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Abstract ‘
A
The Informal Acquisition of Vocabulary »

| In English as a Second Language

. .
. . v

Brian.aichael Smith

' ' . A

' .
In this report/l shall review the literature pertinent to three

factors: formal learning, informal learning and informal_acquisition.

I shall then distugs the role of two of these factors, formal learniﬁg

and %ﬁfonma] learning, in second—]qnguage 1éarn%ng.

However, the idea that informal acquisi%ipn,‘however meéiated, may
precede formal learning and should thus be takén jnio accoﬁnt in syi]apqs
design, has so far had 1ittle currency. Agdescription of two research

projects on the informal acquisition of ESL (English as a Second-Language)

by Primary Grade children in-Québec is given. An analysis of the test

results correlated with the questionnaire which the ch%1dren éompleted,,

follows.

>,

The study will proyide evidence to support the contention that mg;y
Primary Grade children commence formql.]earning‘Sf ESL after having acquired,
informally, a considerabie amount ;f English and- that the present apbroéch.
to syllabus design disregards both the substance and.the form of thfs in-
férma]]y acquired knowledge, to the pedagogic dggringnt of the child.

I am confident that‘this research wi]]lbroggfa useful contribution °
to syflabus design in the implementation of more effective ESL‘;rogrammes

at the Primary level.
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I. Introduction

In 1977-78 in the Province of Quebec, education accounted for 30.3%

of the budget. Translated into dollars, this figure equals $3.492 billion.
Qver $2 billion, or 17.6% of the budget, was expended in the Primary and '
Secondary 1eY§15 of Public Educat1on ! Educat1on as Skinner observed

[y

(1965), 1drb1g business.

Like any other business, education is.subject to cost analysis for it

—~

is legitimate to ask whether there is an acceptable return on the financial ~.

_investment. Cost analysis involves the definition of objectives, the

defiqition of strategies to attain the objectives, the determination of
resources required and the conversion of these into dollar amounts.-
Strevéns(J969) raised the point in an article on the need for cost-effectj

ﬁveness studies in the teaching of foreign languages. Such a study, he

e

—Eontends would aim to estimate the efficacy of existing resources and
examlne any other means by wh1ch productivity per student cost could be
1mproved. One observer w11k1nson (1972) ¢ /}é1ms that educat1on does not '\
know how to prec1se1y descr1be its output or what it cost; to produce this

output. r

——

Second- and foreign- 1anguage 1earn1ng continue to be thé’ob3e§t of

- much research and they may we]l pro e to be areas where a greater level of

'/aWFMl: .y et

costfeffectjveness ts now possible.

The cdntroversy over the merits of .different teaching approaches, e.g. -

the audio-lingual approach, which tended to dominate the 50's and early

-

60's and which stimulated research in contrastive and later, error analysis,

1 Gouvernement du Québec, Ministdre des F1nances Direction des Commun1cat1ons,
Budget par Programmes, 1977-78. o
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gave way to first- and %edond-language'acquisition studies (Dulay and.Burt,

: 1923,‘]974; Wagner-Gough and Hatch, 1975;. Fathman, 1975; Chomsky, C.-19§9).

These, in turn, have led to promising research in classroom interaction

(Chaudron, 1977; Long, 1977; Cathcart and 01sén, 19763 Allwright, 1975) and, .

more recently, to the development of special purpose language programs.
Language coursés based on the learner's gécond-1anguége needs now command
the attention of many teachers and syllabus designers, e.g., Munby (1978):
Thjs concern with spécific groups of learners and with .the individual-as-a-
1;arner, reflects. the current trend in second-language inskruction. The
focus has shifted more and more to the learner. R X
Cérta%n'educators foresaw this e;olution éuite some time ago. W.F.

Mackey's comprehensive study, Lanéuage Teaching Analysis {1965) examined the

three-way interaction within' the seéond-lqggyage classroom, the teacher,

the student, the program, and the effect of society's influence from outside.

He stressed the need for relevant language programs with sensible and
attainable object?Qes. Dewey (1934) and Gagne (1974).both stressed the
need to consider first:the learner and the experigﬁce that he hasf Skinner
(i965, op.cit) expressed the same priority: "the teacher begins with what-
ever behavior the student-brings to the instrqc;iona] situation." (Two
annotated bibliographies which trace the more recent developments in lin-
quistics and applied linguistics are (1) Abrahamsen 1977, and (2) Goldstein,
1975). : \ |
In recent years, the European Econoﬁiq Communi ty (EEé) has had’té

face an education prablem with implications which are linguistic, pedagogic

: and financial. The steps taken to resolve the problem provide a striking

example of the shift in emphasis in second-language instruction.

3
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More than two million immigrant children within the EEC are under the : '
age of 18, and Bécause most are of school age, they muét be fitted,iﬁto the
differeng school systems. One of fhe ma jor ébstacles is 1an;uage. It has
“been found (CCE, 1975)4thqt if a migrant child can attend nursery schqol, =
integrafion is natural and the new 1angu§ge can be learned within a year.

For thé older child, reception classes with specialized teachers and in-
" tensive teaching methods teacp the new language as quickly as possible,
and within one or two years he maylswitch to‘normal clagses.

Tﬁe EEC has considered a nuqber of concrete SﬁggestionS’for action in
the fﬁe]d of education, one of, them being the provision of special educationél
material fo} migran?ychi1dfen. In addition, Member States have been asked |
¢o‘ag}ee on a number of fundavgnta1 principles, the fjrst one being "that ,i
&he'migrant chi]d.is entitled‘tq education tailored to hL; needs." ’
\ ' The shift of emphasis to the role’ of the 1earner,‘has re-kindled i
fnterest in the pertinencelénd appropriateness of his éecond—]anguage !
utterances, his "communicative compéetence." Thelnotion of communicative
competence as opposed'to linguistic competence, i.e., grammatical, phono-
logical and lexical achracy, derives from studies in socio-]inguistics,‘
pgrticu]ar1§.Hymes (}967, 1971). The development of the Furictional/Notional
Apprpach'to syllabus design is more recent, Wilkins (1972, 1976). This
'gpproach aims for linguistic control err éer;ain specified language

. functions, e.g.; identifying, asking, expressing agreement, reduesting
v . . r*

assistance, etc., which are deemed appropriate for the particular group of

second-language learners.- The approach is quite different from that of a

!

'~syllabus based on the regular and linear introduction_ofydiscrete gram-
matical structures which, once mastered, can be applied when and as « .

L

necessary, to a given second-language situation.




_ For example, (p. 18) "L'objectif global du programme A la fin de 1'école

ESL instruction in the Province of-Québec is \wastefm of time and money !

«
! Al
‘ g
.

One recent s%ugf (Banko and Smi\th, 1979) prepared for the Ministére

e ] 8 . ’ ,
de 1'Education du Québec (M.E.Q.) attempted to specify the ogportuniti-es !

which Secondary I-III students in“the Province have to use ESL, as well 'eis::r 8
A

the situations in which some \cor,rnxand of ESL will be required. The study R

is to form the basis of a new ESL program for the Secondariy I-II1 levels. i

| Another study (Ma]enfant-LoiseHe‘and Jones., 1§78), a]so for the MEQ., | ;
‘attempted to specify language needs for Pr1mary Grade ESL students. In the
prov1 s1ona1 program basedt, on the study (Ma]epfanf Lo1se41e,,1980)

attempt was made to prepare appropmate obJectwes for this grade level. \

%

5 P . -

‘ p{rmawe o1 é]éve francophone devrait étre capab]e d' ut1hser 1a -langde e . ' ‘
‘ang1a1se afin de conmumquer dans des situations eorrespondant d des ,

besoins et 'd des intéréts propres & son dge."
The "gbjecti fe généraux" of the progrem are identical to the general i
fuictions proposed by VanEk (1976) .and it is debatable whether some of - T

4]

them are, or can be co}sidered appropriate for this' Teve]l For example,
2] u¢
(p. 25) "1'8128ve sera capable de s expmmer dans le.domaine des att1tudes
. ot
intellectuelles,... des attitudes morales." A great deal more ,refmement .

and bréci.sion ;Jould seem necessary before the program becomes pedagogically

sound. - - |
These recent attempts to improve syHabus.design are long overdue and.

it can be argued, wi th some, justification, that the.official approach to .

and is, in other ways, inefficient. "This ob_ervation is particularly

valid with re"spec't to ESL instruction at the Primary level of Public

instruction. There has still been no attempt to prepare a program which

reflects fhe actual socio-cultural , linguistic and geographic contexts

-

s ]
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of Québec. (It should be noted that the majority of second-language
texts authorized for use in the Public School System are 81’ American or

British origin); there are no realistic terminal objectives based on the

results of standardized tests or on the summative evaluation of previous

_programs; there is no provision ﬁade for faster students; there has been
" no attempt to introduce a system of cpntinua] experimentation leading to

‘greate¥ effectiveness in teaching as well as in learning. Piaget's

{1970) obseryatign concerning one aspect of first language instruction

(the teaching.of orthography), is applicable, in general, to ESL in-’

" struction -in Québec: o T £

"It is scarcely believable that in a field so accessible to ,
experiment that the pedagogue has not organized sustained and
methodical experiments, but has remained .contént to decide
upon (such)questions on the basis of opinions whose 'common-
sense' in fact conceals more affectivity than effective
reasoning. .
In fact, all we have at .our disposal as a basis for judging the
productivity of our scholastic methods are the results of end-
of-school examinations and, to.some extent, certain competitive
examinations." ) , 9

At the Primary level, as far as the teachtpg and learning of ESL is con-

cerned, we cannot.even claim end-pf—schoo]/eXamination results assbeing
: . : ’

" R ya [
“indicators of the strengths or weayné§§es of the ESL programs. Where

such exéminations are-given, thez/adbear tp have no significance beyond
the c1assr63hf'11t is still stdndard practice to bdse ESL instruction at
the Secondary level on the ;ssumptionthat incoming Jtudents will have
acquired no ESL competenéé during the'Pr%mary phase and this despite the
fact that tw94/§ﬁ some cases three, years of ESL instrucdtion are given
at the Priﬁary 1eve1'(approximate1y 60‘hodrs per year).

y [
_'Thus,” for a long time there has been a-minimal.level of expectation
e . N

regarding pupil achievement in ESL at the Primary level, even in those

°
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~ program “at the Primary level, have attenpted a more amb1t1 us program at

 “fae]" thét children in a partic¢ular school or area have a greater ESL

igonngrcial]y available material, some of which had been prepared for T

’first —1anguage 1nstruction. To 'the best of my knowledge, there has been

' necessary to analyze not'on1y the learner's needs but also h%s capacity

v , .
: .
. . ,
b 5

v

\ “ \ — T~

areas where the potent1a1 for higher achievement ex1sts\ - -

Some School Boards, recogn1z1ng the limitations of the existing ESL ¥

that level. ‘ This has usua11y been the resu]t“bf pre;sure from parents who
learning potential- because of circumstances. The content of the “richer

program thus devised has-invariably been based on an eclectic choice from -

qp attempt to replace the intuitive approach with an tmpirical one. I

know of no instance where an ESL program'has been prepared spec1f1ca11y for

o o b

a par}1cu1ar School- Board with the ¢onfidenceé that it is an appropr1ate : i
pedagogic instrument for that School Board. .

A reluctance on the part of administrators and teachers to determ1p£r’\
whethér or nots their Primary ESL program satisfies the -learning potent1a1 ;
of the pupils leads to a decrease in pedagogic efficacy. It has more ~
serious consequences when tpe same pupils move on to the Secondary I
level and,-4n effect, start_the 1eérning‘of ESL all over.again. Motiv- . ~

¢ c
ation and interest are severely tried, the teacher's task from' the point-

S——

of-view of discipline is made increasingly more difficult and levels of
Student achfevement are compromised. |

[t would seem intuitivefy evident that the drébaration of a relevant
aﬁd app}opriate ESL-program for the Primary level, witf objecEives which

A

are realistic and attainable and with a close continuation at the Seéondary . .
M . ¢

level would be pedagogicaﬁﬁy sound and acceptably cost-effective. In

order to determine what objectives ére realistic- and attaihable, it is:

[4 ' . \ v
N . .
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logical to expect Primary ESL students in certain afeas of the Province.

N ~
instruction in ESL. Intuitively, one thinks of those areas with access

-to English T.V. and concentrations of Endlish-speaking people as being

acquisition will be discussed in the next chapter.) :

preparation. The aim is to make the Primary ESL program more effective..

‘One way to enhance efficacy is to recognize and capitalize on the role / -

[N , P e L deoreuEes e e SR AR P

7

&
as well as his already acquired second-language knowledge. It is thus

! ar 4
-~

necessary, as a first step, to test the asifmpt1on--one of the tenets of

a

. the Primary ESL program~-that Primary students begin the forma],study of

ESL with zeto knowledge of the language, mUch as if’ they were to under-
\ L
take the Tearning of Latin or Greek. What if such is not the case? What

1f circumstances of geography, media exposure, contact with Engl1sh

' speakers etc » have allowed ESL students in partwcu1ar areas to acquire

some knowledge of ESL® Surely, then,any arguments justifyingan ESL pro-
gram predicated on zero previous know]edge,\gre no longer tenable.
"~ The present study was motivated by the following premiss: it is °

[

to hayg:acquired some knowledge of English before they commence formal

more likely to provide opportunities for wﬁat 1 shall call the informa] :

acqqisiglpn of English as a Second language. ‘(The concept of iﬁforma]

~ o

If some knowledge of, or compéetence in, ESL can be established and

B

oot M W E sy a2

asured before formal instruction begins, the syllabus designer will be

provided with a more appropriate orientation for the ESL program under Co

gy

of informal acquisition in second-language learning. e - o 3

A,

‘The notions of  formal and informal learning, and informal acquisition N

\d

must now be consi,ggr‘ed in more depth.

c . N y




v

—— e ba e

- D _apaates™
e LA Sl 4 RS = iy SRR

AN

._
“
—~
AN

2

Cﬁapter Two

AN
o ‘ Formal and Informal Learning
' » ~ and
Informal Acquisition
’ .
~
J . S
. . ' ’
L .
‘ R
a \‘ /
" .'
- ¢
\ o R .
\
' . ‘ ? \ a
M ¥

« J

)




‘Learning is here defined as a deliberate and purposive dttempt to modify

' ,Informa;f;;;;ﬁTngJ on the other hand; is uni-directional. It is deliberate

R
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behaviour in which the learner voluntarily participates.

Formal learning implies reciprocity and requires the intervention of a

R et %R T

3 . | [ ,
teacher (model or, set of didactic materia] e.g., a book, tape or program), ‘

who 1nteracts with the learner with the 1ntent1on of mod1fy1ng the

latter's behaviour. Some obvious examples of formal 1earn1ng are the class- |

" room, the language laboratory, the student working his way through a text-

book or program in which the correct answers to given problems are provided.

<

Other examples would include a griving lesson in which the instructor's . o

-

directives are followed (and remarks heeded), or a skating lesson in

which the student attempts to duplicaté .the model's performance.

>

-

and purposive on the part on the learner, only.® Thé model, if pr sent: may,

but is not required to/, interact with the fearner: The informal /learning

/

A M2 R 0 Mo, et s 1 s R

On example

]
3

process is thus one of observation or non-directed practice.

student practising a musical instrument. : A

)
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‘practice but i

ffeature of informal learning.

" political processes, peksonal media and the mass media. (This'view; in

3 A ; W L0 e, FE R R s TS S

10

13
.

oAl

D AngleJan (1978) cites several examp]e& of informal learning and -
\y«

1nc1udes Mead s (19643 observat1on that in 1nforma1 learning the adult,

or mode], rare1y articulates the set of ru%’g under1y1ng a particular
&stead ppov1qe§:§ demonstration of it. Lea7n1ng takes place
in :eal situations where the \méaning is evident from the'context. In" | \{
general, there is no need to articulate the principles.although 6ppo}tun-
ities, are provided for the learner to gain feed-back about the appropriate-

! .
ness of his or her performance. In those societies in which little formal

T T

schooling is available a great deal of complex learning takes place.

Consider, for example, hunting, fishing and survival skills among Indian v

or Inuit.

Several studies have underlined the sogial aspect of learning. Scribner

; ' ;
and Cole  (1973) point to a common characteristic of formal (institutional) f

aﬁd informal learning cpntexts.‘ In both, individuals transmit know1edge.
and skills with a high pgsitive social value. Learning, i.e., successfu}/ P
learning, is closely linked to the social status of the persons actingH\

a§ teachers. The subject matter, .per se, appears to be a less c?itica] '

)

Informal learning, according to Ingle (1974) is relatively unorgani;ed

and unsystematic. It is often accomplished through learning-by-doing,

' being instructed or inspired by others to perform specific task§;‘through

association with peers and fe]low-workers, or simply by participating in .
a working environment or in the affairs of community life.

A similar view regarding informal gﬁuqation is expressed by Aaams w
(19?2) according- to whom, pecﬂ\e Tearn in a nonrsystematic manner from

gehera11y unstructured exposure to cultural facilities, social-institutionsy - .
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1\ /
fact, stradd]es two clearly separate concepts, informal learning -and
informal acquisition. See also Dreher, 1974, whose definition of in- v
-4 o.
* for 'I learnipng: "learning assimilated ‘without the child's awareness,"
\
\ corresponds to my deﬁmtmn of informal .acquisition.) i .
1 4 . . - ‘“. -
' \ B S R )

\ e e o .
* Informal acquisition implies no overt set to learn, i.es an absence of

de]iberate or voluntary attention on the part of the learner. It'is thus

. paséivé ahd incidental to another activity. Fo?"example, a child pract1s1ng
writing ma\_y learn how to spell certain words, or one who is reading may °

- ' acqu1re some knowledge of syntax or morpho]ogy.

Much of what is taught through the mass media, particularly tele-
v1s1on,°1nv01\ves informal acquisition since the material is almost always
unrelated to 1n¥ned1ate needs or s1tuat1ons In Brown‘s (1976) view, 1"t‘ ]
is ‘reasonable to, assume .that»becaki television has easily .interpreted,

S naturalistic, verb\a] and visual images which command so much of the child's —
attention, it is.ﬁ\kely’to be the most influential\of the mass media.

\

y
5

Formal Second-l.’anguag\g Learning ‘ /

r ’ -

Formal learning of 2 sé\cond 1angoage has traditiona]]y ‘involved within the

‘classroom, a three -way ‘\Qteractwn the teacher,‘,the student, the material o
. (Mackey, 1965, op.cit.). \Of three three var1ab1es, the ,one most readily
manipulable is the mater1a‘| hence 'the development of well-recognized

me thodological: approaches, \e g. the grammar: trans]atmn approach the

) g

aud1o linguall approach the audm visual-structuro-global” approach, the

functional-notional approach. ‘

-~
<F

In addition to the contenﬁ\ the teaching strategies associated with

e

s the differen methodo]ogles are Rrequently pre-determined and are often
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followed to the letter, (This observation is particuhrly‘ valid with

.manuals are prescriptive. In some instances there have been claims that

et name e bt s b

&

respect to the teaching of ESL in th!i Province of Québec where an un-
questwmng adherence to the “method“ and to the mstructmns in the

Teacher's Guide is to be regretted.) Most Second-1anguage students in a

formal Tearning situation listen to the teacher as he introduces and
exp1ains specific structures and vocabulary; they then repeat and practice
the structures, sometimes using them in a different context and often

-

attempting grammatical exercises which may necesstate a transformation

of the structures. A reading text, artfully contrived to re-present the ' %

b

structures and vocabulary introduced in the lesson, comp]etes the umt

A

(It shou]d be noted that at ?he Primary level of ESL 1nstruct1on in-Québec,

the ofﬁga] emphas1s is on comprehensmn and speaking with very little

o e ramn s o ae
»

reading and no writing.) There is often an explicit requirement to’

memorize parts of the lesson, e.g. the introductory dialogue, and the

+

most common stated aimiis the students' automatic contio]l o>*the gram-

matical structures. In same approaches, for example, the aud_io-visu‘al : '“-\
approach, the teacher does not exp‘l‘ain the grammar and vocabulary but " ,]
attempts to have the student grasp Fheir‘ significance inductively through
an elaborate suestiom'ng strategy. h ‘

One serious criticism of formal second-language teaching and learrring

is that the content, the order of presentation of the content and the

I

Y , , .
teaching strategies allow Tittle or no variation., Most second-language h

the selection resulted from empirical study]; in others, the selection of

P

f

1 Le frangais fondamental. Publication de 1'Institut National de Recherche
et de Documentation Pédagogiques, Paris, 1959. Voix et Images de France,
an A-V approach, is based on this. .

: o

s ‘e ’ '-’f
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structures and particularly of vocabulary, seems to be somewhat arbitrary.
" )

A nufber of studies have criticized ‘the inappﬁ'?priatenelss of much second-

Tanguage content material, e.g., Macnamara, (1973), Savignon (1972), point-

\ ¥ B .
ing out how 1\1’ ttle it approaches germ"rne‘language exchange. The ‘tradit-

iona) grading of structures has also been questioned, Larsen, (1974) reached

the conclusion that the best criteria for sequeﬁcing structures should be

’ . [}

utility and frequency 91’ occurrence so that those structures needed the

i
.
1
1

‘most for communication would be learned first. Hauptman (1971) claims

that_for children it is unnecessary to{sequence content materials aécording
to the linguistic difficulty of grammatical and lexical sforms; slequencing
by situations is more beneficial. Roulet (1975)@ a paper presented at
a UNESCO-sponsored meeting discusses the diversifiacatipn of methods anci . ' o
techrﬁques for teaching foreign languages. He questions whether it is
necessary or desirable to proceed to a very strict selection of the lin-
guistic content of a course. In his opinion, any selection should‘reﬂect
the needsand interests of thé learners. He also found that students are
bored by ‘structural-based approaches to 1angua'ge instruction. \
Krashen and.Seliger (1975) made a feature-type comparision of lang-

uage teaching methods known to be 'successful' -in helping adults learn
1anghage. ¥hey found the universal and presumably crucial ingredients of i
form\a] instruction fo be, (1) the isolation of rules and 1ex1‘éa] items of .
the second language and 3(2) the possibility of error detection and
correction.

* Other studies on formal 1e§rning have focused on the attributes of
the successful teacher (Bennett, 1976; Browﬁ, \19]5; Turney and Clift, 1973;
Flanders, 1970; Berliner,1968; Gage, 1963; Ryan, 1960). The successful

“or effective teacher is well-organized, business-like, enthusiastic; he
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uses the pupils' ideas, presents qoncepts clearly and has a skillful

quest{oning technique which allows the pupils to participate more %ul]y

in the learning process. For the successfu]‘Eecond;language teacher, other.

R attributes iné]uding competence in the second-]anguage; would also be
required. o ' ¢

Although other studies of second-language 1earn1ng have isalated the

ey Z.‘: importance of specific variables, e.g., mot1vat1on, age, apt1tude etc.,

Travers -(1966) has‘pointed out that in education in general, there is
'stf]] too' much iﬁtuition and too iittle empirical research. Ktk1nson
(1972) is. of a similar opjnion. The goa1 of a theory of 1nstruct1on he
- contends, is to prescribe the most effective methods for acqu1é1ng new 4 }
» information, whether in the form of higher order concepts or réte facts. )
Tﬁe development of a theory of instruction will influence rese%rch on
learning. It is a matter of some speculdtion whgther a comprghénsive ]
,.theory of instruetion or 7indeed a GQTprehensive theory of second-langdage
\ instruction is possiﬁ]e. Hilgard (1963) warned that purely cognitive
theories of learning wi]lfbe rejectedvunléss a role is assigneq to affect-
ivity, while Schumann (1975), and Curran (1961) claim that affective
| factors play a major'role in facilitating éecond-]anguage acquisit in
children (see also Guiora et al, 1972). ’

The 1mpetus g1ven by educat1ona1 technology to the ratwona] planding

of learning systems has yet to make itself felt to any extent in the f1e1d - \

of second-lanquage 1nstruct1on in North America. This may change with the
sensible implementation of ‘the functional-notional approach to second-

language {nstruct{on. The approach was originally developed in Europe.

The author of "The Threshold Level® (VanEk, 1975), the first comprehensive




S

.notional approach, clarifies the rationale behind it:

LS
5 3
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attempt to jystify and prepare content matefia] using the functional-
: i . ¢

, , @ ,
"We have to analyze the operational needs of the learners and

- translate them into a reasonable set of learning objectives.'®’
On. the basis of what the learner already knows, we .can then
identify the set of learning tasks he has to face. We have to
make an assessment of the resources, human and material, that
we can place at the learmer's disposal and ascribe to each its . Ny
apprapriate role in an often complex teaching/learning system..
Above all, teachers and planners need to know whether the system -
they are operating works, where its strengths and weaknesses lie,
so that the strengths can be exploited further and the weaknesses
overcome. Of course, the system must be flexible enough to make
it possible. to learn from experience."

VanEk.-goes on to state that this must be done in order to render our

teaching more efficient. Thus, three key factors; planning, the students'
[ S

previously acquired know]edge and eff1c1ency,are Pow considered 1nd15pen-

sable in successful syllabus planning and would be 1ntegra1 parts of

~

successfu] instructional methods. - It is worthwhile determining if in-

-

formal learning can be incorporated into successful syllabus planning.

Informal Learning of a Second-Language

fhe social aspect of learning has already been mentioned. The learner in

the informal §ituat10n attends not only because of "empathy and identification

with the 'teacher" (Mead, 1964, op. cit.) but also, and perhaps more ﬁmport-

{
antly, because the skill or knowledge being acquired is essential, necessary

or intrinsically worthwhile. |
| In_informal‘sitdatiqns, tﬂe'second-ianguage learner is,a1nnst e4slg§ﬁ .
ively responsible for whatever‘progrQES accrues from his interaction with
fhe informal environment. Bésides being sé1f—motivating, hé has to take.
advantage of the learning opportunities‘offered by the‘infofma1 learning

circumstances, some circumstances being more favourable than others.

L g e T ep———
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There is impressive evidence that the"naturaf' on,:natura1istic'

LY
{

(the terms which seem to be most used) sefting favours second-1anguagg
"abquj§ition at all age levels and the §ritica1 activities appear to be
contact with native-speakers and participation in second-ladguage ' A
activities. | ;
Many studies on the informal learning of second-language skills in-

volve immigrants or migrant workers and their families. D'Anglejan

(1928, op.cit.)'rgfqrs to a stﬁdy on the informal acquisition of German
syntax‘by Spanish an&JItaIianlmigrant workers (Dittﬁar and Klein, 1977)
and to one on the informal learning of French by migr;nt workers from
Portugal (Lagarde and Vig%er, 1974). Ryu's 019783 study of Korean adult
immigrants in the Los Angéles area 1ndfcates that the media, particularly

. )
television and print® play an important role in the "socialization"

process, i.e., in the acquisition of English. _— o _ .
Laylin (1977) describes an interesting experiment in second-1language B

J 4 /
instruction which involved formal and informal learning situations. The

student were adult, hon-native'English speaking workers in the garment
;industry whose formal insfruction in ESL was one hdur per day, the first
hour of an eight-hour shift. During that hour, the instructor anticipated
and focused on same of .the.situations and verbal exchapges'which would most - B
probably occur during the day, so that everything taugﬁt was entirely |
relevant to the learners’ working environment. During the rest of the day,
the students were able tofbractice the new forms and’voc;bu1ary witﬁ co-
workers and especially, supervisors,who had been briefed on their role as ,i
models. ' ‘
One article (Krashen and Seliger, 197?, op.cit:) suggests that motiva@ed

adu]t'stﬁdents of a second language are able to provide themselves with

B A




o ete. My own teaching experience leads me' to conclude that most adults. -~ -

-

[

~ rounded by words may induce learning in certain children according to

“the essential ingredients of formal instruction without even attending

_p]ass,‘the'information reqdired being provided by friend;, iﬁfofmants, s

It is worthwhile underlining the deliberate effort that Roberts made to

'that fo} High School sfudents, informal environments are more\e%fective

* culture be maximized and that the number of forma] ESL classes be dras-

TN gt TR STV AT TR Ra o
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are more corifortable in a "directed" 1earn1ng environment.

Y
'

Roberts (1976) discusses an adult case s tudy and descr1bes the most

beneficial division of time between formal and informal learning that

7

enabled.- him to learn Chibemba, a.language of Zambia. He advocates that

only 20% of the time be spent in %eral instruction with the rest of the
. ¢

~

time being spent in a 'nmatural' setting talking with native. Zambians.

exploit the informal learning situations.

Severdl studies deal with chifdren in informal learning situations.
Ha]eAand Budar's study (1970) of immigrant children fo Hawaii indicates o
fhan the c]assfoom fof second-]anguage learning. They recommene that the
immigrant students' total in-school exposure to the English 1anguage and
tically reduced. This point of view coincides closely with present
thinking on "immersion" classes. i

In" another study Dreher (1974, op.cit.) cites the‘case of eightA
Spanxsh speak1ng children, aged 11, who made "s1gn§f1cant progress in
understand1ng Eng]1sh" through the simple fact of being in an 1nternat1ona1

summer camp where £nglish was the official language. Merely’ beTng sur-

T

0'Rourke (1974),who terms the effect "endosmotic". . ~
Chun (1979) made a study of thirteen Eng]ish-speah&ng children
v ' " :

attending French schools in and around Paris. Their constant interactien .
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with monolingual native-speaking peers in a French environment s

+

‘sugdested as the reason for ‘their progress in pronunciation and vocabulary.

A case study of a ehile’s'second—1angﬁage acquisition s offered by

‘Savignon (1974). Her son Daniel, aged 7, had been raised in the U. S. and -

k) il
‘had never been obliged to speak French at home even though his father is |

a nat1ve Frenchman. The child began to speak French dur1ng a susta1ned
res1dence in France during the summer of 1972. Sav1gnon dec]ares that no

spec1a1 effort had been made by the fam11y to speak or to teach French and

(3= 4

it was the comments of shop-keepers and relatives regarding how«well
Daniel spoke the language thé& aroused her curiosity andyprompted her to
record the conversgkion which, she had, in Frencﬁ, withlper son.

Savignon commengs‘on the‘wfde range of comprehension, as compared to

the level of production and on the semantic richness of Daniel's French

as compared with its structural simplicity. She makes several lrecommend-

e

N Al . "
ations, e.g.: ) /F N

ro— . . '
We Liﬁeateachérs of Frqunp should provide for semantic richness

in the early stages of .instruction. : " »

H

-~ 2) We should prov1de for lots and lots of 11sten1ng exper1ences and

for mean1ngfu] contexts.
S?ﬁese recommendations echo those of several.other researchers, e.g. Corder

(1977), Krashen (1976), Wagnkr-Gough and Hatch (1975, op.cit.) and

Macnamara (1973,.op.citi) regarding the necessity for adequate input which

o

)

is ‘both redlistic and appropriate.
Savignon‘s'observations regg}ding the range of her son's comprehension
of French compared to his level of production, points to the major advantage

wpich.characterizes informal learningi the learner has the opportunity to

b e o
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, ﬁﬁti] a high degree of comprehension is achieved, Ih support of their

". language. Léy]in's (1977, op.cit.) workers expected to apply, during the .o ;

- - B . = T T ¥ o, LR TN e e SMPRA QUY aaengve o © eied aaghate
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hear, Qr&cess'and comprehend substantial amounts of ‘primary 1inguistﬁc o Ji

data without having./to produce any until hé'is ready to m;ke the attempt.

There is no obligatjon to sﬁéakg as there is in most formal learning
¢sjtuations. The primary role of the model in the~inform31 1eaﬁping sit-

uation is to supply "1npuf", not to monitor "output“;

b Two authors (Winitz andReeds, 1973) regard Ihé sequence of development
--comprehénsion first, production sécond--as a functional property of khe ’
human brajn whicﬁ should not be violated in language instruction.. Theiy~ .
advocate that foreign language instruction should discourage,spgaking‘ .

argument they cite findings from memory theory (Adams, 1967) which .have

clearly shown that retrieval of itens requires more training than recbg-

nition of items. They also advocqféﬁsevere]y limiting the compexity of .
'b structures ‘in th'initia1 §tages of sgcond-language learning.

Befare endjngfﬁhis discussion on informal learning, it may be worth-

whj]e commenting on the difference between the adult reaction to the

e

informal Tearning 'situation compared to that of the child. ' ’ '

It would appear that the adult is more deliberately and actively
engaged in capitalizing on the sjtuation, in attempting to.learn somethiﬁg. o
. a t A . \

Thus(Ryu's (1978, op.cit,) Korean immigrants watched te]évision with the

express purpose of obtainingjknowledge about the American way of life and

rest-of their éight-hourlshift, what they had learned during the first ‘ '
hour's instruction.

" "Among the studies QéaT?ng with children, on the other hand, there is
R . . d.
an assumption that™the children were interested in learning, but no

i{ndication as to hovfgr?to what extent they practiced any 1ar‘19uage,

2

) (
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$ki11.‘ It seems that their strategy was simply to abserve and to listen
to “incoming 1aoguage until they were satisfied they understood whap was »
said. When children’ aﬁe ready to talk 1n the second 1anguage they seem
1ess anxious than adults at the prospect of mak1ng errors. Th1s is one .,
of the affect1ve factors suggested for the ch11d s greater fac111ty in
second-language'acqu1s1t1on,as compared to the adu}é. (Curran, 1972, 1961,
op.cit.) ) .g'\ . .

) , : {1 .-

Informal Acquisition of a,Second-Langpage' o !

<> o Bk S A T s

The difference in reaction to fﬁe informal learning enéironment between

o

the adult and the child seems clear. ‘It may have pFOmpted one author

@

(Krashen, 1976, op.cit.) to‘c1aim ipa& for the child, only acquisition,
not ]earn1ng, 1s possible, and that. 1nforma1 env1ronments utilizing primary
11ngﬁ?§t1c data are sufficient. Krashen proposes a model in which the
ggglg_second41anguage learner develops a dualulinguistic system for second-
language performance One system is "1eapned" and results from forma] N ’
1nstruct1on, the other is "acquired", unconsciously, through 1nforma] en- \ S
v1ronmen$. He makes a further distinction between informal environments. ‘
where active language use occurs regularly and those where language use

is irregular. Krashen notes,that most adult second-language teaching
methods assume that adults do~not "acquire" but depend wholly on conscious

learning. (The same is-equally true of most. secomd-language teaching

methods for children.) He ends by saying that there is éuggesfive ay-

idence that adults are able to "acquire" language, at least to some extent,
while for children only "“acquisition" is possible.
It {s unfortunate that the distinction-between informal learning and

informal acquisition has not been made-clear since there is, in fact,

‘

fup—




increasing evidence that adﬁ]ts'can and do, usé inf®®mal learning
environments- to considerable advantage, as ‘has beeh shown i; the previous
section of this chapter. ‘
Bdt\KYashen is probaﬁﬁy right in stating.that'adu]ts.qan "acquire" a’
second 1anguagé only to a limited extent. Informa] acquisition, as stated ./
ear]ief, implies anﬁébsence of deliberate or vo1untary'attentjon on the
part of the learner and this may be much 1es§ possible fqr an'adu1t be;duse
9f his experiential know]eége and hi% éenera] cognitive deﬁelopmentlthan 7

for a child who is léss infqrmed.and cognitively less developed. .

. . ’ . - .
As Slobin (1973) points_out, the pacesetter in (first language) 1in-

. , o .
~_ guistic growth is the child's cognitive growth at that time. Certain.

4

\\qunitive notions are simply not very amenable to linguistic manipu]ation.
(Seg also Inhelder, Sinclair and Bovet, 1974. Their work suggests that the
nate of cognitive deveTSbmegt cannot be si@ﬁificantly a1tered)py2teaching'
the child i;é\vocabulary.needed to function at a higher 1evéi of cognitive .
deQe]ppment.} Cognitive,ﬁeve1opment results essentially from an inter-
action petween thé subject and his envifbnment, §nd this requires time
and opportuniiy.‘ It would appear that children acquire a sécond-]anguage

. using a learning process most compatib]e with their cognitive development
at the time. 3 ’ , ,

Among the studies whtch'have focused on the role of attention in child-
> ren's learning one, (Hale and Taweel, 1973) provides some evidence that
children, as the&/mature, (in this.instance from 5 years to 8 years), becomé
more flexible in their deployment of attention. Ihey show an "increasing
capacity to accommodate to the attentional demands of a learning situation,"
in other words, they move’from an informal acquisitibn procsss to an in-

formal learning process. It is difficult, perhaps impossibie, to specify

\ N\ :
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the stage in a child's cognitive gro@th where he starts to employ in-

L al Y

formal learning processes, perhaps in para]]é] with those‘employed in in-
form§1 adqu%sition. There is evidence that young children (pre;schoo1) %
acquire learning 1ncidenta1]y; i.e. informally (Smith, et al, 1972) o @
and there is accumulating evidence regarding the informal role Sf commercial - |

te]éyision in extending first-language v6cabu1ary (Mason, 1965) and in

P L1 RO AR

facilitating the initial stdges of reading (Doman, 1964). : ' "' T

b JL:::-,;‘

Two features of commercial television which enhance its role in
b , .
informal acquisition are, (1) abundant aural and visual input and (2)

bt eta s

imagery which is frequently voicé-synchronized. ' !
The role o%‘imagery in leérning has been diséussed in Levin and Allen,

(1976) (Levin, see Ch. 4, is a strong advocate of the Jse of pictures in

learning), Sheehan (1971) and Ernest and Paivio (1969) amoﬁg‘others. The L

importance of appropriate input in second-language acquisition has been

- v o e o

pointed out py Krashen (1976, op.cit.) and Wagner-Gough and Hatch (1975,

\

op.cit.) . :

| Despite the limitations of te]evisiqq>as a medium of instruction--it ’
proyides no performance'feedﬁéck énd it presents a>d1ffi;u1t evaluation u - .
problem--there can be né disputiﬁg the fact‘that for children in partic-'
ular, it appeals tb inte#est, directs attention and provides information.
» It provides one of the threg criteria (Rubin, 1975) which separate the
""good fanguage learner" frqm tho¥e who are less capablesthe "opportunity" -
to be involved with the second-language. It must be considared one of
thelﬁrimary sources of informal acquisition'of a secﬁnd-?anguage.

At thg conc]usiﬁn‘of her artic]é, D‘Ang]ejan (]978, op.cit.) states

. - ) .
that there is sound theoretical, empirical and’anecdotal support for the

i [

b




"learned". It Qou]d,tﬁus seem to be good pedagogy to determine the cirs

‘acquire some ESL informally Before formal <instruction begins. (Formal

“instruction for most pubi]s began at Grade 5.) whetheg the acquisition - ]

edﬁcaticnal'authoritiesirperhaps ét the Tocal -level, to exploit this

- desc}iptibn of a pilot study on the inforfal acquisition of ESL, and"
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position that verbal fTuency in a second-language is most effectively

acquired .where it is possible for the language to be "acquired" ratheryshgn

cumstances which favour "acquisition” and to use them to the students'
advantage.
It is my contention:that a number of children in the Province of

Québec are favoured by a variety of circumstances which allow ‘them to

instruction in ESL will become mandatory in Grade 4 ih 1980; previously

is great or small, it is worthwhile determing the extent of it and the

majbr sources to account for.it, It would then be incumbent upon the

informally acquired knowledge through greater flexibility in their ESL
. / R
=

programis . ' '

In order to substantiate the argument, let us now turn to'the

the description of the major research project. .
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First Research Project , -

A pilot study on the informal acquisition of ESL by grade four pupils
was completed in November-December, 1977. It involved two hundred pupils
in six schools of one School Board in the Montréal area. These pupils were
due to start formal instruction in ESL the following September. The stqu
was mot1vated by tfe following premiss: it is illogical not to expect

children in the Montréal area tJ have acquired some knowledge ‘of ESL, how-

ever n@gigted, prior to their starting formal jnstruction. Circumstances
of geography, megia exposure, etc., may favour the acquisition of lexical ‘ 9%
items b} these children. If §uch is the case, and the items can Ee idént-
ified, it may be‘advantageohs to incorporate them into an ESL syllabus,
sincé,fﬁéy~represent a set of items which are cu1turaiiy ahﬁlljnguistjca11y

valuabte. The lexical-set which a child acquires and retains informally,

may provide a useful insight to the syllabus designer regarding the topics b
which can be most usefully exploited in a second-Tanguage ;y]]abus. The i
study dealt witb vocabulary items only and the jnformation was obtained by
means of a vocdbulary test. | | i

| , %

Déscription of the Test .
: 'Three se£§ of 35mm colour slides, designated A, B and C had been pre- ‘ 1
pareé, each set comprising sixty-eight (68) sfides. The_slides depicted
discrete lexical items éssociated yith the f011ow{ng topics: 3
| 1) Food '(39)* 5) Action Verbs (14) f
) Items 1¥\;he Home (40) 6) Clothing ( (14) ,
3) Means of \ransportation (15) 7) Peoble/jpbs . (28) - \
6) 8) Miscellaneous, e.g, (39) S

4) Places/Buildings (1
: numbers, colours, parts
. _ of the body

* number in brackets indicates number of 1tems assoé?gted with the topic.
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Care was taken to ensure that a like number of English/French cognates

o

(limited to certaih topics only) were included in each of the three sets.
L4

The final slide in each set shq/gd -a thematic picture.

e

Each set thus. comprised:

1) an equal number of 35mm colour slides orgahized into eight

s ) topics ;- . ' : .

2) the same order of presentation of topics;

3) an equal number of cognates.

i~

The total number of slides prepared was two hundred and four (68 x 3), and
was made uF of two hundred and one d1screte 1ex1ca1 items associated with
eight different topics plus three thematic pictures, a classroom scene,

a supper scene and a snowman scene. The choice of topics and items was

based on two factors:

»

1) intuition regarding the type of lexical item with which ch11dren of -

\\@15 age may be fam1l1ar in English;

2) the relative lack of d1ff1cu1ty in making or obtaining slides rel-

-

ative to some topics rather than others

Y

Certainly other topycs, e.g., sports, possessions, TV persona]1t1es, ‘etc.,

Were considered for inclusion but the difficulty in making or obtaining

b )

slides pertaining to’them legislated againsf their inclusion.

‘
Test Procedure

Grade four pupils, in pairs, were assigned to a bilingual monitor. One "
set of slides was shown and the pupils asked, altefhately,“to givé an
appropriate French word for the item depicted and, if known, an abpropriate

English word for the same item. Asking for the French wory’was necessary -
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in ordér Fo'estab]ish\fha% the item depicted was readily recognizable and
that no confusion resu]ted from the qﬁa11ty of the colour slide. A1l Znswers
suggésted by’the pupils were noted down. The other pupil in the pair was | ;
asked to confirm the choice of English word made by thé first pypi] or to-
suggest any other appropriate word. If the first pupil asked did not know
én appropriate,Eng1ish word for the item depicted, the second pupil was

: gsked. ‘Wher neither of the two pupils knew, or could suggest an approbriate

" English word for the itgm.depicted, this was also noted. When(;;

e,]ast

slide, the thematic picture, was shown, the pupils were asked to give any

English words which they knew relative to the picture. Everything sug-

' - 1 '
gested was noted down. As\soqn as one set of slides had been shown, two
other pupils were invited in, the set of slides was changed for another,

and the test procedure repéated.

ety ot i g a %

\
Before a set of slides was shown, the‘procedure for replying was ex-

2 " plained, in French; to the pupils. They were asked to reply frankly and

-

/' not to be concerned if they did nbt know an épproprjate English word for
what they saw since they were not being formally tegked. The monitors
. had been cautioned tb use discrgtion‘in noting oné pupil's confirmation. of
another's choicé. Adequate time to reply was given and the average time 5
L required to show-one’seﬁ of. slides was twenty;fOur minutes. An audio tape
was méde of at Teast one pair of pupils each time a set of slides was
‘ shown. When several pairs of pupils viewed a seét of slides at the same \
time, the pairs, witb their monitor, were seated in thelroom in such a way
as to minimize'thg possibility of interference. Approximately the samb
number”of pupils saw each of the three sets of slides and approximately
equal numbérs of boys, and of girls saw each set. The distrfbution of ‘ ‘;k

\ the numbers of pupils viewing each'set of slides is as follows:

.

e ' 2.
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Tabie 3.1 Pupil/Set Distribution
. . ‘ ' , t
Set - Boys Girls . Totals .
A w3 6
, . B 42 © 26 68
c 3 . 3 67
TN , .

Totals. 13 87 200

1

Compilation of the Replies

Al]'rgp]ieé givgp in each of the £hree sets were rank-1istgd by fre- '
' quéncy. Thus, three rank 1isfs were drawn up. It was decided to keep,‘
for analysis, only those items énown, i.e., idéntified, by sixty percent
(60%) of the éhi]dren who saw them. This list of items is g%ven in
-Appendix 1.
'An ana]ysi%'of the results indicated a sizeable ESL vocabuiary among
a high percentage of the %wd hundred pupiis who p;rpicipated in the study.
One hundred and sixteen (116) lexical items, associated with”eight fépics
were known by at least sixty percent (60%) of the pupils. These items were
known 'productively', that is, the pupils 1dentif1ed the item.verba11y from’
a visual stimulus. The correlation between the ]JG items and the list of
lexical items introduced in the fir;t book ?f a widely-used ESL manual*
;?; this agé level of pupil was 0.2. / | ‘
. It will be seen from Appendix 1  that wocabulary items associated °

with three of the topics, Food, Means of Transportation, People/Jobs, are

known to a significantly greater extent than items asso iated with the other

4
'

*Look, Listen and Learn, by L.G. Alexander and A. Dugas. Published by
Longman, Canada, 1972.

“
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. It was designed to establish possible sources accounting for the informally-

' considered and it was decided to undertake a second study, in November-
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topics selected. They represent an impressive inventory of informally-
acquired English vocabulary accounting for half of the items occurring in ° .
the 60% Tist and they point to some'topibs which may be profitably exploit- ]

ed in- the ESL classroom.

Aiquestionnaire was' devised and was later completed by the same pupils.

acquired knowledge of ESL. An analysis bf the completed qqeﬁtionnaires
revea]ed‘the jmportance of some sources: television, the home, the "
opportunity to travel and spend t{;e (holidays) in Ené]ish-speakiﬁg areas,
and so forth. Still later,)(May, 1978) one hundred aﬁ&\sixty (160) of the"‘

original 200 pupils were given five hours instruction in ESL at a rate of

i

two, half-hour lessons per week for five weeks. At the end of the instruc-

tion they were given a written test in English. The test dealt with vo-

i as e e -

cabulary and spe]]ing'and elementary s;:tax and aimed at determining
whether the rathér ambitious methoéé]ogy and content used during the period
of instruction had been successful.

Thg pilot study had provided intefesting énd challenging 1nsi§hf;
and it seemed clear that the informé] acquisition of ESL warranted further .

investigation. One major criticism of the first study was that by having . . . =

two pupils participate at‘the Séme time, the possibility that one hﬁd in-

fluenced the other.cou1 not be diseounted. On the other hand, to complete P
the study with pupils participqt{ng individually would have necessitated an
unconscignably long time and may have caused sgrious administrative

prob]éms. Also, the scale of the first study was somewhat limi ted, béing

restricted io one urban Schoo] Board and one mode of testing. The advantages

of incorporating a nuhber of different variables into such a study were
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December, 1978, on a larger scale and with a more precise experimental

!
design. o s ‘ \

One point should be clearly es}ab]ished. .The purpose of both reslarch
projects was to establish evidence—re1ative to the acquisition, or non-
acqu1sit1on of ESL among pupils yet to start forma] 1nstruct1on in the
subject. Informat1on regard1ng informal acquisition of ESL would then be

used to substantiate recommendat1ons about changes in the content and

methodology of present programs, but such changes would requ1re -time before

they coq]d be implemented, Pupw]s.tak1ng part in both reseafch progects
were yet'to take formal-instruction in ESL so there was no question of
comparing one ESL ﬁrogram.based on info?ha] acquisition withaanother al-
ready in Qse in the schools. The experimental'design.of the second researth

project was therefore limited, of necessity, to establishing evidence of
on that acquisition.

Second Research Project

The Hypotheses T

The following hypotheses weré to be investigated: \‘

~

1) informal processes play a s1gn1f1cant role in the acqu1s1t1on of

ESL by pup1ls prior to %ﬁe1r receiving forma] instruction and should, |

therefore, be taken fnto account.when.preparing ESL programs; ° @ﬁei

2) differences in ‘geographic milieux and soc10 economic levels will be
significant factors affecting the informal acquisitiongof ESL preceding

for7a1 instruction in ESL. ' '

.= ©
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The Aim.
To determine whether the ESL capab111t1es of Primary grﬁBe pup1ls

are be1ng pedagogically sat1sf1ed by the ex1st1ng single prograunn ‘
approach. - | _ ®o
Hypotheses . - _ ) -
Data were to be obtained regardjnb the Fo]loﬁjng: .
1) The range of lexical items kﬁowﬁ receptively, in.each of two modes -

of presentation, by Grade 3 pupils yet to start fonma] instruetion in ESL;

2) Differences in the extent of -informally acqu1red knowledge of ESL

attributable to different ggographic nilieux, i.e., urban, suburban, rural;

J . .
3) Differences in the extent of informally acquired knowledge of -ESL’
“_~— ‘ .

attributable to different socio-economic Heve]s, i.e., upﬁén-middle cla;s,
middle-class, working-class; ‘
- 4) Differences in the_extent of informally acqﬁired know]édge of ESL
attributable to different educatidnal systems,.i.e., public, private;
53 The importance of d%fferent sources of iﬁﬁbéTal‘acquiéition of ESL

alone or in combination. ) ~ IS -

Operational Definitions.

1) Geographic milieux:
—~--grban: Within a radius of ten miles from the centre of Montreal;

Ry

Suburban: wit_hirga radius of twenty miles from the centre of Montréal
and charactenfzed by % work-force which, in the main, qommutes;
Rural: Beyond a radius of twenty miles féom the centréxof Montréal
and cthac;grized by a work-force not required to commute to 2 major
_ population. centre for employment, : e

oo ‘ ~

-

v
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; .2) Socio-economic levels: \
b

Upper-middle class: As so designated by the school principal and .

characterized by employment ‘in professional occupations, ownership<of own

homes and salaries exceeding $25,000/annum; ’

e itnpte o
.

-~

Middle-class: A$ so designated by the school principal and character-

PREST SU—r
v ~

ized by full-time @mployment, ownership of own_homes and salaries ramging
» _ between $16,000 to $25,000/annum;

' WOrking-c ass: As SO des1gnated by ‘the schoo1 principal and char-

acter1zed by some unemployment renting of accommodation and salaries not

. exceed1n94$16,000/annum. ‘ ‘

IR?drma] Processes: co _1@ .
i ) Those processes,(character1zed by an absence of overt and de11berate
1ntent1on to 1earn on the part of the 1nd1v1dua1 which neverthe]ess‘ .

I

.  result®in learning.- . : (

' Téstr§ubjecté.

¢

- . Tnnee hundred and sevenv(307) Grade Three pupils were tested. This .

Ve nu@per was made’ up of pup115 tn three»School Boards, (nine schools, e1ght

- N - -

s
vt

pub11c, one private),

"socip-econdmic levels.

participating schools.

in different geograph1c milieux and at d1fferent . ‘

Table 3.2 g1ves the information regarding the

L}
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Table 3.2 Test Subjects: Participating Schools

A} ' &

School Board  School' Geo.Miliey “0Ci0-Econ. 'Education  No. of
|

Leyel * System Pupils

‘Ste Croix ' 1 " Urban ) Gpper-Mﬁddle Public 49 g
Ste Croix 2 . Urban  yorking  Public 57
Laprairie 3 Suburban Working ~ Public - . - 27 - . RE
Laprairie 4 Suburban Middle - Public .25 | . ~
Laprairie 5 SubUrba\\\ *Working. ' Public 22 B
. Deux-Mont. - 6  Siburban >, Middle  Public - 51
: Deux-Mont. 7 Rural Middle Public = 26
;n 1 Deux-Mont 4 8. Rural - -Middle Public  ~ 23 .
% | Private . 9 Urban . Middle Private 27 : |
I S
§ ' , L | : 307
. ,
f - . Table  3:3 on thé following pagé, g{;es tﬁé relevant "demographic-
“f S information regarding the test subjects. » ,
| . \
SN \
N T |
“ . . ‘
Y . Vol
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| * Table 3.3 Test Subjects: Demographic Informatioﬁ.
J . .
Geographic Milieu: Urban Suburban - Rural Total
| 133 125 49 307
Socio«Economic Level Working Middle Middle Upper- Total
by class: . _(sub.) (rur.) Middle
' 106 103 89 . 49 307
Educational System: Public ' Private Total
© 280 27 ) 307 ) ]
Sex: Male ~ Female Total . " ;
O 166, 141 307
Age in Years: 7 yrs 8 yrs 9 yrs s}o yrs 11 yrs 'Total
| 5 204 4 g7 9 2 307
Born in Québec: ‘ Yes ‘ No t Total
| ‘ | " 289 18 o am
Materials S :
A set of sixty-fqur (64) ostensibly definable 1ex1pa1 ifems was pre-
pared and orgahizéd into groups of ‘eight. éach group.of.eight pictures - i
: related.to a topic, thus: S .
; 1) Posgessions . . 5) The Home /
; 2) Food .+ %6) Clothing
3) Action. Verbs " 7) Miscel]anéous‘ : -
4) The Fami 1\y : | 8) Christmas
,Theﬁeris evidence (Handscombe, 1969) that certain topics or themes are more

appealing to children of various ages. Also, the first research project and
the subsequent instruction had éstab]ished topicé of particular interest,

hence ‘the choice of topics listed here[. o ‘ - : w_’\




Ao ) *

AN picturef'were simple, black and whiteiﬁine drawings. Each group of

. v gight ﬁ?;tures easily fitted onto an 8 1/2" x 11" page. The complete set
,.g‘- " thus comprised eight groups of eight pictures. ‘
fhe set gf pictures was used as the stimulus in two tests, eaéh with |
a different mod; of’presentation.
MOdi’]: The Qﬂght‘(Bﬁ p{ctures,comprising a group‘wgre numbered 1 - 8
in non-ﬁequentia1 order on a}mge. The order var{éd“ﬁmﬁ page to page. ,
o At the bottom of each page, the written referenfs corresponding to the '

eight pictures were given and a space brovided in wiich the S could write

the number of the picture which corresponded to the written referent.

- Each S was thus provided with a test booklet consisting of \Aight (8) pages.

et ™ =

in which sixty-four (64) test items (eight per page) were depicted. Mode
A1) + , o f
-+ 1 was to test know]edge of lexical itemsithrough a combined visual/written

i -y

mode of presentation. A sample page of the test booklet used in Mode 7
is appended (Appendix é).

Mode 2: The same sixty-four (64) lexical items were used. The eight )
bictures makiné up a group H;& been re-arranged on Fhe page and wére now 7 !
. identified by'the 1ettérs A-H. A different order of presentation from ' ‘
that used in Mode 1 was established. .The pages were\numSered 1 -8 and |
a projeqﬁua] made of each page for display on an overhead projector. The 1
5ize of the projected imagg; 4' x 4', allowed it to be easily seen by g]] | f

the pupils in a class. An audio tape was made. Ss were instructed to

Took at the projected group of eightspictures for twenty seconds after IR

¥ \ which, an item depicted was named twice. Ss then had tem¥seconds in which .

to hear the repeated word, identify the picture to which itrfyrresponded,
an note the 1ettér'identify1ﬁg this picture and mark the letter~down in the

@ A
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appropriate spate on the answer sheet provided. Then the name of another
item was g'Iven~ twicé, apd so forth. | When all \eight (8) items had thus

. been named, the ;;rojectual was changed and the process repeated. M‘{de 2

~ was to test knowledge of lexical items through a combined visua]/vert:é-] ).

mode of presentatiom. A sample projectual used in'Modé 2 is appended

(Appéndix 3). “The complete ‘hst of Ttems with the order of presentation

in each of the two modes 1s g1ven in Append1x 4,

A Test: Procedure.

Arrangements had been madé wjth schoqoﬁprincipals to test the .Ss on
a normal school day. wher;e two classes of pupils in the 'same schoal were
—_— _ tested, one class immediately followed the other.
v Ss\ were.told (in French) that the examiner was trying to determine‘
whether any English had‘been binforméﬂy acquired and that the Ss were'to
< attempt two tests, not ékaminations, and complete a questionnaire. Ex-

o

amples were given for the Mode 1. test and the procedure for answering was

explaimed. Ss were invited to ask questions for. further clarifihcation, if : |
— " necessary. Mkhen a]'l were satisfied that the procedure was understood, the |
o | test booklets were distributed and the test began immediately. Ss hgd

been told thatrthey would be allowed only ninety (90) seconds to complete

~each pag.e before being told to turnto thé next page. During the first

minute, two monitors circulated around the class making sure that the
correct answering procedure was being followed. Whemeﬂ eight pages had

been attempted, Ss were allowed an additional~two minutes to complete any ’

% mxssed answers They were then asked to write their ’names. on the first
page and the book]ets were ‘urmechate]y collected. The total time for the

 Mode 1 test, including instructions and examples, distribution and
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‘gollection of test booklets, averaged'twenty~five (25) mihutes; The >
second test was given at once. -
. . The an§Wer sheeti_fonlth; Mode 2 test were distributed and the Ss
wrote their names ia the spaée provided. The .tape was tried for clarity
and audibi]igy and a samp]e* projectual was shown. The procedure for -
answering was expia;?ed-and'several examples completed. S§ were jnvited
“to ask questions .for further c]arificytion, if necessary. }When all were
sétisfied that the précedure was ‘understood, the tape was starteq\and the
test began hnnedigﬁe]y. During the first minute,. two monitors’ circulated |
around the class making sure that the correct answering.procedure was 3 (é ;
being followed. ZWhen all eight projectuals had been shawn, the projecfor
was turned off and the answer sheets collected. No additional time was
given. The total timet for the Mode 2 tast, including instructiqns‘and

o

examples, distribution and collection dﬁ“gpswer sheets, was twenty minutes,

[ .
e el

max imum,

e The Questionnaire.

* ' A questionnaire, in French, had been prepared. It comprised twenty- |,

Pl T

three questions and was designed to furnish inforﬁat?ﬁ? regarding possible
sourées of informally-acquired ESL. Most'questions required the S simply

to circle the appropriate reply from the Eﬁoices given, One'question?
\J/#lgs required fhg S to write down the names of his/her fqur favourite ///;//////
" English TV programmes. quﬁrder to save time, a projectual had been preQJ// A

pared on which were listed thé names of.16 programmes known to appeal”to

children of this age level. At the appropriate time, this projectual was

L]

“'not used in the test.
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displayed and the Ss were able to copy down the names of theinechoices.
Where necessary, the names of other suggested programmes were written
on the black-board.

When all the questions ead been answered, the questionnaires were
collected, the Ss thanked and the class turned over to the regular teacﬂer;
;The total time required to comptete the questionnaire was twenty-f{ve :
‘minutes. This included 1nstruptjons, explanat&ons, distribution and

collection. A copy of the questionnaire is appended (Appendix §5) and

a resumé of the replies' (Appendix 6). o . (

It should be noted that the same examiner'adminiefereewthe tests and
questionnaires to all groéups of Ss taking part in the study, This was 'to
ensure a standardizatien of procedure. The tests and questionnaires were
administered during the period, November 20 - December 14, 1978.
Second Research Project:"Shortcomiqgs. ‘ -

Two deficiencies in the .research design of the se¢ond prOJEéi should
be painted out: | \ v

1) The selection of a very limited number of lexical items (64) from

a

//nnng the many which a Grade 3 Frgncophone child may reasonably be expected
to know in Engl1sh may well g1ye an inaccurate plcture of the child's actual
a?quisition of ESL. This is particularly true where the themes fromswhich
the items have been chosen do not, in fact, correspond to those most appealing
to some of the Ss %ested. ’ \

2) The use of the Seme 1egica] items in consecutive tests, albeit in two
different modes of presentation, meytunfairly influence the results of the N
second test. ' |

In the settion dealing with the recommendations for further research at

the end of Chapter Five, the prob]em of selection and of research design

W111 be d1scussed at more length.

FUTETIVERRRE TS
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Compilation of the Results

The demographic information, the test scores and the replies to the

.

variables featured in\the questionnaire were prepared for computer processing',
on a CEC Cyber 172 computer'uéing éhe SPSS with Crosstabs sub-programme.
For convenienée'in computiing and accessing.data, fhe test scores (out
of 64) were grouped as follows: 0-3, 4—f1, 12-19, 20-27, 28-35, 36—43,
44-51, 52-59, 60-64. It was thus possible to determine the number of Ss
scorin§ between 36-43, for exa@p]e, but not the number scoring 36 or 37,
etc. Later, the exact number of Ss obtaining particular scores; e.g.,‘
64,.was required and‘accessednfrom the computer programme; otherwise, it
was felt hat.grouped scores would proﬁide sufficiéq} precision for analysis.
The fo]]oﬁing three sets of scores were compﬁted: grouped Ecore én the’
Ist test, grouped scoré‘on the 2nd test, grouped score for both tests.
The most appropriate statistic (from the SPSS) to use with the type "
of data being processed, i.e., where the Independent Variable does not
f&]]ow a sca1e,.1s ETA. The range of this statistic is from 0 to 1.0,

the highe; numbers indicating a greater degree of probability that the

Independent Variable has influenced the test score. (Other statistics which

“can be used in conjunction with ETA as predictors are Lambda and Uncertainty

Co-efficient and Chi’ square which\gndicates the probability of a relationship

bntﬁggn the test score and the Independent Variable. Appendix 7 lists

all thé variables by number and description and for each gives ETA, Lambda,

‘Uncertainty Co-efficient‘and Chi square (NB df varies) for the three sets

of test scores. \In order to faci]itate“?hiﬁ;:nce to the variables in the
analysis and discussion of the results, a complete 1?%t of variables,

identified by number and description, is given in Table 4.1 on the next

page .- ‘ 4 - v
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In the analysis and discussion of the results, the variables are

treated separatg]y.\ Statistics are given and, in order to illustrate
- the more significant results, figures (histograms) have been drawn when-

ever the ETA computed for a test score and a given variable is 0.4 or

higher.
J
I “
Table 4.1 ‘Variables by Number and Description
‘Variable | ‘ Description
number ' . ,h
03 School Board/School
05 Socio-geogra phiﬁu’ lieu i
06 Socio-economic milieu £
07 * Grade ¢ - .
.68 Sex | ‘
09 Age in years
10 Born in Québec
139 Language spoken with mother
140 Language spoken with father .
141 Language spoken with s1b'1iﬁg\s
142 . Frequency of mother speaking English
1’43 Frequency‘of father speaking English
1Q44 ‘ Frequency of siblings speaking English

145 S has_/attendéd an English school

-
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Variable Description
number .
146 Langhage spoken with friends ’
147 With how many persons S speaks English =
148 Relationship to that pérson/those persons
149 Abj]ity of S to express himself. in English
150 Ability of S to read English
151 Father reads to S in English '
152 Mother reads to S in English
153 o :
TrLa Four TV channels most watched, in order
156
157
- Four favourite English TV shows, in order
160 :
161 Frequency of S watching English TV
162 Frequency of S watchiﬁg favourité English TV shows
. / .
163 Number of times S has been on holiday in an English-
‘ speaking area
3 '
4
- _Location of this place/these places
166 :
167 I
- Where/how S learnt the English he knows
169 ( ' ‘
170 : .
Co- Three favourite activities/pastimes of‘S
172. . : ‘ ‘
173 Number of hours/week S watches English TV

R
3
\i\
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Analysis and Discussion of the Results

>

General Observations .
a) There is clear evidence that some knowledge of ESL vocabulary has

been inforﬁal]y‘acquired, in varying degrees, by these pupils. Table

4.2~ summarizes the results of the two tests. . i
_ !
\\J . -~ ‘l
Table 4.2 : Summary of Tests Results
School __Min Max X Testd : .
1. Urban 16.00 64 .00 37.9 1
6.00 64.00  37.2 2
2. Urban "~ 6.00 64.00  36.5° 1
10.00 64.00 44.4 2
3. Suburban 9.00  54.00 24.9 1. .
9.00 44.00 26.7 )
4. Suburban 19.00 53.00 .29.2 1
| T 4.00 60.00  26.2 2
5. Suburban 14.00 . 55.00 27.5 1
- 8.00 56.00  28.9 Vi
".6. Suburban’ 9.00° 64.00 36.8 1
©7.00 64.00 42.5 v o2
7. Rural 16.00 64.00 26.9 1
. 10.00 64.00  28.9 "2
8. Rural . 9.00 64.00 26.2 1
12.00 64.00  27.5 2 .
9. Urban 22,00 64.00  39.0 1
(Private) 13.00 64.00  36.8 -2

The mean score for test items correctly answered varies from 24.9 (39%)

to 39.0 (60%) on Test 1 and from 26.2 (41%) to 44.4 (69%) on Test 2.
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// Verbal (Test 2), are surprisingly close. For example, School

/ ‘ . Test 1 X = 37.9

/ : . Test 2 X =37.2
' ,The largest point.spread when comparing the two modes of preseﬁFation
/7 .is to\be found in School #2: | o

P

36.5

it

Test 1 X

4.4 ' ? ‘

{
o -
E : Test 2 - X :

/3 ‘ ' Tﬁis is a difference of 8 points.(12%) with the higher result being
/’"3 : obta1ned on the Visual/Verbal mode of presentat1on
In the minimum score column, there is some indication of the: greater
effe;tiveness of one mode of presentation over the other. In five cases -
where the point spread éxceeds 6 (in one case it is 15) the Visua]%written |
,mode of presentation has produced the higher score. The Rank L1st of *
Aggregaté Scorés‘SAppendix 8 ) shd/g that the cognates figure prfm1nently ’ e
. among the most frequently known vocabulary i‘tems. This would appear to '
: supﬁort the claim that a multi-skill approach, ﬁnco;pdrating the jnclusion
of cognates and lexical borrowings in the initial stages of ESL ipstruction,

is pedagogically sound.

‘It was mentioned earlier that, at the Primary.level of ESL instruction,

\ reading is accorded very little importance and the reading skill is not . )
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formally taught, at the Primary or Secondary levels. It is widely accepted

without theoretical or empirical jﬁstificatiqn (as Noblitt, 1972, points
. i
out) that training in 'superordinate' skills automatically provide§ comp-

etence jn corresponding 'subordinate' skills. There’is empirical evidence
to‘the contrary (Agard and Dunkel, 1948) aﬁd both Burstall (1970) and
Jakobovits (1970) suggest that C:he automahc\acceptance of the aural-oral
method may put some students at a distinct disadvantage. Burstg]] states:

"To Judge.from the test results and the pupils' own comments,

the introduction of reading constitutes a critical period in

the language learning process. For some pupils it provides

a welcome return to a familiar medium of’achievement."
(Burstall is referrihg to studen%s who started to study French at age:8:)
The contention that the early introduction of the second-language readind
skill is harmful to the acquisition qf first-language skills has never
been sati;factori]y arqued. Nevertheless, a major methodological fgature}
of ESL instruction for Primary grades is the avoidan;e of.dntroducing thé\

\
ch11d to the written word. There seems to be a clear indication from »1

&
=8
A

-

the present study that before formal instruction even beg1ns, the child
has already acquired some facility in identifying and understand1ng written
woras in English.

‘ c) There is a remarkably high degree4of~consistegéy in the vocabulary
which has been acquired. This consistency is noted acroés group; and across
both tests.

The 64 lexical items used in the test(s) comprised 25 cognates or
lexicat borrowings and 39 non-cognates or non-lexical borrowings. Llsts
have been prepared shdwing t;e rank order of acquisition as indicated in

the test results. 'These lists are given in Appendices 9-14. The

high. degree ‘of consisténcy in, the acquired lexicon, desgﬁte'the'diyérse
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‘ 5ocio—eqonomib backgrounds of the pupils and despite the range in the

ethnic make-up of the c]asées, namely, from multi-ethnic to predominately
) L FS '
Francophone; would suggest a 'universal' appeal or .significance of certain

4

1exTca1 items for this popu]at1on \ ‘ ‘ ¢

Evidently, the vocabuld™y items associated w1th some themes are more
ﬁe§d11¥ acqu1red&1ni2rma]1y than are those associated with other themes.
This may be attributed to interest, importance, exposure or other factors.
I} dpes poin; to the Aeed.to extend fhis type qf study in order to isolate
and‘ehunerate"those themes which, by iheir 1ntginsic value to the pﬁpi]s,
can be most usefylly exploited in the ESL c]assroom.<,F6r example, many

of the nbst cpnnnnlylknpwn nonicognatés are names of foods. - (See Appen-. -
dix ]3): f;n\ghe first reisaréh project, this theme predominated and

accounted fof'fhirty—one of the one hundred and sixteen items known by
4

at least 604 of the pup1ls tested. ) . S
- d) The items known, and the percentages o§;\tgm§\known are consistent

)
across ‘sex, (See\F1gureK4,1 on the next page). Ih the mid-score-range,

gir]é are somewhat more capable than bgys, but.in general, levels of '

\performance parallel each other closely. In the first.research project

~

parallel levels of peffqrnance,were also noted. It would appear that, at
- ; /,
the Primary level, an initial ESL lexicon of 'universal' -appeal can be

estab]ished and profitably used in the classroom. There i?/some éviaence

to suggest that at a later stage, e.g., Seﬁbndary II or II%] the Jexicon

se]ected for inclusion in an ESL manual should more closely ref1ect the
1nterests of each sex. (Banko and Sm1th 1979, op.cit.) ) \

é) The value of cognates as an eff1cﬁent approach to second-language

acdu1s1t1on was discussed in a recent doctoral thesis' (Hammer, 1978). Shg

r

‘makes the following statement:’ '

«
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A primary objective in the new method of learning a
second language must be to decrease the ratio of the
v time expended to the prof1c1ency attained. Increased :
j ' - efficiency of method will minimize the expend1ture
W  of time and money involved."

1}

e g (TN

o m

Her claim that the judicious use of cognates will facilitate second-
language acquisition finds support in the present study. What wg11 be
propaosed fn the cgnclusion here will be the caréful selection of par-“
ticular lexical jtems, including cognates and lexical borrowings, agcord-
“ing to their known relevance and importancé to particu]ar groups of pupils.

Cognates will be included because the ake /the denotative and/or con-

ceptua] mean1ng of an English word more quickly accessible to a child.

As mentYoned above, there were 25 cognates and 1ex1ca1 borrow1ngs

©
1

' in the 64 1ex1ca1 items used in the tests. The Rank List of Aggregate

Scores (Appendix 8)y shows that of the first ten items in Test 1 and

“ - Test 2, nine are cognates or lexical borrowings; and that of the first
f \ ' v W
» 31 items in Test 1, and the first 36 items in Test 2, twenty are cognates ‘

or lexical borrowings. p ‘
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Specific Observations \ X "

In this section, the variables wi]f be treated separately.*

Variable 03. School Board/School
Y

Variable_05. Socio-Geographic Milieu

‘Children in urban schools have a higher mean average score than

.o L H
children in suburban and rural schools. {p&re is one exception to this

observation: School #6, a éuburban, middle-class school, compares‘févour-

ably with the urban schoo]s Children in the three other suburban schools

Y

(two working- -class and one middle-class) obta1ned‘pomparable scores on

the tests. There is no smgn1f1cant difference in the scores between urban
public and urban private schooT pupils. Twenty-four Ss scored 64/64 on

. Al
Test 1 and thirty one Ss scored 64/64 on Test 2. The majority of these

{ﬁaup11s, 15 and 19 respectively, are from the urban schooys (n-.= 106)

wh11e 6 and 8 respect1ve]y are from one suburban igbool (school #6 a]ready

mentioned (n = 50)). Taken together, these two groups show impressive

-

evidence of considerable informal acqu¥sition of ESL and the results would -

. . l
seem-to justify the claim for two programmes, one for ‘regular' pupils

. and one for the more advanced pupils.”

»

Variable 06% io-Economic Milieu ' )

While the socio-economic milieu is not a statistically significant

. . , 3
‘factor affecting the test .scores, there is, nevertheless, a marked dif- -

ference in the mean average 'scores, c.f. Test 1::

q

*The ‘reader is also referred to Append1x by the ‘resumé of the .°
quest1onna1re rep11es _

N
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Norﬁ?ﬁg—class (106 pupi]s/é séhoo1s) X = 31.5
Urban/suburban middle-class | _
: -{103-pupils/3 schools) X = 35.2
* Rural middle-class (49 pup'ﬂs/z #schools) X = 26.2 ‘
‘Upper middle-class (49 pupils/1 school) E | ¥=37.0
‘Pupils from the urban wo%king-c]éss milieu (school #2) havé‘a mean average
score approximately 10 péints higher in each of -the two tests than s
urban childre&n from the same socio-economic milieu. Ss'froh school #2
obtained the highest meanuaverége score on Test 2 (X = 44.4 '
_ . - T

A1l pupils tested were in Grade 3.

Variable 08.  Sex. .

- - - -

Variable,09. Age in years.

11 yeabrs:

Age in years: 7 8 g 10 11

Mumber of Ss: 5"w,204 87 9 2 y(Total: 307)
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Nevertheless, ége does not appear to be a significant factor,

'S

Variable 10. Born in Québec. L
290 of the Ss were borr in Québec and 19 outside the Province. This

is not a significant variable.

Variable 139. Language spoken with mother.

-

Variable 140. Language spoken with fatger.

Variable 141. Language spoken with siblings.

. Variable 139. Téét Scorés ETA  Lambda Uncertainty Chi2
(grouped) Co-efficient
for” both . . .8401  .0657 .0623 .0000

«t

This Is a significant variable. Eleven (11) of the thirteen (13)
Ss who'c1aim that the language usual]}'spoken with their mother is English,
scored betﬁeen 60-64 on each of the fwo tests. Some of these‘pupils are
undoubtedly ﬁative-speakers of English; others are imﬁigrant children for -
whdse family English is an glready-acquiréd second }anguage. _The ETA

statistics for variable 140, (ETA=.3905]}and for variable 141, (ETA=.3497)

for the Same test, are only marginally less significant. /
Variable 142. Frequency of ‘mother speaking English. o .
Variable _143. Frequency of father speaking English,
Variable _144. Frequency of siblings speaking English.
'Variable 142 Test Scores . .2
. ETA Lambda Uncertainty  Chi
' (grouped) Co~-efficient
. //
. on 1st .39852 i§'0405 . .0491 ::9000
on 2nd .4168  .0829 .0639 /,'/.0000
for both  .4337 .0563 . .og,w/ 0000

J <

e
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. This is a sigiificant variable. Ss from families where the mother (and

o
toa lesser extent the father and siblings) speaks English, and presumably

Ce is heard speaking English often, scored signifitantly higher in each test

; : . than those Ss whose mother spéaks English sometimes or never. Thirty-seven

- (37) Ss indicated that their mother’:;jﬁks English often and of: this number,

14 obtained 60-64 on'the first test afid 20 obtained 60-64 on the second B

e gt e

j test. These figures represent 37.8% and 54.1% respectively. In compar- 7
‘ ison, of those Ss indicating that their mother sp@%ks-Eﬁg]ish sometimes,

11.7% and 14.6% score between 60-64 on the 1st and 2nd tests respectfvely.

Among the 97 Ss indicating that they never hear theif mother speak English,
- - the percentage scoring 60-64 in each test is 1.0% and 3.1% respectively.
l . ‘ .

! Figyre 4.2, on the next page, illustrates the grouped scorelfor~both tests.

/

’

Variable 145. S has attended an English school.

Twenty-one (21) of the Ss had attended an English school but no}m‘e‘-

cision regarding Tocation or length of time was requested or giVen: It

-~ does not appear to be a significant factor at this age. Lo §
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Var1ab]e 146. Language spoken with friends.

» Variable 146. Test scores ETA Lambda Uhcertainty Chi2
’ (grouped) Co-efficient \
on 1st 466 L0850 0633 - .0000
on'2nd  .4155 1120 0619 .0000; .
' for poth  .4598  .0610  .0662 .0000

Thie appears to be a significant factor, the ETA stati;tic for each
set of tests scores, grouped score on 1st test, grouped‘score on 2nd test
and grodpea score for both teﬁts, beiﬁg superior to .4 (see above).

Six poss1b1e replies were’ suggested and they are 1isted here with
the number of’Ss replying to each: |

Fr.,Ehg]ish
French English Other Fr. and English Fr. and Other and Other

S ne 232 6 ] 66 1 o

Among.the possible repiies only two, viz. French,.and French and Eng]ish
are noteworthy, the others be1ng numer1ca11y insignificant. F1gure 4. 3
on the next page, illustrates the grouped score for both tests comparing

these twg replies.

It was mentioned in Chapter 2 that hubin (1975, op.cit.) gave "opper-

tunity to be involved with the gecond language" as one of the three prin-

_cipal criteria distinguishing the "good language lezrner” from those

deemed less capab]é. This observation is substantiated repeatedly in the
present study, as witness variable 146 among others. Those children with
the opportunity to listen to English and to prectice it in informal sit--

uations display a significantly greater level of competence in the tests.




AR PN TR T ROV R Mt

IO
1 _ \
3 - - .
. : . I M U , ) )
n o (i et _ P . ~ . ” "
3 | . to { . ‘ . o . . i i .
) . “ ) W . .”cm 40 3n0 elo3g . , . ! . wr..v”
3 S ! v9 9, 5°S§ S°LY 5°6£ s°Ig| | s°£2 “ s°sl S°L s°1
t | H . i i ' ' ! . M
__m_,w‘ . . ; - . ! ' H !
r f .._A.._ — i R ‘ ) . ._M
L ,..,. ﬂ\. [ ' { _M
Coh _ X s . oz . 0
1o . ) o A .

o _ . : ov

S

k)
o
L e , . _ m* 3 |
- w 2 . o SR -9 D
3 o - A X | SR A
i - : o L SERT | R -
) ' i ! ) o i ” Vo , . ,, OO .W ,.~
i [ . , o { ' e
| I ) : : i B -
w ! i : [ . L
_, , b oo ) ﬂ “ /,- “. w
_ . _ o SN I _ R
“ ) - : c) 08 . i
_ nonmv,:uaumu . *Spuetyy yzm uexods ebenbueT] w“_ M_ . ; _ ! SRR
= C ot - . co!
: : 9vI elqetIe) B RS , ! :
| _.Amw_v HSITIN3 n._w HINIY4 " g ages3se} yjoq Jo) 881035 pednoly ”__, o RN A
B | LI ¥ '

! ; . . : 00X | e
. oo B ' R s H
1

' ' 0 t T 1
' - ' P J B . t
, _ ,£3000 | s (T L _ . ! : . L
- ! ' ' , ' V . L | LA Y ' ' LI B ' Pty b
' « o . ' . . L ' ! L . [ , ' cooT
. ’ t
_ : , - - .__“_ Ca Pl b . i C
: l . : : f '
: 1 I Pty , N
- f i f . (_ .
_m f oo m“_. ”_ ' . _H L y ' . H
' ' ' . ¥
N ty t -t ' i ‘ 4 v P ¢ : [ ' :
- , N . ; \ . Pt '
[ ' v ' ! ) ' o L Py bt __, ! <“*A _”.w~__ ! * H ! ! t
K ) N ’ ' i
- &
R R - - - - T i e ——




o M ISR

2

Variable 147 Jest scores  ETA  Lambda Uncertainty  Chi
(groupeq) : ‘ Co-efficient —
on st .3818  .0585 .053¢ 0000
| onond L4074 . .0912 0614 .0000
- 4 for both  .4350  .0469 .0570 .0000

[t is convenient to deal with these two variables together.

Ss were asked to indicate the number of people with whom they have

- the oppdrtunity to speak English and to indicate who the peopie are.

Three possible replies were suggested for var%ab]e 147. They are listed

here with the number of Ss replying to each.

With several people with one ﬁerson' with no-one
n= 68 : 9% 13
A numbdf of possible replies were suggested for variable 148, the three

most frequently indicated being:*

Friend Relative Neighbour
n = - 6] . 45 21
Variable 147 appears to be significant, underlining once again thaf
the'opportunity to. be invo]ved'with the second‘{anguage is a majdr factor _
in itsigcquisjtion. [t will be seen from Figure 4.4 on the nexf page

that those Ss with the opportunity to speak English with several people,

figure p?ominently among the high scorers. It should be noted, ncnefhe1ess,

that the questionnaire did not requeét the S to indicate the amount or

' extent of English-language contact, and it may range from a very limited

verbal exchange with a neighbour to the, perhaps, ‘exclusive use of the

* Those Ss replying "with no-one" to variable i47,'d1d not, of course,
\reply to 148.

\

O
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language with a family member. It is ﬁoteworthy that more than 50% of the

Ss have some opportunity, however ]imitéd, to use English, a factor

totally ignored in present syllabus desigﬁ. Also of note is the number
of Ss; particularly in the urban or suburban environments, who have

English-speaking friends.

Variable 149 - Test scores ETA Lambda\ Uncertainty Chi2
‘ {grouped) Co-efficient

o on st .5072 .1760 1252 . '.0000

" on'2nd 4435 1260 q228Y L0000

* for both .5280 ° .1707 .1228 0000

' fﬁis variable is an extension of variables 147 and 148 and those Ss
who indicated that they had no opportunity to speak English (variable 147)
did not reply to this question. It is, nevertheless, a sjgnificant var-
iable and it is interesting to note that a child's se]fjésseised rating
is qujxé ﬁn accurate indicator of his English-language éerformance. ?orty—
mine (49) Ss claimed to be able to exﬁres; themselves in English "very well"
and thirty-one (31) of ‘this number scored 60-64 on Test 2 (Visual/Verbal
mode). Some of the,others have over-eéstimated thgfr proficiency in English,
in some cases, considerably. This points to one of the drawbacks of a
questionnaire w{th a subjective ﬁating scale: it will be interpreted
py the respondents according to their own ;riferia which, evjdentiy in
}he c$se of children, vary wide]y;

One hundred ahd five (105) Ss of the one hundred and sixty-four (16@)u

e

who replied to this question claim to be able to expre§s themselves in

English "very well".or "quite we]lh, a surpriéingly high figure which would -
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seem to justify pre-instruction testing in order to ensure that the child

follows a programme compatible with his level of proficiency. Figure 4.5,

‘on the next page, illustrates the grouped scores for both tests for this

variable.

Variable 150. Ability of S to read English.

2

Variable 150  Test scores ETA Lambda - Uncertainty 661

. (grouped) Co-efficient!
on st = .5214 .0585 .0998 .0000
on 2nd 4327 .1078 0853 ".0000
for both  .5244 0798 11030 .0000

This variable appears to be one of the mosf significant of those
béﬁng:ansidered. }t %s ngtewofthy from two points of view:

{. Twenty-two (22) Ss claim to be able to read "very well" in Eng-
lish and the scores on Test 1 seem to substantiate that c]aim; Quite a

large number, seventy-nine (26%) claim to able to read “quite well". In

* other words, about one thirdAof the Ss, who already have some ability in

reading, will begin a.pr?granne in which no importance is accorded the
reading skill in the first year and no attempt is made to tgach reading
when it does become a feature of the manual; i |

2. Even the large number of Ss whb claim to be able to read only

"poorly" (115 Ss, or 37.?%) in fact underQestimate their ébility in this

" .skill and obtain quite a respectable mean average score (X = 29.3 out

of 64) on the Ist test.
.The traditiona1 approach to second-language instruction has been to

treat the four language skills, comprehension, speakihg,‘re§d1ng, wr{tingj

as independent components. Comprehension and speaking are accorded
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primacy in the initial stages, the difficul ties associated. with writing "~

{

result in the introduction of this skill being delayed, a:nd reading 'is

rarely taught formally in EéL instruction (Primary and Setondary) in Québec.
.. Itlmaj/ well be time to question this t\aditiona] approach since it is

clear that many children, ’inﬁcertain areas; a1rgady have some',mastery of

baéic'ESL reading skﬂl%, and may be able to make considerable use of‘it

in the ESL classroom if given the opportunity to do so. In fact, whether
! i

the garly introduction to fhe reading skill ‘in ESL is pedagogi;:»aﬂy sound

or not, is almost irrelevant in Québec. The exposure that the child has

to written Engh’sh,ﬂ through TV, adversizing and print, is undeniable and

since it is a source which camnot be eliminated, it may be worthwhile '
’ . ! . i

/ capitalizing.on it. Figure 4.6, on the next page, illustrates the grouped

seore op the 1st test for this variable.

~

N

Variable 151. Father reads to $'in English.

mmamehwnm .- -

/ _These do not appear to be significant variables.. Ss were asked

to indicate whether they are read to in Engﬁsh by their father or mother

and how frequently. Most S; answered negatively: @ L
L Father reads to § Mother reads to §
" ften 20 (6) AR )

Some times .1 54 (11) a1 () e

249 (16)

&ver : _/233 (16)

~ Jhe number in bra‘ckefs indi,,cates‘tilcwe number of Ss scoring 60-64 on Tegt 1.

While this is not a factor which is statistically §1’\gn'1' ficant) it does

\, appear \to be of some consequence in the acquisition of ESL.

’ PN
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The foHowmg variables all pertam to TV as a poss1b1e source of

- ¢

1nforma11_y acqu1red ESL:
‘ CL

YQ[1§§1§§_1§§:1§§ Four TV channels most watched.
In the Montreal -area, “the transm1ss1on or re- transm1ss1on of signals
allows four &ild;hanpe1s to be normally received. They are: channels 2,
N ‘6 10 and 12. The number of channels which can be received by the'addition
‘ of ‘cable' 1nsta11at1on increases cons1derab1y Most of the channels are
on frequencies ass1gned to U.S. connerc1a1 networks, and include ABC CBS,
NBC and PBS. They. are all English-language TV channels. Thus, any TV
set with cabfe facility has a large choice of channels from which to select.

However, outside the Montreal area, cable TV channel numbers differ from

those in the Montreal areas and so the same TV hetwork will be on two

st A et %

| different channels. Thus, quantifiable data regarding the TV networks

o
- most frequently watched, is difficult to compﬂe

i

Ss were asked to 1ist the four TV channels most frequent]y v1ewed

N -

These are:
f 1. Channel 10 (French) 3. Channel 2 (French)
2. Channel 12 (English) . 4. Channel 6 (English) .
that is to say, the four (4) channels normally received in Montreal. ~—

Amo‘ng'the many other TWchannels listed, the U.S. networks, i.e., exclusively
H ‘

English-Tanguage channels, predominate.

L4

Var1ab1es 157-460. Four favourite English TV shows.

s s -

Ss were asked to 1ist their four favourite English TV shows. For s

purposes of analysis, the most frequently cited twelve (12) were retained

N

from the total 1ist of twyenty-five (25). (The read.ef is referred to

| : n
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; Appendix 6, questmn 16, for the Tlist of twelv;e) RN

v . There is a remarkable degree of cons1stency regardmg the programmes

i

and programme-type 'most appealing to children of this age level. An attempt

was made to analyze some of the programmes mentioned to try to determiné ©

© e v = g S re

the nature of their appeal. The-following general observations hold true:
i ‘ \ the programmes are easy to fallow, often humourous, have actioﬁ-synchronized
simple language, have a great amount of visual and verbal redundancy and ‘
have some provwswn for the ch;1d to actively respond or participate, for
p example by replying to the numerous rhetexical questions which are 'asked.

« A more careful analysis of the language content of these programmes may
provide some insight regarding the lexical as well as the syntactic levels

with which chi]dren of this age become familiar.

w

\ . Variable 161. How frequently S watches English-TV.

Variable 162. How frequent]y S watches his favoumte Enghsh TV shows.
Vamatﬂe 173. Number.of hours/week S watches English TV.

- - —— - -

. iy
Variable 173. Test scores ETA Lambda Uncertainty Ch'i2

(grouped) . ‘ Co-efﬁciept
| on Ist ’ 5020 .0900 1485 .0006 t
on 2nd L4850 .1369 .1336 .0401
o for both L5383 L1267 . .1661 .0000

It is convenient to pea] with these three variables vtc.»gether.

- ' Ss were asked how frehue‘ﬁﬂy they watched English TV and only four (4) .
or 1.3% replied never to the question. These four Ss scored lower on both
tests (Test 1, X = 15.5; Test 2, Y = 19, ;3) than the other Ss but they com- |
prise too small a group to Just1fy analysis,

In variable 162, Ss were asked how frequently they viewed their fav-

ourite English TV shows and a, majomty, one hundred and sixty- e1ght (168)

> i o
PO R Y S U N ey PR 1 1o s
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\ . '
. or 55.6% replied a]wais to the question, the others replying very often,

" often or sometimes. . o

In order to try to, determine more precisely the influence: of English
T in acquiring ESL, Ss kere asked (variable 173) to indicate the number

of hours.per week that they spent watching:Eng]ish TV. Some ofe the replies
to this question cont(adic ed Fhe information given in variable 163, in

that forty-one (41) stated that they watched English TV zero (0) hours/week.
It should be noted that they had been instructed to mark down this reply if-

\
they watched Engl1sh TV 1ess than one hour/week and this would account for

the discrepancy. R
Variable 173 appears to be significant and there is a correlation
between the number of hours /week spent watching English TV and‘test per-
formance. Those ch11dren‘xpo watch more than the mean average t1ne
(X = 4.5 hours/week) get superior scores on each test.
Table 4.5 on the following page corre1ates high and low scores
vith the time spent’watching English TV each week.

‘ It is worth noting that there is a high degree of commonality among
those scoring hidhly on both tests. Of the thirty-five (35) Ss scoring
60-64 on the st test, thirty-four (34) had an equivalent score on the
_2nd test.

JEps— L4

One of the major chqyacteristics of Eng}ish‘language fv is i£§
accessibilfty to almost the entire population of the Province. Some areas
are more favoured and enjoy aiwide choice of channels, as, for example, the -
Montréal area. It is a source of language acquisition which can be exploited
,to,a much gregter extent. Q

'Eigdre 4.7, and Figure 4;8, &n the following pages, illustrate the

grouped scores for:both tests for)vqriable.173.

H P S S G S
RS P SRS TR
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- ‘ Table 4.3  Test Score Correlated with Hours/week spent ’
watch1ng,Eng]1sh TV
Test 1
Number of Ss T ‘ '
scoring: 0-Nn - 52 - 59 . 60 - 64
; Wa ° ° 9 16 35
By School Board: -
* A 8 20
' Ty
§ B 4 3 0
" c 4 4 12
D 0 1 R T .
‘ Hours/week watching
| English TV: ¥ _q166hrs . “F=6.5hrs X 2'9.8 hrs
% ‘
l Test 2
! ' MNumber of Ss ‘ |
‘ - scoring: 0-1n 52 - 59 e 60 - 64
ne 12 2 - 48
By School Board: _
A 4 n. o2 .
o "B 5 3 . ]
o - 6. 17
} & D 40 "j ] 3
Hours/week watching
English TV: , B
o = 1.66 hrs- X = 4.33 hrs _X\ 8.9 hrs
» ,
g
..
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A comparison .

An estimate of the influence of E‘ngh"sh TV on the informal acquisition

~ of English can also be attempted from the following compa'n'son. ‘In this
instance, two boys of the same age (8 years), in the same class (School #2)
and from the same socio-economic environment (urban, working-class), are’
. compared. The rep]ies to the different variables, aﬁd the test scaores,
a;'e given in the table on the following page. |
\ © It will we readily seen from this table that the replies closely

- - \ ,
parallel each other and that it is primarily in variables 161, 162 that

any majoR dissimilarity is to be noted. While it would not be prudent

AN

to draw definitive cor_1c1us1‘ons without a comprehensive profile of the Ss,

it is interesting to note that in Test 1 (visua]—wr‘itten mode) both score

highly, despite the claim not to be able to read English at a]],‘ and the

~scores are approximately équal. On“Test 2 (visual/verbal mode) on the‘o't;f”er

. " hand, there is a marked difference in the scores, the higher res[ﬂt being

obtained by the student who admits to wqtching more Engh’sh TV. This may

be significant in another sense, viz., the greater expos%*e 'to spoken

English has aHO\yned oﬁe S to comprehend' Eng]ish spoken in .dif‘ferent accenfs

more readily, so that the taped vm:ce in Test 2 posed no diffic'ulty. (The

tape was.tech_nicaﬂy quite a::ceptable and the voice clear and well-modulated).

1.

-
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Table 4.4 Two Subjects Compared
| Variable | s #1 s #2
| \ - |
, 142: Mother speaks English ,hever never ‘ B
} 143: Father speaks English o never ‘ never '
144: Siblings speak English occasionally  never
‘ 146: Language spoken with ’ ‘
' friends French French o
" 147: With how many persons S :
7 speaks English t f no - fo
149: Ability of S to express | :
himself in English no reply © no reply
150: Ability to read English not at all not at all
151: Father reads to you ‘
! in Englishe never never ;
E 152: Mother reads to you )
i in English never never \ v
| 161: S watches English TV . ofteh occasionally
ul 162: S watches favourite S
; * TV programmes a-lways'\ often
| ‘ 163: On holiday in English- o .
speaking area never . once
167: Where/how-S learnt the =~ : : )
English he knows no reply friend '’ |
173: Hours/week spent ' ‘ o "
! watéhing English TV 5 hrs/wk "4 hrs/wk |
Test I (X =36.59)* .3 31
Test 2 (X =44.56) : 53 R [
- . “ !
*Figures given are for School #2
) P

T
©
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‘ scoring 60-64 on the test, have been on holiday in an English-speaking
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tygriggig_lgg. Number of times $ has been on holiday in an Eng11sh-

- speak1ng area. , *
Variables 164- 166

Location of this place/these p1aces
It is convenient to deal with these variables together.

‘ Variable 163 appears to have some signifiggnce in the infdtma1 acq-
uisition of ESL. The ETA on the grouped score for both tests is .3752
and a large prbportion of those Ss w{th high scores on each test are from
tﬁe'group which has been on holiday in”an English-speaking area several
times. For example, on Test 2, thirty-five (35) of the forty-eight(48)

area several times. This may also reflect the inter-dependence of a number

of variables, e.g., a child from a socio-economic level where the means to

go on holiday in an English-speaking area are available. A 1afge per-

centage of the children, 62.0%, have-been on holiday in an"Eng]ish;speaking

aréa (priméri]y(ihe U.S. and Ontaribi at least once. In view of the fact

" that all the children tested live no farther than sixty (60) miles from
the U.S. border, it would séem reasonable to expect that many have been
to an English-language area, e.g., Plattsburgh, on day trips, perhaps-on

several occasions. The meﬁn average scores on Test 2 are given:

On_holiday 'in_an Eng

1ish-speaking area:

Several times X = 41.8
Once 1,-i = 35.0 - (
- Never X = 29.7

This ®variable seems to favour
w

skill.

o

OQ.

T I ——
IV 15 R S

aural comprehension rather than the reading

.
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Variables 167-163. Where and how S learnt the English he has acquired.
(Three replies).

Ss were asked to indicate how and where they learnt the English that '

" they know. On the gquestionnaire they were asked to write the answer in
' French, and space was‘given for three replies. The reader is veferred to
Appendi§ 6, question 21 for the complete 1ist of replies of which the
)//mdst frequently mentioned four (4) are given here: |
Home — 30.0% Friends 15.5%
TV 22.7% Holiday/travel 15.0%
‘ ‘ —

(These figures arg from the first reply only.)

[t will be seen that quite a large percentage of children have the
opportunity to acquire some ESL at home with parents, Pelatives, friends
of parents, visitors, and so. forth. Television also appears to be an im-
portant sourca of acquisition as do friends and holidays/travel. The
replies shed some light on thé’11nguistic environments most conducive to

S a chifd's acquisition of a second language and, by extension, the type of
| situation which éan be most profitably exploited in the ESL classroom.

It should be noted that seventy-four (74) Ss did not reply to this
questfon and this despite the fact that the number of Ss scoring 2—11 on
Tésf 1 and on Testl2 was only nine‘(é)-and twelve (12) respectively.

fhese are not significant variables. The question was included in
order to obtain-information relative to the type of theme or activity which
can be most'usefuliy 1ngorporatéd into ESL instruction at the Primary level.

The reader is refe¥red to Appendix 6, question 22, for the list of

v .
réplids tovthe question. ' -

IR
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- One pastime/activity predominates:- Sports(and Play; thishreply being
given by over half (52. 2%) of the repondents. Others whicn.peserbe to be
% ' ' mentioned are TV (14. 6%) and Read1ng (9.5%). |

’
T

. Some Ss mentioned particular sports or games when replymng to thxs

question, e.qg., hockey,~chess, but this may be much less 1mport§nt than the

: fact that children of th{s age Tevel enjoy, perhaps prefer, group activities
i and this is in direct contrast to most formal ESL instruction which em-
phasiies the individual's contributiontrather than that of the group. An
ESL megpodo]ogy which incorporates group activity'as-we11 as re]eyant'

themes may foster a more satisfactory learning environment.

This analysis of the individual variables and their significance has
high-lighted several important factors whﬁch contribute to the informal
.acqu1s1t1on ofv/§L .In the following Ehapter; these factors will be re-

examined, some concluswons drawn and some reconnandat1oks proposed.
Ty . v 4

v
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. Conclusions
e - . "

There appears to be strong -evidence that the phenomengn of ‘informa)

e i an”“’ﬁ?ﬁ .
-
-
v

' acquisition' exists and that informai processes play a considerab]e role

PR —- e

in allowing children to achieveovarying levels of competence in ESL The

first hypotheSis proposed ih.Chapter 4, can be considered upheid
oy Among the variabies ﬂiscussed, some are more important than others,
the most significant reiating to the opportunity the ‘Tearner has to be
involved with the second: 1anguage In this, it seems that teLeViSion v '
plays a major part. A coﬁhination of significant~factors, e.g., access
) to Engiish v angd to inpiish speaking people, the opportunity to travel
o to, or to holiday in Engiish speaking areas, etc.;, increases the informal
( acquisition possibilities In a word, -the 1eve1 of competence attained *
- 1 . informaily in a second 1anguage appears to bekihrectiy réelated to the . !

P
o ' I exposure the learner has to the second language and to the range of ex- \

(‘ S 1 Y.
\'u perience he ‘encounters ~n the 1anguage S N ‘

S : The seco d hypotheSis proposed in Chapter 4 is thus oniy partiy , v

‘suppoﬁted by the findings of this study. -The socio- geographic milieux, and

lthe socio economic evels of the .épdents are Significant only in as far

as they add to, or d tract from, the students exposure to BSL." The we]i- R
L X ,to-do urban chi]d who\e exposure to Engiish is, restricted by accident or Ad ' »
| Ky design, demonstrates ne greater informal achiSition of ESL than the average- :

A

’ x AN * . .
income, rura] child whos opportunity to beé involved w1th English is 1imited LI

N ) B by egonomic or. geographic Circumstances. At’ the grade 3 1eve1, at any rate, .

the working- -class, urban chiid is no 1ess,capab1e in ESL thah hi wtii- !

A ‘ L'to do urban counterpart » e R i ”i
« . -« R .
B From the research, it/wouid .appear tha’ﬁage Cognitive evel and'ex- )

perientiai know] dge are key factors -the more naive the gh\]d the\iess
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ﬁ,amonggthose in which he first acquires linguistac competence\(in partic-

-

" 1ences and new 1an§&
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able he is to analyze unfamiliar phenomena in the ltght of past experience.
When the new phenomena are linguistic as well as experiential, the amount

of time required for analyzing and processing the 'tnput' increases con-
s1derab1y Hence the 1mportance not only of tinevto allow the 1nformation' -

-

to be processed but the prov1s1on of as many linguistic clues as ‘possible.
This appears to be a critical point. The use.of imagery{ the1synchroniz-
ation of voice with°action, the simultaneous presentation of the action "
(or item) with the verbal referent and, if poss1b1e the written referent
s1mp1y provwde more opportunlty for the learner to comprehend whatever
message is being presented. '

‘It should nbt be particularly surprising that themes with which the

cild is already quite familiar in his own language, figufe prominently

\

u]ar vocabu]ary) in the .second 1anguage Moreover., the second-language
1exicon which is acqulred 1nforma11y, contawns a2 number of cognates and
lexical borrowings s1mp1y because their form and denotat1on make them more
readw]y accessible to the 1earner Along w1th cognates and 1ex1ca1
borrow1ngs, of course, those Engl1sh_words which are approprxate to given
areas of 1nterest are retained by the ch11d because of their refevance, '
others are disregarded or forgotten unx1l ‘'such. times as they become rel-
evant or necessary. When it comes to the selection of vocabulary and

( themes for inc]usion in an ESL manual the chi]d'himself is the surest

)

guide Among the selectwqp cr1ter1a which the child w111 apply will be

; \

1t appears to.be unw1se to introduce mew exper:

that of fam11lar1ty S

]

gether. Tt bears repeating that the ch11d S

. cogn1t1ve 1eve1 appears 0 contro] his 11ngu\st1c capab111ty ~‘;:
(>.' B\

What 15 sur§:151ng is- that S0 11€t}e is known about 1nformaT .

);“!17

»

l."', . t
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acquisition' of a second 1an§uage. Semantic richné;s, §truc£ura1 siﬁplicity
and a wide range of comprehension are three manifestations ofhit that ¢
Savignon (1974, op.cit.) specified when conne?ting on her son,JDam'eJ"s,S
informally-acquired French. But we know nothing about his manner of
,% ' pfacticing,[neither noQ ﬁuch, nor with whom nor how. If Daniel practiced
..\ . Sfunds or structure} f;fh the delibéerate intention of impro%ing his control
, of them, then he crossed over‘into the area of informal learning. We have

| to know when and why such a transition takes place if a satisfactory theory
of instruction is to be proposed. The whole notion of 'informal acaujsition'
is rich in experimental potential, particuiarly if it gheds 1ight on some
of the procesﬁes hhich enhance second-language learning. The duplication
of these proaesses in the classroom would be a first step in a reyised

1

secondfTahguage pedagogy .

5
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Recommendations for Further Research.
’ —

The present etudy.has shown clearly that many non-Ang]ophone children

~in the Prov1nce of Québec informally acquwre some knowledge of English.

Ao,

}§T3r1ary before they begin formal 1nstruct1on in ESL. The informal pro-

cess@s appear to involve, separately or in combination, the two so-called

passive skills, comprehéhsion and reading. The pilot project had already

ﬁrovided some evidence that the speaking skill is also acquired.

However, in resolving the primary question regarding ESL acquisition

which justify further research. Some of these are briefly outlined here:

) The range“of’ﬁhfbrmally-acquired vocabulary. Vocabulary items
associated with‘only eight themes were included in the major study. Whileb
there is sound theoret1ca1 and practical justification for se\ecting the
e1ght themes which were chosen, these surely represent only a sma]l number
ef the themes (and‘vocabulary 1tems) which could have geen included. There
is evidence that certain themes have a particular interest fon children of

given ageé, e.g., family, friends’, sports, etc., and it is usual to exploit

" such themes in the Primary ESL syllabus. But, it would'be‘va1uab1e to es- .

,tab]i%h those themes with @ regional, or' indeed local appea], which may have

influenced a child's informl acquisition of ESL.

78

3'50ugh informal processes, the study has indicated some assoeiated‘qdestions «

¢+2) Selection criteria f&r vocabulary. This area of research is closely .

-

(%

linked to that outlined in 1).

. oA

The selection of vocaﬁhlary items for 1ng]usion‘in ESL manuals is
fréquently based on such criteria as frequency, range, "learnability', and"

so on. In ESL manuals for children, the process of selection has been re-

: . - ' | \ ;
fined somewhat to incjude vocabulary and. structures used by children in

p—
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'free' (but monitored) first language exchanges, the justification being

that what a child has to say in his first{lariguagg is, ipso facto, approp- \

" riate material for him to master in a second language.

This approach is only partly satisfactdéry. It avbidé one important,
basic question: 'Why do children, exposed to.a considerable range of ESL
voc?bu]ary, acquire and retain Certain’léxi cal items more readily than

others? The Rank Lists in Appendixes 9-14 reveal that such is indeed the

, case. It may be that factors other than frequency, range, 'learnability’,

etc., have to be taken into account. Perhaps a child's experiential
famﬂiamty with a topic and the vocabulary associated with it const1tutes

a more important cri terion for selection than those currently used. Est-

: abhshmg a lexical map of thdse items most readily acquired, and

accountmg for their retention, wou]d prov1 de a useful contribution to
learning theory.

3) I}fe\phenpmnon of informal processes. This topic constitutes a

v

major area of research although the “heuro-h’ngmstic processes invo]ve;smay

be easier to describe than to explain That the phenomenon exists see
indisputable, anq,pa detailed descr1pt1on of the 1angtéage acquired througﬂt;
informal processes, 'as in the case of’Sav1gnon (1974 op.cit.), or a series
of such descriptions may well prov1de the ESL sy'Habus des1gner with a
surer gu1de regarding what to include in the syllabus. _

The selection and gradation of structures in ESL manua'ls has been
based, untit quite. recenﬂy, on the convenhor%l wisdom of moving from the

ry Hmiting for the
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A study of informal procésses may also shed light on the acquisition
gtrategies involved. Exposure, repetition, familiarity with the situation,
the possibility of active involvement, all ;eem to“ﬁave a role to pﬁay.(

It would be most useful to have some indication as to how these, and other
factors, interact in the informal acquisition process.

| Trim (1977) pointed out that a needs analysis "is ndi\to‘bg carried
out once and for all as a prelimina?y‘to course planning but is an on-
going pfocess to be integrated into courses by appfopriate feed-back
mechanisms”. A ngeds analysis for Primary level chi]dren Q9y be less useful
than an énalysi; oﬁ»the ways children ire a second language and of the
ways %n whichxéhey use.it. 'Tﬁe Eﬁf/;;T:::zi for the Prjmary,]evel‘should
inhorborata/a11 those components wh{ch enhance learning and this includes
sdme provision,.perhaps a major provision,for 'informal acquisitioh'.

As was stated at the outset,'education is an expensive business. The

need for more cost-effective'approaches.to ESL instruction is overdue.

L]
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Second Research Projéct ‘ Appendj x E;&
QUESTIO&NAIRE' o
. NOM: AGE : ECOLE:
0U ES-TY NE? . L,
.. FENCERCLEZ LA BONNE REPONSE QU ECRIVEZ UNE, REPONSE LA 0U ILFAUT.
" REPONDEZ A TOUTES-LES QUESTIONS. | o
') QUELLE LANGUE PARLES-TU D'MABITUDE AVEC TA MERE?
‘ . FRANCAIS ANGLAIS  AUTRE ﬂ
' 2) QUELLE LANGUE PARLES-TU D'HABITUDE AVEC TON PERE?
" OFRANCAIS | MGLAIS  AUTRE .
3) QUELLE LANGUE PARLES-TU D'HABITUDE AVEC TES FRERES ET SOEURS? ‘
~ FRANCAIS ANGLAIS - AUTRE '
4). TA MERE PARLE ANGLAIS L i
. SOUVENT DE TEMPS EN TEMPS | JAMAIS .
5) TON PERE PARLE ANGLAIS | c '
3 SOWENT ~ DE TEMPS EN TEMPS - JAMAIS. .
'6) TES FRERES ET SDELRS PARLENT ANGLAIS ‘
SOUVENT DE TEMPS EN TMPS JAMATS _ )
7) AS-TU DEJA ETUDIE DANS UNE ECOLE ANGLAISE? . ‘ _
CoNw T our O STOUL,OUeeeenene. s )
©8) QUELLE LANGUE PARLES-TU AVEC TES AMIS (GARCONS ET RILLES)?
FRANCAIS . ANGLALS  FRANCAIS ET ANGLAIS  AUTRE
9) EST-CE QU'IL Y A QUELQU'UN AVEC QUI TU PARLES ANGLAIS PARCE QUE CETTE
. © PERSONNE NE COMPREND. PAS LE FRANCAIS? V \
0UI, PLUSIELRS PERSONNES 0UI, UNE PERSONNE NON, PERSONNE
- iO) ST OUI, QUT EST CETTE PERSONNE? ~ '
L I C VOISIN  PARENTE  AUTRE
‘
/ t -

¥ OGP LI VNI Y

s et

N




e ooy P

)

12{

©13)

14)

.15)

EST-CE QUE TU ES CAPABLE DE TE FAIRE COMPRENDRE EN ANGLAIS AVEC CETTE
PERSONNE7 '

TRES BIEN ASSEZ BIEN PAS TRES BIEN .  MAL | l

EST-CE QUE TU ES CAPABLE DE LIRE EN ANGLALS? N
TRES BIEN ASSEZ BIEN . MAL ou TOUT | ,o

EST-CE QUE TON PERE TE LIT DES CONTESUEN ANGLAIS? |
'SOUVENT- - DE TEWPS EN" TEMPS . JAMAIS 3 - )
EST-CE QUE TA MERE TE LIT DES CONTES EN ANGLAIS? :

CSOWENT . OF TEMPS ENTEMPS JAMAIS ) ,

QUELS SONT LES CANAUX DE TELEVISTON QUE TU REGARDES LE s | s

C L caNaL CANAL CANAL. CANAL

16)

179

18)

19)

20)

QUELLES SONT TES EMISSIONS PREFEREES A LA TELEVISION? (EN ANGLAIS} R

} v - g n !
............. . ¢ ’
s )
« » R .
2 . v , . . ,
. ! . . . v i
i

“

e o e

EST-CE' QUE TU REGARDES LA TELEVISION EN ANGLAIS? |

TRES SOUVENT SOUVENT  DE TEWPS EN TEWPS ° JAMAIS i

EST-CE QUE TU REGARDES TES EMISSIONS PREFEREES? o

TOWQURS TRES SOUVENT SOUWVENT ~ DE TEMPS EN TEMPS ‘
I

EST-CE_QUE TU PASSES DES VACANCES DANS UN ENOROIT U IL FAUT PARLER ‘ ®
ANGLAIS? : ., ’
PLUSIEURS FOIS DEJA - UNE FOIS DEJA  JAMAIS

'S OUI, QU EST CET ANOROIT?

aaaaaaaaaaaaaa -

SI TU AS DEJA APPRIS DE L‘ANGLAIS, DIS-MOI OU ET COMMENT TU L'AS APPRIS.
(ECRIS TA REPONSE EN FRANCAIS, SI TU VEUX.)
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22) “QUELS SONT TES PASSE-TEMPS PREFERES?

’.

r-4

ou

e

23) COMBIEN D'HEURES PAR SEMAINE EN REGARDANT LA TELEVISION EN ANGLAIS? |

1

o\

.96




¢

. - M v . , )
» v va *w?!"':ﬂ!":rﬂ - -e:' PPN N "“"F‘m*w‘w R
1 ‘ ° V’ . ~t f
'.. - . -
' _Second Research Project Appendix 6
r N \ ’ e
Resumé of QuestioAnaire Information: (307 Grade 3 pupils).
Question # Language usually spoken with..... "
- . French  English  Other French and English
» 1. Mother 89.8%  4.3% 3.9% .. 2.0% '
2. Father, 89.0 6.0 3.74 .3%
3. Siblings 92.%% 5.2% 1.5% 1.1%
" Question # ¢ .......... ...speaks English........ N
Often Sometimes Never
4, iMother 12.1% 56.1% 31.8%
5. Father 23.0% 51.3% ° . 25.7% ]
4 6. Siblings 10.1%  34.8% 55.1% .
Question # : S has attended ah English school:
. 7. ’ No  Yes - : ~
S\/ ' . 93.1%  6.9%
Rl v . .
Question # Language usually spoken with friends:
. 8. -  French  English  Other  Fr. & Eng. Fr., Eng., and other.
‘ 75.4% - 2.0% 0.3% 21.6% 076%
Question # S hds opportunity to speak English with.....: ;
‘ o 9. Several People ‘One Person " No-One '
3 , 22 .3% 31.5% 46.2%
! . Question # This person/these peéople is/are:.....
10. Friend Neighbour Relative Other,—~Combination
37.2% 12.8% 27 .4% 5.5% 17.1%
. k . N .
Questign # S is able to exprés$himse1f in Endlish:
1.0 Verggwell Quite well Not very well Poorly
~ 29.9% 34.1% 28.7% L1

.
e o e L TP o




“Question #K s isfgb]e to read English......: " .
1?,‘.°‘Ygry~wel1' Quite well . Poorly - Not at aly
7.2% .+ T 25.9% . . 37.7% - T 29.2%
. e --'qt‘ ‘:Q e
- ! . ‘ - .T t " o ‘N .
Question # : ........ reads to S in Enylish......: TN
Often Sometimes Never v -
13. Father  6.6% 17.9% - 75.4% . .
14, Mother . 5.6% 13.4% ~ 81.0% -
P . .

Question #_ : TV Channels which S watches mést frequently (up to 4 channels) -~

Chan # 2 3 4 5 . 6 7 B8 9
15. 77.9% 15.8% 6.9% 9.9% 39.6% 9.2% 6.3% 3.3%
Chan 4 10 11 2 w7 22 337 57
81.5%. . 2.0% 80.5% 3.3% 15.5% 5.3% 2.6%

L . . Al

®
-

'Quesfjon # .. Favourite English TV shows of S (up to 4 choices);
’ (Only the most frequently cited twelve are given)

16. Batman " 22.6% Donny & Marie 16.8% Spiderman - 9.4%
Battlestar G. 16.5% Pink Panther 39.4%  Star Wars 25.6%.
Bionic Woman 29.6% Price is ‘Right 18.2% MWonder Woman 24.9%
Cartoons  .12.5% . Scooby Doo 41.8% 36 Million Man 53.5%

Question # : S watches English TV..... : '

17.  Very often Often Somet imes Never

¥

31.5% - 28.5%  38.7% - 1,3% ¢ o

Question # ‘: 5 watches favourite Eﬁglish TV shows.....

£ 18. Always Very often Oftén Sometimes '
55.6% 20.2% 9.3% 14.9%
Question # : S has been on holiday in an English-sngking area..... :
19. . Several times Once Never
35.7% 26.6% 37.7%

Question # : . This p]ace/the§e plqces was/wera (space for 3 replies):
20. USA Ontario Québec Maritimes - Other Prov/Country
67.2% - 15.1% 7..8% 3.1% 6.8%
N.B. -Number of replies to' this quesfion; 212.

“~

Y

4
t
i
H
i
i




T

' at ! ‘ . ‘99
/1 ' . ’ . -
t L . C ’
' | Question # : Where and how S learnt English (space for 3 replies): - _
’ ~ (figures for first reply only are given) . -
. _ 21.  Friends. 15.5%  Reading  2.6% :
* ©© " Holiday/travel 15.0% Relatives 6.0%
/ . o . Home 30.0% School 5.2%
Listeninrg (pedple/radio)- 0.4% TV ¥ 22.7%
o P * Neighbours : 12.6% ’ ,
o o .
. Question # Favour1te act1v1t1es/past1mes of S (space for 3 rep11es): {
(f1gures for f1r§t “reply only are g1ven) ﬂ
! ‘22. Sports/play 52.2% Dancing 4.7%
: v 14.6% Holidays/travel 5.8%
Handicrafts 5.4% Reading 9.5% . . ’ 3
Music/singing 5.8% Helping parents, 2.0%
Question # : Number of hours/week S watches English TV:
. ‘ b )
23. " Hours/week: 0 1 e . 3, 4 5 6, I
) 13.4% 16.7% 11.8% 15.4% 6.6% 13.8% 3.6% _
e n R ' . ‘ -
- . Hours/week: 7 . 8 9 10 1 12 14 Over 14

4¢6% 1.6  3.0% 1.0%  2.0% 1.3% 1.08  4.2%

"N.B. X equals 4.5 Hours /week .
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Statistics from SPSS (Crosstabs) for three sets of scores on each variable.
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' . - " Second Resbarcjfbroject Appendix 8
3
Grade 3 e S~
. . .
! - Rank List of Aggregate Scores (All.participating Grade 3 pupils). v
Non-Cognates and Non-lLexical Barrawings Have Been Offset. ¥ g . -
( , First Test - Second Jest =
+ 1, Ban 1. Jeans - ' 3
. 2. Bicycle 2. iénana *
) ' 3. To ski 2 Tabyk .
4. Boots ’ ¢ 0 ski
5. Banana \ 5. Toaster
6. Mittens 6. Mittens - R
» 7. To dance 7. Ball
8. Radio ,, 8. Ly To watch TV . '
9. Family - 9. Bicycle
0. _Money > 10. Father N
© Ny Dog 1. . Dog ' 9
12. Baby 12. To dance
13. Toaster N ‘13, Chicken
. 14. Cat 14. Radio
- .15, : Tickets 15. Boots,
£ 5. ‘e Milk - 15. Money
17. Grandmother 17. Mi1K
18, Jeans 18. Cat . - ! : o
i o, 19. {ce-cream 19, Coat - ’ .
. ?}.\ 20 To watch TV 20. . Shoes
. = 2. Apple 21. Family -
- 22. Records 22. Flowers
.23, Sugar 23. v Tickets oo
“ . 24. Decorattdns 28, Apple C
25, . “Chicken 25: Bed .
, 26. Grandfather 26. . Cheese _ .
27. Chair 21, . To drink ;.
“ 28, » (Cheese 28. ¢ Keys
< 29. : Bed - 29. Chair
A 30.- Shoes . 30. Grandmother
31.. Flowers 31. Gir) .
3. To drink R, Boy l .
3. . Boy 33. Ice-cream .
4. v Bread 34. Grandfather
s, Keys 35. Decorations ,
) 36. Girl J6. Sugar
37. Stamp . Tree -~ .
38. Mother 38. Records R v
. 3. Houge 39. Mother : '
40. Pen 4. Bread , ¢
41, Box ' 41, . Brother .
. 4. Watch 42, - Stamp ‘
. . Y. 43, Skates . 43, Christmas tree
44, Coat aa, Window
' 45, ’ Star 45, Pen 2
45. Window 46, Box
47. ( Hat 47, Watch 4 . [
48. Scarf 48, Skates .
.49, . Tree 49, Star' ’ 3
2 50., To skate 50. House'
51, Christmas tree 51, To swim '
52. Presents 52, Snow vy )
. B ' t x
53. Sister 53. Hat": -
S4, - To swim 54, Sister .
. 55. Father 55, Hand
56. Toys 56. To skate
57, - Bells - 57T Bells
58. Lights 58, Ta eat :
59, ., Hand *59, Lighds « ia
N 80. Sweater 60. Sweater :
N 6 Snow 6. Scarf , T
62. To eat 62. To read .
63. Brather 63. ©°resents © .
. 64, To read 88, . Toys
» » . ‘
- : ) A
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Abpendix 9

\
< First Test . n
Rank List of Correct Results ,
Lot '
Ste Crotx Laprairie Deux Montagnes Private (Ste Anne) N
Ball »  Bicycle Bicycle ( Bald
To ski Ball 8all Banana
Bicycle Boots To ski 2 Family
Boots - Banana Radio Toaster
Mittens To ski To dance )Dag
Banana To dance Mittens Bicycle
To dance Mittens Family lce-cream
Radio Radio R Boots © To ski 7,
Family . Money Banana . To dance: '
Money Tickets Toaster Radio
Dog Family Baby Boots
Baby Baby Oog Cat
Milk Toaster Money Baby «
Cat Dog Cat Jeans
Tickets Records Jeans To watch TV
“Gran her Cat Milk ) » Grandmother
To watch TVa  Sugar Apple * Mittens 4
Jeans To watch TV kce-cream Tickets
Apple lce-cream Grandmother . Money . .
[ce-cream Milk Records * Grandfather
Toaster - Chair Sugar Chicken
Chicken "Apple . Decorations Apple
Grandfather Grandmother Tickety Milk
Decorations Jeans To watch TV Sugar
Records Decorations Bed Mother , '
Sugar Chicken Chicken Decorations :
« Cheese Keys Cheese Shoes )
Shoes Shoes Chair Records
Boy Flowers Grandfather Cheese
Chair Bed Flowers oy
Bed To drink Shoes . Presents
Bread Grandfather Coat Braad
To drink Watch ' Bread To drink ,
Flowers Cheese Girl Chair
House Skates To drink Christmas tree
Keys . Stamp p Hat Star - v
. /Mother > Scarf Keys ) Flowers
Girl . Girl Boy Girl
Stamp " Pen Pen o Bed
Window Coat Box Scarf
Box Boy Mother Stamp
Star Bread House Tree
Pen ' Sweater Stamp Sister
Sister To skate Skates / House
To swim » Box ' Watch Bells . :
Watch @ Hat Scarf Pen Lo
Tree Lights Window Brother
Skates House Star Father \
Toys Window To, skate Window
To skate Tree Toys Keys
Father Mother Bells Coat v .
Ch'mas Tree Ch'mas Tree Ch'mas Tree Hat :
To eat Bells Father Skates
. Hand 16 read Sister " To read
Presents Hand Tree To-skate
Hat Presents Presents " Box
Snow Star Snow Hand '
Coat To swim Lights Snow ’
Scarf . Father To swim watch
Lignts 7o eat Brother Ta swim -
Brother Sister Hand Sweazer
Sweater. Snow To.eat .Tavs
3elis © Toys Sweater Lignts
To read 8rother ' To read To eat
~
R

4

«p et e S A MR T 7 TR Lot
- ! ”? -

L B b e sk ST

v




}

- Qrade 3
Second Test )
Rank List of Correct Resulty

! Ste Croix

Deux Montagnes

Appendix 10

[y

°

Private {Ste Anne)

Lagrairie
) Baby Banana
Jeans Jeans -
' Banana To ski *
Mittens Baby
Ball Toaster
To watch TV Radio ~
To ski To watch TV
Father Dog
’ Toaster To dance
Dog ' Bicycle
- Bicycle Money
M Mittens
hickent Ball
- Boots Boots
* To dance Father -
Money Chicken
Cat Coat
. o Radio Bed
Family Flowers
. Shoes Mitk -
1 - * Tickets Tickets
Flowers Shoes
Apple " Cat
Cheese Family
Grandmother Apple
To drink Keys
Keys Chair
¢ Boy Grandmother
. Sed -Sugar )
. : +Chair Cheese
CGiR 1e-credm
Decorations Recdrds
s Grandfather Boy
Coat ' To drink
. ‘ Mother Girl
- C .. Brother Tree
[ce~cream Stamp
. Window Wingow
Star Ch'mas Tree
» Sister Decorations
. w ' Tree Brother
. Stamp . House
. Sugar Pen .
¢ 8read Sweate
To eat X
Hand Tq skate
, R House To swim
) Snow Grandfather
Hat Bread
Box ' * Mother
Records Hat
To swim Skates
3 Pen Snow ~
P " Watch Scarf )
- ) Ch'mas Tree Hand
. Skates To read
~' Presents Watch
8ells Lights
Lights Bells,
Toys Presents ’
To skate Sister
Sweater To eat
Scarf Star
To read Toys
o 0 e
4
. .
- Fad

Jd §
anara
Baby

Mittens

Chicken
Milk
Radio
Flowers

To drink’
Keys ,
Cheese
Chair
Tickets
Grandfather
Boy
Tce-cream
Watch
Ch'mas Tree
Dacorations
Tree
Recerds
Grandmother
8reaa
Sugar
Stamp
Skates
Brother
Mother

Pen

Hat

To skate
To read
Box

gg;g:tm

Window
Hand
To eat
House
Sweater
- Scarf
Snow
Sister
Star
Lights
Tovs
Prasents

%

e

Banana
Jeans 4
Baby
Toaster

" To ski

Chicken
8all

Milk
Ice-cream
Bicycle
Father
Grandfather
Dog

To watch TV
To dance
Sugar
Radio )
Mittens

To drink
Family
Grandmother ,
Cat )
Tickets
Cheese
Shoes
Flowers
Bread ~

Decorations
Brother
Pen +
Skates
Snow
Tree
Stamp
Box

To swim
Records *
Sister
Scarf

To skate
Presents
Toys
weater

. Hat

Hause

, Hand

Window

To eat
Watch

To read
Ch'mas Tree
Bells

v oo

- e

P

R i~ T W CNERNSICLP S NPT TR Ll o




- . . R o

.
MG DR T S e,
P R

i ‘ - N o P ‘ . 106 :

Segond Research Project Append1;x M. .

-~ 3 £
N U Grage™y, ]
* ]
| . . . - Both Tests. N ! .
. Rarik List of Items Known in Both Modes of'_Pm‘esentagion
& o
- . Ste Croix 'Laprairi"e Deux Montagnes Private (Ste Anne)
Dog (81.1%) Money (78.4%) Money (72.0%) Dog (88.0%)
N Money Dog ) Family - ' Toaster
.Jo ski Family Dog lce~Cream . !
, \ Grandmother Apple Toaster Family ", :
. i Family To ski To ski Money -
c . Tickets Toaster 4 Apple Apple !
. . - Apple Tickets Y Banana To ski , i&
' Banana " lce-cream Grandmother Grandmother 4
\ .Y .t Toaster ‘Banana Records Jeans 3
4 +Boots Records Ice-cream Lhicken i
. 0 fce-cream - Jeans Boots Cat H
’ \ " Jeans Boots Jeans Banana H
. " Lo Cat Grandmother Tickets Mk i
N To dance Keys Ta dance - - Sugar »
- H To watch TY Chair . Sugar To watch TV
t Mittens To dance Radio N Tickets
Records Sugar To watch TV Cheese
, Bicycle Cat Bicycie + Bread ; .
Chicken ‘Radio Mitke Boots . . 3
. : co Mk To watch, TV Cat Boy
' ro. Bread Sweater Ball Radvo”
“ Boy Mittens Chicken Chair
. Sugar Chicken Mittens: To dance )
. “  Radio- Wa tch Baby Sister !
‘ Keys To skate Bread Prasents
. Star Bread Kays . Dedorations J
- Window Skates Skates Bait
‘Chair Boy Wateh  © Star !
. Grandfather Ball Chair Records )
. 8all Bicycle Coat Bicycle :
- N ’ Sister Mitk Box Baby 1
Box. Cheese Cheese Keys :
, ‘ ) Baby Baby Boy Girl i
. Watch Coat Sister Ch'mas tree !
: - Cheese Shoes. Window - Beils i
To skate Scarf = Bed Father 5
Father Box Scarf Sweater !
' House Window Hat . Mittens *
Shoes Hat Decoratjons Bed . 1
. Gird Stamp ¢ Star Grandfather §
To drink House Gir? To skate : '
Flowers Bells To skate House * i
! é} . Bed To drink Shoes \ Watch :
i v : Stamp Flowers Bells Ta drink !
. Hand Decorations' Flowers Window s
. To swim Ch'mas tree Presents Scarf f
! * Decorations Sister Toys Tree ,
p . . Toys Bed To drink Box
N . Ch'mas tree ‘Tree Mother Hand
: * : ; Hat Gir) Grandfather Mother
: .. \ Tree Pen House Skates
; . To eat Hand Ch'mas tree To read )
: . Sweater Star Father ‘ Stamp
—~ . » Skates To read Stamp . * Toys ,
\\\\\\\\\\ ) Pen Presents Snow Snaw 1
; ) scarf To swim To swim ¢ Llignts ‘
1 ‘ . Coat To eat ” Sweater To swim
L Presents Spow myPen + Brotner
Lights Lights Lignts Flowers
\ Mother Grandfather To read Shoas
s ) Bells Father . To eat Hat
8rother Mother Tree, Pen
. . Snow Brother Hand To eat o

To read (21.7%) Toys (1.4%)

' 1 ’

Srother (14.0%)

Coat {11.1%)
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ng_Research Appendix 12
Grade 3 -~
Rank List of Aqgregate Scores (A1l participating Grade 3 pupils). .
First -Test : Second Test - ) Yoo
Ball : N Jeans ’
Bicycle . . Banana ,
To ski . Baby ‘ . .
Boots ﬂ © 70 ski . ) N N
"Banana .. Toaster ) :
- Mittens ! Mittens \
T dance gall . :
Radio v Torwatch TV ; . . .
 Family - "' . Bicyele ' ; :
. Money . Father - , ‘
¢ % - . Dog. Cos , ] ) q
Babys - To dance o
Toaster Chicken
Cat . Radio- . . :
Tickets ’ ° Boots , ' D
. Milk Money" a LN
4 Grandmother M1 1k / . ‘
.. Jeans~ . Cat '
: Ice~cream Coat o
. To watch TV Shoes o
. Apple Family .
"* Records Flowers | .
Sugar . Tickets
Decoratfons ! Apple \
Chicken . Bed , [
Grandfather . Cheese
Chair . - To drink
, Cheese Xeys . ~
Bed Chair
Shoes ’ Grandmother
Flomers Girl .
. To drink Boy
. Boy lce-cream
! Bread- Grandfather )
. Keys . Decorations
\ Girl N Sugar
Stamp ’ Tree
Mother Records .
] House N Mother ° \~
\ Pen . Bread ' .
# Box ' Brother .
bl ¥atch Stamp
Skates Lo Christmas tree
Coat ' ' Window
Star . _ Pen
Window ' Box R
Hat Watch . '
Scarf . \Skates - )
Tree Star . R
To skate House P
Christmas tree To swim
Presents Snow .
Sistar Hat . +
To swim Sister .
Father Hand
Toys : To skate
Bells W Bells ¢ ‘ /
Lights - o To eat
N Hand Lights
K Sweater Sweater
Snow Scarf
To eat To read .
Srother . Presents .
To read Tays '
. Y
A O .
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-Abpendix’13

» : - " Second Research Project
‘ Grade 3

Rank List of Non-Cognates and Non-Lexicall Borrowings. -, ©
First Test.

Deux Montagnes

To read

To read

»

To eat

Ste Croix Laprairie Private Aggregate ‘
» Money Money " Dog <ﬁ\\\rxtgog . Money o
‘ Dog. . Ticke Money ' [ce-cream " Dog - .
Milk " Dog- Milk To watch TV Tickets -
Tickets . To watch TV Apple Tickets Milk
To watch TV Ice-cream °~ Ice-cream Money . Ice=cream
Apple Milk Tickets Chicken To watch TV
Ice-cream Apple To watch TV Apple - Apple’
Chicken Chicken Bed Mitk Chicken
Cheé%e + " Keys Chicken Shoes Cheese
Shoes Shoes Cheese Cheese Bed
! Boy - Bed . Shoes Boy Shoes
Bed To drifik Coat Bread To drink
Bread Watch Bread To drink Boy:
To drink Cheese Ggirl | Ch'mas Tree Bread
. House Skates To drink Stary Keys
. Keys Stamp: Hat ' @Qirt _ . Gin
i Girl: Scarf Keys - . Bed Stamp . .
‘ Stamp Gin . Boy Scarf - House
\( Window Pen Pep, Stamp Pen -
Star Coat House = Tree Match
\ Pen Boy Stamp Sister _ Skates
Sister Bread . Skates House © + Coat
To swim To skate Watch Bells Star
A Watch Hat Scarf Pen Window
\ Tree Lights Window -, Brother Hat
, N Skatey House & | Stam “Window Scarf\
Toys -Window To skate - Keys Tree
. \\' + To skate Tree Toys Coat To skate
‘ Ch'mas tree Ch'mas tree Bells Hat Ch'mas tree
g To eat Beltls .Ch'mas tree Skates . Sister
Hand To read Sister . To read To swim
Hat - Hand Tree To skate Toys
Snow Star Snow) . Hand Bells 1
Coat To swim Lights Snow Lights
\ Scarf To.eat To swim Watch’ Hand
; ‘ Lighis Sister Brother To swim Snow -
. Brother Snow Hand Toys T6 eat
Bells Toys - To eat Lights Brother ~
4 8rother To read
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Second Research Project Appendix 14
Grade )3 ‘
Rank List of Non-Cognates and Non-Lexical Borrowings
Second Test ' ~
Ste Cr'm'xW Laprairie Deux Montagnes Private Aggregate
To watch TV To watch TV Coat Chicken To watch TV
. Dog Dog To watch TV Milk Dog . , . <
“Milk Money Shoes - Ice-cream Chicken E ..
Chicken - Chicken Money Dog . Money \
Money . Coat Dog _ To watch TV Milk
Shoes . Bed Q'f(\(;.:\;ken To drink Coat .
Tickets - Milk M Tickets - Shoes
Apple Tickets Apple Cheese Tickets ,
Cheese Shoes Bed Shoes Apple .
To drink Apple Girl - Bread Bed ‘ f
Keys Keys = To drink ' Apple Chaese ‘ :
Boy Cheese Keys Lights To drink . ,
Bed Ice~cream Cheese Bay Keys #
Girl Boy Tickets Money Girl ~
Coat To drink Boy . Star Boy '
Brother - Girl I¢e-cream - Keys Ice-cream
[ce-cream _ Tree Watch Bed Trde .
Window «  Stamp Ch'mas tree Coat read ~ -
Star Window " Tree ’ Girl _Brother . St
~ Sister Ch'mas tree Bread Brother Stanip
T _Tree Brother Stamp * Pen Ch'mas tree ‘
Stamp House . Skates Skates Window -
Bread Pen Brother Snow Pen
To eat ‘To skate Pen ~ Tree Watch
Hand To swim Hat Stamp' Skates
House Bread To skate To swim Sm
Snow Hat To read © .- Sister . HotSe
Hat Skates *To swim Scarf. To swim
To swim ~ Snow Bells To skate © Snow
Pen . Scarf Window Toys Hat \
Watch Hand Hand Hat Sister
Ch'mas tree To read To ea.r\ House Hand
Skates Watch House Hand Ta, skate
Bells Lights Scarf \ "Window Bells
Lights Bells Snow " To eat To eat )
Toys Sister Sister _Watch® Lights
To skate To eat Star .To read” Scarf
Searf Star Lights Ch'mas tree To read
To read Bells Toys




