawozthecr own way and reasons for ehgaging

\

in and going thrdvdh an education project. . -

« ' J
e . ' .,

‘Second lLanquaqe ngghiﬁg Learning Approaches -

kY

'Befoﬁo we actually attack the heart of the problem, we

sﬁodld_define another fundamental pair of concepts,

i.e.y, method and approach. Traditionally up to 1970,

~

tho-tormifmothod“'was ujod'to describe either a set of

- . . 4

books, or a combination of’bodks, filmst%ips,

g-

10
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3

//7ﬁabro th; learner to master the Ianguago.: "Method*

4

4 / ’ ‘ . » - . .
‘kiyfkhcards, audio tapes, etc. arranged together to. 11

ot v

/was used to indicate also the strategy uiodgpith the :

provided materials, L:o. the mothodoIOQYu *Voix et
\ .

Images de Franc;"is.a good example,

s,

4
At the 1970 Northeast Conference, Nelson Brooks

introduced gho term 'approaéh' to roﬁ]ato *me thod"
‘which was perceived to be too restrijctive, too narrow
and too limf‘ing. This is why we have used "approach®
in fﬁo‘prosent research. ‘Appébach' rof}rp:moro to how"

to teach rather than with what we should Leach,

. . . '

for 2401 # c on _the gqr ar— T

‘v

— .
For a long period of time, modern languages were tayght
in the same way as ancient aanguagod, i.e., comparing

and contrasting the two linguistic systems, and

" learning the grammar rules needed to read and write .

F

well., The cmphqsis‘&as put on tho—writton language and
the goal was atso to-in{tiafo the learner to the
l]iiraturo‘and”to\tho cul ture of the ‘target language.
'Ii was mginly‘dosignod to'toach how to read and write
through translation and ‘analysis of Soth languages. In

the Latin class, the student was translating “Julius

ae 2

Caesar'” or declining "rosa, rosa, rosam,...", In the
French class, to use cliches and to caricature a littile

bit, they were translating Victor Hugo, analysing "La

L

L



o

' ,' . , 4 . .
Chanson de Roland", conJugaﬁing’the subjunctive and
singing “La Plume de ma'tante” . -

. i -

The way the languagé was leéarnt-had nothing to do wi th

communication. The learner was faced with lists of

>

vocabulary, an accumulation of grammatical rules and

exceptions, and was left without the actual experiencg

\

of trying oué a language. The prefe}red Kind of

.ongrdiio was one inugluing'many pitfalls.. The student
;urely experienced maﬁ( fr@strations by not pefng ab[g
to perform well due to the nature of the taskli{solf .

and in addition probably perceived these errors as a

0

personal inability to learn. L
1

As a reaction, the “direct method" was developed. It
was essentially the teachfng of the same literadry

language but without translation. The objective was to
R .

12

immerse the student in a second language without\usjngf

r

1

the student’s natiué language as a reference. It was
hopfd thai uqder those Qonditions the lganner would’
learn the target language in a naturaJ'environment, N
_the way that children learn'their mother tongue. ,If
was felt that without the use of the learner’s native
tongue, at least interference mistakes would be

avoided, and with adequate training in the target

language, language error would be almost inéxistent,

[

The direct method used a picture to teach vocabulary,

since translation was forbiddsn. Given that the actual




-
-

. \ "?~ :
) ’ ‘*k - ' F N
' .

' ’ ‘\\' . ) . . BN “ 13
Tanguage ‘taught was still literary, two.main problems
’ ! tv &"}) ) ; ‘ ¢

“arpse: (1) what was given to-the students was not

-
3

necessarily whatsfhey niededﬂ%o be able to commﬁnicate;
[ .

and (2) tho transkatson whtch was 4orb1ddon lﬁ tho.

glassroom as neuertheless occurrlng in the Ioarnorﬂk

[

mind witen ndentnylng the plctures and hearing the

sound of the new word. Furthormore,‘the p%ctures were

rather“self-explanatory,at fhe lowéf;lodgli,'bdt at
higher levels; it became incﬁéasingfviharb, even

impossible, 'to illustrate abgtract cqncipti;lf‘

Therefore we may say that the modol was netther,

establlshed sol|dlx in gheory, nor wor?@d effrctently~

in practice, and dlsencﬁantment with this me thad soon «

foTlowed.

. :
. .
, . N S

2. 19§0-l968: Focus on. the iogghanq tools,

N
'
y 0 4

In order to f|nd new ways of teachlng a language, 'av

T

_language teachlng/learnlnq specialists turned%to

. psychologists and to 'inquists, ‘and adapted the

s,

theor:es of Sk:nnor and Bloomfseld to the second

“

language field
IE was aéregd that the focus was ﬁo longer Jﬁ}qraturo
and that spoken language was necessary-as a
communicqt{on tool. Going from one extreme ‘o the

other (almost) written l&nguago was not used in the

classrqom.for beginners, and the sequencd of learning

s
-
AT
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wa;; listening, speaking, reading and writing. The

generic name for such methods was “structural me thod",

.
“ .
s .
. . [
' .
3 - .
’ »

. which included audio-lingual and audio-visual methods.
- . ; . )'\':? \
L T ~ .The linguists stressed the ihpoptanco of the structure

‘ af .the whole sentence, condemning the learning of

Wt }

“isolated words and lists of words, as well as isolated
4 ~

v

sound. This is the reason for the introduction of .

3
]

dialogues and-structural exercises. ' K
il ¥ ’ .
. v . ¢

With the input of SKinner and his behaviorism added. to
the procoding obJoctlvos, structura\ exercices were

porcouqod as ideal moans to croato hablts in the’

[

»® . ) .
and the reinforcement. Language teaching/learning

therefore became a mechanistic game initiated by an

LY 4 Y R -

o o . audio or a:.visual stimulus to which the learner gave

either a gbod answer and was rewarded, or a wrong

~

answer and %&s punished. 'The learner was ﬁot all owed

to make mistakes nor to communicate because even if the

[

language used was fn-fact spoken langugge, it was

withered and amputated from its'lifo and vitality. For-

i jnstanco, the'Tothod did not encourag; short or rather

/

incomplete answers, eg, "yes" or "no", the learner

3 . . -

always had tp’rospdn& with a complete sentence. This
may have seemeqd to be good training in the mind.of the
bohgyioriitsy but it does not' correspond at all to real

’

life iituatibnsnwhor‘ we often use short and expeditive

learner‘s mind in associating tho stimulus, the answer. -

14




_ ¢
types of answers. For example, to the question “Est-ce 15
L ' . =,
qu’il -pleut aujoqnd'hui?“isne answer by a native

speaker; is never "Oui, il}F?Ept‘aujourd’hui.".Ln a real
life situation there are mgpy/possiblo answers, $rom
“non" or "oui* to "pas encore’® ou "Eh! oui quel .

dommage'® and many ofher variables." .

-

Ld

The structural exercise was not aimed at communication,

as the following.example of a

-substitution/trangformation exercise shows s

- ~

\

Example to start: M. Sicotte est‘fransajs.'

il }' il est francais. °
canadien L i1 est canadien. ’
~Je | je éuis ganadien.
- grand . . - ﬁe suis grand. '...etd. e

4

Litera{ly thé‘learner was asged A0 perform per%ectlY,
and was embarrassed when making mistakes; but mistakes
were inevitaple Hecause even natiueﬂ;peikers can make
mistakgs_w‘th is Kind of stre;sful and inappropriate

exercise.

‘As Roulet (1976) pointed out, four main condition;fhad

to be met to ensure learning according;tb these

o

methods. The first condition was that fhe'lanéuago

1

- laboratory was developed.to enable the s#&dents to

-

gpeakK ten times {s much as 1n the classroom} Second\y,“

the student had to produce a high percentage .of right

o

9

s
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o : second lesson is:

o <

- . uﬁswors, and consoquont1y the progressuon wam

rigourously. moasured,and very, mln»mal ¥rom one lesson
o

to the next. Each new-pattern~sentence was introduced

and e;ch"ntw structure was practiced until it was

boorlqarned. ‘An example of minimal progression can be

. found in “Le Francais international®. The ,contenf of

.tho fir;t lesson is ¢ “Bonjour' Je m’apptllo N...:vandf

g . -’Comment ga va? ca va bien mercu,' The content of the

"Qui “est-ce? c’est N...", 'Qdfesthe

in the

. que c’est? c’est unled..." and the verb "&tre”

}~ ~ present tense} ‘Eachrof,fhesé‘)essons would be given
"~ six hours of teaching time.’

L

/Thtrdly, reun{orcement 5hou1d always actanpany a rlght

"

‘answer. * For instance, the teacher should approue the

. answer, or

in.the laboratory,

tape giding tﬁo.night aﬁswer{

fhis anwwor with thoiﬁ own .

the students. max hear the

and therefore cbmbape

The consequence .

is thaf an

\absenco of rennforcement raptdly creates a negat:ue

foellng. Furthermore, the student generates tpe:hablt

of always waiting f a nodding head or an OK in any

'othor sutuatlon whon usung the target language. These\
- ‘ \‘\
are unlikely to’happon in real life sutuatuons and~¢o.

¢
not onablo the st’uont to dovolop a strbng

solf—confidonce necossary»fo progress in a se;dn&f_

o
V ‘ ‘ . .
4 , .
P . o, " . -
' +
v ! s .

., language Tearning experience.

16
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’

Fourthly, to make sure that structures are mastered, ~i7
the students have to go through drills at the language
labo~atory as long as necessary to overlearn the

structire. That means hours and hours of stross,i;d

‘nightmares,

_ The method'is,hot only structured in its linguistic

—

content and its progression but also in its time

distribution, and in the way to teach each and every"

f structure. Consequently, in‘m&ny cases the role of the

teaéher‘was,reduced to one.of facilitator. The -
‘teachers did not need any theoretical background, they
only needed to be of Fgghth-speaking origin (if

t

possible) and to Know how to operate a slide viewer, a

4

o

tapé recordeps—and—y be'ablé to develop the art of
asking'queéxion§,uﬂQ)nn Ehe linguistic limits imposed
by -the method used without usiné‘any other‘languago
than the tapéét 1anguage .’

n

The new @eﬁhods o¢f tﬁe sixties created some turmoil ig
negating what was done bequg‘ang'ﬁhere were also many
arguments among ua}ious th;orfls'éf'chaﬁge. One trend
'qag towards aﬁdidFv}sual methods, another trend was ~

audio-lfngua& mcfﬁods,~both claimed to produce better

- 3

results than did traditional methods. However, W

t

L. . ) . . X
comparative analyses conducted in Pennsylvania by P.D.*"
e ' ' - .

Smith (1970) and in SQeden by Mats Oskarsson (1972),

" proved that even 'in oral ability, students trained by

s

o
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.
Lo | J

‘theliudio—iingua1 methods»we;}'not performiqg better

.

¢ ¥ . ' - —

than those who were taught tradntxonally.

3 , .
x”” L

the p&rpoié of the present research we will-not

» . . , ¢ o
sroarate audio-visual and audio-lingual methods since -

4

ey a~§ﬁoéression of étructhresland'a heavy use of
’ B . T oL .
teaching tools e.g. film strips, flash cards,

S
.

pre—registred dialogues, pictures.

N . ) ’ . o -tay

L A ’,

K

Fuétherméﬁé,,]n audio*uiéua] methods like "Voix et

-

Images de France“ the dnalogues and sntuatlons have

. beep neutrallzed, and nn los«ng thélr ‘own value, they

gﬁ*
tend to cr!ate more preJudlces and peﬂpetuate clnches

'~

rather that makang the cu!ture df the taeget language

fatcessible.' That crltique was made . by Roulet (19819

o

pointing out how remdte from a real coqversattqn these

dialogues can be. It is - like creatlng,& world that is

¢
¥ . . o o~

similar in some ésgeqts ﬁut mainly very ¢i4¥erentﬁ+roh

. £
the real world, in'whﬂch the students would eventually

have to use their knowledge of the newlytlearned

language.

\

For oxample, in dlscu55|ng culture, the "Uoix et'imagés

de France,,teacher s manual declares,f

. \" v + : , )
*"VIF presents language structures in the form of
dialogue within a cultiral matrix. This cultural
matrix reflects ‘the sum_total of patterned behavlor,
manners, customs, norms. and valdes of. the speech

community.. Language occupies a central position in any

cul ture, and it has been stated ‘that language and
cul ture. are interdependent and. |nseparmble."(p.28)

onsider' that the basic characterigtics are similar,

‘18



'.nntormedlate louel, more consrdoratlons would be given

-

-

Usiné'Lambort’S'dofinition of accul turation, the book 19

‘continues "the studonts'pragrossidoly assume the uerbal

and non-verbal pattorns 0f behavior appropr»ato to the

. cultural-linguistic d}oup " This partncular aspoct of

: tho me thod was moro obvuo sly problematic in the

province of Quebocwénupq th .cultural dsfforonc,s

be tween Francg and-OuoboE; in qbrtt of & simila;
linguistic code. Some.toach;ﬁs total’“ ‘ﬂﬁorod that
fact, Clalmlﬂg that the sfudgpts would st&rt using the

mothod’s language \nd rulturo, and that -at the ,

to the local phonetic doffcrencos a:;\cultural

*olemonts. Tho problem was therefore only doferrod and

*

it «s still -to be soin how it was dealt w|th at a Tater

.enable the students to freely oxpénss thomﬁelves nor to

stage.

. . . Y

"o

Roulot (1976) outlnnod sovcral woaknossos of thoso‘

mothods. He found out that thoqe mtthods did not .

. communicate ceffectively in day—to-day life situations.

N

Jakobovits alsa saidt \

The irony of the matter lies in the. fact that the "new
Key® approach, unlike¥Vtraditional methods in which
reading classical-literature was considered a
worthwhile activity in itself, does not attach an
sntripslc value to grammatical Knowledge per se, but

‘views habit drilis as means towards achieving

communicative skills, yet it seems that these very.
activities are chief roadblocks to attaining moannngful
skills Cliberated expression, as it has been called) .
(Jacongnts (1970:44%)

. A -
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In'dther worﬁs, the basic objective seé up when' ¢

©

*

this very argument woufd‘éu441ce'to stimulate the

creativity of the researcher in looking at other:
. LY ,

‘avenues. However, there 'were other significant weak

points such as the lack of Tnterest or motivation

developing the method . was not reached. 1In our opinion,

generated among the students by these methods. Hester

(1970:63) savrs "Everywhere we see a teqdencr to abandon

foreign languages, among various other disciplines,

because'they are a hindrance to the xouné learner’s
freedom, self—discoueh;, and natural credtiyiti”

’ . o N s
s

We can say that audio-visual.and audio-lingual me thods |

~

as opposed to the.trad@tional ones, were attempting to

stimulate expression from the student,’which was in

’itself a great step %orward but .in such a dry and,
\

\

' mechanucdﬂ way' that the boredom created qu much hugher

.

than the mottvatlon.‘ Students were learnlng to become

4 - S

- mere replicas of the method model, for~instance

France“ These !atter cons;deratlpns are even more

-
-

crucial 4or adu1t students who are placed in a

si tuation.of haunng to 'ltearn a second_languagp, as

_The cornmehts pe made on the”cultural aspec\bs of the.

.

, ' 4
"Monsieur et Madame Thibault" of "Voix et Images ¢if

method may not apply fully Ao the Canadlan methods.,

‘opﬁqsed‘to students who have. some choice [h the matter. -

"Le

20

*
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,
"and communication; 2) how can we\teach.meaqing and the

"were both opposed to the traditional me thod, they

4

Y

-
-

Francais interfPlational” and "Dialogue Canada", but

other comments certaihly apply.. fl

Allén and widdqweon (19745 pointed‘out that eléhougp
there were many methods using the audio-visual met€ed
| .
principles to teach beginners, there was a la;k of
material designed for intermediate and aduanced
students, which could create a problematnc s/tuatlon
for the students going through that phase. This is
also probably why Cembalo and Holec (1973) were

[~

interested in studying the avenue o%’autoﬁomy of the'

learner as the best way to help the learner, whlch in

fact, would be true- regardless of the method uéed.

In 1969, almost a decade after the introduction of

,behavlorvsm and new theory in second language, . .

Jacobovits enumerated four unresolved’ issues: 1) how
can we make the !'ink between manipulation of, structures

v o [

. -, ,1" ] .
use‘d? the learner’s mother tongue in the’'classroom, 3)

what Is the role of grammatical‘explanat}ons; éng how
should they be done 4) what about the acquisition of

new vocabulary?

Daniel Coste (1970) in his review of the 19551970

pervod in French as a second language methodologr,y

strongly p01nted out that although the audto-lnngua\

-

and aqdjq—visual methods were born at the same time and

N\



,
shédld‘rot be considered equal’. .His main argument is

. that the audio-visual method created in France,
o‘pé;ial}y by the CREDIF (Centre de recherche et ~

d’etude pour la diffusion du francais) was better in 1)

-putting the student into real situatigns of

T g

communication; 2) the structural exercises were always
done in a spggific context and not "a vide® in a
m‘chanical way,’ind finally, 3) the perlem of a

minimal progression was not the first objective.

~

wc/tond t’ isagree with Coste an thaﬁ, and actualiy, )
he may himself now disagree with wﬁat;ho wrote more
thén.ls vyears ago. The'percéption.he Pad at the fimé
was probably sharod by many rgsearéhprs in Eurqbe but1
we beliee that exﬁerieqpe ;Qs shown there was no
significant difference in the abil?tr to communicatelo{

the students who had gone through these methods.

7(Smj}h,19?0£ Uon Elek & Oskarsson 1972). . Coe T

The structural way- of teaching and Ieirding’a second
language was probably a necessary step and a genuine
attempt to improve second language teaching, and
d;soru:§.crodit for tﬁ;t. On the other Hapg, the need
for more research and improvement was felt ;mong ‘

¢

‘spocialists, and was the reason for the-mandate given

N

" to the Council for Cultural Cooperation .in 1970 Citself

under the umbrella of the Council of Europe) to look at

22

the field of second language and find ways of improving -’

‘i
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the teaching/learning process-of adults in a second 33
language acquisition process. We will talk'apoﬁt“iheir

theory inthe focus on the Trearner section.

Before closing this section we want to address the
topic of @uggestologg and suégéstopedia.' Suggeszgfdgy
is a science oﬁ}gfpating in Bulg;ria and combines the
techniques of yoga, psychqlogy éf.suggestionﬁl L
.pSch?—drama and sub-vocalization, and the éoa].64

which is to use the broader areés of the mind and.

brain. The applicétion of suggestolog; as applied to

‘ pedagqéy }s called éuggestopedia and the faihqr’of
suggestoloéy as applied to ieacﬁing is br. G. Lozanov,
who did rgsearch,on the-role‘gnd the sjgnrficance'qf o

\, .
sugﬁegtion in the procesg of teaching and learning.

4 -

Accbrd{ng to his theory, the ro)e of the teacheh is @
cnuc}al in a learning'situation;, Teacher’s attitudes :;.
'were considered important by many researchers} but ..
Lozanov also give the séme impor tance to téacher’s
gestures, smiles, Clofhes; voice and movements.
Suggestoloéy alsowput a lo{ of emphasis on memory, and.
experiments have revealed,new laws and patterns of

human memory. In the experiment conducted in {965,
Lozanov found that memorization in learning by the
s&g?estopedic method was accelerated twenty—five times ¢

over that of learning by conventional methods (Lozanov,

19785,

\

™~

’
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Although»khig method of learning can be Applied,
agcording to L&zanov, to any learn{ng situation,
,laﬁouagos seemed to be an exceliéﬁt place to apply
t@ese findings, and the wester; world began‘:;'set up

eiporimbﬁts in the Seventies. Another important

¢ %
'characgeris;if of suggestopedia is that, as opposed to

© the strﬁcfura1 me thods discusé@d previously,

translation is available in the learning process.

However, it was not used in the same way as in

traditional methods since
was here a means fo help domprehensidq. Furthermore,

the translated sentence was not reatix said, but

»

.whispered in order to free the-mind from looking for

the message and enable it to concentrate on the melody
of the foreign sentence. In addition, and this is an
important factor, the studeng"was given another

personality. There{oré during ?K: clas%, a stu?ent
>

o

left his own personality aside and wore, for. instance .

Dr. Martin’s name and social role and Kept that

fictitious identity throughout the course. .

On the whole,,suggestopedia could be perceived as the

k3

~ I'4
miracle solution of%enk?reamed of or, on ,the other

hand, rejected because of its exotism and lack of

training facilities.

We cannot be sure whether the truth fiesrwith Lozinou
or with his opbonents, but suggestopedia goes much

-

instead ofdpeing an end,.itﬁ

24~
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further tﬁgn teaching'h Tanguage: there is & whole
. 15( ’ B !
philosophy of education behind it, ) .

: N

We discuss this method in the present sectiSB,on the

- grounds that suggéstopedia puts more emphasis oq‘tho
E ' -

t
]

process Father than the learner. In adﬁition,

suggestopedia is a high19 structured method, and a

~

‘highly-regulated process. The success of such a course

'

seems fo‘depend gréatly on the faith that the studént

has in .the method and does not necessarily develop

better strategies for learning. More diversified 7

' 4
longi tudinal studies are needed in that field to

substantiate its many allegafions. . \

~

3, 1968 to now: Focus on the Learner.,
3 - .

-~ .

The title of tﬂis %ectioﬁ refers to the publication of
Oller and Richards (1973) which indicated the new
focus of the research in'a collection .0of articl *s of

people from different parts of the world.

From the disenchantments after the great hopes of the
last decadg, the second lﬁnguageufield had to reynvent
the wheel. F;r theﬁe reasons and othgrs,exﬁlained in
the following paragraphs, the’CounciI:of Europe put the
problem in the hands of their Co%ncil-for Cul tural

'Cooperation in September-i??l. A research group

composed of René Richterich, J.L.M. Trim, J.A. van

,
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Ek, D.A. Wilkins, published in 1973 Systemes -

L

—

. not adapted to thesadult world; (4) the previous

d’apprentissaqe des lanques vivantes par les adultes.
. ' [

Aﬁalysing the causes of the lacK'of success of secdqg
\angdage‘teérners, one of the first and surely most

' T - .
striking inadequaci was that the very first objectives

of language‘training were not met, i.,e., {hg mastery of
a communication tool. After many years of leaéning,

séme students were stifl unable to really 1live and‘

~

express themselves a;°a“higher.than basic level in the
lariguage they were learning. Therefore,. aféer the

narrow focus on the structures of the language and the

- hl

tools to make these structures Known by the students,

«

every method, now .renamed “approach“; focused on the
fact that -a ‘language is a communication instrument and

should be taught as such.
. £,

-

Adult students were the first to complain about

structural methods that were not giving them or’”
* - ‘ - '

‘teaching them the'necessary ability to use outside the

classhoom wﬁat they learned :nsrqq the classroom.
Also, because of the booming of adult education it was
becoming euen clearer that (1) adults could not and

would not spend years'aqd years to master a language;

(2) adults needed to learn quickly in order to find

.Jobs, be it in bilingual countries or by moving from

w3 v
one country to another; <(3) the previous methods were

f

-~

26
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teaching methods were teaching a linguistic"'ébntent and

not h’oga to use these structures socia.‘lly. As Roulet

C1976)" pointed 'out, the me thods were only teaching one
. code, thereby negléciing the linguistic diversity of

any language. Oply one function of the language was

learned, the referential ~Functien; ignoring the

.

. expressive fu}wct‘ion’, /the ‘cohative functién and the

pHatic ‘function described by:-Jacobpvi ts (19270).

/

These functions well performed would*allow true

]

communication in a second language because the learner.
- el A

. wbulq be able td describe the world (referential, also,

called cogni tive of denotative in Jakobovits’

"classification), to e‘xpres‘s attitudes or beliefs

-

4
towards someone or on an idea (expressive function), to

. . .
provokKe an action or a rea‘t\tion from someone else

»

(conative function), and finally, to establish a real

cou';tict with®.a native speaker (phatic function).

~

The new researchers rather than theorizing against what

. was done iﬁ the past, stated the problem as it was

perceived and tried to find solutions for 1¢t, Everyone

H

was also very cbnscious that there was not one absolule
way to learn a language but apparently as many wars as
individuals. They also stressed the point that their

research was in no way definite but in continuing

an

renewal , and were pu’t forward to create discussion and

~

stimulate experiments in the field 6f second language.

LY
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Jife in which the learner was 1ikely to perform. From

—_
The Coﬁncil for‘Culturgl Cospeéatioﬁ.(horqaftor CCC)
;pproachod‘fho c;mmuniEation i;sue from Sho qerséectiue
lof the learner’s life situation. In“dojng so, th;y
anal ysed what an adult needed to do and Know in‘érdér
to commdnicato. They analysed all tﬁo functioqs~o¥

L

that analysis they coined the .QONZ\ "functional:
approach". They ;iso,studfed all the notions learners
needed.to oxpross,'frdq whence the label of ,;"notional
sylla%@s'. ‘Sinco cawnunication‘w;; a nice bl;nd of
thogoﬁz conc;pts, they arrived at the
'notiénal-functionaf' ippfo§é$ and even the
fcaununlcatiuo-notional-functional' apprgich."SInco

b

then however it is mostly referred to as the .

- . ’
communicatiye approach.

y

After the first volume published in 1973, another very

impprtant step forward was the publ}cation of The

' Threshold Level ‘(van EK, 197%5) and its French

counterpart Un Niveau-seyil (Coste, Ferenczi, Leclercq,.

.

Mantins-Baltar, Papo et Roulet, 1974, These

pgglicatlons were as |mportant as tho publlcatzon of gg

:Qnsg s Qnggmgntg <1955>. ' ' ' -

According td the CCC a fundamental first step in jfo

*Aolabdration of any Igpéuago pro 'uh is a needs

’

" analysis. 'Richterich (1973> proposed a mode) that was

somewhat criticized in its original form (costs. and

28




o TN \- - o
complexi ty were making it difficult to apply) but was .

valid'erm a philosophical standpoint.

In the light of the research that was done, sidce (971

-

on the needs issue, we canp conclude that .it seems

logical and normal to start from the needs of the
. a

students if we want our.teaching strategies totbf‘

wor thwh:i te. %his ipproaéh to needs brought about the .

title of this section which was taken from QCy$ on

tﬁe Learner (OnLler and Richards, 1973)> and which * -
illustrates the prime importance of learner’s needs and
interests ‘in the development of any second tanguage

programme that seéeks relevance.

. N -
’ N

The danger of -the needs analysis as applied to reality
’ . !

is that very often it is a need of the institution or

the needs of an industry which will prnevail over the

V/ .
learner’s needs, _As Germain (1980) noted, ‘the deep

'peféonal interest of an individual may be ignored and

some educational institutions may give priqrity to
. ‘ ) . ) 4
institutional and/or jndustrial needs. This trap is:

-

s \ - i
particularly visible 1n Quebec where many i1ndustries

organize and,pa} fbr cour%oé given to theirf unilingual
) L + ' )
employees to comply with the stipulations of Bill 101.

! o . t
Ideally, we should work on déveloping a more intf}r&ﬁjg
approach that would include the needs- of an andividua
having to perform in a language not only at work, but
C - ’ S . .

also'iﬁ day-to-day life situations and possibly ,in

-

29
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\

*  another jot context, 1f one wishes to move out of the

>

. present occupation to a different one.

- Needs analysis is one step ¥6Ewaqd in a better

'. Yearning. Such a step would enable*a program dir(ctor

to better Jistribute the students in groups according
to their own needs and perceived objectives, and also

enable the teacher to better select and organize horb‘

o, »

“relevant teaching materials to meet students’

ckpoctatiéns as much'as possible,
J ' s A

Even i%lno ds vary from one ‘individual to another, we’

are convtncod that, bihind'the diuersity o# tho“adu1t.

,,,,,

cliontolo roglstering in French as a second Ianguago

,coursos, must lie some. caunon donomonators. Uo havo to

kidonti*y thtm, and- aralyse them in order to 9!005
studonts some solutlons and avenues to fully deuelop
;thoxr ltngu‘stlcopogsnt'al.

-

. / 1
dt s worth notnclng that we startcd to talk about

‘adu!t loarnors 6nly in th;s section, In fact, bofore

1971, ]anguago courses gluon to adutts were ‘a moro

roplica of what was taught-to adolosconts nn rogular _’

programs. The merit of the CCC was to focus on thoA‘

.adult as now the main donsumo* of lan‘uago coursbs;‘

,Almost at the same time, andragogy showed a sngnlftcant

difforonco botweon the learning strategnos of

t .
v s

. adolosconts and adults. ;

Lot

~?

L\
s
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A current assumption is that the learner should not .
onhy 1earn a language bl t %lso learn how to learn a

language (Cembalo et Holec, 1973). The CCC.has* also

-

identified a series of variables releuant to the

= N

éoquisitfon of a second language. The CCC tqam was not

_the firgt to point out these factors and weﬂy+ll see in

\

£
the attitudes sectlop different models proposed by
oiffeﬁen% researchers.. :Theré is agreement, ' Aowever,

on the fact that all these factors have an influence.

.

First is aptitude, i.e. the intellectuai.capacity of

‘earning a language; then are attitlides, e.g. the

emotional and p§ychologicalﬂfeelinos thit one develops

. E Y

towards the cultural group speaking the target
Ianguage, the SOClal status of the learner and the

social smage of both gglture. Then comes the treatment

oﬁ/grror in- a learnnng process. Shoulo error be

-

consudered as.negative or as a necessary step toward an
understanding of'theitangei languagé and therefore, the

only way the learner has to“try out new hypotheses?

S

.The past Iearnlng experiences also p]ay a gofinite

2, i

factor in an adult educaknon situation., The general

« ’

klnd of feellngs Iearners may have towards schools and

towards learnung a language.in particular can also

o

«~affect !earnlng The personal -desires to learn a

'.L!angdage as opposed to the obl:gatton to comply with a

¢

rule imposed by an-emp!gyer or any%other institution -

t

'., are‘olso considered significant. The Iearn[ng style of

&
» X -
i -~

PRERY
v
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“the lohrner in d;aliﬁg with a method that would require 32
Y cpocnftc loarnlng strJe from the Iearneﬁ can also

‘ .o 'afffbt one’s loarn|ng. Tho faith tn any particular

loarnnng procoss, the rtlatlonshlp ostabllsned wi th the

7 “ v
\ . toacho& partlcularly ;t tho bog:nmng of the course'
the adoquacy of |nst|tut9onal nood‘ wlth porsonal e

axpactatlons aro othor 4actors., 1 "

w
L]

3
r L1d -

. - Tho sta‘g of rosearch is not the samo on all of these

- ’ ',cs&uos'but there. IS contavnly progress slncb 1968 when'

¥

N 'oiiQtjog,mothoBs started tO'po"quest[onoﬁ. |
N P . . & ’ o)
. wo also -have to ponn* out that at tho same ;tmo as the

Y *

:}cdmmunrcxtluo approach was doveloped in Europe, another .

A ": ' trond, and nndoed a uery lmportant one, was developed

',jn Canaga: tho cmmersnon solutlon, ‘a\though the first
5mm¢ﬁ§i6h expornence in Canada was in 1962 at the
T . :'Tbronto French Schoo!, a. prlvate SChooi, most people

*f'becamo aware cf it from thc St-Lambert oxpernment

-

L e ,outluated bY'l team of rnsearchers from Myﬁnil

.:pl

. 1Univor54ty under'the lgadershlp of Wallace Lambert and
' R C.'Gardnor In 1965. 'Thaslprogram ‘has since then\beew

\ o 'duplt\tttd suééossfully throughout Canada. This is - an

1

. ." oxcollont prpgram .for school ago children, especially
’ ' r
‘for- those Yiving in an area whgre they will be ab[e to

¥ prgcéico outside of {choo} what.thof learned iésido. |
\\_ YIS has,tﬁo groat.adbahtigo of.doiag things in a second )
Iangudqc rather “thar only learninq;; socégd Janguage.
—— o oL, . )

». . + '
e W . © e




Some attempts were made 'to prov}d;_A similar ﬁypo bf 33

immersion for adults. Because of time restrictions

\

howeber it cannot obtain the same reéu!is: One can
also argué that in fact the very nature of adult
learning also makes it different. UVery worthwhile

attempts were set up in Jonquiere, Laval University,

and Montreal Univeéersity.

On the same ph}}psopﬁical line, what was called the

nafural'approaéh,was developed in the United States.
A1;6 cai1ed humanistic ap;roach, this méuemedt shared »
the same phildsphica basis as the European movement
but used different means to enable the students to
develop competenc; to cbmmunicate. In;tead of _

stressing the importance of notions and functions jn

language, the learners ‘are put in situations where tﬁoy'

will learn the language more or less 1iKe the child

", .

Mearning a first language. For our purposes the

——m1&yral approach has the Hisaduantage of réquiripg a
large. investment of time, too large, in fact for most
adults ‘confronted with the prob)eh of having to learn a.

. T .

sgcdnd language. .

P

The natdral approach recognizes four steps towards
mastéring a 1anguag€ (Krashen,1977). "The first stage

is essentially a fistenlng stage, also called the £

'

" pre-production stage. The learners'get used to the
N . ®

.

sound of the .language before they are asked to produce

=~

-



. ¢
these sounds. The learners are therefore put,?p a low

anxiety situation in which Key words are used and

# . : . _ . -
become easily indentified by the learners. Techniques

eg. visual aids, total physical response, objects and

I

the studénts themselves in the classroom are used to

. maKe sure that the linguistic message is understood.

N

The _second stage is thé.eaﬁir'response prodbctigq where
. the students will be allowed to an;wer-usipg one or two.
'wordigto uarggyﬁ\queétions, as oppogeﬁ'{b the‘completéj
sentence of tﬁg structural methoﬁs whiEh were not

.reflecting the real uéagé‘bf the language. Here,

(Ppors'are also expanded, as opposed to corr?cted. in

ofder to put more stress an the message than on the

form.

-

“In the third stage, speech emerges more clearly. Wtth

£

the accumulated 1anguage exberience acquired by the

Y

learners, ihéy'caﬁ now express ideas, make questions
>, , ¢

and venture comments. At this stage, the learner will

-start playing games, éngage in problem-solving ;nd

‘affective activities, and will look more for
L 2

contont-or|onted type acttvst;es in the second
language. The language will be more and more used as a

‘means to learn, as opposed to being the end of a

. . . <
learning process.

P2 1

The fourth stage, called cognitive-academic use of the.

+

second language will also;emphasize reading and writing

LY - . ’

- / . r
’ ‘ .




as'ngllaé cultural aspects of the language. The
" length of ‘time spent @y a IéaEner‘at,ééch stage may
vary .from jﬁdi@idual'to indibidual. .

) ' A . o .

L2 : R
\

Dr.ZH.HLStern, {n‘a conference on epriril98} in
”.‘Toront;, nicely summa}iz;d the state of the fi;ld; }
" there qré'ﬁeally Ziéirections in languag; tééching'with'”
the' same goals‘and\bbjecfigesi One {sLanaf?tic;f.and
.« - comes from linguﬁsti}s, the ccé~@§tn their “Un’ - .

—Niveaurseufl“ is the begt examp\;, and -the other one is
- . 7 ' o - ‘ et . 1
‘non-analytical and comes .mainly from psychology and -

., pedagogy and ¢tan be -seen in immersion programé and the ' -

- 4 '

. .
natural approach, - L , : . -

‘Before concluding, it would seem important to define

communication. In the field of second language as it

.is now, it seems. the maéiﬁ word that every program,

. every bdok,'euery,feacheﬁ and every institution is '

[

.'highlighting to attract students and buyers. It is a

.= ' catchy word that represents a real need of the student,

Especially Student; who struggled for so long with many .
different courses, dnd are still seeing a need to
. perform better to either gét a job or to establish

rekﬁtibnships with natiOe&speakers.

\ ‘o



Communication for us ig the performance of a

3e

-combination of tactics by the learners to express -

thomséluos in the four functions described by v

chobouits ‘(conative, expressive, referential,’and

V4

" phatic), as well as an abifity to deal with the various

levels of language. 'Therefqre we believe that the

following criteria are of prime importanke in .any

“attempt to develop the communicative competence of a

secoﬁd l&nguage learner. ‘The learner’s own language as
a mé;hs to.enable‘§tudents fdiuﬁderstana the strueture
of fhe sécond.langqué should ﬁotlgecessarily be
banished. . Working with authentic docymentk as much ss
possible ;llows the students to*buih&,a true ‘
relationship with tﬁe iarget language and its.native.

speakers. The learner should be encouraged to try

‘things out, and understand that mistakes are part of

_the Iegnning process. Techniques should,be used io

T

enable 'the learners to express their ideas as often as
pdssible. Teachers should hglp.studgnté regogﬁize and
hgo thg uari;us levels of the target language, and

méroovor, enable them io Know which variety of<l§nguage

to use according to the situation.

[

On the whole, we contend that pedagogical material fo
be developed should incbrporate these principles of a

communicative approach.
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‘ §
We would like to discuss some of the problems

experienced by those trying to implement the new
trénds. A starting problem is that the model is still

mainly theoretical and that thgro are no ready to use,

e e o e

instruments. Teqcheri are left with many nice ideas to -

apply but no means to do so. To;chors.cpn hardly
{ére—croatd now'programs in addition to t:;ching~on a
daily basis. Qnot?or prob\om, particularly with the
CCC mpdel, is how t? select and organize the language
we want to teach. A third problo& is the lack of a
grammar pf.Frinch usage which would really be ¢~uso4u|

tool in teaching learners how to communicate. ‘It would

- help teach learners which level of language to use in

whichegutuation,'hpw to recognize various levels of
speech, together with the sociolinguistic and

. ' . — -
psycholinguistic rules behind them. At present,: the

teacher as well as the learner is put in a

trial-and-error situation.

-

in our uiow) the American model, naturaa or human

relations approagh,'has, in its non—analytical basis,\'/

the merit of avoiding some problems like the control of

language input and the focus on the language itself.

2,
-

We want to coni!udo this section by talking of the

second language field as .it is now in Quebec,

’

particularly in Adult Education. Thigs is far from an

in-depth analysis of the situation but rather an

37
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individual’pohspoctive, orig“nating from private 38

discussions and attendance at prou%ncial association
‘ g P s e
meetings. -

L]

..

-~

In the province of Ouoyfc,-we find adult ed; ation

1

second language classes at three different levels: tbo'
High School, the CEGEP and' the University. Each of
these, grbups of institu?ﬂoni is now offering a w;de‘
variety 6f”lovols of insfruction\bdnging from complete _

beginner to very advanced, but except for the first

L3 .
]

Beginner course, they all! havé# different labels, and

the same labe! therefore does not necessarily roéresont

oy R

_vthe same reality. As-a consequence the potential

. "student is lost in a plethora of terms like

%

¢ L
intermediate, elementary, 1ow intorm?diato, advanced,

pre—-advanced, semi—aduanced,'and s0 on. Those programs
also vary in being credited or non-crédited, therefore

they also vary in price, -

-

Do they vary in content? This is a difficult quostibn
éo answer in {'cut aqd dried fashion. There are too
many\@iriabios: tho.numbor of students in the class,.
the teacher’s qualif?cations and expertise, the method
and the approach used, the length of a course unit, the
use of authénfic'documonts and'acti¢{ty§;‘as parﬁ of
the course, the use of a monitor in the cfa;skoom, tﬁé

flexibility of the program to adjust itself to any

¥




particular student group, and the administration’s. 39

commi tment _to the program. . . =

Consequently the state of second language programs in
Quoboc‘is almost as diversified ;t'tho number of

ipstithtions o?#oring’them, due to the existence 64\9\\'\
of the factors mentioned ana also due to €h¢

ovgsioonbss c? many of the guidelines by the Ministry
‘o%'Educatidn. This fact, in our opinion, must havo/

.some negative effect on the learner who each year or - -
: . . . f ‘ :
semester tries another institution in hopes of finding

the Key to bilingualism.

" These Eonsid’rations were presented to draw the
reader’s attention tospractical probloms.that exist in
adE?tionlto the agtual.approach chbs;n in fohch{ng a
socond(\gnguigo,' Will, we ever live 16 the world of
per;ection? Probably not, but being aware of qrobloms
is certainly the first step.to‘solvf;g them.

3 . “ i
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Attitudes e o. g

The underlying theory of the present research is that
i . .

Yearning, and particularly second laﬁguage learning, is
o ’ '

{nf;;}mced by the liarner’; attitudes. If we cons[dér

tha gtﬁe'learner is also affected by psychological and

social factors, we can“fasily imaéihe that these J

factors have an effect on the learner’s experienae of

learning a secondklanguag;.

@

We should also mention that the reverse o+ our \

postulate is not necessarilty true., If the learners’

°

atti fudes influence their learning, it does not
necessarily mean that learning a second l;nguage will

5 A ‘ (

necessarily improve the attitudes of the learner

4

towards the use+of a second language or towards
¢ .

Febrosentative members of the‘éocond language group as

D

indicated by Lambe?t (1980) and also, Genesee and

Bourhis (1982).

-
, "

»

Tho’abundant literature on secona lang&age shows .that
many factors are interrelateq and interact in vaéioﬁs
ways, as we'menkioéed provibuslya We will now pfesent
various models and the place éach oqe gives to ‘
attitudes, as well as ahalyzing how each one . defines
attitudes. Stern and Qymhins (1580) have divided these
factors into‘three'catogoriesz the social con{ext,,the

learning conditions and, the learner characteristics..

2

)



P

. that the McLaughlin paradigm does not, in its

They .claim that these factors influence the learning
process“and the outcomes (Figucg 1). Desrochers,

Smy the & ‘Gardner (1974) hav; al?d classifiod these
factors but into four categories: group spoE%fic

atti tudes, course relﬂted characteristics, motivational °
ind{ces, and gener:lized atti tudes (Fiqpre 2.

McLaughlin (1980) has reduced them to two: the soctal

situation and individual differences with a pot?ntial

interaction of the two as a third theme. The latter

-
paradigm may seem more simplistic but it has the merit

of highlighting only the two main focuses of the

learning situation: the learner,:-and his/her social
. . ' R

N

values.

A
Research, in many instances, has chosen too narrow' a

focus and therefore igﬁored one dimension. For
exampJe, Hymes . (1972), in his sociolinguistic approach,
neglected the sociopsychological asp%cts of R

o

code-switching. However, Genesee & Bourhis (1982) ‘were
able to prove that bath.soc{olinguistic—zgd
socio-bsychologjcai factors must b; considered in
analyses of commﬁnication across cul tures, ué believe

Ve

simplicity, neglect one aspect of the problem since his

r

categories are quite broad.

’

Another fact to support the importance of social

factors is Savfgnon’s experiment (1972) where she

5
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Social context

.‘\

-

lLearner charactori{tics -

Age .

 Affective charlctobisttc?‘
Personality characteristics ,
Cognitive characteristics ’

Learning process

— Social dominance patterns
Integration strategies
Broup attitudes

.

I L]
Outcomes

.

Cummins,

42

Strategies Theoretically based '~
and schemes
, Processes ; Impressionistic ratnng;
_ _|T77"] Test performance-
- » Interlanguage
FON ‘
l. - - !

Learning conditions

Educqtional
treatment;
objectives
content *
strategies
treatment

evaluation

Exposure -
to TL 1n

its ' g x
natural
s?ttnng

1]

A

1

&R

Figuro 1. Framework for Examlnatacn of Second Languago Learning by SQan and
(19801200).
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: On the othiﬂ‘.hand, Lambort & Tuckor (1972) ducovered :

that immersion chi Tdren’s attttudos ‘wepe muc.h hiror S

French control children. - Thour flndungs oxplun that

. .results vary, according to the suchcts and aIso )

’ N N " B ~
* N . . . - h
» - . \ - -
[] * ~ . . . ‘ .
, . . N

-

b ,dis,crovoro'd that there was 'np.rcbnro\-ati v bo"twn‘n} B 44.

7’ N .t . O N ’ N
. . N . .

achieuvement and attitudinal. 5nd m tiuat‘i.onal ér'iteria.'
The subjects she usod were univer |ty students and thé
sociat contoxtuwas 1llinois, usa. But hor thcoritmal /
moqn lmplLed that umproved proflc’iency may - cause a h’ , ' : ¥

po‘si‘two variance in, affoctwo mnsOros (anun 3).

N : : . . S v

<

and more’ charntablo that thOu of the: Engllsh and

4

accordnng to the social se'ttnng. o :

Psychologncal hctocs are partnally the Nsult of

\ * s

: socullzatlon but also ‘the result of ' dwgdugl

perceptions. The sociali.zation aspect \of.psychological

’ -

factors may. ﬂxplun why PQSOlf‘Ch was successful with

[N 4 f ¢

1rimers 1 on chl/dnn (Lambert & Tucker, 1’972).‘ Howover,

this aspoct of the problem may be quttc; d'fforont when :
o R .

dealing with adults that have beedi thriugh thur own }

Slelll‘lttﬂlot\ process:’ In addlhon, a uit" ‘ mduvldual

porcoptions are also more defnnltc snn{co thoy mro mor e

1 - . -

nurtured by pumorous life exporuncos. I , -

"

For 'ins/tfﬁ:'::.\%any people may think ‘tha;‘ t'hoir ‘second '’ |

languago \oarmng capacnty is flxed, but as Lmbort, ) P

19723 wrotq, a porson s abnhtlos aro not porm\ntly ' '_Z

~

" fixed by-heroditary background. Achnovgmont i‘i* \ o
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pendent upon aptitude and intelligence on one hand,

.aha a sympatﬁotic orientation towards the other

‘Lambert, 1972).

fiqqufstic group on the other. hand (Gardner ggd

9

- v

e

N

L ‘Successful learners must.bQ'psychologically pribar‘d to

, adopt various‘aqucts“bf Bohauior which charactorizo

‘ membors of anothor Innguustic-cultural group.'

‘HMottuatnon and attitudos are therefore succoss,

.and orientation towards the learninq'process determine .

—

¥

determiners (Lambert, 1972; Gardner & Lambert, 1972).

[3

In‘sumaa(; ¥herefdre;fthe'le;cnqr is afoc;od, because
‘the views of French people and culture, their attitudes
or l'imit progress in dobolbpjng second language
competence (Gardngr & La?bert, 19?2) (ﬁiguro 4. In
otpér words, theyleafnerfs achievement is #;edetbnmingd
by %heir Views hﬁﬁ aititu&és,‘sccording to Lambert and
'G&rdnehg o = |
In tHe lntoraéure reviewed prior to th; oxpornmont;l
phase' of the prcsent rcsoarch, the latter 4actor,’|.o.,
‘th gttitudos of agults ?owards the loarnnng process, .
was not mdntionod ;n9where}, This dimension of the |
present research Has.nof s0, far been oxborim‘ntaliy

tested by other researchers.

Eoon i prevuous r}soarch with childnon and adolescents

has prouon that attntudnnal factors influenced success

45
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iin learning a’second language (Laﬁbort & Klinobgrg,' 47

" 1947; Gardner & Lambert, 1972; Lambert & Tucker, 1972,

Genesee 1??8; Genesee & Béurhii.,l982),,ono has to
realize that to change attitudes is not an easy task.

As mentioned by Lambert & Lambert (1943) attitudes are

‘particularly resisthnt to change i¥ they have been

learned early in 3ife:,7?j?htf have;boon fully

integrated into one’s personality, and if they help .o
satisfy needs. Therefore, it would seem to be

particularly difficult to change attitudes of-adults L

over a short period'bf time. Nevertheless, we made it *

one aspect of our three-part study. ‘ ) ’

Furthermore, Garldner & Lambert (1972) found that it is

diﬁficuft to deal with resentméni‘by one linguiséic |
group who are forced to learn a language t;rough social
and econgmic pressures. The social aﬁd pdhjtical

evolution of Quebec in the late “70s may fall into this

'catégorr, i.e. some -second language learners ;ky feel a

social pressure to learn.French which may conflict with

theinr own opinion about bilingualism. Gardner &

Lambert (1972) also add that "negative stereotypes
shared by a community could §abotage any educational
effort tg teach a language.” On the oé%?r hand, ten
years later, Genesee & Bourhis 11982) found som; change

in the attitudes of French Canadians to@ards their b&n'

A éroup.‘ This finding has value in showing that changing

attitudes is possible, at least within a linguistic

t
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.

Qroup, and.occurred‘in Quebec close to the time of our 48

.

research.

L ' ) [y

>

In 1970, Jakobovits pointed out that student motivation
cannot be solved by a trick. The treatment sessions '

that we designed were not conceived as tricks but

‘father as cogn}true discussion periods and reflections
on a process that the students are involved with in
their daily life. These discussions were intended as

*mind openers" t9~broaden the student’s Knowledge about .
/ o
s - language learntng and try to erase some deeply\rooted

oA
.} misconceptions. The discussion material is provided in

o " - /: ! [ ’
L Appendix E. , L . .

1 wo return to the MclLaughlin paradngm descriibeéd

oarllor, the present research falls in the third

<

—_— ;lcategory, a.e. interaction between the socual situation

1

R and;indiuidual differencbs. we belleue that

consequently we are. not taking too parrow a focus and’
{ (-_’ ‘

.- that all the important aspects of the question wlll.be

/ o covered. - . ( ‘ . . ' -,
On the whole we tll'nink‘ that the lt'opic of attitudes an"d
mzi}u;tion in'Fpénch as a second language ﬁearning for
adults in Qd;Poc is w;rfnwhile-ipuestigating for - .
uaribus re;;ons. 'Among the primhgy reasons'for
studying it are: (lﬁ’to discover if attitudes towards
o the second language léarning procégs it;;lf:can be

‘improved; ¢2) to discover if attitudes of

/ i -



English-speaking Quebecers towards the French-speaking 49
community can be modified; (3) to discover whether
proficiency in French as a second language can be

.

improved as a consequence.

Among second;ry reasons'thebg ;qe: the possibili&y
that present research will throw some .1ight on the
actu;l gtatqs of our society in terms of perceived
relationships between the two main }inguisti! groups
that it will give to the subjects involued some
insights into the second language.learning bnocosg and

an opportunity to discuss precdnceptions; that it may

activate new ideas to enable.thém to look at and

'cniticize'posifive\y-any subsequent second language

learning situations. The experiment itselfy for

a—— *

pragtica\ reasons, only looked at short-term effects.

This does not prevent the possibility of long-term

effects, hopefully positive. Time may be the necessary
element to Enable good ideas to mature.s. Like good
wine, good ideas exchanged during the sessions might

B @ f
ferment and produce exceptional vintage:
r . . i

We yduld Tike to include in our review the results aﬁd:
theories of some research conducted at the séme time or
slightly after -our experimental phase and halCing

releyance in our topic.

Researchers like Gardner and Laloﬁde kept'inuestigating

the attitude component af second language learning,

*
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j’ ' -~
while others |like Genesee, Rogers and Holobow tried to

address the social psycholdg} aspect’of‘learn%:g. As

we c‘n'easily imagine, both are closely related.

k]

~Gonésoo¢“Rogers and Holobow (1983) modified Gardner and
Lambert” (1972) model to include a component neglected

*
%0 far, i.e. the perceptions of motivational support,

and therefore intergroup rglations (Figuﬁe S5 .

As they always argued, Gardner, Lalonde & Moorcroft
(1985) restated that learning a s;cond language is a-
,canitive task as well as an omoéional task. The
cognitiue’aipect of it is more of a combination of
uhoontrollable'externil factors oﬂg.,language'aptitude

and teaching method, whereas the em&fionalxaspoct is

more of a combination of internal dr affective factors

<

vt

e.g. attitudes and motivation,

—— = - N

éardnor*hnd Lambert (1939) when they developed that
aspect of second lanbuage learning talked almosf
interchangeably of attitudes and motivation as a
wiliihgnoss to Bscome like the members of the:targei
language community, in other words, chfﬁginp onesel f

andabecome another be{ng} culturally different.

Extensive research hai been carried out since 1959 in
many countries and all parts of Canada and the United
States and the one common denominator to all these is

the fact that second language achievement is related to

50
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both cognitive and emotional factors as described 52

above. Most ‘0f this research however, deals with
immersion, high school, or university level gtudents.
They also deal with second language learn(ng situations

F 4
other than French.

On the whole, there is a consensus of the researcﬁ in
stating that attitudes should have an ‘ef.f'ect on
learning a second language, but %t stops there, and‘
researchers cannot agree 6n~how attitudes affect
language learning, and how to measure .attitudes

‘accurately.

u
¢

Gardner, Lalonde & Moorcroft (1985) proposed a model to
explain the emotional component of second language

L] o - P .
learning. They called it the socio-educational model.

It is composed of three aspects labelled

-

Igtégfativgnggg, Attitudes towards the Learning -
ityation, and Mgotivation.

Integrativeness is the combination of attitudes towards
the target language community, and attitudes towards
other communities in general, these producing a desire

for social integration.

Attitudes towards the Learning Situation concerns the
1 B

reactions to the lahguage teacher, the reactions to the
classroom, the reactions to the maiirials and the

-+ .
course in general.. \\




Motivation is the desire to achieve a goaly the work 53

put through to acHieve that goal and the enjorment from

the activity involved. N

n

1

As we wWill explain further, the present research adds a
. 8 1 -

_ different dimen;ipn to the Learning Sityation aspect in
discussing the language Pearning process. - X
- : . o - ~
In Gasdner ‘et al-.’s model Integrativigggg and Attitydes
thards the Learning Situation cause Motivation. In

turn, Motivation Qnd-Agtitgge cause French Achievement

(Figure é).

; -

TQose'researcheHs also point out the impbrtanco of the
'afgct‘that fnteérativeﬁess can become a threat to one’s
fe;!ings of sel’, since )anguage is such an important
aspect of one’s own identity. This point is impor tant

'be;agse threat ‘o ethnic identity is negatively .
corﬁglated with second 15%;uage achievement. Another
crucial point is that they recognized thﬂ:'. the cul tural
milieu, in which language learning occurs, has its oY
importance since it will inflﬁenco att;tudiﬁil

1
variables.

Genesee et al (1983) describe as a good language

+

learning context one with little social distance *
. ]

be tween the groups, e.g. the Schumann model (1977).

where both cultures are congruent, and where the

landuagé learnipg'group is not dominint over the target



2

-

3aNLILGY

arLsinaNnIn -
~NON J¢2m0u2~
‘12118 1AONTIT
: TR0 S
S1X31N02D
+ NO1LISINOIY
S3W031N0 399NanNy
!
o
o

-

J9ONINVT

. S8&1 ‘3 30JddJ400] % owco_ad .Lomvmmo se
1 9POK  |eUD13eDNPI-01I0G 3y} $0 UOI}e|NWJIO4 (euoijedad)

]

~

NOILONILOW

NOILUNLIS
ONINNY3T 3HL

-~

‘9 aanbi 4

INILOH 3INTLYN9IINI

”

S30N3¥3441d
“TVNAINTANI

_ :
spdemoy mmo:»~hh¢¢/L Co
'd

7/////,wmw2mbuk¢m0mh2~

.muu_me‘
WRINLIND

NIIVIW
w1308

T




»
. - . 55
- ‘ lanquage group. Furthermore, they point out that it >
. _is the learnen’s perception of social ‘distance that
.o ‘
matters more than the objectively measured social

, =

distance.
Genesee et al <(1983:1211) conclude that

while positive attitudes and motivation towards SLL
may be negessary for learning to occur, they may not be
sufficignt td account for the full extent of learning.
It is necessary to consider the social context in which
learning occurs-and, in particular, the extent to which
the learner believes or expects that his or her motives
for learning the SL are supported by the TL group.

This copclusion is important to us since that concept
was incorporated into our research by using part of the

same att) tude questioni\aire as the Genesee team. Their

e

hypothesis was that second language aghiw'omont would
improve if besides their own motivation, the students
received motivationat 's’a'ﬁb'ért from the target group.

Their research, conducted with anglophone high school'

o .
1

students in Montreal,

' ...offered convergent evidence that SL learners’ -
perceptions o the TL group’s support for learning
their \&nguagé’ is posi-tively correlated with the

. learners’ self-rated proficiency in the language and to
their reported willingness to belong to social groups
that include members of the TL groyp. <(Genesee et al,
19831220) .

OQur research deals with the same social context
al though the age group of our -adult students adds
}another dimension to the si tuation. We discuss this

basic difference in ‘the following section.:



The Adyl t J ion Component

A very important aspect of the present research is_tho

adult education component. We want to zrgue that this
ié the key element that makes this r¢1;;rch different
from most other research. It was conceived a; an |
attempt.to bring together Knowledge from the social
psychology of second language learning and andragogy,
both fields having experienced, Aléhougﬁ indopopdon\\i,

-

an ebullition phase in the last two“docadgt.

It is important at this point to explain the concept
and theory of andragogy, and h ow these apply to. the

present research. '

s

M . ? ‘_ .
First, it is easy t understand that with the dramatic

‘increase in the adult population attending a wide
9pariity of ‘educational opportunities, came an lpcroasod

»

awareness of special needs, and of a different -

’

-~philosophy of oducatioﬁ.

s

In 1968, adult students numbered aboﬁt one fourth of‘,
to;al enrolIment in the United State's, in 1983, (t was
up to 407, and predictions are -at 447, for i§88 }Roisi,
1962). These figures a;i coqtainly a good indicator of
greater need io understand the adultlpopulation’g

educatipnal needs.

We first would like to talk about general principles of

adult education, and then draw the -important elements

o

P
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4or the conJunctnon of the adult education world with 57 -

tho social psychology of second languago loarnnng

wocld,~since the present research is a 1ink befween !
thOSO- . . ' ‘ ) '
p.e ’

In February 1973, a book- of ﬁrime impor tance to

understand the field of adult education was published.

It was Malcolm Knowles The Adylt Learner: A ﬁgglgg;gd
Sgggigg; A Third Edition was published in August 1984, .
and in between there h;vo heen seven gr{ntlngs bf the
firget and second edit}on combin;d, which is lndicativo

of,}ho |mportanco and pppularmty of this book.

¢ .
<.

A lot of rtsearch had been ddne on the way animals.’

learn, less rosearch had boen dono on how childron : .

Iearn; and stll lesS research had been dono on how, .
t M \ ¢, ~

adults learn.: This was the ;t.g. of the field when

'Knowles decided to publish. hus book.‘-Knowbos reviews -

. s » A r
prime interest for the presont_cbstanch. e

the many theor|es of learnang and thon draws tho
differences between adult and chlldronsloarnlng, in - T,

other words the dnffqronce betwoon podagogy, the art

and science of toachlng chnldron, and andrtgogy. the oy

art and science of helpnng adults loarn,~whnch i's of

K
‘
H

When the number of adults kopk'incrgasing in
post-secondary Tnstitutions throughodt the Unitod

States, and we can argue that Canada followed a simu\ar

trend, no specific adJustmont was mado to moot tho

',.
i ‘

.



approach, were also developed t6 answer the specific

v

'e - . N P 58
needs of the new student populatnon. However, with the -

X

greater proportloﬁ\of adult Iearners grew the problem s

-

of the inadoquacy of\ﬁfachtng me thods to meet their

needs. It became moﬁé}énd more evident that adults do
not learn the same way ch{ldren do. There Was

therefore an ihcregsing concern about how adu[ts learn.

1

As we poirled out earlier, the new trends in second

3

languabe learning in Europe, i.e. the eommuﬁiqatjue .

i ¢

~e

‘needs of adult second language learners.

As early as 1926, Lindeman had some very good,;’( ’
assumptions on adult learning and e ic quoted in ’ -

I3

e
T

Knowles (1984:31) e
. _ , -

1. Adults are motivated to learn as they expeériencé -

needs and lnterests that learning will satisfyy
therefore these are appropriate starting pounts for
organizing adult learning activities.
2. Adults’ orientation to learning is life-centered;
therefore, the appropriate units for organizing
adult learning are life situations, not subjects.
3. Experience is the richest resource for .adults’
learning; therefore, the core methodology of adult )
education is the analysis of experience, .
4. 'Adults have a deep need to be self-directed;
therefore, the role of the teacher is to engage in a
process of mutual inquiry with theél rather than to
transmit his or her knowledge to them and then ot
- evaluate their conformity to it.
S. Individual differences among people increase with
agej therefore adult education must make optimal < ’
. provision for differences in style, time, place, and o
pace of learning. : ,

Even though Lindemaﬁ‘had'devofoped those assumptions as
early as 1926, no unified theory of adult education

IS

emerged before the late S0°s. Then the field of .

{
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'educatlon was.also touched by theorues from Freud,

x

.Jung, Maslow, Rogers,vand Erikson. It i's not tho

-

"pdrpose of the pﬂesant rﬂsearch to go’into the detajls

of each o¢‘these theor!estﬂ Howevqr, it giuos the _

< /

'reader a bettér understandlng of the evo1ut|on of adult

educabnon._ o T ‘ K
. \ & . .. .

. Houle at the Unlversuty of Chlcago flrst,_and then

o Tough a't the Ontarlo Instu&ute for Studies in Education

p—

‘ both lnvest4gateq the why§~xnd hows of adult-1oarnors.

<o s 4, - "
A typing of°adult.\egrneqs, now mainly called .

s

contipuing learners, bié'ded€1oped (Houle, 1961).
y v ALEES

- A
J

The three types are-‘the goal*orlented learner, the

actuouty-ornented learner, and the Iearnung-orlonted

(v’ ‘ ‘

learner.

-

5

A goél—oriehted leaSQe}?bag-a.sbec%fﬁc clear—cut need

and seeks continuing education to solvgrghatinoed;
These learners teﬁd to learn by episodes. AN 4

activity-oriented learner wolld seek‘contﬁnuing

eddcat(on mainly for the\social aspect of continding

»

edication. Human relationship is thenr -goal. The

learning-orlented learner wouLg seok knowledgo for its

2

own sake. The latter,are l|4o-long learners who will

prob;bly be involved in a Kkind of continuing -education

' v
as long as they .can. .3y
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Tough (19?9) trsed to go one step‘4urthor tnd analrsed

e

the o{f.cts of laarnxngﬂexperltnces on scl(-esteem and -

-

an fupthor oarning aatmvgt:oi (thuro 7).

- ~ .or
S . -

From his mddcl} it is, ObUtQUS that solf*ostoom and

-

factors un achtovoment and ﬁursuit of subsoquont

60

plcasuro cn thc locbhung expérlmont are lmportant .(¥x<¥; ‘ .

. Ioarning actwutie&,~ UnfortUnat Ly, socond languago
‘toachtng methods dld not always have this focus in -mind
when douolopung tqachlng matorlal, ‘3% we montlontd )
previously. it wou}d soem that a tcaching/learnlng

ractivity usung such prinC|plqs wou]d be successful.

»

Our project, in nts dbsuro tg ratse awareness of the
-learning procoss, wnshes to gtvo more confndonco to the

adult loarnors; e, stlf—estoom, and mako tho loa?ning‘

I B

sutuatuon a moro grat;iyong oxpor1once&|n tho procoss.

. - '\,';

°

In an untogratluo offort, Knowlgs summarazed ‘he'

",andragogical modo] undor the snx aspocts that ‘are

dnfforcnt +rom podagogy: abo need to know,_tho

}

learners’ solf—concopt, the rale of the learners’

oxporlonco, tho roadlness to \earn, the oriontarioﬁ to. .

loarning} and’ motluqtron.

13

- We w}li briefly tilk'aﬁouf thoso di+4ékoncos since they
. are relevant to our rosoarch, partncutarlr in our -
attompt to discuss tho languago \oarning procoss, which

is an andragog|cal' act:uaty in |tso}f. l 'Adults need

to know why thoy need to loarn sanothing boforo

n
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undertaking to learn it" (Knﬁwles, 1984:55). In other 62
words, adults engage in learning with a speci?ic
purpose that is‘élear tojihem. They won’t sit through
class without Knowing that what they‘are doing is

relevant for them.

Y

Adults have developed over the years a deeply rooted
sel f-concept. In their adult life they ceréainly
expect to be treated as sel*-diEected. However, ‘when
they'engage in educational activities, their reactions
\ can follow several patterns. In one pattern adults can
.{ react negatively to any attempt by an educator ta |
impose the teacher’s will on the learner’s will.z In
another pattern, the adult learner can play the game of
the dependent being, and expect to be tretated like a
child. OQOur discussion of the'learning proce¥s, as well
as the inclusion of’learning strategies, was designed
to develop a favourable relationship with the students

in order to free them from a dependent state with

regards to learning, and develop a self-directed

learning attitude. .

Adul ts have had much more diversified life experience,
than children. Even more important is the fact that in
a given adult education clags, the cumulative kinds of

life experience of the students are not only phenomenal

v

but also, always different from class to class. This
¢

always has some impact on the grodp dynamics. Our



discussions were rich in that respect by letting the

_students express their own difficulties, fears, and

experiences related to second language learning. Our
discussions started from materials provided, but

evolved and ihcluded numerous personal experiences. “In

on

other words, it was not a teachen-student learning

mcchanisﬁ but an inter-student learning oxperionf?m

e \

Adul ts are also ready to learn what they are engaged in

\

- learning. This may sound quite obvious since we stated

that learning comes from peréo@ved needs. Adults to a
great extent decide by ﬁhemgelves to register in an’
adult educ%tLon activity, which act represents a

L L . - oy C -
certain readiness tO'quage in a specific lea~hing

activi.ty.

Adult learning is also more related to real-life

situations than to purely subject-centered ones.

s

Knowles (1984) gives the example af the teachiﬁg\gf
illiterates‘who became more successful only when ‘
educifﬁrs adapted their teachindkto the real-life
situations in which the }earners would need to read and
write, rather‘than t? the pure teaching of reading and
writing. The adap;ation’of the subject to real-life
situations is therefore crucial. In our research, the

real-life situation was the fact that the adults

involved all had to deal with a second language

situation. 'In the learning process discussion we also

-
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talked of what-to say when a conversation breaks down, 64
or Qhat to do when looking for a word we dd not Know,

which are such important aspects of second languige

-

learning, part of real—-life situations, yet not taught
- ' v

in second 1anguage books. ) -

Ay

, Last and most impértant for the present research, is

motivati . Adults are responsive to external
motivators like grades, jobs, promotions and so on, but
internal motiuators'are still much more powerful.
Internal motivators can be increased job satisfaction,

self-esteem, quality of life, and so.on.

Tough' (1979> found that adult students’ motivation is

frequently blocked by such barriers as negative

self-concept as a stu.ent, time constraints, and

pro;rams that violate principles of adult learning.

Second language deals with such an intimate part of

. oneself that we would add that these barfriers can be

!
even stronger in terms of second language learning, and

-

\cgn résult from preuiozs second language learning
9

experiences, second language beliefs and
misconceptions, and any interpersonal relationship that
occurred with native speakers., The experimental

discussions were precisely designed to deal with those

beliefs, misconceptions, and former experiences in the

. - , .
hope that, by expressing, sharing and commenting their



. A
feelings and experiences, students could understand 65

better the process they were going through.
. \

These'considérations are among the key factors for our
incorporating into the present research a diicussion
component dealing with the second 1anquage learning
process, and give us reasons to believe that
proficiency should improve é; ; result of our

experimental treatment. v

t

We would like to conclude by quoting Knowles.(1984:162):
\

"The pedagogical model is an ideological model which
excludes the andragogical assumptions. The
andragogical model is a system of assumptions which
.includes the pedagogical assumptions." :

As we stated before, the present research deals with
second language learning, attitudes and adult
education. It is an attempt to understand the
educational ‘problems of adult learners 'of French as a
second language that I, and many others, were faced
with as adult educators. It is intended to stimulate
adult educators to help adult learners to understand
the learning process they go through, and give them

learning strategies to successfully achieve their

educational goals«
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Hypothesis

* - I M 3

-

0

Qur hypothesis is\a three—part.one. We éuggest that
adults who‘discuss the second 1$ﬁguage learning procgés
and are provided with learning étrategie;, will ¢1) '\ '“
improve their perfarmance in Frénch; (2) improve their
" "a&titudes towards tﬁe languagellearﬁing process, and '
(3) improve their ;ttitudeﬁstowards the French L
computhy. y

‘ ez
The literature on second language acquisition suggests

that improvement in proficiency is the most likely to
occur, and the literature on adult education suggests
that change in ‘the attitudes variables is less liKely

to occur in the short-term.

\



Sample

The sample for this experiment came from the adult
population attending French courses‘id Fhe department
of Continuing Education of John Abbott College.
Students were all Anglophones . aor spoke Engiish

fluently. Teachers were qualified adult educators that

"had worked with adults for at least five years.

Four groups;of studénts took part, two at the
elementary level and twq—at the intermediate level.
This accounted for 71 students total. The elementary
level has 38 students, and the intermediate level 43.
Two of these groups, one at each lewel, received
instruction nine hours per week in the morningj the
other two received s{x hours per,week in the evening.
This schedule explains the fact that there waqéa
different proportion of men/women in the different
groups, more women a@tending the day classes. However,
all the students were registered for a 90-hour course.
The testing schedule was thergfore'adjusted to make
sure that the students received the same amount of

instruction between the pretest and the posttest.

1t was impocsible to secure the serwvices of the same
teachers for the two groﬁps at the same level. The
four groups had four different teachers. However,
those teachers worked very closely together and with

myself for five years. We developed the curriculum

67
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together and we all had a prime concern for adapting 68

the pedagogical material to our adult population. The

.didactic material used was the same for the groups at

the same level. The elementary groups used Le Francais

[ 4

Intgrnatiénal, book 3 and the intermediate groups used

Le Francais International, book 4, 1In addition to the

specific content of these books, the emphasis of the
course was on developing the oral communicative
competence'of the learner through role-playing and

simulation in situational context,

A totai of 38 students volunteered and said they would
come to the four scheduled Sa;urday morning sessions.
At the pretegt, 38 discussion packages were distributed
to those who volunteered, However, many of them never
came to the experimental sessions, probably as a result
of a teacher strike that lasted four weeks. This was
probabfy not4the only factar contributing to lack of
participation. The time lost in classroom i1nstruction
had to be ﬁade ;p and this may have had an effect on
each individual’s persdnal schedule. Many students did
'Enot like to see the semester stretched to the end of
May and either decided to postpone their learning
activity or "to do it elsewhere. In addition, there ‘are
always many adults who overcommit themselves, have to
deal! with personal or health preblems, simply lose
interest, or feel that the course does not quite meet

their expectations.




Student di'stribution by groups.

a —

L} . X
LN}

Total Exp. Control Control Not enough

69

_ n f”w group group A group B data
Elemertary level . . Lo c ' ’
| Class'A 15 5 3 -3 4
Class B ' 2 0 ? é ~' 8
~ fﬁ}ermedi;te Teve]
Class ¢ 17, 0 2 6, 79
ClassD -~ 16 ~ 4 - 2 & 4
ToTAL 7 SR 3“ 16 2 25

-
In an¥ regular ;eﬁe;ter at'Jahn Abbott ‘the drop-out
;atﬂ is between 15/ and 184, xThe numbe;12$ Ci.e. 354
in the insufficient data clumn (see Table 1) is not
quite a drop-out figure. 1t is only the number of
students for whom 1 was unabLeAto collect sgfficiént
data at either the pretest or the posttest, and whd
consequently could not be an\dded in the statistjcal

analysis.

I would like to point out that the teachers involved

were not actually on strﬁke, threy were only unable to

.teach because of the reguian/;ol!ege teachers who were

‘ L
on strike. Teacheps teaching for the continuing

education department are hired on a contract basis to

B

. , .
teach a gspecific course in a .specific semester. New

\u

o~

-
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contracts are issued every semester. This fact has its

importance in our topic:vfihst, to eliminate any

.tBought of negative teacher attitudes because of" -

unhappy working conditions, and secondly, it was also
made clear to the students that the classes were not

willfully postponed.

In our opinion, the worﬁt e¥4ect of the strike was to
create a higﬁér than usual drop-out‘r;te in the general
student popufation, and in particular among those who
had volunteered to come to the Saturday sessions, but

who did not.

.
+

In order to enable more in depth aﬁafysis of our
resul ts and for comparison purposés, attempts were made
to include séudents from the Adult Education Department
of the Protestant School Board of Greater Montregl"
(PSBGM) but_these attempts were unsuccessful. This
fact ;eflects the high deoree of autonomy and
{ndependence shown by the various continuing education

departments. In actual fact, the various institutions

compete for more or. less the same market.

The distribution of the students in the treatment

groups {pom the classroom;groups is shown in Table 1.

-

The students in the contqpi group A were selected on

socio~economic criteria as comparable to the students

of the experimental group. This was done as a validity

70 -
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measure since the number oﬁ experlmental students was .
1ow.’ Howeuer, 4urther ana1y515 ‘showed that there was ’ o
no real significant difference between control group ﬁ o .
K . ‘,: 4 D o, . . . -
and control group B. R L -
’ s RO -
In each group, i.e. expernmental group, control group— ‘
A, and control gr@up B, there were. students at both Tt ' "
N N - ‘ ’.; .‘.
elementary and intermedda&e leqe\s, pnce again'numbéps,
prevented the subdivision of our students into mare o
groups. However, analyses on' the results were made o .
taking into account the Tevel of instruction. .~ . . .
. A
v ’ i © T
' . ’ o a
A\ ' Y ) - v .
1 l - L ‘.
] f. * * . -
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" _number of instruction hours between the pretest- and the

Procédureé S

A test battery was administeredltd 71 adult siudénts Df .

.- fr"onch as a second language in the Continuing Education | _

a

Department at‘John Abbott College to measure their J

‘ profiﬂciehcy in Frencﬁ, their attitudes towards 'the’

i
]

‘French /commu‘ni’ty, and 'tﬂeir at't<itudes towards 'the ’
language l‘e.ar‘ning process. A preiest-posttest d"es'ign\ .,
_was used to determine ift'the treatmept_sesgions' given

“to the experimental group had significant resul ts. The

"prete_st was administered on January 24 or 25 de-peqding

- on the course schedule. The posttest was .given on .

April &, 7, 19, or 20. The students all had the same

©

post test. '

-

All 71 students were given the pretest battery, which

conststed of a written test on attitudes towar‘g!s the

’

DY ) v e L) , .
French community C(Appendix A), a test on attitudes
towards lanquage learning (Appendix B), a personal

information’ sheet (Appendix K> ‘and an oral p'r‘oficiericx

test. While the'~studen ts were -answer"ing the wri tten

q

.uqﬁestlonnaire, I. had ‘them come to me ,ind_iui"dual ly for

the oral proficie'ncy' test. The proficiency lteé.t<
consistéd of questions and answers on a éér‘ies‘of'-'.
pi.ctures, gender evaluation wi th ';:ol-pr‘e.d pictures ét'w'd a-
free speech section from anq’threr picture. The free -

speech section was taped for further 'evaluation and' .
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referente. These tests and pictufes are provided in.- |

Appondfx c.

L

o
a

Tho po;ttcst battgrr was th( shmo as tho protost v/,w

battery, with the exception of thc froo spooch pi ure

)

in the profncnoncy soctuon, and’thr ﬁorsonal
informatidn section omnttod. , A1l the studonts took
both the the protost and tho posttost. .While 71
studcnts had taken tho pretost battbry, only 44 were
able to take “the posttest. ‘The students were given a

code number -at the protost and only that numbor was

”
° v

‘used as a crgss réference at the posttest.

Test battery. '° .0 - %

~ . N + N '
The test on attltudes towards tho communlty was glvon

to u$% by Frbd GoneSQQ.- It doscrubos the studonts

4eeliggé towards the other lnngu:stlc communitr. the

“a

students’ desire for |ﬁtegrat|on, and the students”’

-

. perceptlons of the other lungunstlc group towards thocr

v

own linguistic gnoupﬂ Us¢ng it, Genesee, Rogers and

‘ N ' - i \\
Holobow (1983). iodnd.that studen'ts”’ expectathions of

F Y

’motovatuonal support from the target linguistic group
emerged as significant and predlctors of second

Ianguage pcrformance. ngegge’s tests were designed

i . - <]

for high school age students and the intografioq
scénarios were therefoﬁo thangod for our students to

rofloct a reallty closor to adult life. This test is .

2
"

,provldod in Appondnx A, - ’ : ' .

“{;
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‘Attitudes variables were diuided;into,{4~ugr1able§.n.l 74

‘talked here of expressed int*gré%iue\or 1bsfruhéntal.
motivatlon, atf:&udes towards bhe EngllSh commun|ty'and

towards the French communlty on polatlcal,~econom|cal,
rl
cultural and social aspects, and: o{ the studént s

perceptaon of Franc phOnes’ reasons (agath pél;tscal, ;

\} v - T
ecoromical, socual and cultural} for Anglophones to .

. > ) 2 a

lgarn French. The qpestnonnalre had a tctal 04,90 .

. ]
.

- '

. " items.’ ' - ‘Cﬁ\ Ly
‘ .. "First variable: Instrumental attitude tqwéfds the
w“Fr*’ench communi ty. . . ' S T

N . - . @ ’
- . « - \ -

,  This variable .means to what‘degree a student Q}ﬁts,to
. ! » .
12arn’ Erench in order to be able to function jn’a job -
L ' . ' cr anyiother iﬁpos?d funetjon'without‘a re ‘ d;sire‘tO'
“ o Jﬁlearn‘the language per'se.' 1t ispi’;eed t::iearn'%he
‘lanéuagé Bbtfwixhqut trying to qun'M1 6} understand- ‘

- . «the other tommunlty‘tﬁatAspeaks that*1language. g T

THe score for that data was the combined score from
questions 9, 10, 12, 15, 17, 18, 19, E@, 29. Max i fiun “

. ' possible score is 27.

P

2 f

.{ ' e Second uabiab]e:,lntegraiive attitude towards the -

» > ' ®
’ French communi ty.
- . e - ©.

This varfable'meanb to what degree a student wants to
s , learp French with a gendjne desire to join in,
) - L4

v ! . 7

uﬁderstanqpland,know more about the community that




75
speak that language. The student wants to learn how to
function but mainty wants to in'teract ‘'socially with
native speakers of French. The 553:} for this variable

¥

was the combined score from questions ii, 13, 14, 14,
20; 21, 23, 24, 25, 26, 30, 3t. Max imum possible score

ie 36.

a

.

Third uar)able: Perception ofrFrench opinions of

cultural nature,.

This variable represents the student’s perception of

the opinions o% French people concerning the cultural

aspect of the French communtty life that the English’
commun ity should learn. In pther words, 1t says to
what E&tent does the English-speaking student think the
French communlty wants them (the Englash speak:ng
students) to learn French in order to’ parttcnpate more
in French cultural activities. The score for J%{s

~
variable 15 the combined score to questions 33, 35, 37,

46. Maximum possible score. is 12,

Fourth variable: Perception of French opinions of .
, - »

social nature.
. /

This variable represents the student’s perception of
. )

the opinions of French people concerning the sotial

b - _
aspect of the French community life that the English

« W ‘\‘
‘community should learn. In other words, i? says to

what extent does the English-speakiﬁg student think the

t
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French community wants the’<the’Engli?h—spea€Yng
studentgs*to learn French i1n order t» participate more
in French social life and interact w(th.memberé‘of the
French group. The score for this vaEiable is the
combined score to questions 32, 36, 39, 40, 44, 49, 50,

53. Maximum possible score ié 24,

Fifth variable: Perception of French opinions of

economic nature.

~

This variable represents the student’s perception of
)

4

'tﬂe opinions of French people concerhing the economic

aspect of the ﬁpknch community Jife that the English
community should learn. In other words, it says to
what extent does the English-speaklng§student think the

French comtmunity wants them (the English—speaking

— <

students) to learn French in order toc improve their

(English) economic and job situation. The score for‘
this variable 1< the combined scoré to questioné 38,

41, 47, S1, S4. . Maximum possible is 15.

Sixth variable: Perception of French opinions of -

y
.

political nature

¥

This variable re:>>sents the student’s perception of
the opinions of French people concérn[ng the political
aspect of the French community life that the Engligp

&

community should learn. In other words, it sa}s to

76

what extent does the English speaking student think the .
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Frehth.commqgity wants the (Engligh-speaking students) 77
to learn French in order to particnpéke more actively

in the political life of the proui‘nce., The score for
this'variable'is the combined score to questions 34,

42, 48, S52. Maximum possible is 12,

Seventh variable: Agreement on statements of English

social nature.

»

This:varlable represents the degree of agreement of the
student with statements concerning the social aspect of
English community life. The score for this variable 1s
the combined score to questions 74 and 76, Max imum

poscsible is 6.

Eight variable: Agreement aon stateménts of English

economic nature. kg

A

This variable represents the degree of agreement of the
student with statements concerning the economic aspect
of English community life. The score for this variable

is the combined score of questions &9, 73, 7?7, 83,
& N . [
Maximum possible is hZ2.
-Ninth variable:|Agreement! on statements of English
ST S :
pq}itical natur . J -
| v

This variable represents the degree of, agreement of the
student with statements concerning the political aspect’

of English community life. The score for this variable



‘4

, :
is the combined score of questions 47, 70, 89. Maximum78

possible is 9.

Tenth variable: Agreement on statements of English

cultural nature.’ . .
: .

Thi; variable reﬁqesehts the degree of agreement of the
student wi.th 5tafements concerning the cultural aspect
of English community life. The séore for this variable
is the combined score of questions 57, 60, 63, ?é, 81,

87, 90. Maximum possible is 24,

Eleventh variable: Agreement on statements of French

social nature. ) -

This variable represents the deé}ee of agreement of th;
y
; 3

student with statements concerning the social aspect of

French community life. The score for this variable is
the combined score of questions 65, 75, 88.' Max imum

bossible is 9.

/

Twelfth variable: Agreement on statements of French

economic nature.
}

s
-~

ﬁhis variable represents the degree of agreement“of the
g
student with statements concerning the economic aspect

~

of‘french community life. The score for this variable

is the combined score of questions 55, 42, 72, 80, 84,

|

Max i mum possible is 135.




Thirteenth Variable: Agreement on statements of French 79

political nature.

)

This variable represents the degree of agreement of the
student with statements concerning the political aspect 4
of French community life. The score for this variable

is the combined score of gquestions 56, 58, 48, 85. &
Max imum possible is 12. -

’ i

\
Fourteenth variable: Agreement on statements of French

cultural nature. Ra

»

This variable represents the deg?ee of agreement of the .
student with statements concerning the cultural aspect °

of French community life. The score for this variable

‘iz the combined score of questions 59, 61, 44, 71, 79,

82, 86. Maximum possible 1s 21.

Since the number of variables was Tlarge, éttempts were
. [y

‘ made to reduce it. The attitudes variables were

L — . ‘

divided into three wvariables: the degree of desired
" \

integqration, the learners’ perceptions of why
francophones want ang[ophones to learn French, and the i

students’ perceptions of the society in which they

iive; High numbers in the answers represent a higher
1 .

Hesire for integration, a conviction that one’s goatls

-

are supported by the other group (francophones), and a
strong anglophone communi ty attachment. However, none
of these attempts prole significant.

,

e



"adjective agreement, and a combination of both. The

P

8n
The data on the language learning process were

collected by asking direct questions to the students
about different aspects of their learning strategies,
s}qce I could not find a test that had done that

before. This questionnaire'wasndeveloped by us and.is

shown in Appendix B.

For the oral proficiency series of measures, I used the
' v
Meloche test, developed by the Montreal Catholic School

Commission. This test contains 50 questions for which

the students receive ei ther a zero, a one, or a two, as

a mark for each question, The student is giyen a two

;oﬁ an answer -that made sense and was grammatically
correct, a one for An answer with a grammatical mistake
but that made sense, and a zero for an answer that was
unrelated to the question, regagd\ess of 1ts
grammatical status, However, the test is stopped as
soon as a student receives three zeros in a row since

questions are of i1ncreasing difficul ty,

In addition to the Meloche test, the ability of the

students with grammatical gender was tested with  a

-~

1

series of colored pictures. Three measures were drawn

v »

from the students’ answers: their ability to use

mascul ine or feminine articles, their ability to make

scoring of these was a sbr§7ght40rward right or wrang.




Finally, to assess their ability in free speech, the
studeﬁts were showp another picture of a scene in a
park‘or in a camping site and were askedqfo describe
it. The park picgure'was used at the pretest an& the
camping picture at the posttest. Questions were used
if necessary to stimwlate the students at the lower
level, The final score for free speech was obtained by
adding the scares from two raters according to the

evaluation grid provided 1n Appeidix D.. The Pearson

correlation between the two scorers was .81.

The proficiency tests and pictures are provided in .

Appendix C. -
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- Experimental Treatments

The experimental treatment consisted of a series of
four meetings. These meetings were conceived to help
adul ts learn better aéd euolvea from numerous informal
discussions held with students throughout hy teaching
vyears. The topics for ﬁhese meetings were: the
language learning process, the French gender, the
French verbal system, and the last one consisted of
review and evaluation discussion.

4
The students who accepted to come on Saturday mornings

met on February 26, March S, 12, and 19 of the winter

semester. The meetings lasted about 2 hours each. I

had originally wanted to have the students divided by .
level of instrucéion but the small number of students

and the fact that English was used as language of

-

communication allowed us to meet together.

[N

At the first meeting on February 24, the students and I
, discussed (in English) questions and quotations from
Iuariobs articles on second language learning. This
nine-page document haa been distributed to those
students who had volunteered at the pretest for the
treatment . The students ﬁad been instructed to read
this document before the first meetjng ;nd to jot down
any ideas which they had on what they read. There were

to be no right or wrong answers, just different ideas

A

82
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tc be digcussed; this fact had been made very clear to 83
the students when the reading material was distributed. ,
They were also asked to choose three qﬁotations: one

with which they agreed, one with which they disagreed

.with, and one that they found surprising.

The main objective of the discussion was to develop an
awareness of second language learning processes: to
discover that an adult and a child do not learn the
same way, and to discover that second language learning
builds on the kno@ledge and thewgystems established’
when a first language was learned. There were &5 }tcms
‘(questions and quotations) divided 1n various
categoriest The categorijes were: learning a second
Yanguage,-age and 1éarning, first and second lanquage
learning, accent, errors, vocabulary and oral language,
grammar, stategies. A glossary was also inctqdod to
make the reading easier for the student. The d0cumont-

appears in Appendix =.

The second meeting was held(on March 5. The topic for
that meeting was French gender and its use in oral
sLeech. The main objective was to demystify the
complexity of}grammatical gender in French and to help
students find a simple way to determine the gender of e
an unknown word. This session was prepared using
mainly the research of Tucker, L;mbert and Rigault

(1977) as well as Florence Stevens (1984 . However,

,:‘;_‘i'f;')%e

% Y
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the purpose of our research was different, Their 84

research was to show that native speakers tend to I

$r

attribute gender from the sound of the word. Our
&
research used their results as a set of rules that the

second language learner might use to determine gender.

At the beginning of the gender session, the students

were given an ex;rciso in which they had to identify

the gender of a hundred words. 1 read aloud the words

to see if they .could gQuess the gtﬁg::/from the sound | ¢
even when they did not know a particular word. The

words were chosen for the fact that their ending sound

was characteristic of either masculine or feminine

gender. In the ox;rciso; the sound endings of 48 words

i

were representative of masculine gender, 27 words were

representative of feminine gender. The remaining 25
"t -
words had sound endings that could be ei ther masculine

(?) or feminine (168), and were in fact exceptions.

The students were then given some documents on gender
determination. AN easy document‘explained how to
determine gender according to the meaning of the word,
fhe students were told that these rules could be very
helpful in those iﬁstances where they Knew the meaning
of the word. A more elaborate document pro?ared mainly
from the research of Tucker, Lambert & Rigault (1977) |

on determining gender from the sound ending of words

s . .. -




was also presented to the students. Both documents are

provided in Appendix F. , ?

1t was explafneq that tertain ending sounds gloa{ly
indicate that a word is masculine, and that other
ending sounds are tybicpl of feminine words. Howovoé
for other sounas, it is!necessary to 1ook the written
form to be able to dotormine“the@qfnqor of a word
Cexample: the sound /i/iis feminine if it is written
-1E, or -YE, as in “la pluie*; but it is masculine if
it is weitten without the mute “g‘ at the ;nd, as is\/
"le ski, le colish. Those sounds were summarized on

twb'legal size sheets, one‘for ¢ach gender, with the

exceptions written at the bottom for further reference.

TRey are presented in a different format in Appendix F.

Tbe s&uéents were told of course that this was only a
'réfe ence tool.. They could use it strictly as a
reference, or if they wished, they might want to learn
it in bits and pieces. It was made explicit to them
that the objective for that day was for them to Know
that certain ending sounds can indicate a certain

gender, and also to know how to use the reference tool

i

they were given. They were also given another

reference sheet listing certain words which could be of

i

either gender. It also included a series of masculine,

!

words that are alsoc used to refer to women,

‘ Y

‘ = L
particularly in trades and professions,

\

-
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| An overhead projector was used to mako the presentatlon 86

and allow t:‘ students to follow more easily. Together
we did an in-class exercise which lncludod~a series of -

* four words for each categorr of sound that I had - -«;
prounously talked .bout as bolng characteristic of a )
spocific gender. The 7ollowing week, the studonts did
an exercise simlla; to. the one that thoy'haa done the
Qoek before, to determine tho-dender of a’seri§§ of

' words, with charactoristii ondings, read alﬁud. The
difference between ‘that pre-exercise and post-oxorcas;
was not analyzed statistically but the students all did.
better the second time.l Thgy-all had a better score

and they felt good about that. The documents used are

included in‘Appendix F.

The third meeting was held on March 12. The topic for
that meeting was the French verb system. The main
objective was once again to demystify the complexity of

Ny
. the French verb system and give confidence to the

students in ﬂoarning it and using it prpperly in oral

speech. They were oxplained how the oral verb system

is in fact very regular and relatively simple,
C

Tho presentation on the French verb system started with
a series of notes or remarks on the verbs. They were
Qiven in French (written) to the studonts and they were

explained orally in qulish. The Key element of -that

i -
"y

o b




; ‘ !
f.4

prestntat;on was fo ponnt out that there were not as

many nrrogular vcrbs as the students'socmod to’ think.

d

The irregular verbs were summarized as follows. Soine .
verbs are really irrogplamvand you '‘just have' to |otﬁﬁ

th;m; there are only four of those: “étre, avoir,

faire, aller®. Some verbs are fairly irregular, you

3

'hauo to learn their particularitiesy there are four of '
them; .;shvoir, valoir, podvqir, vouloir."  Those éight
are the most diffiﬁult verbs in French, but,‘fs it was

pointed out to ‘the students, they had already learned *

most of them, since most teaching methods presenmt those

verbs at an early stage due to their frequency in daily
; . . T

!

N
(/ .
. . <
©

DAY
\

use.

There is another group of verbs whose only irregularity

i% the fact that they have .a special form for the
. futyre, tense. There 2r2 nine of those: 'apo?covolr,
courir, devoir,'envoyer, mourir, recevoir, tenir,

venir, voir." Once you know their = future form, they

L3

are mastered. Another 'small group of three verbs has %ﬁSI

i

‘as its only particularity an "exceptional™® form'for_pno
person inn the present fopm. They aﬁe: "résoudre (iis
riiolbqnf'), “prendre Cils prennent)", and "dire (vous
Aitig).' lFiﬁally, there are two verbs that exist only
in the third person singular. They are: “falloir (il °
faut)" und;'p\ouvoir Cid p\out).‘ ”PV{Juoir' Rs

.
!

uingroddcod very tirly in the Fronqﬂ teaching me thods,

|

&

N -

Cay

&
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//”ﬂQher;és "falloir" is introducod at the intermodiato ‘ 88
[ - :

level. Therefore they are already known to the
students. It was pointed out to the students that. tho
total number of irregular verbs is twenty-two, i.e.1

eiéht really irregular verbs ahd 14 slightly irregular

verbs,

N
AN

The rules for conjugating the verbs orally were then SN

explained io the group. The reference mator{a\ used

for preparing this session was Csécsy (1948) and

Rigault (1971).

¢
-~

They were warned thaf these rules may'Hiffor from the

-
.

rules learned to write the verbs. :The rules to write
~ the ueﬁls should still be applied #hon writlng The
rules for oral use should be applied when talking. The
rules of oral use were explained in English and
distributed in #rgnch to the stﬁdents. A glossary was

annexed to the written document to help comprehension.
} -0 '

Series of verbs were then given orally as exgmﬁloa and

~ 1 worked with those in the classrocom applying the rules

’

that had just been explained. The remark sheet, the

rules, the glossary, a summary sheet, and the 1ist of

- »

examples appear in Appendix G. -
- ;,‘ ]

The fourth meeting was held on March 19. This meeting

[}

was a summary of what had been 'done previously, a

———

re—evaluation of the quotations discdssed at the first



8 T T , - i, %)

moetlng, and x presertation of some ideas on what [

a.“
»

called compensatory'convorsation. .-

The latter specifically deals wi th comhunidatidn‘
' : .o - :
breakdown, what happens when one talks;‘how can one

feel more at ease when speaking another language. Some

t -~

common characternstlcs of conversatnon are totaily

.

ignored .by many learners whedl they start spoaknng -

-
-

another language. Most of what was said in this session

w 0 4

‘Was ¥roﬁ'personél eiperience'and notes taken at a

.

Mconferenco on the communacatlve agproach held at Vanier

College in 1981 ) ' o

It is normal to search for words in.another langu:;;}
in the same way it happens in one’s own native.

language., It is normal to-have -the ;peaken}repéat if
\ P -
one did not hear or understand. It is normal to have

moments of silence in a conversation. It is normal to
. -+ .

ask the speaker’s help in explaining ideas or facts.

It is normal to use hody language. It is‘hormal to'use

"passe-partout" wprdd,'like :chosé“, when on;\is

missing the exdtt one. These are many conversational

el

"techniques that we all use frequently in gur languaée

+ ‘ A

s 4 .
and yet one-may feel embarrassed. to use them in another
' /

language, or simply forgets to use.tpem. As a suTmarY,

14

it was also pointed out to the students that I did not

expect them to remember everything we presented

: \ o
concerning the verbs and gender but I encouraged them

S
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to use the tools they wori-érdtn'to improve their .

_knowLoddo'at their ‘own pace and fe€el confiden
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what |they already knew.
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Analysis of the data ‘ . e 91

Scoring.

.The data collected from the present research on adult

Jearners were codéd and entered on CYBER at Concordija

Univegrsity,
- .

There are four sets of data: personal information,

attituydes towards the community, language learning

attitudes, and proficiency scores.

Peréonal information was collected from the studengs on
the information sheet of the questionna_ﬁe shgwn }q
\Appendix K. The student experimental nu bers:rangen'

from 01 to &9. At the time of the experiment each .
/Eybject received a number of the typg A-0t, or D-22

depending—on which class they were 1n. After the -

converted to simpler double digit numbers. The

conversion list is paﬁt of Appendix H.

o

experimental phase was completed, these numbers were P
[ 4
[

_Once the experimentél phase was completed, it was clear
that something had to be done in order t0 be able to o
anglyse the data, given the small number of ;

exberimental subjects. It was decided to try to'creat;“
a control group similar to the experimental group on

s80Ci o~economic étatus. fhey were Falfed gontrél group-

A and were chosen according to several criteria: sex,

level of instruction, aée and length of time in Quebec,



‘N
. . ’ . N
place qf birth, education and type. of work. The

4.rqmaining students formed contrel g}ogp B.

. N
It waS‘impéssible to paif each exper imental ‘student
individually. Al1l the studeatg that were comgarable to
a student of the experimental group were Kept in

control group A." This was ; total of sixtbeﬁ students
since’ some éxperiﬁenta‘ students were comparag\e to

. .o » .
more than one control student.” It proved .impossible to

[+

find a student comparable to exaeriménfﬁl studont

" ‘ndmber 3 and sometimes a less than ideal match on one,
of‘thexérlteria mentioned had to be accepéed. Tho‘
groups were then .coded: (1) experimental; (2O cpntrol
’group,A, and (3) control group B. A descriptivon of the

ttudents by treatment group is shown in Appendix 1. .

-

1]

The instruction level wés\also coded: (1) elementary

. * . .~ »
and ¢(2) intermediate., This merely reflects the course
in which the students were registered. "Plan d’etudes"

are shown 1n Appendix J.

The students were grouped according to their age range:
. {1) 18 to 24 years of age, (2) 25 to 30, (3> 31 to 40,

(4> 41 to 50, (5) 351 to &0, and (&) &0 and over.

1 was then interested i1n the number of years.in Quebec.

»

The actual number of years was put i1n relation to ‘the

.age of the subject and the coding used reflected a

L)

percentage of the subject’s life spend in the province



- of Quebec. (1) 100% of the life.of the subject was
. L . ' . : 93
spent in Quebec, {(for obvious.reasons the time spent
S ;

away as part of vacation'ﬁerioas was ignoréd), (2) 76

to 99%, (3) S17to 7S%, (4) 26 to 50%, and (S) less' than

-

A

267 .

Education ‘level 'was coded as follow? (1) Iegs than High
School, (2)/High Schooi studies; (3) College studies;

(4)lq6dergraduate studies, and (S) Graduate studies.

The second block of data was on attitudes towards the’
ofher communtty,. from the results of the extensive
questionnaire obtained from Fred Genelee. Minor parts

were modified to be more relevant fog adult students.
-

<

b , - %
T .tStudents answered or reacted to statemeénts on a Pcm
. ) ; .
continuous line, They tould answer anywhere on the
. / .

°
line which was afterwards divided 1n 3 sinée their

¥

answers were atl at either ends o in the middle.

,Attifydes variables were diviged into 14 uariab{es. We
talked here of expresséd integrative or ‘instrumental

-motivation, attitude; towards the English community and .
towards the French‘Eoﬁmunitr on political, economwcaf;
cul tural and'SOC|al aspects, and perception of
Francophones’ reasons (again political, economi;al,

social and cdltural) for Adgldphones to learn French.

The test battery section pgpuided a definition of thesel
’varcab\eé as well as the questlonnéire numbers they

2



~

N ~ R /
-refer to. Sitnce it 1s gquite long 1t widl not be /

/ 94
.repeated here. ) ’ o/
< ‘ . » ;
. | /
Since the number of variables was large, attempt;/were
. : . / e
made to reduce.it. -The attitudés variables wor’/' 4

¥

) divided into three varfiables: the.degree nf d#;ared -
- " - /
integration, tHe learners’ perceptions of why/.

francoﬁh%ges wan@ﬂznglophones to learn Fren7ﬁ, and the

’

students”’ pércqptions to. the society in wh/éh they
live. High numbers in the ancwers repres%&t & higher
degree for integration, a conviction that one’s goals

are supported by the other group (4r9ncéphonés\, and a

’
/

strong anglophone community atiﬁchheh,. However, none

! ?

of these attempts lead to §{gnvfic374 results., ’
N o

L. - /

The third block of data concenneq/the attitudes towards

pe3

language learning. These are the recults of a - !

duestfonnanre developed to try}to assess the stugents’

/

,attitﬁdes'towards éﬁe learnI?Q process 1tself. This
'questionnane ts shown in Aﬁﬁend?g B. If\includes
seff—vajue, perception of /their own potent(éi;nn .
,Frehcﬁ,,perception of stK;t;gies for learning ;:;\\\\;\“

/

items, index of divers@%y of learming strategies, and
. A -

interactions with French native
: , / S
speakers. RN : ‘ ‘

[ R - : / . :

- ' . / ‘ . ‘
Self-value was mgasured\from question 22, ‘made of.108

y X .
expressed deeire for

: s oy R 4, . e
~_parts at threeiﬁOInts eath, faor a ma;Imum pqssuble of

Ny S -

! -

cwl
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.30-pounts.d This variable is the student’s own 95

- Q L]
perception of théir own self., The maximum score” .

possible is 30. The data collecfed ranged from 5 to 30 .

. (pre) and from. 18-29 (post). L R ,

Perception of their own potential in French &as‘iﬁe

cumulative values for- questions 2, 3, 4, 9, 18, 19, and

21, as well as numbes® 20, and'21 of section D, for a
max tmum pcs£2b16'04\27 pdints. This variable is the
'sfudfhi self ev;}uétionxof'}heir caﬁacity to use the
Frehch language. Maximum possible is 27. The data

‘collected rangeé from. 8 to 25 (pre) and 14 to 25 .

(past) ! e '

.o !

* ?erfepéwon of stnatégigs for learning new,}tems was the’
éumufatiy? v;lues for queg(ions t, S; ?} 8, 10, ;nd 1{;
for a pgssibie maximuym of 18 points. Tﬁis,uaﬁiable.
répreseqks khe stdent’s'attitudes o learning new _

items. . A’hiéhgr score denotes a morelposrtive att: tude
' : N N . ' . K

. towards learning new things and a self-perceived

N )

.easiness to learn new items. Maximum possible is-18.

The data colfected ranged from 7 "to 18 (pre) and & to
) : . N

18- (post). - o v

The index of diversity of learning. strategies was -the

cumulative values for questions 12, 13, 14, 135, 16, 17,

pe

and 20, for a possible maximum of 30 points., This

-4

variable represgnts'the student’s expresséd;diversfty

of learning stratégiqs; A higher score indicates a



g . a

L s

B
A

greater uaﬁi\etij of .technique, a greater eagerness to 96’, ,

-try e®¥ry possible way to mastet the French"language.

R .

ﬁaximufn possible - is 30. The data cfoHec.ted ranged from -

-

AN

8 to 26 (pre) and 8 to 24 (post).

- v (%
- Bl
Y

. Y The expressed desire for interactions with Flench

native speakers represents the student’s expressed K

A

_ desire to get involved lcnguustical\ly with native

s

speakKers. A higher score indicates a.stronger desire

v

for interaction-u:nith speakerts of the tar:get'lamguage.
Th'e‘ score for this variable is the combined score of
questions 17 of- the B éiction, ;nd of questions 18 and
19 of the‘ D section. Max'imum possible is 21., The data

~

co]lecfted ranged from 7 to 18 (pre) and from 7 to 19 A

3

(post).

Since thi® test was deve loped for the present-research
it cannot be as reliable aé otllwer tests w_huch‘have been
normed on a large sample of subjects. Newvertheless, .it
wa§ important for the purpose of the research to gather
data on the above variqble%. The attttu‘ctles‘tcn;:ards the
N
language learning process were indeed crucial in the
present re‘search. The results are indicati“u'e of a
teﬁdpfwcy which if significant, would need to be
replicated for reliability.
The 1 ast t;lock of data concerned information on French
languaée prdficiéncy, represented by the upret‘ost and

]
’

ey~

y
[}
-
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a ‘
A . the posttes? scores on: the Meloche test, the

. 7 grammatical gender of the articles, the grammag\tic"-al
. P .

. éondor'of the adjectives, the combined scores,of

gender, and the free speech score., The proficiency

tests are shown in Appendix D. . ,

'
4 4 l
‘

Analyses Performed, . ' .

M [ i P f

- o o

% + -

One-way inalyséi.of‘uariancg'were'performed.on all the

variables mentioned. The independent variables were
* age, level of instruction, years in Quebec, education,
Y : "
and treatment group, and-the dependent variables
attitudes and proficiency. g .. : . .o
. : Smal mbers prevenied the use of t-test or ﬁégression

Y .

\ ana!ysis.\ Student-Newman—-Keuls test was used to }oca§e

the difference between the/groups.

-y -

&
¥

2 .
m&f



A

Proficiogcz

“at the pretest (Table 2).

Results of the test battetry administered to the
/“\ .
students were compiled according to proficiency,

attitudes towards language learning, and attitudes

towards the French community.

b
Oneway analysis of variance was run on pretest and

posttest according to treatment groups,- and the
Student-Newman-Keul's test of significance was used to
determine statistical difference be tween groups.

’

Oneway analyses of variance was also run according to

‘the other independent varfablas. Results are

described in three soctiqns,dnd are presented in table

~r

form with level of statistical difference.

?roficiency was measured on five variables. They were:
the Meloche test, free speech, and three measures on .

thec-cability to use gendor{

Results were significantly'dif¥oroht ;n f;vor of the
oxperimcﬁgal group over the two control groups on the
Meloche test variable (.003) at the posttest. Control
group B was also signifiéantly better than &ontno] 2

/ Ky - .
group A on the Meloche test variable (.01) at the
< © .

.. posttést. The groups were not significantly different

’



.o

Meloche test

(Maximum raw s:bno = {100)

pretest
posttest
Overall gender score
(Maximun raw score = 31)
‘pretest R
'posttost

. Gender score N

on articles .
(Maximum raw score = 17)

pretest .

-éostttit . ‘ :

Gender score
on adjectives

(Maximum raw score = 12)

pr!iisb.
posttest .

. Free speech \ . .
(Maximum raw score.= 100) - -

'prigost\

posttept

» p « .08 level of significance between groups

*p (.01
Lid ] p_( .001

*
Table ¢ ° 99
Resul ts of French proficiency tests
Significance levels according to.groups
Experimental Control - Control
group group A group B
b X . X
22,67 19.73 31.71 7
72 .448n 42.93 54,52 n»
21.33 20.81 20,33
28.00%%% . 21,20 - 20.90
14.78 - 14.19 . 14.00
17 .78%nx . 13.87 © 14,57
487 . 6.4 6.3%
10 . 2258 7.33 6.38
'36.44.  35.31 . - 51.0%
71.47% 51.07 - é1.81
N , A
e

\



" favor of the experimental group over the two control

(54

<

Results were significantly different at the posttest i%OO

groups on the gender bariablos (.001). There was no ., -
significant difference between the two control groups

on the gender variables. There was no significant

difference between tholgroups_at!thd‘protost (Table 25,
On the free speech uariiblc, the experimental group was
significantly better (.02%) than control group A at the

‘posttest. Results were not significantly different

9

between the experimental group and the control group B
¥

on the free speech variable . There was no significant

difference between the groups at the pretest (Table 2).

Oneway analysis éf variante was also'run,accordlng to
other indopondenﬁ variables, e.g9._education, years in
Quebec, age, and leu;t of in;tguct;;%. broliminary

analyses showed no differenco{ in sqo?os according‘}o

”
sex, therefore this variable was not considered,

-

Resuilts on‘profic16ncy in relation to education showed
that ability to use gender wit;'arttcles was
;Tgnifi;antly differend (.03) between High School
gradga@is and University undergraduates, the [attor'
scoéing higher. Results on the free speech variable -
showed that students Qith College Br University level
of oduntion‘scorod consistently higher éhan High_§chool
.graduatos. The difference wa; significant between

these at the pretest (.032) and even more s$0 at the :

o




*\

A

” posttest E.dléi, No other variable was significant]y.

different in relation with the Teve? of education of “

the students (Table 3).

,' ' \ . ‘
' Results on Proficiency tests .
B Sngntf:cxnci ?ouols accordonz to educataon

\

. Un'uorsity Collo?e o :Hi h
level - leve School
~ level
X X X
Gender score on adjocfiv€s4 15.74» © . '15.00 . 13.57
(posttest) oo
(Maximun raw score = 19)
‘Free spoech (pretest) © T N47.44% 57,148 . -31.50
(Maximum raw score = 100) \, R . ' )
.Free speech (posttest) 64,95% 87.43% . 48.29

(Maximum raw score = 100)

' . .
p ¢ .05, level of significance between groups

. . . '
[ .. -t
v ! . A\
IS

Results én proficiencv in ¢ree speéech in relitiop"£9~’
»the number of years in Guebo@ showed that students -
‘having Jlived in Quebec for 25% of their lives or loés,
scored |ignﬁﬁ§canﬁlx higher thaﬁ students having liv;d

in Quebec for 75% of their lives or more (.018). No
- 4 ] -
othon varlablo was sngnufucantly different in reltt;oﬁ

to tho length of ttmo in Quobec (Table 4, - 15‘
/ N ' ° o x *

~
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L w2’

' Results of Free Speech tests
Significance levels according to years in Quebeg

B / 4
- : v " Less than 2% More than 7%/
o ‘ - of their lives ~° of their lives
i Lo in Quebec in Quebec
Free speech. (posttest) 73.82» ‘ $1.26
(Maximum raw score = 100) ) ) L

e p ¢ .03, level of’snénificance'betwgen groups

4

L
-

“;Roshité on proficiency in relation to agq'group‘fiilod'

to show apy significant difference.

Results on groficienc; 'in relation to level of
instruction showed that students at different levels of

fnstﬁuftiod (Eleméntarydand ntermediate) were, as "ﬁ
At ‘ Ty , o
ent at the preteyt (.09)

expected, significantly dif
on all proficggnc? §aniab]e They were also
significantly different on four of the five proficiency |

variables at the pbsttest/(.OSi, showing no difference
- /

‘at the posttest on the ability to use gender with '

~ N . -

t ' »

-,
adjectives (Table 3.

Iz

t

\

A summary of results on the proficiency vgriables 'is 1

provided in Table 'd. ~ ' -
. ’ LY

.
i
- . .
. . i o i . - ] N
. -_— . v v
' - ! .
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Results of'proficiency tosts

kS

'
1

Meloche test
(Maximum raw score = 100):

pretest
R pdstfést
PR

Overall gender score
(Haxinun raw score = 31)

v

~prctost

posttost .‘ !

L
L

.Gender score on artic

les |
(Haxlmum raw score = 19)

hl

pretest

F

. posttest

Gtg
(Maximum raw score.= 12)
pretest )
posttest
Free speech
(Maximum raw score = 100)
prﬁtost

posttest

L 4]

. uuapp < .001

’r score on adjectives

EIOmontary
Studeats-

. 4.07
7.32

. 24.65

~43.42

N K 505{ Tevel of sngnnflcance between groups

.

-
w

\

~

+

.Significance lovols accordnng to louol of |nstruct|on

Intermediate

Studonts
X

-

50, 30##%
71.55%nn

~

-

22.10%%
< 23.70#

“~

o

/15.10!
16,50

¢

—_ 7.05%
7.45

-~

'70.70*i!
_ 78.40%%n
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PR . Summary of -significance levels for proficiency, test resylts
- ’ . "Group Level of Educitioq . Years égo
' f e Tt instruction ‘ in. Quebec- - .
L ~ Meloche test . A ‘ .
. pretest  -—. 001 - - -
' posttest .01 ~001 - C e - -
, Overall gender ~ T ‘
score P . .
R pretest - .01 - - -
\\\\a -« . : v,
posttoit) 001 . ,05{ ~ - _— .
( . Gender -score ot
_on articles o . -
- pretest o= .08 - .- -
~ .. posttest 001 .05 . -- -- -
2 Gender score . .
. ,.on adjectives :
g pretest - .05 - - -
X' . postt;st .001 - .03 27 - -
o Free speech . - o o
- pretest =< .. .001 . .08 -- -
POSttQSt'- -05 . 0001 . .05 > ‘ . '_‘0‘5 i - *
- = “ . A . \ |
' - . ; N
’ ’ ) / '““ ' | /"‘l-q
t’ , N v, “\-.;\‘
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o studonts perccptton of - their use ‘of Frenth.w The -

o
-

" ‘variables. Thoy wcrot solf—valuo, solf-porcoptlon of . .

i S LT B . . - 1los
rning Attityde N

Lanﬁuago.koarﬁing attitudo;‘wero moasurod7oﬁ fibo‘

ulo of Froooh, attt?udos on’ learnung now ntems, - t.>y‘
diversity of learning strateg?vs, and oxprossod dosirc .,~" ) /{
,fpr lungpcstcc jnt’rggtnons w:t; nat}oe)speakgrs.“ .; u “ '; '
Unoway cndfysjs of variance was run'according to . . A .
9’0091, and lhownd that control grdup B scored . 'f 1: ; j': CL

sagnlflcantly higher <. 05) than, control qroup Aon tho )

¢

i

oxporum.ntal group‘results on thus uannablo d:d not

;HG& a signtf:cant dlfferonco wlth the othor groups. o l. ;‘

Boiults'od attitudes about learning new items showed ° ’ _“‘

! -

that codtrol group'B yis significantly better at‘thg

.

pretest (.03) apd at tho-posftost'(.Ol) tﬁan éh& n ' . .

experimental group (Table 7).’ Other analysis of -
variance according to groups failed to show any A -
icant difference., . - "
’ \ 4
, . >
x | | .



Table 7. : A 106

' oo Results an Iangua?o Ioarn;nq atyitudes
e o Sighificance levels accordnng groups
i . ..
///,f— . Experimental Control " Contro)
.\/ E \ Qroup . group A Qroup 8
: é} . ‘ - b )1 X ) X
Loapning‘now i tems L
pretest ’ 10.67 12.54 13.74»
‘posttest 9.23 . 12,00 - '13.52ee
= #p ¢ .08, level of signifi Co T
. ’.pp o5 evel o §|gn|figance between groups

Oneway  analysis of variance according tb;longth of time

) ; ' ‘in'Qubbeé, on tho perception of thoir‘uso of F}ohch

| 'vcgiablo, showed, that studonts having lived all their
lavos in Quoboc scored s1gnifacantly hughor (.03)> than
students having lived between 244 and 350/ of their

lives in Quebec. Other variables did not show a

signifrcant difference with the length 6f time in

Quebeéc.
& /'

4 ¢

'viriaﬁjos, i.e. age, level of,instruéthon, and

variables is provided in T;bfo 8.
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uarlablo at the postttst. .

[
e

Attitudes: tqyards tho community were motsurod on 14
uarnablos: dxprossod lntogratlvo or instrumontal S
motivatlon; attitudes towlrds “the Engltsh commuqity lnd
towards tho French communlty on polttical. oconomlc,"
cultural and socnal aspccts; and of tho student'

&

porcoptaon of Francophohes roason: (again polltlcal.

‘”oconom:c, socpa] and culgural) for Aqglpphonos tq learn

- French. y ( e

~,

A'Onoway analysis of variance was run accordlng to,-

3 ?

groups“lﬂnd Student-Nowman-Keuls was usod to dotormino

stgnlaucanco ‘levels, . Rosul@svworo sngnuflcantly

“'~d|fforent on one varlablo at’ tho prctest and on another

i

<+

The exporimontaf grbup’;nd,contéél group A both scqﬁod
significantly higher than control ghoup B at . the
protost (.01)> on thoir porcoptlon of French opincons of

[y

socunl nature (varnablq no 4), i:o,.thqr tond to thjnk

" that the French community want the English community to

.
r

Tearn French for social reasons. ‘Thfs significant

difference was not revealed at the posttest. -

W

y o



- df%foronce was 6ot apparonf at the pretest. .-

‘No other attitudes variables towards the .community

_ showed a significant diffenence accoﬁdiAg to treatment ”‘

Oneway analysis of variance accordling. to other . U

_independent variables, i.e. age, level of ingtruction,

. pretest. . Co

. : i -
- . Lot . ‘ y K P ;
. - ! \ e >
L i . . ) . 5 - , \,ﬁ‘m
. o . . x>
. ) . - - . . —

109

At the pogttist,‘the oxporihontal group and cortrol \\_,—_; .
gﬁoup A both scored significantly higher'thaﬁ control

groub‘q ¢.05) on their perception of French opinions of

e

a cultural nature (variable no 3>, i.e. fhox\t%ﬁd to

think that the

.

Fnonch‘tommuhity~want.tholéngrish

community to ﬁoa#n Freich For cul turdl reasons. This

L3 ’ . » . ‘ .
{

L . \ I . I |
S : .
QPOUPS-" . . Lt , .i K 1 ) N -
- . . N k4
® Kl
A

and oducition; showed a sighificént difference only. ' f
with“ago. and ohly wﬁth'rogird to one baﬁiaﬁle‘at‘the

“a,

- -——

. At Ehi pretest, the age group 18 to 24 scored o !

‘gfgnifiéantly higﬁoé (.05 on agroomint with stateménts

of French political nature (variable no 13) than the o
other age groups. This'significant difference was not

‘shown at the posttest (Table 9).

\ . < . )



None o; the other variables was significant, Since the
_Fosults faiiod to show much- significance, 1 trléd}&o o

‘éollapsi the data into three broader catogar?,s and . to

b~ Table s - 110

Pusttest results on agreement with statononts ) .
- ‘of French p@itical nature (variable no 13) :
Significance level according to age . =

Age group Variable 13 No of Students gai,
» x . - .

18 to 24 7.80#% 9

23 to 30 S.64 10

34 to 40 5.17 - é
o 41 to 30 S5.91 11

. %1 & over” 5. 98 8 -

5o ' '

Ao

- #

E

H ]

« -

see if analyses would show more significance. The new S

‘";citogorios were motivation Cintegrative and /' . '
’instrumonta1), &cgroo of agreement with English

‘ communi ty statomonts, porcolvod support $rom French o

o "

community to learn 'French. Nono of these attempts woro
fruitful in showing signiflsant di-f ference. ’ b

A summary of results on attitudes tow‘rdg the thncrib

. community variablo§4is providoa in Table 10,

*
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T Y Iaple 10
Summaéy o$¢significanco levels
for attitudes towards the communi ty
Group. Level of  Education  Years
- instruction in Quebec
Variable 1 A .
pretest . -- - -- -
posttest ° -~ - 4 - -
" Variable 2 - P o
pretest == e - --
posttest - - - , ==
Variable 3. : " :
: pretest - - - -
pgsttost .03 - - . -
Variable 4 * .
pretest .01 -~ - -
-posttest. -- -~ - -
‘Variable S | - .
pretast - -- RS -
., posttest  -- - ¢ - , -
Variable 6 - ‘ ;
pretest .- - - -
* posttest - G " --
o Uaniab;q\ '{ : )
A gOsttost -- - - -
Variable 8 . :
pretest . -- -= = ==
. - -posttest - ~ - -
Variable 9 '
. pretest - - - .-
posttest = -~ - - -
vahiable 10~
. etest - - - -
~ posttest - - — --
Variable 11
~ pretest ¢ -~ - - -
posttest - - - T -
Variable 12 . :
- pretest - - - -
" posttest . -~ - - -
Variable 13 “ p
pretest -- - -- -
po'!‘t..t - » - - -
Variable 14’ - a :
pretest - - - -
- - ' -

posttest  --

111
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: We will now examine @gﬁfresults obtanned in the preseat
¥ '] * ' : )
" research to see whether or. not our hypothesus is' S

)
' T

. - supported. o R . — |
A \‘ T ) S - C C ‘ 4

Our hypothes;s was that adu!ts who d|scuss the second

‘ o . flanguage learnlng process and are prouided with I
learnlng strategles, will” (1) amprqve thenr per&ormadce“

- in, French; <2) nmprove their attu%udes tawards the

. ";‘language learn&ng process; and (3 |Mproue thenr

Lo - ' attlbudes towards the’ French. communlty.

TR o ‘ : . o ' :

; I fle-éﬂould'be ngteq‘;hit,\asuﬁeﬁfioneddin ;he seorihgi ‘: )
- L n'sectidn, two"c;ntro} groupe Qére'EOhsidered,fi.e. one

o rv';f«wf comparable to the expernmentat student g;oup on . .

- ,:f‘ﬁ ‘ soc1o—econom|c status (called contro\ group Aa)d and the\"

) . ~? other -one made of the remainlng students (called

f v N e -
] N

ST cogtrol QPQUp B). It is therefore obvious that -

"\

fsiénificant difference is expected in favour ‘of the

. -
(IR LT

’ . Iy

. L  ‘ experlmental group over control _group A, ‘and ‘that other

o sugnif(cnnce in favour of the expercmenta1 group over

A control group B will add to the strength of the - -

_I\ i
v -

egpersmental treatment.

LN
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It is obvious from the résults cited and shown in the
tadlos'prouid;dwthat_tho'host conclusive support is to
be found in the ro;ults of the proficiency tests.

The experimental 'group was sfénificantly better than

. control group A on all fivd‘var}ablos. Eurthermore,
.éuf experimental éroup ;as significantly better than .
control group B- on four of the five variables. This
fact }svovdn moro‘surp;ising since 12 intormo&iato
‘;tgdeﬁfs wqfo pari Bf,tho control group B, compaéé& to
four in the gxpeéimeﬁtalAgroupl The h?gher‘proportion .
of intermediate stu&;nts in the qoﬁtr%l dnoup~8 should,
in fiéé, have workoﬁ.igdihs; a'stat;s{iéal dj*foronc;f
in the rosu\is. iHowovor, gﬁo resul'ts show that the
oprrimoﬂtal group’studoﬁts were 30 mudﬁ better than ,;3
ftho others that the oxpoctod gap botweenholomontary and .
|ntormod|ato students was reducod,.u.o..the scoros of .
five elementary students and four |ntormodiato students.
combihod in the experimental group wg}‘hibher thah'tho.

scores of nine elementary students and 12 intermediate

students combined in control group B., . - of

. o . - . \
. . ’ . A .

"Thoso resul ts show confidently that thc oxpop|montal
‘r

trtﬁimont had a posnttuo Igfoct on langunge
proficiency. The adult education pruncnpl.s put forth "%\"“.‘

by Knowles (1984) and Tough <1979),~|ncorporatod in our-‘
* . ‘ X ' .
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research in the language learning discussions, and the 114

teaching of learning strategies, have been shown to
Help adult students perform better orally. We would
;onteﬁd that the experimental treatment di;éussions
increased the individual awareness about language
tearning and helped tgo students té concontr;to on the
task it;olf. The attempts to demystify the problems

felated to the use of gender and of verbs gave th§

students tHe confidence they needed to achieve better

‘in those areas. . !

:
. - ?
ar

fesults on ‘language proficiency were very consistent in

relation to trqﬁtTont group, i.e. differences between
the groups ‘were sngnnfncant with every variablo. The
same consist ncy was npt shown when proficioncy

vaihiables we ﬁ'ar\alysod in relation to other

independent Vgriables. : : ‘ ‘ ~
A) .‘ \‘ 0‘.' \

Common- sense would suggest that a higher level of

education should produce Eett?r results. Ono,ﬁar

-t

. suppose that'studonts(wfth a higher level of.odﬂcgtion

profit from,now'lgarhnng sutuaquns.

e

_may havo dovolopcd more divorsificd loarning stratogies

asg a rcsult of their \ongor schoolﬁng oxporlonco .and

should thoroforo be better oquupod to doal with and

.

1
4

« - .
. -

In’rilh%isg to‘thé'proficienc} variablos analysedy

t

: odgcatton was a sngn:fucant factor for the po;ttost on

'w—'qu“ bz

. ability to use gender wi th’ adjectives, -and f6r both the

-

”
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the difforonco in ability tq?use gender wnth adjectives

was sig 4lctnt bctwoen High Sch001 gradd/ﬁ;s and

University ndergradtates, the latter scoring htghor.

Gender agresment o% adsoétiuos,iq a gram@atiéal .
catog&rr‘th;t-&oos not exist in tho.samo,wa§:%1/
Eng!ish, thoE(ior? it requires an adaitiénal step in
information procossang in the mind of tho studont.( It
might thoroforo be an - oasler task for studente hatind™

’

had more formal schooling. Howouor,‘it has to be

"pointed out that this djfferonco'fiilod to materialize

with iducation on othenr rofncnoncy variablos. )

!

{

Consoqukptly. tﬁoso rosults nn rolatlon to odhcathn o

should not be generalized. -

It is interesting to note that .education was also a
factor in pelation to the production of free speech,

and this both in the pretest (.032) and .in the posttest™

(.016). Students with post-secondary pducﬁgfbﬂ scored’

<
¢ '

better than High School graduates. The most obvious
explanation for this fact is that,students‘ﬁifﬁ a

\ . . : :
higher degree of education might have a greater
facility to express ideas. This is probablx true even

in the student’s own language, but this assertion is

berond the scope of the ﬁresént study.

v

The edutation factor had-only a limited effect oh.tho'

~-proficiency reésul ts, and was therefore not ai'imbortant

’,

o, , L * , s . - 15
“pretest and thogposttott on free spooch. As expected, 1

N



as the treatmént . given ﬁO'the_ng;?nmontal-group, where
sighificant differences were sden In favqur Of the

: oxporim;ntal group over both control groups.

\ ' . -

The rosults on profacvoncr |ﬁ\rolat|on to the number of

yotrs in Oueboc woro somewhat sy
oxpoctatlons would normally b; tha
lived. in tho proulnco Iongor would bo more. apt to ) i
':perform better, Our fundcng of a. sugh;fucant |
difforcnco <.018). botwcen studonts hau»nd !iuod in :
GQuebec for 254 ofuthoir life o’ loss,'ouon studonts.whb
. had Iayed an Queboc fors 757 or morc of thoir llfo,'?i
‘cantranr to the, expocted.- TQK§ rosult may bo
attributed to tho groator,onthysiasm of ﬁhoso stddgnf:
in lcarnihéf%nfnéh, andrposslbfy, less neéatjvq
stereotypes ta&qrqs the French commun[t;.

.

Immersion research has .shown that imﬁoﬁtlbn43tudoﬁts
T wor; spar;d the ﬁogafivo Francopﬁono sgérootypos
'ﬁ‘pnpualent:among Anglodhones studgnps'nn Quebec between,
'19%0,and 1582. The 1970-1982 period having been one.of
'idrmbil with numérpus )ang&ago law{ and,politiq‘?
'-fcﬁahgo, chilidren in immersion classes were not affected
as mdch:asythg Anélophpne students in regular classes
),:(Lambert, 1982) . 'Slmllarly tt could be argufd that our
adul t studonts more recently arrived i1n Guebec h;u;b
been sparod the negatnvo Francophone storootypoi'
“existing in the English community through that peridd

i

- N R Y
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s

\

. N
Of‘fufm°§{. The §¥40Et on proficionéy of the number of
. years of rosidonéo in Quoboc was in fact very, lthtod -‘_;,\j
Cas was tﬁe case ?or the lnfluence of education) and
1eads us to conclude that the number of years in Quebec
}s not a primary factor in determcntng proficiency. §t~
has to be pointed out that the signi{-icant differencgl_t e
found in favour of the younger age group of students, ‘ .

failed to be significant wlth othor age groups, or wu@h .

other variables. ' ) .

| (' ' o S -
It was comforting to obsorvo.tha§ thg proficiency

. results were significant i% relation to )ouc{ ot ‘ Jéﬂ .
instrugtion.’ Intermediate. students. were significantly -
better than elementary sfudohts§ a; one would expect, . ﬁ?
on all pro€tc;0ncy uartablos at the protast and on $our |
of tho fnuc profucnency varnablos at the posttost..xlt .
was somoghat surpf13|ng to notice that thoro wag-no

“significant difforenco/sethon elementary aﬁd”
intermedi‘ate students, at tho.pofttesf,'on’thoir

‘ability to use grammatical gender with adjectives.’ o~
v M ‘ =N ~

Surpnf%iﬁg as it is, this difference may inqicato that
olomon;lryustudénts made more progress. than
intermediate students on their ability to make gender
adjective agreement¥. It &aq'also be argdod tﬁat the
limi ted number of ltoms (only 12) in thns~part|cular

';moasuro made it harder to find QIinftcant difference.

]
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On_the whole, the most consistent effects were obtained

;; a result of the treatment; the experimental group
scoring .better on proficiency variables. Other

factors, ‘¢.g. education and years in Quebec, showed ‘a
sporadic effect. These statistical rdsults con{irmod

"the very posntivc nnformql ioodback gﬁthorcd from the

students at the end of the oxportmonta! sessions,

Language Learning Attitudes.

Our results were qisdgpointing with respect to language

learning attitudos.” We were confident that improvement

- -

would be shown in the second languago attitudc measures

between thé experimental group and the control'broups.

t
» t
3

However, results were limited: (a) Control g}oup B
'scorod‘signi{icantly hidhrr ¢.0%) than control group A
on thd studontﬁ porcoptlon of ‘their uwp of Fronch;

~(b) Contro)/;roup B was suﬁnlfncantly botter at the
pretest '(.09) .and aththo posttest (.pl) than thp .y
nxp;rfmontal Qroup on attitgdos about ]oarning'now
items} €c) The percgpt;oh‘of their use of ?roncﬁ scores
show thatsstudohts”;aving lived all fhoir“iifo in
Quebec scored sugniflcantly h'ghcr ¢.03) than st;donts
having lnuod botwoon 267 and SOA of their lu*o in

~

Quebec .

¢ B
The difference mentioned in (a) was probably due to' the

fact that control group B had nine olomontafy students '

¢
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. : ‘ . - . V.
and 12 intermediate students, whereas there were only 119

four intermediate students in control group A,

“ Therefore, -the fact that- the number of intermediate

'students in control group B was three times what it was

~in control group A, wou ld have helped to show an

. advantage in favor of coa>rol group B. It would be

¥
“logical to argue that more experience with the French

»

Ianguage'and/or more French classes altended_(likely

the caie'of all intermediate students) would have given
~ - ' v

students in control'group~B-3n aduanfage in dealing

with Ythe f;nguage; Being better to start with,
intermediate students should feel better and be more

confident in assessing theirqown Knowledge than

elementary students. _ L v

. [

' [
The significant difference on the learning new items

¢

-score was shown both at the pretest and at the

pos(test, control group B scored higher than the

experiment;f group. It could be argued that thi¢
indica{es that the experimental treatment had, in fact,
no effect one way or another on this langpag; attitude
‘:riablo. In fact, the measure~of this particular

N
uaripblo failed to show significant change. Howeuver,

it has to be pointed out that the actual improvement in

the proficiency scores should prove that the
N ) :

experimental group did learn new items significantly

better from the language proficiency résults.
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The perception of their use of French showed a 120

significant difference in the posttest between the
N . - . '
group having lived in Quebec all their lives and the

group ﬁavfhg spent between Zéxlﬁnd S0/ of their lives
in Quebec, the group having lived in Quebec longer

scoring higherf Compnon sense again would suggest such

-

results. It make sense to argue‘that‘students hiuing7

«

lived in Quebec all their \iQes might perceive French
more as an‘iﬁtegral part g; their 'lives tﬁan studont%.
having lived in Quebec less than halé of their 1ives.
It is therefore not surprising to see them rate theif
own ability with the language.a little higher.

Howeuer,_it is surprising thatna significant ﬂif€eyence

“*was shown only on this variable. '

Since no other independent variabies showed significant
results, i.e. education, level of lﬁstruct}on and age,
we would like to conclude that our results on language
léarning attitudes were, on the-whole, teﬁtative. We
wquld attribute this fact to two main reasons. First,
ou}ﬂexperiment took place’iq a relatively short period

'of t.ime cémpared to most research on agtitudes
conducted with school age studeﬁgs. However, as we
explained previously, time restrictions were necessary
when dealing with an adult population. Secondly, since
it was deve{oped for .this exﬁqrjdent;the quosgdoﬁnairo

"on language learning attitudes may need further f?sting-

: N

-and revision.

-



. Second Janguage learning attitudes of adults are’ 121

certainiy a challenging area of investigation th&g
wbuld deserves moro(attontion in the ;::rs to come. On
‘.'tho positive sidg) the fact that é;nclusioo proficiency
rosu!t7ﬁworo bbtainoﬁ witﬁ the oxporimonta{ students
leads us to‘boliovi that str;togios @gr second language
learning might ﬁavo‘improvod as a consequence of our |

meetings, even if the results on language learning

atti tudes were not significantly different.

l

L3

_ Atti tudes Towards the Communij ty,

Resul ts on students’ attitudes towards the community

‘were proportionately even less conclusive than resuits

on second language learning attitudes. Out of the
combined 28 measures of the pretest and posttest, only

‘three showed any significant difference. Two ‘between /
]

L

treatment groups and one in relation to age.

On the perception of Froncﬁ opinions of a social

1

natute, ‘the experimental group and control group A both

aqgrod significantly)highor than control group B in the

pretest, i.e. they ‘tend toAtQ%nk that the Fronch/

3

communit} want the English community to learn French
for social reasons. In the posttest, the experimental
Qroup and contral group A both scored significantly

higher than control group B ¢.035) on their perception

of French opinions of a cultural nature, i.e. they tend

v



Since no dthor attitudes variables towards the

%

to thinK that the French communi ty want the English - 122

— ¢ .

community to learn French for cultural reasons.

-

4

.cbmmunity showed a significant difference according‘to

treatment groups it has io-bo concluded that -the
differences described above shogld Bo c?nsldorod wo;k.
If diffeéoncoﬁ had been sfrongor, as a consoquonco‘of
oxpérimental freatmont} results would ha;a been
significant al§6 b;twoon the bxporimontal groupnind
control group‘A. The results obtained would suggest
that the';xperimental group and control Qroup A
students fhodght, in thé pretest, that the Francophones
waﬁtod the Anglophones to learn French for social
reasons, and they shift that perception tdﬂculturai

reasons in the posttest. These differences cannot truly

'bq)ﬁttributgd to the experimental treatment since no.

difference was apparent between the experimental group -
and control group A. Our argument is that tﬁoy are
probably due to external factors, e.g. teacher or

environment. -

<

Oneway- analysis of garianco according to other
independent variables, i.e. age, level of instruction,
and education, showed a significant differonkc onty
with age, and only witﬁ regard tp one variable at the

pretest.

.~



At the pretest, the age group 18 to 24 scored 123

e

ngni¥1E:;tly.highor (.03) on agéoomo?t with Stlt‘m.nts
of French political nature (variable,no 13) than the
other age gr;ups. This significant aif¥eronéo was not
shown at’ the posttest. This may be lntorpr‘tgd as a
sigh of oponnoss\and idealism in the 18 t; 24 age

group. However, no significant difference were found

for this age group on any the other variables.

On the whole, attitudes taaaqu the French comﬁunity
stayed unchungod‘during the time of our research. Time
was certainly the biggest factor against us. ﬁqsg

‘ succos;ful attitude ;esoarch has generally been
conducted over a long period of time, e.g. the
St«Lamber t oxporim’nt (Laﬁbert and Tucker, 1972,
immersion program experiments (Lambert, 1982),'and High

échool or University level research (Savignon, 1972;

Gl iksman, Gardner and Smythe, 1982). , '

-

”

While it is unfortunate not:to-havo been able to show
) R

significant improvement in the ;ttitudos towards
language learning and in the att{tudpsltbwagds the
community, the time réquiromonts from the part of the
students could hardly have been greater. whs it was
pointed out in th;“litiraturo review on adult
‘oducationJ adul ts with generally limited time -
avgiiabio, are engaging in short—term learning

r A

- - . .
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activities, seeking short—term results, and
: - consequentely are not available for tong-term analyses.
' - ' H . - \ . .
. . .On the whole, results on attitudes towards the
‘commupi ty were very sporadic-and quapgointiné. We
’ ’ .
R were unable to sustain our hypothesis that, as a .
- consequence of our treatment sessions, attitudes
. towards the ,French- communi ty would improve. .
» ._" ’
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“f \ 3 ) ' ' ‘ ) ‘ - . o.'
n ! )
There wer'e three hypothosos in~odr research: improving -

proflcioncr, improving languago learnnng attutudes,

" improving attitudes towards tho French communitr. We

>

4 lchﬁovod only one successful!y, i.e, improving language ot

proficiency of the oxpo}imoﬁtaL students, but' it is ’ .
certainly the most imporiant’frqn tho‘studont’s point -
L

of view. Statistical s:bnuficant dufforonco in fquodr

of .the experimental group over the controI groups was

,thainod on most of the proficiency qarlap{os. wlth .

rospoct:to the other two hypotheses, |.e, the

I

improvement of attitudes tm»ards the languago \oarning

ﬂprocoss and the improuement of a{tltddcs towards the

twmmuﬂity, we have fai)ednto show a significant.« -
statistical difference. .. - ' N
.' A . , . . » /‘

)

[y

In rotrospoct, lf we look back- at the deflnitlon of
attutudes by Lambert (1982) provlded in the. . C L7
introductnsn, we can state f%at our resultslgon¥inéop
this definition in showing that attitudes cannot be
easily changed once they 9?6 firﬂly~5e}. Our research ’ e
dolit ﬁith‘adults,‘i.e.,stuaents hauiag reaéhoa'laten

astagos ofd&ttltudo dovol;pment and, consequently more

chango. The fact that our, oxporcment was .on
a

. short- ~term basus added to the diffncult<'of finding P .

'

inflexible, was l:koly to find that attntudes};qud not Co

7

’

i

.sigpificant diffortnces in our results.

P




‘what comes first: do better attitudes lead to Better .~

‘The key problem in dealing with attitudes is to Know

, . - , 126
Howgver, all second languagq learning models include

até}tude as a-contributidg factor to the whole process
of language -learning. This justified the inclusion of
attitude variables in this experiment and at the same -

time limited it. From a subjectile point of view, we

would say that it was certainly worthwhile %o include

1 . A

these variables. The oxderionéb of _exchanging jideas. -

wlth the students on languaqo learntng &nd on communlty

, attutudes was very challenguhg and very rowarding for.

both students and roioarcher..

-5

p-

learning, or does imprtoved proficioncy‘fehdfto better

-

attitudes? This problem has been pointed out by ethers -
. . [

3

‘e.g. Lamber't (1980) and Genesee and Bourhis (1982) and T

However, what probably matters the most for the - .

-

- came to the experimental sessions were more motivated, g\\ 

‘is stild unsolved. - i

~ 4

~

4

students wo\de;lt-&ith was’ improving tﬁeir proficientys, .
As atated prouiously, adults enter Iéarning actiu{tios-
wi th spoclfi% goals in“mind., The primary goal of thc )

students in our project was cortain!y to tmprovo thour‘ .

level of Frénch.' wo may even arguo'that the ones whp

i

although we did not measure this fact statistically. ;mi;>_l

“This argument would suggest-as did Gardner and Lambert

'
N -
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(1972), and Genesee (1983), that motivation was an
_ achievement predictor. ~ . . . | oy

- * <0 M -

' As Knowles (1984). and Tough (1979) have both mentioned,

adul ts have thenr owh regsons for engaglng

oduc;tion. Pro4icnency |s certannly an |mportant goal, -
. ' “. : . . .
while changing their attitudes towards the other

.

community was certainly not a primary or consciously °

,oxprepsod goai. If adults need to me#qve to obtginAor

i Keep' a job, our experimental studontk did it'botfep

I -~

‘thgn the cbnthor,groups. Thoy haue their reward jn
ffrst of al}, a::}ouing their ‘'goal- of |mproued o U

‘proficiency, and”secondly, receiving whatever matqpia{}
‘reward i's associated with it, now or later.

i vo- T : - w -

The complexnty of second language learnlng models-
prtsont%d in the literature_ reu;ew would argue ihA";-

fadour of no chango in attntudes over.a ghort’ perlod of

»

tlmp since so many factors are lnterrelated in the . .
‘ A ‘ -
<gocond langqage learnnng process. '

L4

Gardnor and Lambort (!972) have also p01nted out th;t\ (
social and oconomlc pressure:’ may block learning. Our

rosults would support tho argument that socual and
vﬂ"-s ’ ’

economic pressure may\plock attitudes change but that

iparning'can be improved wiﬁh-thé,holp‘ﬁi digﬁussions_ i'
and the toaching'of‘lgébnjhg stﬁategieﬁ.

‘. . oo - .
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Oué.hope to:

-
o

Yoo

perceive Francophones remained unsatisfied,  and

only conclude that our research shojed a status quo in

the. attitudes of our students before and &fter the-

'experimehtal phase.

»

’

L}

.

e LIRS

iR

'~’Qropapiy'give§ us a very trué.picﬁure of what-happens

are so inte

learnlng process..

The ‘theoretical model of.second language learning

v

.. D o N A . , " . N
. - When one learns a language. The problem is to

.

icate)y interrelatdd .in the -1anguage

[ ¢
.

. L]

, ~

the attatuae component by, cons lderung learners’

that the, r motlveslfqr 1o

[y

that ou™ research emphaS|zed the fact that dlscussvons

d'

~ P

throw fﬁae'iibht ogvthf’ﬁay Anglophones

-

we can

" proposed by Gardﬁér,‘}a1onde and MaéPhorson (19953'¢4’

S

L iﬁcﬁc&tel% measure independently all -the factors that

-

-

>

. Genesee, Rodgers, and Holobow (l983> threw new llght on

bo1|e4s

:"nung a second language were.

“,suppon%ed 9y the target language group. lt is our hope

'about the language loarn:ng process togethenr wuth the

teachlng of.

~sﬁudents; 5rof1qienty'}n a second 1anguago.

t

loarnang strategues canahelp adul't

. - * N

»

wt

B ‘ .
' ‘ "C ~ 1

7

with reg;rd to adult educatlon thieory, our sessions

i

©

- - ",'-.

)anguagg learnlng probloms thoy may experuonco,

learning.

I

In that respect, bur sessions were a

triod to—answer the neods of students’ by discussing tho.

and by .

\ gwulng them facts about ;he\process of second languigd
4 . - -2
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'

¥
¢

‘real-life situation of helping students deal with their

own learning experience.
-] .
0 ’ '

We put emphasis on g{uzng the students re%ergnce'tbols

which they beliévedﬁwere needed to improve thbir '
" . , l ‘ . :- ‘ o

performance.-'bur interventiohs were prdsgnted

[

.positively, since

did. not want to put down students’

previous learni éxp@riénces,'but ratﬁer build on

thg@y and denystify the language ]earnlng process.‘ As

“suggested by Knowles (1984)> and Tough (19790, we helped
the students believe 'in themselues and nn thelr \'f '

potential. We did that by reducing the myths abou€9

™

languagé léarnnng, and our suggestrons worked llke a
self-fulfilling prophecy.'

129"

We feel that we have success*ullxoreachgd an importaﬁti

— - -

goal by helping the students -achieve better, even if
their attitudes appear’to have remained uﬁchanged. We
' . <4 }

‘would like to see whether ‘these results would be

confirmed by other similar research proJects. In-any

case, we believe our results are sufficiently positive

to encourage teachers to incorporate language learning

"

\»dJSCUSSZOns in their .lesson plans as well-as

»

toacﬁing/learning strategies. ~
p , :

We hdpe/that students will keep experiencing posifiue~
learning experiences and positive social “encounters™

to reinforce the trends fhat we believe were started.

C Ay

T
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APRENDIX A
buestionnaire for the attitudes towards the community. )
v \
r, ‘ . '
Introduction -

In the following qpeqfﬁpnn;iresyou will be asked to express zdﬁrv\

opinions about warious aspects of learning French. For the reiu}to of
/P ‘this lurve} to be meaningful, it 1is ?mpot;ant that you be as accuraﬁc

.and as honest as poaéigle when anawering.i There are no right or wrong
ansvers to these questions-~we are merely seeking your opinion, and every .
one has.a different opinion.' Rest assured that your answers will be kept
anonymous—do not sign your name to the questionﬁ;ire.. f°°“°r.£ll ;hc
items uniess it is important to you personally to omit certain ones. If
yé& have difficﬁltiea or questions about any of the 1tems,‘$1ealc‘railc
your hand and someone will come to your assistance. ‘ -

Ansver directly on the questionnaire, on the appropriate scale,
underneath each of the item. Noﬁ pleaaé‘read the follcwing directibnn
whicp will explain to you how to use the ratigg scaien.

Thauk you for your cooperation. ’ - Y

-

PR
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. Directions -
SR o | | -
Following are a number of statements which correspond to what some people f

think, but not to what other people th:l.nk You ntghc be asked to give you

. opinions abou: these statements, or yau night be aske: d to 1ndicnte vhat you

think others' opinions about these statements are. lZ‘hurefm'e, At _1. im-

portant to read each paragraph at the beginning of each pur’; of the -

quutiodmiu very cnrctully." < o . ..
Exasples . L .

Indicate on the rating ‘scale to.what extent you agree, or disagree,with
the folloving reason for doing homework.

1. I do homework:

. ’

a) ..s0 that I will learn better the material taught in class.

- 1£ you totally agree with this ltatement, you wéuld mrk the scare as

follows: : X

. &

Totally ' ~ ’ ¢ . Totally _
disagree jl agree

' ' !

- if you totally disagree with this statement, you wodld mark the scale

)
t

. as follows: )
Totally ' : ; . L Totally
disagree I - | agree

- if you agree only somewhat with this statement, you would mark the
scale in between. For example, if the sgtatement corresponds
wmoderately to your reason for doing. homework, you would mark the scale

as follows:

TOQI& - . Totally “

disagree | - agree
B 1 .

’You are free to mark anywhere on the scale, luik vhere you feel is right
for you. : ’ .

-
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Following is another example:

2. Teachers give students Yomework:
{

8) ..s0 that we (the students) vill learn baetter vhat is taught in
Class. .

- if you believe that the statement corresponds eutirely to teachars'
reasons for giving homework, you would mark the scale as 'follows:

’

Does not .
correspond: - : . ] Corresponds
at all . L entirely

.

= if you believe that .tuhe statement does not correspond at all to why
teachers give. homevork, you would mark the scale as follows:

!

Does not . v
correspond | . Corresponds
at all | B —_ entirely

- if you believé this statement corresponds somevhat to why teachers
give students homevork, you could mark the scale in between. PFor
exazple, if you feel the statement does not correspond very well with
teachers' real ressons, you might mark the scale as follows:

Does not L ‘
., cotrespond 1 Corresponds
at all | entirely

P . , )

You are free to mark anywhere in the scale. Mark where you feel is right
for you. . '

For eacﬁ. of the items on the following pages, give your immediate reaction.
Do not think too long sbout each ome. On the other hand, do not be care-
less as it 1s important to indicate your true feelings.

Now go on to the next item and begin. Be sure you mark each of y\out ansvers

\

on the scale underneath each of ‘the items. Start with number 1, Part I.
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part I ' - ’
A nmber of different situations are described below. Read each carefully
and then indicate your reaction to it on the rating scale that follows,
1. In a wrk situation, &mmmmmémmm .
‘ a'social club for the employees. The group is locking for a leadet,

. Do you. think that the francophones in the group would accept an
anglophone as a leader?

Definitely ' A ' Most .
not definitely

2. A group of francophanes and anglophones wants to improve cammumication

' betweem members of a milti-ethnic community. The group needs more
mambers. Do you think that the francophones in the group would accept
an anglophone as a new member? .

Definitely Mogt
not _ definitely
3. This sumer, a group of francophcnes want to help new immigran:s

integrate into their neighbrarhood. The is locking for » leader.
Do you think that the mambers of the group would accept an arg
as a leader? X ‘

_Definitely : , ' : T Mout
not definitely

. N o ﬁ.;

4. Inyow cammnity a group of francophones are setting up a cultural
group to plan cultural activities in French. The purpose of this gqroup
is to-go out, socialize and foster the development of French culture
of Quebec in that camumnity. The group is locking for additional members.
Do you think the group would accept an angloghone as a new member?
Definitely ) - 7 Most
not . . - definitely




-

-

francophanes and lophduwantimimncmmicadm
between members of a multi-ethnic cammmity. 'nng:mpmadlm
members. Would you like 'to be a member of this group?

Definitely : o Most
ot o : definitely

7. This sumer a group of francophones wants mhelpwlimnigranu
integrate into their neighbourhood. 'meg:mpulcdcingfmaw
Yrbuld;_ra_;likewbeleaderofthisgzup?

f;'
M
S

'mﬁmmw ‘ . " Most -
not definitely

d ) T

8. In your commnity a group of francophomes are setting up. a cultural
group to plan cultural activities in French. The purpoee of this
is to go out, socialize and foster the development of French culture
of Quebec in that conmmity. The group is locking for additional
megbers. Would you like to be a member of this group?

Definitely o S . Most
not . : i iy -definitely

¢
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Part 111

. , . ) Listed"below are possible reasons why English-speaking Quebecers (anglophones)
' might vant to learn Prench. Indicate, to vhat extent ydu agree, or disagree,
with each resson for wanting to learn Franch.

) I WANT TO LEARN FRENCH: ‘
) 9. ..becauss others will consider me to be a well educated perason.
Co : Totally 5 Totally
. o disagree . % -, . agree
i 10. ..so that I can bacome an inflyential member of the community.
) " Totally - Totally
R o disagree ) agree
‘ .11, ..so that I can broaden my knowledge and my way of viewing the world.
Totally ! Totally
disagree ’ T agree
© ; ' .12. .+80 that I can control: funcophonu; - — N
'Totally \ - 9 __ .Totally
disagree e > ~"  agree
13. . ..b.tcauu ,1 would like to meet francophounes.
T Totally , . Totally’
* disagres . . agree
R - ) ' . 14, ..because I’want to.be more at ease with French-speaking people.
. R . ‘ Totally . T . ' : Totally
o . disagrees - . ' ' agree
) : i ’
. . - ..because it would be an advaqtage 1£7°1 entered‘ politics. '
¢ ©, toally . . . : Totally
" disagree - - agree
B ' -
. ' ' T . : - ! "~
. ) ac- - "
' { L ‘ ’
"r .. ' . ' -

YA
,
h
2
i

C 1 3,
;}X .
l’ v
-
.
-
-




- 1Y .
s 1] .
Tou.uy ’ b S L “ 'roully
.
- di-_agru. . L. - * agree
1) . )
r 1
. )
.
. AY .
'3 . * . .
' “ . N ° 4
(%Y . iy - 1]
, - 2 e, . )
. . o T ! . ]
- .
— N .

rm'ro:.mn?mca- ‘ . - -

t

. ..blcluac Lwnnt to uqd.rltand funcophonn nnd their way of life.

¢ 'o., < "{Q _.lS 6 -

~

Totally . T S . Totally
. disagree : ‘ 0 agreae
‘117. ..bccnuu it v:l.ll be useful someday in my job"‘
Totally T ’ 2, “» \Togally
disagres ! agree
) . b ' .
~182 +.because others will t!lpc::t me more 4f I speak another language.
* Totally S . I ' 'ro:-11y
diuqru . agres
v ] o e . N '
19 . ..bacause 1t will help \r get a good job.
Totally . tooe A Totally
) disagree ’ . - agree
) ‘ \‘\\ —_— . - . " .
20. ..because then 1t uould be euier for me to mkc f.rien&l \d.th
: f.rancophonea. LT e RO A
Totally' oL e " Totally
disagree — . i - agree
o N e ‘ _
21l.' ../because it would help me to better understund ‘the problm t.hct
frmcophonu face. ) .
Totally - ‘§ .o Totally
. disagres - agree
22. ..l;écnule I need-it to get m; uconda'ry school leaving certificate..»
Totally - , ’ -/ . By . Totally
diuagru‘ , S ¢ agree
'23. t..80 tlut; 1 can unders:and and upprecinu Fiench art and liurnun. .



' ¢ . [y s
” e 2 i %
» ’ T,
— .7 ’ : aAsT
- I WANT TO LEARN FRENCH: , , S
© 26 L.becausé I would like to become & member of the Prench community.” -~ = "
Totally | b Totally - -
o disagree . agree . .
‘ 25. ..because it will help m to.get to know francophones. q R
, . R ) @ - {'
. Totally . A - S
. ' disagree N _,”-', .
« 7 26. ..bacause it will make me a wore knowledge;ble'p:uon.' .- «, 3 ;
Totally ' Totally. . . e k
’ disagree agree LT
~ ' o P i 1'- .
,27. ..because it will be useful vhen I finish school.’ A
. e . . . " R [
Totally ’ - . Totally s
disagree . agree '
‘ ‘V’,:/ 28, ..because it will hclpcm.e succeed My business. ] ' ’ Co
. > . . k . - T- " i’ i . v
. - Totally - 0o ' -7 Totally .
‘ disagree . agree R
o 4 - .ﬂ . ) . ; 4
) , 4 o <L .
, B 29. ..because it vi:!.l insure me a job with a better salary. . ,':
: ' _ \ 0 R ' ‘ . R . .‘ 8 k3 .
o . ‘., Totally , - Torally - :
; .diuﬂgree . agree T
' , 0. . .because I want to li&m'hw people in French areas livé.’ . ‘ )
. ‘Totally. “ % ‘Totally .
. . disagree. .agree , . P
- 31. ..because I would like to have French-speaking friends.” . * = . . | o
., Totally 'To:niiy' e,
disagree : agree’ '
. - t, ' : - ,._, . < R
o ' el D N
’ " ", ’ v | T P - ‘ s Do
' . e ) - i RN .- ..:
+ v ' r’ - n . ' ‘\ N . . “"
3, L - SR
2 . ’ - s - ' . @ C
:‘ ) ' . i 0 v ’
. . (_—————\ . R
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32, ..s0 that we (Eﬁg;iihflqeqking_Qﬁqﬁecerl) can meet francophones,

R 1

'Lutcd lt. pouiblo rduono why Ftcnch--pcaking Quebcccrn ‘want Engn-h-
" spéaking Quebecers to learn Freach. Indicate to what axtent you think

that sach 6: theu reasons, corrupondl to thcir (funcophonq.) Act\ul )
fc.lin;- : , v ,

,mxcor,aonzs WOULD i;lo: ANGLOPHONES "IN QUEBEC TO LEARN FRENCH:

_Does not L , .
corrunpond . L Corresponds
lt 111 - R . T ' entirely-

33, ,.so0 that’ ve (Engliah—spelking Quebecerl) .can understand and appreciate
Funch at: and literature. . 3 . ,

. Does’ not - . .
correspond L ' . Corresponds

at sll S ) entirely -

' N i
-

34, ..because they will reapect us (English-speaking Quebecerl) more if
: we -puk another language. .

" . Dogs not ' S -

correspond L : [ ' Correspounds
at all B i, _ eatirely

~ 35....80 t:hqt we' can broadén our knovledge and our wny of viewing the

vorld.

Does not .

correspond ) . Corresponds
.at _all T : - ' ’ entirely
36. .:so that: ve will becoul' members of the French community.
Doés not , - '
correspond s . " . Corresponds
_.at all r, - A entirely
37. ..s0 that we will be ‘considered well educated. - . -
_ Doesi!not’ o - ' < .
correspond g ‘ . - / . Corresponds’
at all . ) . v o _entirely
a ) i q )
- rs { ‘of -



39.

' 40.

'“1-

a?l

44.

45.

46.

FRANCOPHONES
+-80 that we
Does vot
correspond
at all

. .80 that it
Does not
correspond
at all

..80 that wve
Does not
correspond
at all ¢

. .boup-e it
Does not
correspond
at all

. sbecause it
francophones

Does not
correspond
at all

. .because we

Does not
correspond

_at all

. .80 that we

Does not
correspond
at all

..because it
Does not
correspond
at all

. .because it
Does not

correspond
at all

159
WOULD LIKE ANGLOPHONES IN QUEBEC TO LEARN FRENCH: .

»
can contrpl francophones.

Corresponds

, entirely

would be easier for us to make f;iondu with francophbnes.

- 19
-

Corresponds
entirely

will learn how people in French aress live.

Corresponds

entirely

will help us get good jobs.

Corresponds
entirely
»

vill help us to better understand the problems that
face, .

Corresponds

hcirely

*

need it to get our secoudary leaving certificate.

Corresponds
entirely

can understand francophones and their way of life.

Corresponds
entirely

’

vwill be u;;ful to us when we leave school.
l Corresponds
| entirely

will make us more knouledgeablL.

Cortesponds
_ entirely




47,

ba.

50.

S1.

52.

53.

FRANCOPHONES WOULD LIKE ANGLOPHONES IN QUEBEC TO LEARN FRENCH:

..because it will insure us jobs with better salaries.

Dges not
correspond
at all

* .

v

'

/

[
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..80 that ve will become influential members'of the community,

Does not

correspond

a:_all

’

\"’

Corrasponds

- . entirely .

..80 that ve will be more at ease with French-speaking peopls. '

Does not
correspond
at all

.80 that ve will get to knov francophones,

Does not
correspond
at all

£

1

"y

Tyl . .
..because it will help us succeed in business.-

Does not
correspond
at all

Corresponds
entirely

Correspands
entirely

1

Corrcapon&o
entirely

..because it would be an advantage 1f we entered politics.

Does not
correspond
at all

.+.80 that we can have French-speaking friends.

Does not
correspond
at all

. .because it will be useful to use someday in our jobs.

Does not .
correspond
at all

¢

'

i

4

Corresponds
entirely

—

Corresponds
entirely

Correspounds
entirely

LS Cor:olpgndor
. entirely .

~
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“

Pare V ‘ ,

Below ars a number of statements about life in Quebec. Read each one care-
fully. Soms of them seem the same, but each one is different. After
reading each statement,. indicate to what extent you agree, or disagree, with
it.

¢ .
$S. Unemployment in the next few years is likely to increase especially
among francophone workers in Quebec.

Totally ' Totally
disagree ' agres

56. Fever and fyé:r francophones are becoming influential in Quebec. ,

Totally Totally
disagree agree

$7. Anglophones in Quebec are rapidly losing their identity.

Totally ' Totally

disagree agree
R

58. Too many new inmigrnﬁto to Quebec are becoming part of the French
*

community. !
Totally Totally
disagree agree

Y

59. There is a danger that the French language in Quebec will be threatened
if francophones ‘learn English.

Totally . Totally
disagree agree

60. The English culture in Quebec is threatened because of the popularity
of French music among anglophonjff . .

Totally Totally
disagree ' B agree

61. English television is a threat to the Franch culture in Quebéc.

Totally ( Totally
disagree agree .
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62. Prancophones are losing control of the Quebec economy .
" Totally N _ Totally
disagree — agreas

63. There is less and less interest in the fate of th;-!nglinh in' Quebec.

Totally ‘ Totally
disagree ’ agree

64. The survival of the French community is in dnngcr because it is only
20Z2 of the Canadian population.

Totally Totally
disagree agree
)

65. Francophones in Quebec are losing their identity.

Totally . Totally
disagree ; agree

. 66, There is a danger that the English language in Quebec will ba
threatened if anglophones learn French.

'Totally Totally
disagree agree

67. Anglophones are getting fewer and fewer of the important jobo in

Quebec.
Totally o ‘ Totally
disagree agree

+68. There is & danger that the French language in Quebec will be
threatened if anglophones learn Freach.

Totally . Totally
disagree ' . agree

4
69, Anglophones are losing control ofethe Quebec economy. !

[V
*  Totally L. Totally
disagree , agree
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71.

72.

73,

74,

75.

76.

7.
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Tever and fewer anglophones are becoming influential in Quebec.

Totally Totally
disagres : agree

o

The French culture in Quebec is threatened because of the popularity
of Ametican music among francophones.

Totally N Totally
disagree agree

rrlncophohcl are getting fewer and fewer of the important jobs in '

Quabec.

Totally ' Totally
disagres agree

’

An;léphonel are playing a Aﬁsf and less important role inm ‘the econom}

- of Quebec.
Totally ) Tétally
disagree agree

The survival of the Engli-h comnunity in Quebec is in danger because
it 1s only 20I of the province's population.

Totally Totally
disagree agree

There is less and less interest in the fate of the French in Quebec.

Totally ) Totally
disagree agree

\

Public signs in English were quickly being replaced by French signs,
even before the language 1twl.

Totally : ‘ © Totally
disagree : agree

Pever and fewer anglophones are getting the highest paying jobs in
Quebec. )

Totally . Totally
disagree agree

. o
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78.

79.

81.

82.

83.

85.
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The Quebec government is not doing enough to protsct the English
language in the province.

Totally Tocally
disagree d agree

The French culture is becoming weaker and weaker in Quebec.

Totally . ' Totally
disagree agree

Pever and fewver fr;ncophone- are getting the highest paying jobs in
Quebec, - -

Totally Totally
disagree B agree

{
There is a dan¢>¥ that the English language in Quebec will be threatened
if francophones learn English.
Totally Totally
disagree - agree

The French language is getting weaker in Quebec.

Totally ' Totally
disagree o agree

Unemployment in tha next/\few years is likely to increass especially
among anglophone workers \in Quebec.

Totally Totally
disagree .agree

Francophones are playing a less and less important role in the economy
of Quc?cc. )

Totally ) . : . Totally
dissgree ' agree

\
\

Francophones would like the Quebec government to pass more laws to
protect the French language.

Totally . Totally
disagree o . agree

. "n ] ‘
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86.° Franch television is a threat to the English culture in Quebac.

Totally - Totally
disagree : , : dgree

87. English culture is becoming weaker and weaker in Quabec.

" Totally Totally
disagree . . agree

'88. Trancophones in Quebec think that too many nev immigrants are becoming
part of the English community. .

Totally ) ) Totally
- disagree agree

89. Without the protection of provincial language laws, public signs 1.7'
French would quickly be replaced by English onas.

. Totally . Totally)
disagree : agree /

t Y !
i

90. The English language is getting veaker in Quebec.

Totally Totally
" disagrees agres .




' 166
APPENDIX B

Questionnaire for the attitudes towards language learn‘ing.

1. For me, learning new vocabulary is:

Extremely . ~ Extremely ]
' ’ difficult s i easy
2. Using the verbs properly when I speak is:
Extremely i Extremely
difficult . - easy

" 3. For me, using the appropriate gender is:

Extremely . Extremely
- difficult easy -

4. For me, forming appropriate sentences is:

Extremely Extremely
difficult ' easy

5. Reading French is for me:

Extremely ’ Eb&:remely
difficult . easy,

6. Writing French is for me:

Extremely ' ' Extremely
difficult easy

7. learning idiamatic expressions are for me:

Extremely . ' ) Extremely
‘difficult _ _ easy
Please indicate why

8.Foq:me,leamingf‘rend1isasavhole§ ' )

Extremely Extremely
difficult : eagy

Please indicate why 5
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9. Incormrsatimwithaﬁemh—speakingpersm, it takes me a lot of

10.

13.

14.

l6.

effart to keep the cammmnication going:

Totally Totally
agree disagree

Please indicate why

Ishouldhawleamedn'er;d'xwxeanasadzild It would have been
much easier: ’

Totally Totally
agree - : disagree

Ifeelﬂmtleanxingasecondlanguagelsveryshnilartnleaminga
firast lanquage. A

Totally: Totally
agme . disagree
Idcn'tcaxelflamma)u.ngmstakes, Itxytospeakherx:hasmxﬂxas
possible. «
Totally | \ Totally
agree _ disagree

AssomasIlearnanewwcrdItryltwtevenlfImispramwelt
or misuse it.

Totally ~ Totally

I like a teacher to give a lot of hamework.

Totally Totally
agree : : : disagree
because B

I like the teacher ﬁb-give detailed explanations on points of grammar.

Totally . Totally
agree ; o . = disagree

Inclass.,whenwehavefreedlscus&msmmoustop;csIfeelIan
not lea.rm.ng ¢

Totally ' Totally
agree - disagree
Pleagse indicate why ‘

a———
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17. when individual students are making class presentations, I'think it is:
Extremely’ ‘ . ' Not T
warthvhile : ' : worthwhile
because .

—

v

_ 18. My camprehension of}a native French speaker is:

Extremely . . ‘  Extremely
low ’ : ‘high

. 19, My capacity for gettJ.ng my ideas across is:

Extremely ' : ' Extremely
good - - poax '

20. ﬂzatnemsdoymusetosﬁady for this oourse: (Pleasedn@cdrexplain)

i

rote memary
making charts
making summaries .
copying rules ' -7
inventing dialogues _____
other '
21. In terms of bilingualism, I think I will reach:

0% ' 100%

22. I perceive myself as being:

interesting ,  boring
prejudiced ‘ unprejudiced
friendly.  — - — \ unfriendly
b_Plea‘hsant . unpleasant
‘smoessful unsuccessful
secure ' insecure
permissive | . - ‘ strict
leader ’ x follower
hardworking lazy

ambitious ' , not ambitious
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23. Bwnu:htixmdoymspendmﬁxefollmxgappm:mmtely.
listening French radic (weekly) '

one hour

listening English radio (weekly)

ane hour

-

-~

']
d

e

mbching anch belevis:.m (weekly)

ane hour”

waudu'.ng mglish t:elevn.aicn (weekly)

reading French newspaper. (weekly)

cne hour

readinq English newspaper (weekly)

a\elnxr

reading French books gmcnthly)
one hour ‘
reading English books (monthly)

one hour

going to French movies or plays (mchthlyf

.one hour

going to English movies or plays (mmthly)

A
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thirty hours

tl'n.ir't’:yhan's

’ thi.rtytﬁxrs

~ thirty hours

tmi*tyhcurs

fifteen hours -

fifteen hours:

- fifteen hours

afifbeen houis
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. Por the followi.ngz questicns, please give whatwouldbeymr firstusual
reactlmandthemacumthatymumldneverhma mllodu\emca!plaz

Smemem-opsafullglassofredwimmym vmatisyour

- reaction.

v a)qetnada:ﬂleavetheparty ,
b), laugh amd say it is nothing - b '
c)askthepm:smtopaythecleaner . &r_a

'~d)starttoinsultthepersm last”
'e)cher ’ ‘

"Ihemylput”fmrst"and"last”nieansthatmyfirstreactimmﬂd
'.betoaskthepersmtopaythec]eanersnx:elpu(:"fi.rst"besidesn
,mscpum.Myslastmactimmﬂdbeto' inmlttheperamsirm
B put"last" besides tlu.s ogt:.m.- . ,
’ Nowplease answer the follomnnguest:J.ms acoord.mgtomismdel.
24 Inconversatlm,vtmrdm‘tmﬂerstandavmd myreactimis to:
-, ,a) Lpok:.tup:m thed:.cta.cnary g o
.\"_b)ungmwltsma:mxgbythecmtext :."‘v
',c)askthepe.rsontotranslatelt o
m «
-d)askﬂuepersonboexplam;tmoﬁxermrdamnerm L
'e) Lgnore it . I C

) reactasﬁxh\ewthewordtokeepthecmversaumgaim
g other__ " | ‘

25 Incmversationv&mlwn'tthi:ﬂcofaw&dh .
N"a) stopta.'lkmg‘tmduse thedlct.w.cnary
,: b) sayﬁxevmdmmghshandbcpetobemﬂerstood
c) askfortheequ.walent?renchumd
d)dontsayanyﬂung ’

,e)useot}ermrdsﬂmwmgettl’lenessageacross - -
'£) use body -language © B S -
'g) other ‘
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Oral proficiency
Part II.

Answer sheet.
.une orange arange
une parme verte
un &léphant “gris
un parapluie bleu
wn chandail jaune
w lapin  blanc
une brosse  brune
une feuille verte
un chat noir
un mantéau  brun
© (imper) -
une jupe - grise
une blouse blanche
. un chapeau brun '
. une cravate  brune
une ceinture blanche
un collier vert
une robe ‘r.‘ose
une fraise rouge
une ' banane jaune
un citron Jjaune

Student murber:

NN NN NN N

NN NN NN N NN

I N R T TR Y Sy
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2

Oral proficiency

Part III.

-

Student number:

Rater A - Rater B

[~ Pronunciation

Grammar

Vocabulary

Fluency

Rater's
initials

PR




7

APPENDIX D 179
Evaluation Grid for free sbeech.
PR ATION

5. Has few traces in foreign accent.

4. Always intelligible, though one is conscious of ‘a definite
accent. '

3. Pronunciation problems ﬁecessitate concentrated listening and

-~

,occasionally lead to misunderstanding.

2. Very hard to understand because'of'pronunciation problems.
Must frpquently ask to repeat.

1. Pronunciation problems so severe as to make speech iirtually

/

unintelligible., '

GRAMMAR

5. Makes few (if any) noticable errors of grammar or word order .

-

4. Qé@asionally makes grammatical and/or word order errors which
do not, however, 6bscure meaning.

3. Mekes frequeﬁt errors of grammar and word order which
occasionally obscure meaning. )

2. Grammar and word order errors make comprehension difficult. -
Must often rephrase sentences and/or restrict oneself«ﬁo basic
ﬁatterns. \

1. Errors in grammar and word order so severe as to make speech

virtually unintelligible.




VOCABULARY - - | 18

S. Use of vocabulary and idioms is virtually that of a native
speaker. '

4., Sometimes uses inappropriate term; and/or must rephrase ideas . .
because of lexical inadequacies. oo ‘

3., Frequently uses the wrong words, converstaion somewhat 1imi ted
because of inadequate vocabulary.

2, Misuse of wordg and very limited vocabulary make cmprchens“ion
quite difficult. ' .

1. Vocabulary limitations so extreme as to-make conversation
virtually impossible.

ELUENGY . o

5. Speech as fluent and effortless as that of a native spukor.'

4. Speed of speech seems to be s) ight'ly atfected by language
problems, 1

3. Speed and fluency are rather strongly a'Hoctod by language
problems. R

2. Usually hesitant, often forced into silence by langQuage
limitations, ' ,

. Speech s so halting and framentury’u to make conversation

. virtually impossible.

COMPREHENS I ON

3. Appears to understanQ/ovorything without difficulty.

s

4, Understands noariy everything at normal speed, although
occasional epetition may be necessary. )

3. Understands most of what is said at slower-than-normal speed
with repetitions. ‘

2. Has great difficulty following what is said. Can comprehend
only “social conversation® spoken slowly and with ¢requent
repotitions. '

1. Capnot be said to understand even simple conversational

French. . J
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A<

/ : - - i
The fpl]owindiphqos ard‘i reﬁroduction of the series of
quotations u;ed as a basis for discussion with the
students in the first experimental ses;ibn. These were.
dist?lbutedAto the students at the pretest to those who
siis.}hey would come. A total of thirty-eight packages

were given,

)"

o Introduction

«The followlng pages cont3|ns a’series of quotat&ons on’
second Ianguage learnlng. I would l Ke you to read J

them since these will be used as the basis for

discussion at our flirst meetind. f
» ! - ) N {

DIRECTIONS:

1. Carefully read all the quotations. Some terms are
explained in the glossary at the end. Read it more

than once if necessaary.

2. You may mark down your ideas and thoughts 6nktﬁo

| sheets . :You‘will k;cp them to heclp you in our
discussion. There are no right or wrong answers,
The goal of the dﬁscussion will not be to d;{gnq
these quotations against yours ideas, but rather to
A]Ta» us to exchange various points of view on

second language learning.




. . L - ) . ) , . l
3. Chogse one quotation with which you particularly 82
- - ,53

agree and state why.

4.Chooge ‘one quotation with which you particularly

3

disagree and state why.

<

S. Choose one quotation that you find surprising and

a
bl

&~

é. Please prepare some reactions to the questions

stat;'why.

submitted to you which are written Iin capital

letters., »

3
V

!'AM.idOKING FORWARD TO SEE .YOU ON FEBRUARY Sy iz. 1%
-and 26.

LEARNING A SECOND LANGUAGE - oo

’

1. Liarning/a second language is a cross—cultural

experience, a situation which some second language

learners find interesting and challenging but which

others find threatening. <(Nelson, 1979

1

f

2. Abandonment of preconceived mental attitudes is

necessary to ensure second language learninq,iit is

. not an easy task but the rewards are iﬁvaluablo, in
the sense.that an ability to use ano%hor language '
opens uUp a new world and extends one’s mental

horizons. <(Curtin, 1979



S. Previous unsuccessful second l;arqing:ittompts,gan

+ ‘ - ’

3. History makes it clear that when societies want to
Keep 2 or more ianguagos’aliug, and’)oarniﬁg mop&
that one is taken for granted everyonee seems to

learn 2 or more as-a matter of course. (Gardner and

Lambert, 1972)

¢

4. HOW 1S IT THAT SOME PEOPLE CAN LEARN A SECOND

LANGUAGE SO EASILY AND SO WELL WHILE OTHERS GIVEN .
_WHAT SEEM TO BE THE SAME OPPORTUNITIES TO LEARN FIND

IT ALMOST IMPOSSIBLE? (Gardner and.Lambert, 197é)

-

l
\

jeopardize other attempts or-at least be siénificant‘

anxiety causing factors. (McCoy, 1979) .

é&. Human’s abilities are not pormaneﬁtly fixed by

hereditary background. (Lambert, 1972)

-

7. There is no reason to believe that adults’ldqo any

learning ability unless their minds'are weakened by, -
B - . d
disuse, physical generation or disinterest.

(Kidd, 1973) :

e

8. Adults orientation to lcarninb is éovornéé by a.
.very real knowledge on the Ioardips part of what
thpy want to loﬁrn and how they feel they can leannl
it. ... And what an adult learns is often nq}

reflected in achievement tests of general

acquisition. (Nelson, 1979

‘.'\: \

‘ 183
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9. WHO CAN BEST LEARN ANOTHER LANBUAGE? (Naiman, 184

., Frohlich and Stefn, 1978Y . :
T ;0. ﬁffoctigp variables MAx'plaV\a more important roli

" than biological maturation in relation to adult ' .

¢ . » i

. - . :
_second language acquisition. (Schumann, 1973) -

\

11. Languagq'is.a means to an end rather than an end in
itself. (Lambert, 1972) . ¢

a

12. For moit 3dults, learning is not its own reward.

. . '
! . ' . ¢

(Zemke and Zemke, 1981) ’

-

¢

13. IShccessful learners of ‘a second languo-ago have to

v

|dontify with membors of another llnguitic-culturt
e ) I¢

group and be wlfling to tako ‘on vory subtlie Wspetts -

of their boha;‘ad/gr_fx including. their distinctive sty)

‘ -

~ of speech and their language. (Lambort, 1972

f;iﬁé‘M;gt§r}ng auforo\gp language dopbﬁds on the ]

' liardor’s“percoption of fke Sther g;oup,‘to his/her
wnlllngness to identify with that group, and to |
his/her ornoptatlon to the wholo process of @ggrnlng

(4,a foreign language. (Gardnor and Lambert, 1972)

.

-

15. The duration of instruction is indeed an important " -
predictor of second language learning. |

(Goﬁesoo, 1978) -



¢

185

&,_Seneca, Vergil, Livy and Cicero - those we read as
models of the Latin language - loa;kod Latin only

as a -second language. (éardner and Lambert, 1972)

13
” f
T

AGE

17. 1S THERE A CHANGE IN LEARNING RATE OR PROCESS WITH

AGE? (Ervin-Tripp, 1978) )

e

.

-

18. Language becomes an increasingly important tool of

gogni tion with age. "(Karmilof$f-Smith, 1979)

19. There is no optimal age to learn ‘a second language.

(Jacobovits, 1970)

+

o20. Syntax w;s learned faster by{oldcr loarn;r.

. !
(Ervin=-Tripp, 1978)

-

-

21 . ADULTS OR CHILDREN: WHO IS THE BETTER LEARNER?

v

22. In some research children were superior second
- .

lahguage learners because sample of the target

-~

language -to which they were exposed was less complex

in structural and lexical content and thus was more

easily upderstood and .internalized, facilitating

langiuvage acquistition, ’ J '

23. BUT when they are put in a similar situation

[}

children and adults tearn equally well, and in many

instances adults learned better. <(Nelson, 1979)

-

~
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24. Given the same amount of instruction, or even less,

adolescents ill learn as much or more than younger

children. (Gene§egj 1978)

2%. Older learners are favoured in many aspects, like

t

-~

e

the more fully developed semantic system, the more '

\

efficient techniques to m;morize; the better

problem-solving strategies, the knowledge of rules .

w T

. “ | ‘ .,
“in theur qwn'language and their transfer capactitv.

Q

(Ervin-Tripp, 1978)

4

24. The younger student deal better with the sounds of (\

a new language. (thhman; 19775 - ) BN

27. Most Ehnldrea learn the-same way, whdﬁeas 5gults.
because of. their diversified e?per]ences, wil}
differ i1n their lea;nnng strategies. (Nelson,‘l??9)

28. Children have not had exdzki;nces or formed
kttituées which ‘might jeopardize learning;
especially secpnd'lhnguage IeaEnlng which\FB highfy
{agded.with'personaﬂ and poilitical significance-..:

BUT ... adolescipts'or ;dujts who hav? } st;ong .

ST A 4
motivation to learn a second Janguage can overconie
/

those threats. (Genesee, 1978)

29.~AS human beings we resist change and adul ts often
rﬂ@ist the dependént state in which they see
. \

themselves in second laguage learning.

(Schumann, 1977 )
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30. The adult’s more advanced cognitive maturity woyld

tooal ow him/her to deal with the abstract-nature of '
\ o e
laniguage even better then children.

(Scpumann, 1977) . ' <

31. OA the whole we may say that >Hults and children
. "
are not betto?cr“poorer learners, hey are just

different. (Chun, 1980) Different aspects of a -

second language are best learned at different ages.

EIRST AND SECOND LANGUAGES ~

> >
1

- 32. DO YOU ACQUIRE FRENCH THE SAME WAY YOU ACQUIRED

ENGLI%H? HOW DID YOU LEARN ENGLISH?

/

33. First language learning is motivated by basic )

desires to communicate with, to become familtiar to,
and to belong with people in one’s environment,

first family members and then others in the

linguistic community. <(Lambert 1972)

34. Learning one’s first language is difficult afd time
consuming. A child by the age of 6 has had 17,320
‘hours of listening to the first language and 2,190

A

hours of vocalization. Therefore learning a first
language is not an easy task and it is more
difficult because children are immature learners.

(Genesee, 1978) -

Y4
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35. HOW CAN YOU EXPLAIN THAT ALMOST ANYONE LEARNS A 188

. FIRST LANGUAGE? ‘

.36. 1 the human brain is espectally competent to deal
with 1anguage learning, ‘there is no reason to
. .suppose this ability would confine itself to the

¢~

first language. <(Ervin-Tripp, 19?9)

37. Stored oxperiences from use of firat language arg'a
boon, 4acilitat‘ing" in many ways the lo‘arnigg of a
usable second, third or fourth language. (Rivers,
1978

38..In our native language when we cannot find the

~ in

correct word to express ourselves, we often fee

J diséagisfaction. £Schumann, 1977

39 . WHY THEN 'DO. WE FEEL SO STUPID OF NOT- KNOWING SOME
. -

WORDS IN A SECOND LANGUAGE? DON’T WE ALSO HESITATE

WHEN SPEAKING OUR OWN Lf-\NGUAGE? WHY DO WE FEEL |

EMBARASSED OF DOING IT IN A SECOND LANGUAGE?

40. WHAT DO WE MEAN BY AN IDEAL NATIVE SPEAKER? - ?

(Carroll, 1979)

4 . o

g . \
.
'
.

41.-D0 YOU HAVE AN ACCENT IN ENGLISH? -

42. Pronunciation is not the be all and end all of

'Ioarning a second Ianguaée., (Schumann, 1977) L
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43. After 2 years of total immersion, English children

\ e it
learning French were recognized by their rhythm and

intonation. They coufd not be mistaken for native

speakers. (Lambert and Tucker, 1972)

44. HAVE YOU NOTICED THAT THE ONLY DIFFERENCE BETWEEN
MANY ENGLISH AND FRENCH WORDS 14 ONLY THE

/\tk

PRONUNCIATION? °

RROR

4%, DO YOU MIND ERRORS?

46; Adults tend to take errors personally, and are more
. likely to let them affect self-esteem. (ZemKe and.

Zemke, 1981)

]

47. Good readers eventually learn to make mistaKes that
indicate that they are learning to ignore the less
important details (like replacing "the" by "a",
things that do not alter the meaning). The poorer

reader did not. <(Labov, 1972)

-

48. Many errors are impervious to correction.

(Dulay, 19?7

49, For a period, it was thought that many errors. were
caused by the interference of the first language.
It is now mork obvious that tfanp4or from the first -
language and fram previous learning oxporionEQs are

not negative. (Folix,'1980)

¢

N »
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0. Learning burLds'on what has happened before.

K
CErvin-Tripp, 1978 - . .

o

x

31. Learning is transferable. ~ For learfmning to OCGQUR .

you need the following attributes: LISTEN, OBSERVE,

‘COMPREHEND, and RESPOND. In addition, some

/
“technical skills are useful; they are: READING,

-

WRITING, SPEAKING, and. COUNTING (Smith and

HaverKamp, 197?7), This is valid for any type of

. learning. ’ : -5

VQCABULARY AND ORA GUAGE ~

52. MEMORY is something aipempon Dd;g rather than

———

LY

something one HAS. (Rivers, 1978)

33. Any attempt to teach sfzﬁdard pqef?bricatod, /
"responses to some stimuli is liKe shadowboxfﬁg.

(Rivers, 1978)

54. Formulaic expressions are learnodvih association

with appropr.iate gituations. They are fixed A

expressions whose intorpretation and functioéé*cou!d
not be predicted by someboéy who merely knewutho.
.grammar ;nd'vocabulary of the lanquage.

(Fillmore, 1979) | ” y

S5. Real language use is needed for learning to occur

2

and for the learner to rememb®r. (Rivers,. 1978)
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S6. The way we say something is part of the what we 191/
. . . - . . : /
_say. (HxTes,“l?SO) \ ‘ ’ i
’ ) )
/ - , /
GRAMMAR : - -/

» , / 2
) S7. Grammatical explanations would be moro'effuéieny -
. Y /

__than an int&itivo approach wi th adults. (QOn EV‘R %
i * ‘@ ' o ‘h \ / .
Oskarsason, 1972) /

i% o
I} . . I

4 Y
358. Rules are instructions to be tested in uso./ They
have no importance in themselves, but only /insofar

as they facilitate the establ ishment o@ ofiontial
- . / .
structured routines which 'make the expression of

W

/

nuances of meaning possible'in the now/iinguago.
%ﬁivrrtT_t??eT——*_“‘*‘"“" S _"/ :
. y’ .
TRAT S Valn /, :

39. HOW DO YOU THIN@THAT ONE .CAN 'BE#ER LEARN A SECOND

LANGUAGE? - / !
\ l - Q / T
&40. Experience develops the hecessary interconnections

which‘pprmit the acquisitioq/of second 1l anguage.’

!
N /

(Rivers, 1.978) / Bt
/ . -

é1. Informal and formal environments contribute to
/

¢ 3
different aspo;ts of g‘cond lgnguigo compe tence,

o /
/

“(Krashen, 1976 / : ..

B / -~ 7 »
62. There is probablg/no one best solution to all
individuals. (MclLaughlin, 1980)

v
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‘.. 63, The possibility of extracurricular use of the 2

second language and its associated benefits in terms

qf enhanced language proficiency Qhould be a major
. ¢ " E .

consideration in bilingual communi ties where real
- "A

opportunities’ ' to use the fanguago exist.

(Gone&oc, 1978)

. ¢
44, Here ar{ some strategies of suécessful_languago

learners: he/she’ is a wi{l{ng and accurate gyosg‘r;
he/she has a strong dP\UQPtO cpmmunicate; ho/sh; is
“often inhibited about weaknesses in second .
'4anguago; he/she is ready to risk mak!ngvmistakes{
he/she is'will}hg té attend to formj he/she a
pqacficos; he/she m;nitors\his/hor ;peich and

= compares it to the native standard; h;/she attends to

meaning.in 1ts social ontext. (Rubin, 1975 "

-
’

&5. Here are some strategies to use: join the group and

act as if you under;tand what is going\6n, even (f

" you don’ t; givo‘thc‘impressionlwith a few well
choson'woﬁds that You can speak the language; count 
on others fpr help; work on big fhings.iirsz, save
vdetails fdf later make‘the'mqst of what you got; .
look for recurring parts in 4ormblas you know}'get
some oxpressi;ns you understand and.s£art talking.

(Wong Fitlmore, 1979) .

9

-
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AFFECTIVE UARIABLES: the variables related to the
~ : ‘ ( ' ' Lt '
feelings of an individual . A uariablc_ is a factor
that can Xr‘y from - individual, "o indjvidualy for
. instance, mbtivation. | ) ' ,
ATTITUDES: Settled behavior or manner of acting,
representative of feelings or obinion, they are
. gonora‘lly aqquirod from environmental factors.
COGNITION: The activity through wh ich we Tearn
something. ~ e
EXTRACURRI CULAR: Extracurricular activities are

‘aJctivitios‘ done in_addition to a set program of
instruction.

Y

FIRST OR NATIVE LANGUAGE: The ‘language one first learns

in the home environment.

FOREIGN LANGUAGE: A ‘language spoken in a foreign
'/ . ., - » -
/ country, for instance, ‘Spanish or Russian for

&

)

Canadians. See SECOND LANGUAGE .

FORMULAIC EXPRESSIONS: Expressions that .are parti_cular'
to a language. For instance, "How do you do?"® in

_English or 'Commont. ca va?" in French. They are

often not analyzable.
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GRAMMAR: The rules which governs the way we use a 194
u/q s “ . N

language C(oral and written). Z: . . L

INTERFERENCE: The action of acquired habits on a new
'loarning experience. Gene¢rally mentioned as

~negative but not necessarily

i

INTUITIVE (or ‘DE CH 7 INDUCTIVE APPROACH:

An.abpkoach that 18 intuitive lets the learner
,discovor the rules from the accumulated experience
with the language. This.approach is also caliod
deduc tive. On the other hand, aﬁ inductive
approach gives the rules and exemPlifios them

-y e N
' \KQthpugh a series of exercis(s. '

' MOTIVATION: Ah inner prompting or impulse which tipds

* to infjuence a person’s actions,
7

. NAT TVE SPEAKER: the user of a language who learned that

~

lafiguage as a first language. , L e
T ’ ¢

PHONOLOGY: The part of. the study of language that deals

with sounds. Q\

SECOND LANGUAGE: A 1anguage that, in addiinon to one’s
own |l anguage, is in use in a community. For -

instance, French and English in Quebec. ‘ .

SEMANTICS: The part of the study of language that deals

w}th meaning of the words,

“p

p——
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SYNTAX: The *t of the study of language that doal‘s

with construction of the language. It governs the
a ' ’ i
arrangements of words, ‘their connections and

. ‘ ~ ..
relations 'in a sentence or an ytterance.

0
.

@ .

Note: space for the student handwritten.notes was also
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L AnKCICL .

:(Please circle the approppigte ar;iclg in front of each word.)

. un une pataille

.1le la vent

le la vitamine

. un une attentat

un une ceinture
un une pyjama

~un une ficelle

‘un une poids

un une parole

un @ng pays
un une nappe-
salut

un ‘une
- ., un une sou

' ;gﬁung.
I  glace.

un une boula

‘un une natte’

N un une camion

un ‘une veuve
F

un une: jet

un une cause

un une gond

f .
un une bidre
un une flacon

le 1la peur °

un une lunette -

er

EEEEEEEEEREEEEEEEREEEE K

‘un une intérét

le ‘la grosseur
iﬁ boudhisme

une
urie
une

trachée
soir
marché
soleil
lecteur

verbe
-professeur

iaq“
autobus

circue
avion

la golf -

une

acteur
zigzag'
fromege
psychologue
cinéaste
journal
scout

homme
tournevis

le la sucre

\

.O...........’....’..'.I.......'.......l

——

»

VY E

-



]

un une mii}ilitre

le la foi
la cuivre
une pomme

s .
le

le
un
un
le

.la physikue (science, un

le
un
un une building
le
uh

une chéne

1le la France

le la nord
le la soi;
la bleu
une copie
une "a"
une avenﬁe
la Canada

la. boue '//

le

un

un

un

le

le

le la printemps
le 1a bonté |,
un
un
un
un
un
un
un

cheval
gorgée -
pain
action
peu
roseraie
une bureau

N

-
@ 9 0 8 060 & 0 600 00 S 0 PP OO NV SINDES O N 0SS E e e NS

.

«

3

FEEEEEEEESYEEEEEREEE

soite

la loi

la génie
une maman
une musée

la faim

une foie

une eau

une luxe .
une gqueue

la mercure ‘
une guérilla
une . pape

une plage T

une 'vagse (pot)’
une banque
la bonheur
‘barbe .
plume
gaffe
forét
dasis .
toux
bru ,
‘brebis
la pitié

-
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i

lXOb'l’—n-thIC}h »

(Please circle the appropriate article

B . ‘)
o9 seseabsvsecnsccssnce

EEEEEEESEEEEEEEEE v E6EEEKE

une vitrail
la terreur:
ure crabe
urie tranchée
une échec

,

une zodiaque

‘la confusian

une relief’
une boucher

.une iceberg

une carré

une astrologue
une receveur
une rival

une laboureur

.une -poéme

une cumulus
une sadbre

une horizon
une express
une mineur
ane contéct
une hommagé
une geste

4

t

une session

4

~\

an
le
un
un

le
un
le
le
le

5 EEE &

un une joue .,

EEEEEEEGE

']

une centilitre
~ ./'_

la mémoire

une bronze -

[y

‘urie péche

une bulldozer
la bio-chimie
une oranger
la Virginie
la sud ‘

la joie

la noir
une‘;héerie
une "w"

une fondue

la Brésil v
une hiver
la/libérté
une ‘chien
une bouchée.
une gain ,
une infection

une aveu . !

une passion

‘une trafneau

® 0 ¢ O e O P SO O SOl OEE SO S e
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/;n front of each word).
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unxnné expansipn
une gant

une haie

une achat .
une oreille
une agehda
une étamine
une tournoi
la verdure

la ski

une Jjumelle

EEEEESE

e
H(D(D

e

b &

une jué
e colle
une rendez-vous
une étape
une,. cordonnier
une terrasse
une prénom
une gazette
une fait
la lessive .

()
o

la communisme
une phrase
la. bonsoir
une premidre

-

ENESFEEEEEEEEEENWEBEEEEE

1.....‘........’....'.'...

-

EEEEEEES

EEEEE

suite .

une croix

une sosie

une dgnt :
une député

une fin

une foie

la peau

la ailence

1a bahligue '
une parjure ’
la sierra

une cimetidre
une image

une pare-brise
une baﬁbue

une malheur
une herbe .

une réclame

une ‘griffe
la‘paix '

une vis: -

une toux

uné tribu

une moitié

une nuit

seeseveseeres e
» ?
T
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2 <

Les Verbes frangaiss Nptks~gfh‘rales,l s

1.

En francais, % 1’oral, la personne est marquée par
le pronom, codme en anglais. Mais en francais,

1“or'thographe n‘a pas suivi |1’€volution de la .

‘langue orale.

a

La formule de politesse est la 2ieme porsonno'%ommo

;n anglais, diffiéommeht d’autres langues latines

coﬁme 17espagnol cou 17italien qui utilisent la

3idme personde.

Dans le iangage courant NOUS est;soudent remplacé

]

par ON, dont la conjugaison est plus facile.

:

Los\nfolbgiéhgs uerbédx sont 4oﬁm€s‘sur la forme
des verbes en -ER et parfo}s sur/la forme des -
Qerbes en -IR parce que ces conjugaisons sont trés
r(gqliires. Ext sdlutionner;,téléviser, alunir,
amerrir...etc. Les verbes du 3ieme groupe forment
un groupe defini auquel on n‘en ajoute plus. ,

1
Les mar&ues de /8/ et de /e/ respectivement au pl.t
et au pl.2 sont constantes 3 tous ies verbes., La “\,
seyle exception pour /8/ est le verbe éyRE (nous
sohhos), et /e/ ne bJ&pte que 3 éxceptionsr ETRE
(vousmétes), FAIRE (vous faites), ef DIRE {(vous

dites).
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L . . ’
Les verbes a initale vocalique <(aimer, JEoutor,

entendre...etc.) sont 5 fois moins nombreux que les
verbes 3 initiale consonnantiqde, mais ils @
preésentent ufe certaine particularité: ils exigent

la LIAISON.

«©

Voici un apercu des verbes irréguliers en frangais,:

noue €1laborerons plus loin. 11 ¥y a 4 verbes

yraiment irréquliers qu’il .faut apprendre. Ce

amgp—

sont: ETRE, AVOIR, ALLER, et FAIRE. :

Il ¥ a 4 verbes assez_irréquliers dont il faut
connaftre les particularités.~0§ sont: SAVOIR, .
VALOIR, Pouvong?ET VOULOIR.

I' ¥ a 9 verbes dont la seule irrégularite est

. { -
d‘avoir un théme spéctal au futur. Ce sont:

APERCEVOIR, jURIR, DEVOIR, ENVOYER, MOURIR, -
A " '

RECEVOIR, TENYR, VENIR, VOIR. . o

Il ¥ a 3 verbes dont la seule irregularite est
d’avoir une forme différente a une personne du
présent. ‘Ce sont: RéSOUDRE, PRENDRE, etr DIREJ a

I vy a 2 verbes courants qu: sont déiectifs. Ce

-

sont: FALLOIR et PLEWOIR. - e T

Ces 3 dernters groupes ne totalisent qué 14 verbes
’ ‘ : - N

que nous qualifierons de presque pas irrdquliers, ﬁQ”*@%§3¢ﬁ¢

[y

.
-

-
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VERBES LEXEMPLES.
1 theme [ 1 théme + alternance JL
PARLER . ACHETER o
FERMER ' ACQUERIR e
CHANTER . APPELER .
PLACER ) CEDER "
. MANGER  .* | . GELER
DANSER " JETER
COURIR ‘ MENER' ‘
TROUVER | wourRIR - ,
" ‘DONNER. _PESER |
. PASSER XXXXXXXXXXXXXXXXXXXXXXX
DEMANDER ,;‘éﬂ; S
PENSER V eme ,(suite)
RESTER OUVRIR -
TRAVAILLER PAYER '
LAISCER VOIR
COMMENCER . - BALAYER AN
MARCHER N ASSEOIR?
REGARDER ' CROIRE
CHERCHER .
RIRE )
CONCLURE ’
CREER \
CRIER !
‘MONTRER ’
SEMBLER .. t '
ENTRER - L. R
AVANCER K o .
_ARRIVER, °  : ‘
ECOUTER @ )
~~AIMER
APPRECTER - )
- ‘.’ ‘
{ S

212
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- 2 themes ., . 2 thémes + alternance
AGIR .. | Bo
ATTENDRE S DEVOI
"+ BATTRE, o a POUVOI
' "CHOISIR. RECEVOIR
'CONNAITRE . = -  TENIR e
' "CRAINDRE . . ' VENIR
crROTRE \VOULOIR | ,
CUIRF = . CRRET XXXXXXXKXXXKXXXKX KX XXX
“DEMOLIR * . - '
DIRE. N
DORMIR'  + + . o~ ,
ééRiRE o o 2, thémeg (suite) :
ENTENDRE® ' . . . ' - :REUSSIR . -
FINIR ° L SALIR o '
" GRANDIR ... . SENTIR
GUERIR . - SERVIR,
HAIR - : .~ ' SULVRE’
. JOINDRE . B VAINCRE
'LIRE 3 o _VIVRE ' ',
© MAfGRIR - T '
. .METTRE ' - - |
, MOUDRE. ™~ . o . 2
- NatTRE | B S

~ paralTRE . e
.PARTIR - . . -
PEINDRE . , - .
PERDRE ' .

. PLAIR® . - T Tl '
Gy o
. REMPLIR- R :
CRENDRE . | -
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PRESENT: C’est le temps a apprendre et qui donne fa
. . .

‘c1¢ de tous les autres. I1 faut retenir: (1) la

deule forme orale du singulier; (2) la forme du

‘p1.3 (qui est souvent .identique au singu\i@rl; (3)
<1a forme du pl.l1 et pl.2 en /787 et en /es. . o

Cas particuliers (4): AVOIR, ETRE, ALLER, FAIRE.
Cas a pejné particulier: RéSOUDRE, VALOIR, SAVOIR,

»

‘ ' PRENDRE, DIRE et leurs composés. | ;

L]

IMPERATIF: Ce temps a la meme forme que le érésent gux
personnes correspondantes, i.e., -Sing.2, pl.1, et
pl.2. ',

Cas particuliers (3): ETRE, AVOIR, SAVOIR. . -
. . [}
IMPARFAIT: Pour former 1‘/imparfait on utilise !: . ,

~

pl.1 du présent auquel on ajoute

S , /€7

. ’ . . VY- 74
! /J \ -

‘ ‘ ] /ie/

pl.t

sing.1, 2y, 3, et pl.3

%

p' 12‘

Cas particulier ¢(1)>: ETRE.

‘ . SUBJONCTIF: Pour former le subjonctif, on utilise :

¢1) Ve p1.3 du présent qui devient la forme du
\ ;

* Sing.1, 2, 3, et du p1.3; %

. %\\‘ " (2) 1Zimparfait pl.1 et pl1.2 qdi sont iden\iques au
R : /. .

subjonctif pl.l et pi.2.

4 o

L /



R

: . 215
Cas particuliers (9): ALLER, VALOIR et VOULOIR ont

un theme sp{cial,du subJoncﬁifatout en arant le
pPl.1 et pl1.2 selon cette régle. Et de plus,

AVOIR, ETRE. FAIRE, POUWOIR, SAVOIR, et FALLOIR ont
un theme spécial qu-ils g¢rdrnt‘pour/k5:ﬁé’

personnes. ) . N

FUTUR: Pour former le futur on utilise deux bases.
g g : Pour les verbes en e/ et en /vr/ (du typo

/fﬂnl/ /f;nls/} on prend e snngullg dy pr ggggg et

on ajoute .

/ra/ Sing.2, Sing.3;

/re/ Sing.l et pl1.2;

/rd/ pl.l, pl.3. ) .
Ngte: pour les verbes 2 17infinitif en Ze/ dont le
radical se termine par deux consonées
NON-SEPARABLES (comme ENTRER, SEMBQER MONTRER,
RENCONTRER ...etc.) on ajoute obligatoirement un:
'/a/ devant /ra/, /HE7} /r8/, puisque le francars
tol?re mal la rencontre de 3 consbnnes; surtout si

les 2 premieres sont inséparables.

S

Reqle 2: Pour les autres verbes 2.17infinitif en
/r/, on ajoute les désinences Ja/, /e/, et /3/ qui‘
) éont alors'corps avec ce /r/ de 1’infinitif.
Voir le tablehu;r‘sumé“i la section conditionnel.

»

Cas particuliérs (19): Ce verbes ont un theme

spécial au futur (1ls ont également ce méme theme .

. - -
-~ .

A\ ' - o :
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au conditionnel): ALLER, APERCEVOIR, AVOIR, COURIR,
° DEVOIR, ENVOYER, ETRE, FAIRE, FeLLbIR; MOURIR,
, PLEWOIR, POWOIR, RECEVOIR, SAVOIR, TENIR, VALOIR, ,

VENIR, VOIR, VOULOIR.

CONDITIONNEL: Pour former le conditionnel, on utilise .
la méme base que pour le futur, et on aJoGte les

mémes désinences que 1’/imparfait.- Voici le

tableau-résumé pour ces deux temps (futur et ' .
cen ionnel). Les exceptions enumerees 3 ta =

section futur existent aussi pour le futur.

(
| {NFINITIF EN /e/

-

v
>
0 -
o .
N

INFINITIF ENM /ir/-
I du type /i/=/is/

o *

INFINITIF EN /r/
a alternances variees

EN /r-/

INFINITIF

l s
——
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“} ) h ‘ ; . “
ADDITION: Ajouter un ou des sons a la fin ou au milieu

+ i ¥

d’un verbe. o '

ex.: /dar/ 7«—-—> /darm/
. o ) )
/ildgr/ -—=>. sdortil/

, A
ALTERNANCE VOCALIQUE: On dit qu’il y a alternance
| ) vbcaliqub lorsque dans la composit]oq H'uﬁ verbe, -
on change la voyelle pour une autre. Ce phénomene
‘ge produit au pl,} et pl.2. .
Ex.: /mgn/ --=> /mano/

/bwas —--> /byvo/

Y

ATONE: Se dit d’une syllabe'qqi n‘est pés accentqébg

Voir TONIQUE. y

EX.: "“je" dans "je mange" - s

/

DESINENCES: Les portioﬁs du verbe qui. indiquent le

temps.

Ex 't "-e, -es, —-e, -ons, —-ez, -ent" au résent pour’
] B 4

les verbes en —Eh.

3
L

. » g )
ELISION (ELIDER): Elider, ou faire une elision, c’est”

4

¢

oo . . !
el iminer une voyelle. En frangals correct on A

4

n‘elide que "a* et "e".
Ex.: jf’écoute, 'l#’amie.

LIAISON: -C’est le fait de lier deux mots parlun son.

-

Ex.: ils écoutent --=> /ilzeKut/
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RADICAL: C’est la portion du verbe qui est sa racine.

Ex.: Le rédical de "aimer” est “"aim=-", celui de
"parler* c‘est “pari-", « o,
SUFFIXE: C’est une forme Qque 1‘on ajoute 3 _Gn-radical
.~ . - . * B
ou ‘3 un mot.

Ex.: dane "facilement”, le suffixe est "-ment". ~

~

.

THEME: C’est '‘ce 'qui reste d’un verbe lorsqu‘on en a ;
w47
enlevé les désinences. 11 s’obtient généralement

. en edlevant-le son /e/ ou le son /r/ de

- 1infiniti4f,

- Ex.: “"fermer" -==> /fgerm/ \
o "finir*  ===> /fini/ ' ' .,
o mais "boifre* = ---) /bwa/, /bwav/

-~ —

, )/Un verbe peut avoir 1 ou 2 themes.

b

TONIQUE: Se dit d’une syllégzsqui est accentuée. WVoir

ATONE. N
. Ex.: "mange" dans “je mange"
. “-geons" dans “ndué“mgngeons".
- En francais la syilabe tonique est généralement la

derniere. . Lo



— | S e

\ - 220

o
e APPENDIX H

Number conversion for experiment scoring.

EXPERIMENTAL- NO. COURSE NO. TREATMENT GROUP
01 . A-01 EXPER!MENTAL
- 02 ' . A-04 EXPERIMENTAL
03 A-06 EXPERIMENTAL
04 . A-08 ° EXPERIMENTAL
05 . A-09 - EXPERIMENTAL
06 o D-01 AN EXPERIMENTAL
07 . D-08 EXPERIMENTAL
- 08 D-09 EXPERIMENTAL
09 o D-10 EXPERIMENTAL
10 A-02 ' CONTROL GROUP B
H . A-03 CONTROL GROUP B
12 ' N A=-05 e X * .
13 . A-07 x :
14 ~ A=10 , CONTROL .GROUP A
15 ' A-11 CONTROL GROUP B
16  A-12 X
© 17 A<13 CONTROL GROUP A
y 18 ' " A-14 x
: 19 , A-15 ' CONTROL GROUP A
- - 20 ‘ B-02 CONTROL GROUP A
~ 21 . B-03 CONTROL GROUP B
22 . © B-04 x _
23 _ B-05 CONTROL GROUP B
24 \ B-04 CONTROL GROUP B
25 3 B8-07 CONTROL GROUP A ‘
26 B-08 CONTROL :GROUP A |
27 B-23 ' " CONTROL GROUP A
28 B-10 .CONTROL GROUP A
29 B-11 . CONTROL GROUP B ”
30 B-12 - .CONTROL. GROUP A -
- 31 B-13 CONTROL GROUP A
32 : B-14 x :
33 = ' B-15 X
34 B-16 CONTROL GROUP A
3% ' B-17 CONTROL GROUP B
34 ‘ B-18 X
_ .37 . B-19 . CONTROL GROUP B
y/f\\‘ , 38 - B-20 . CONTROL GROUP A
' . 39 - . B=21 x
* x= no sufficient data was collected to allow any
analysis.,
3 - ' -

o <\
r
= 4

Y




EXPERIMENTAL NO. COURSE NO.. TREATMENT. GROUP
40 B-22 x *

41 c-01 ’ x

42 c-02 X

43 . c-03 x

44 : c-04’ x

45 — X c-0S CONTROL GROUP B
a4 ’ c-06 Cox

47 ) . - c-07 .. CONTROL GROUP B
48 c-08 ' X,

49 c-09 .- CONTROL GROUP B
50 o c-10 . CONTROL' GROUP B
S1 ' ‘ c-11 CONTROL GROUP A
52 , c-12 . CONTROL GROUP B '
53 - : c-13 ~ CONTROL GROUP B
54 ' ‘ c-14 X

ss .+ L-15 X y

.56 - , C-16 . X

57 - o C=17? CONTROL GROUP A
58 - p=02 x :
59 ¥ . D-03 x

40 ' D-04 O .

41 _ _ <-0S . CONTROL GROUP B
62 D-0& CONTROL GROUP B
63 - w D07 CONTROL GROUP B
&4 B D-11 . CONTROL GROUP A
65 » : D~12 * -
66 " D=13 | CONTROL GROUP A
67 D-t4 \ CONTROL. GROUP B
‘48 . §D-15 'CONTROL GROUP B
&9 “D-16 " CONTROL- GROUP B
NO DATA B-09 . REFUSE -~

NO DATA .. B-01 . REFUSE

* x= no suffu:lent data was collected to allow any
analysis.~
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Student’s -chsracteristics
Experimen tal group i ‘ ) R ; "
vel _Age YQ_ ED Birth Work T
01 F él;m. 43 14 Nursing *Phi.lippi?us nyrsing '
02 -F Elem. 42 17  Nursing Philippines nursing °
03 M Elem. &3 23 B.Sc. USA . retired engineer
04 F Elem, 2;5 2 B.S. usa Animal lab tech.
03 F Elem, 19 17 H.S. Quebec uninployod N
06 ‘F Int, 55 24 Coll., " Denmark bookeeping,
07 F Int, 59 37 Coll. England * word processor
08 F Int. 45 8  B.A. . Saskat.  teacher
09 F Int: 53 3 ° Coll. Germany - day care )

b N

Con'trol group A

-

No Sex Level Age YB: ED ___ Birth Work -

14 F ' Elenm. 18 .18 H.S. ‘Quebéc unemploy‘ed'

17 F Elem, .18 14 H.S. l Prague unemp'loyod

19. F Elem, .50 26 B.A. Germany unempioyed

20 F Elem, 45 23  Coll. England  -Accounting

25 F Elem. 26 2 Coll. USA '  Keypunch oper.

26 F  Elem, ‘41 15 Nursing Philippines nursing |

27 F Elem, 18 18 H.S. ‘Quebec sales )

28 F Elem. -19 19  H.S. Quebec _office el
30 F Elem. 24 B8  B.A. Ontario , Computer prog.

31 F  Ghen. 19, 15 HS Onta‘ric)' nanny\ J
4 F El.em.' 26 1 BA Ontario . socrei\tarr

3 F Elen. 18 18 H.S. Quebec sales:

51 ~F Int. s1 s H.S. Germany secretary D
2 F, Int. 48 410 B.A.  Ontario teacher / |
44 F Int, 47 10 B.A. . USA unemp loyed

4 F Int. 50 18 B.A.  Holland with Seniors
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Control group 8. ‘ P ‘ C 223
No Sex Level Age Ya ED ° Birth Work IS
10 F . Elen. 37 25  Univ. Ontario ~  sales
1. F Elem. 37 8 Univ.. Endland ~  nursing
15 F Elem. S5 25 H.S.  Quebec ' . unemployed ..
21 F Elem. 18 2 H.S. ‘gcotl.and word processing L
23 M Elem.. 28 25 H.S.  Manitoba  géfice R
24 F° Elem. 27 22 B.A. 4 Ouebec sales clerk .
'29 M. Elem. 25 -25 B.A. . Quebec ' manufacturing R
, 335 F 'élem. '_b\‘40 g 25 B.A. - 'Hu,ngarw : teacher : . e
37" F Elem. 28 28 H.S. - Ouebec  florist ,
45 M }Int_.(/ - 27 20, M.A. ' Quebec. . Outdoor educator - -,
"47 .F-Int. 18, 12  Coll.  Ontario’ . cashier L
49 F ‘Int..-26. 26 W.S. - Québec ' unemp)oyed e .
S0° M- Int. | 25 17 B.A. L é.C,*. , unemployed Y : e '
52, M Int. 19 ‘19 - H.S. '  Quebec ' waiter/cook . - . ..
®s8 M Int. 5o 3% BiA. - Guebec ' unemployed -
41 F - Int. .34 10 - Univ.  Trinidad . nursing L
62 F Int. 4. 3 ' Coll. England’ " unemploved P
63 F Int. 45 10 Univ. | Sweden - crafts & design * .
&7 M..Int. 37 10  Univ. . Ontaric .- office e
68" F Int. 40 5. B.A. B.cd ~ unemployed e
89 F \,lni. 38 167 Unjy. " Scotland- - unemployed LT ]
e | g
o . ‘
' : ce® Ly L
. . - \ - , .o h
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John Abbott College
-Center for Continuing Education
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‘t

CL A PLAN D’ETUDES J

. B Cours de francais élémentiire:
602-302/402

ni —’i n cours "

Le cours est d’une durée de 90 heures données s raison de & ou 9

Reures par semaine, soit les mardis et jeudis,soirs de 19h00 %

‘

22h00, oy encore les lundis, mercredns et vendredis matins de 9h00

1

- "a mldl. Le cours a lleu au local 1-102, ‘ - A

.+ " objectifs du "cours: ‘, . ‘ A . oo
| Le cours 302/402 s’ drésse a des é¢tudiants anglophones qui ont

R L / deéja certaines notions de base en frang&is. Ces etudiants peuvent

' s{oxpriher au pr(sent, passé composi et futur proche dans des

Cs o —phrases simples. Ils savent aussi les formes interrogatives

simples et Ta negation. \ " ' ,

ro Los objectifs du cours touchent % la compréhension et a
‘o :’ l expresslon orales, et a la prononciation. Le cours vise a ce
‘ que les’ etudlants puissent se debrouuller en 4ranga|s dans des
54tuat|ons de la vie courante comme au restaurant, au garage, 2

l’eplcorue, au telephone, dans la rue...etc. /

.o L ) . Ce cours va les aider h e%primer leurs besoins,‘a formuler des
ALt . questions, a’ comprtndrefun message, ‘en un-mot, 3 pouvoir
’ communiquer. "o '

Mais pour 'y parvonlr, les etudrants doivent passer par des etapes
ol . .ou ils apprennent 2 mattriser certaines-structures de la 1 angue
RN fungalso comme le temps dos verbes, 1‘emploi de pr‘\oms, Ta
fonmulgtlon des ques@nons...et;r
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Contenu du cours 225

Au’début, les dtudiants sont invites exprimer ;;urs besoins*
particuliers, surtout au sujet du vocabulaire et des situations,
afin d’aide; le profeséeur 2 choisir’quéls themes sogbnt abordes
en é!asse. A ce niveau, on utilise te Yivre-3 de la serie Le
Francais international qui rgnferme les st;uctures et- les p?}nts
grammaticaux suivants:

.

- adjectifs demonstratifs et qualificatifs; ,

--articles partitifs; T :

o * . K . L —

- adverbes de lieu, de maniere, de doute, de quantite, de temps;

- verbes pronominaux au passé, présent, impérati+ et futur; .. ‘
croire que...; .

aller 3 1/imperatif;

) connus au passe recent; . S
© 3 1’impératif avec pronom obigt; . ’
- Y
suivis d’un infinitif, aussi avec "a" et “de";

-

si + condition + présgnt; . ’ .
- négation avec ne ... plus, ne ..; encorej -
.~ questions avec 1’inversion; |

- prépositions-de lieu;

- pronoms: en, c’est ».. qui..\; c’est ... que...j
= expressigc; idiomatiques:'garm’ézauied avoir 17intention de.
- vdcabylairb: malson; alimentation, identificatfbn, famille,

! . . . 7 . '- ~
occupations, ‘itineraires. :

Crs structures grammagncaleé sont suivies selon’ fe;‘bosoins et le
cythme du groupe. De plus, des exercice$ oraux spéciflques sont

prévus pour améliorer la prononciation 'a partir de documents
authentiques. . -

Participation des étudiants

&
Le rdle de 1/etudiant est primordial. 'Sa presence et sa
_participation en cléss} sonf'aes.plus imbortantes. -\

o~

*

Evaluyation

Evaluation oralé 457 .
Evaluation écrite “_152

Présentations et sketches 20% ", SR

Présence et participation  20% :

. h
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John*Abbott College
Conter for Contlnuing Education o ,

7 v
. -.  PLAN D'Ejuoes o '
- Cours de francais intermédiaire °

602-113/213 ‘ ‘

LY
‘ -
[ ]

rganisation du cours '

n Y

Ce cours

2

adresse a des etudiants de niveau intermedtaire quu ont

réussi un cours de nuueau 402 ou qui, apres endrevue, ont eté

dnrlg(s Vers ces cours, . U e
’ ' Id 7 N . . 3’}
Le touss est d’une duree de N heures donntes a raison de 6 ou 9

" heures par semaine, soit les lundis et mercredis soirs de 19h00 “a

22h00, ou encore les lundis, mercredis et vendredis de 13h00 ‘a
16h00. te dours a lieu au local 1102,

Qbjectifs du cours ' — o~ o

. /. ’ T
Ces cours visent a améligrer la competence des étudiants a
comprendre, a parler, 3 lire et a écrire le francais dans le k
N4 . t ' ' - ’ o
contexte quebecois. 7y ‘ v

&

Contenu du cours - . o ' ‘ -

Au'd‘but, les ftudiaqts,sont invités a exprimer leurs besoins

5

particuliers, surtout au sujet du vocabulaire et des situations,
in d'andoé Te professeur % choisir quels themes seront aborder

‘en-classe. A ce niveau, on utilise le livre 4 de la serle Le ‘

Eggns;ig international qui renferme les structures et‘les points
5 .

grqynaticiux suivants: le style indirect, lLe futur simple,
1/imparfait et le subjonctif present, le comparatif et le ' . .
superlatif, et un bon nombre -d‘expressions idiomatiques. o <@

°

s ‘ PP 4 ,
Des exercices oraux specjfiques sont prevus pour ameliorer la

prononciation "a partir’'de documents authentigues.
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Personal Information sheet.

: T

© t. Do you want to'take part in the experiment? yes 'no

N i)

2. Experimental number:

3. Sex: C)"malg . C)feméle" N
4. Age:’ vears old ( L

<

S, In what municipality do you live? 'L} .

6. In what type of house:’ QO single family home

. o ) C) town house
- () condominium

*() appartment

7. Place of bir'th (city/ppoyin&e/copntry)z

s

AN ’ . - \ *
8. How many years have you been in Quebec? ’ years

\

9. Have “ou lived outside of Quebec? O res .0 no

¢ \

if ves, where and for approximately how )ong: .

RS 12 . for vears -
in ‘ : for years
10, Please indicate your formal schooling: .

’

' C) less than iz/years

'C)‘IZ years or High School,

- o e e e = -

C) specialized technical training

()‘Uniugrsity undergqaduate .

- (:) Graduate

. "“CD Other . -Explain: - N

\ .
’ H
~ . , -
4 -
. v .
»
f ‘
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11, where have you done youyr fopmal schooling:

’

C) all in Quebec ’

4 '

C) all outside of Quebec

i

' - - » ’
C) In various locations. Please indicate,
1 ‘T

ex.: H.8. in Ontario, University in

Quebéc, coe0tc)

) 12. Are you ptesentl; ;orgi;g,oytsﬁdé of the home?
o, .‘,,ij‘tC)‘yés,{fﬁll%time '
) I o C) ves ﬁgrtﬂtime ’ ‘\ | . et '
' - ‘“'C)'nol working ‘ A - '

- - - ‘

. o ,if yes, what kind of work do yoy do?

~

<+ © 13, In Your work do you have to use French?()yeQC:) no

) 0 ﬁlease indicate what percentage of your work is

~

— 7 done or .has to'be done in French? A

© 14, Why did you register in a French course?

ot
«
3

7
‘

- }5. What difficul}}es\do you have in speaking French?

16. What activities do you have in your spare time?

a

-
«
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17.. a) Do you have close friends with whom you._ speak

«

) \
’/‘/ mainly French? =~ . -
. _——-——— = ngllgfﬁ' : @ y \ many
b) Are there other pebple whom you know with whom
) o o |
‘ you-use mainly French? ° |, " .
none A ' . i - many. %

c) Are ﬁherq French families in your neighborhood?

’
¢

. ndne : - - many

‘d) How often do you use‘Fren&Q from day to day?

never . - C o very often

-

18, When someone speaks to you in French, how Ihkely

are you to.respond 1n French? ‘

. not at é]f ‘ — : always
l;.'when you speak French, how do you feel?
iy 3) not at all | | , - very

 comfortable ‘ , ‘ B comfor table

by not at all ' ) “very
o .confident‘»\ e N confident

‘20. wa”welj do you‘spéak'FrencH?'

. ﬁo;’ét atl ' ' L very well

‘ 21. How well do you comprehend spoken French?

not at all ' o very well:

THANK YOU VERY MUCH FQR*YOUR'TIME AND COOPERATION!



