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Abstract

lingual educatioh on the social developmenf‘of‘elementary schoo} children,
Three groups of children were tested--all were native speakers of English:
one group attended English ;chools with English-speaking teachers (Control);
one attepded English schools with French-speaking teachers (Immersion); and
the third group attended French schools w;th French-speaking teachers
(French). The children's communication skills were evaluated in terms of
sensitivity and effectiveness in two different situations. As well, the
children were evaluated using tyo other tasks which manipulated perteptual
and ethnolinguistic c;es. - . .
e

In the communi ion situation the French and Immersion groups

were more differentially sensitive to their listenersegggan were the Control

children; ,but they were neither more nor less effective as communicators

than the monolingual children.* In addition, the bilihéual groups did not /
Ve

—

J
differ from the monolingual group in terms of role-taking--either in the’ /4///
/
perceptual task or in the social task. The bilingual children did, howevey,
€ .
perceive themselves in a different way from the monolingual children. /;ﬁe

results were discussed in terms of the impact of bilingual education on the

/

children's social sensitivity to others. . ?




Résumé /

Cette recherche a été congue afin d'évaluer é; effets de 1'edd-

cation bilingue sur le développement social des enfanfts au niveau élémen- ; .
/ t ’

o . el 1 L .
taire. Trois groupes d'enfants furent évalués--tous ayant 1l'anglais comme

langue maternelle; un groupe fréquentait les écoles énglalses avec des J

. (
; un groupe fréquentait

profeségurs de 'langue anglaise (Groupe Contrdle

-

les écoles, anglaises avec des professeurs de ngue frangaise (Immersion);

un troisiéme groupe fréquentait les écoles fyancaises avec des professeurs

de langue frangaise (Frangais). L'aptitude/ 3 communiquer des enfants fut

’ s A

. évaluéde en termes de sensibilité et efficgcité selon deux situation§\dif-

T o férentes, De plus, les enfants furent épalués au moyen de deux autrés
¢ tdches qui maniPulaient les variables pgrceptuelles et ethnolinguistiqugs.
Dans la situation.de communitation, les deux groupes bilingues,
Frangais et Immersion, étaient plus s nsiblgé;gileurs auditeurs que le
groupe Contrdle; mais ils étaient nfi plus ni moins efficaces comme
communicateurs que le groépe monolipgue. De plus, les groupes bilingues
n'étaient pas différents du groupe monolingue dans les taches perceptuelles
et ethnolinguistiquss. Cependang, les enfants vilingues se pergevaient
d*une fagon différente des enfants monolingues. Les résultats furent in-

S

terprétés en termes de 1 'impact que 1l'éducation bilingue peut avoir sur

la sensibilité des enfants envers les autres.
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In the greater Montreal community an increasing number of element
e ’
- tary school children are enrolling in so-called "immersion programs'. In o

its most common Canadian version, immersion education consists of native

English-speaking children attending schools where the language of instruct- .

el

jon fs French. 1In most cases only the teacher speaks French; all of the

children speak English as a native language and the school administration

©

is conducted in Ebglish. The purpose of this type of education is to pro-
vide a schodl environment which will foster and facilitate the acquisition

of a secondvlanguage. There are other varieties of immersion. Tﬂgse in-
clude situations in which English-speaking children atteﬁd all-French schools

y 1 ‘
and French-speaking children atténd all-English schools.  The latteg two
. ’ A

varieties of immersion might be called total immersion, whereas the first

mentioned variety might be called partial immersion.

s

In a country like Canada where there is a very large immigrant
poﬁ;}aﬁiowf immersion educagion i§ indeed very common since immigrant chiid-
ren who must attend either Frefich or Epgglish schools often possess little
fluency in either of these languages gt the starl., Thus, immersion programs

--which might be regarde& as an exciting and innovat%ye approach to second
[ 'f/
language learming ﬂbr English and French Canadians--constitute a fact-of life
. . )

v

for many new Canadhens.

,

® v
3

1. On the island of Montreal there are two major school boards, La Commis-
3

s

ion dgs Bcoles Catholiques de Montréal (CECM) which serves.mainly the French-

speaking population and the Protestant School Board of Greater Montreal which,
% . .
. . - . I {
serves mainly the Engiish-speaking population. - . .

)‘ M
PO 4
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' Undoubtedly, one consequence of immérsion educatiof for the par-
) . ticipating students is greater mastery of a second language than they would

2 A9 .

achieve by following conventional second-language courses (Lambert & Tucker,
"‘)
. © 1972). But are:there other consequences? The purpose cof the present investi-
<
i s
gation is to,explore the possible consequences.,of such progfams on children

in terms of social development. For-example, one might expect children in

N o ’

& ’ early immersion programs to acquire certain social skills that others attend-

ing traditional native-language programs do not, In particular, children

H . T -~ s

. placed in a social setting where they can neither make themselves understood
b . ) ! , . . \a .
nor understand their teachers (in the case of partigl-immersion programs)

- or their, peers as well (in the case of total-immersion programs) might be-

° r

come moré\§9ciélly sensitive. This sensitivity may be especially evident
in verbal commupication., On the other hand, it is also possible that th%ﬁ

type of situation would produce children who are poor in verbal communication

A ¥ f T

. and 1n other types of social situations because they are not allowed to com- i

“ [
s

municate freely in their native language. Possible reasons for expetting an
o
increase in sensitivity will be described later.

’*

A
First, a' review of the relevant research related to bilingualism

o

and cbgnition, developﬁental bilingualism and bilimgual eduEatiop will be

- ~

presented followed by a rationale for the current research and a number of
¥
specific hypotheses. o
&

=%

o~
¢
b
.
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' Bilingualism and Cognition ) -
~

/ k . Q\\\\ In 1939, Leopold suggested that bilingual children have a differ-

ént rate of cognitive development than monolingual cﬁiidren. On the basis

of his observational data, Leopold speculated that bilingual children learn

%g.i -to dissociate the phonetié aspects from the semantic aspects of words at an

earlier age than monolingual children. . .

» seb
'

Worrall's South Africa Study’

, Recently, lanco-Worrall (1972) has offered empirical support for

Leopold's speculation, She comparea bilingual and monolingual children,

ot

ranging ‘In age grom 4 years, 6 months to 7 years, 9 months, on a word-pre-

ference test, This'test consisted of a series of three-word sets, Each

set was héée up of a reference word and two other words; one, phonetically
. similar to the reference wordg and one semantically similar (for example,
CAP: CAN . HAT). Each chi%d was asked to select the word that he thought
was more similar to the reference word., Ianco-Worrall found that more bi-
lingual children chose the semantically-similar word, HAT in this case, than
the phonetically-similar word, CAN. The monolinguals, on the other hand,
more ponsistentlﬁ chosefzaé phonetically-similar word. This differential
preference was evident only for the younger children; there was no differ-
ence in Preference pattern between the older bilingual and monolingual
groups. They allcconsistently chose the semantically-similar word. These
Y results suggest that bilingual child;en are precocious in their preference

T for the semantic aspects of words, but that ultimately monolinguals péfform
N WA

equivalently,

In a second part of her research, Ianco-Werrall investigated the
,") . Ll
. development of word-referent dissociation in monolingual and bilingual children,




£4

Word-referent dissociation refers to the realization that words are, in

principle, arbitrary labels for environmental referents, and thalt there is

7

nothing absolute in word-referent pairings. In other words, a tree®ould

be called dog as easily as tree. In order to test this, children were asked
if, for example, a cow could, in principle, be called dog. In another part
of the experiment they were asked questions of the sort "Why is a dog called
dog?", Finally, they were asked to play a game in which they were to 1ma-
\\§ine, for example, that.a cow is called pen, and vice versa. Subsequenély,
they were asked '"Does the cow give milk?" (while holding up the pen), ané ’
"Can you write with the pen?" (while holding up the cow). This latter
technique was developed bg‘Vygotsky (1962). ‘

Worrall found that the majority of her monolingual subjects re-
ported that object names could not be interchanged even in principle, while
the majority of her bilingual subjects agreed that, in priéciple, they could
be. This finding suggests that bilingﬂﬁl children develop an'earlier appre-
ciation of the symbolic nature of words than do monolingual children,

For the question "Why is a dog called dog?", the explanations for
both the monolingual and bilingual subjects were of the sort "because it
barks...". Worrall called this type of answer "explanation by attributes'.

For the qugstion “"Can you write with the pen”", there wege no dif-
ferences between the bilinguals and the monolinguals. These findings lend

support to the notion of a distinction between linguistic competence and

linguistic per formance proposed by Noam Chomsky (1957). Stated simply, lin-

guistic competence is an idealized and implicit set of rules used by a
,rﬁ
speaker to generate language. Linguistic performance is the actual realiza-

tion of this rule system in some overt, behavioral form, The upper limit
L]



of performance is established by competence levels, However, an individ-

.
«

ual's performance often falls short of the level established by his compe-

A

tence because of the interplay of other concomitant psychological factors

such as memory, fatigue and attention. In the context of Ianco-Worrall's

!
-

results, it may be said thaf the bilingual and monolingual subjects had

attained different stages of‘competence when the bilinguals agreed that in'

principle words can'be interchanged whereas monolinguals denied this possi-
“bility. By virtue of the lack of difference between the two groups on the
third part of the experiment, however, there seemed to be no performance

differences. From another point of view one might argue that the more -
H .

SOphistlcated linguistic competence degbnstrated by the bilingual childred
in the word-referent dissociation task was not manifest at a performance
level since the way they used their language in the’third part of the ex-
periment was not different from that of the monolfnguals. The monolinguals
and biiinguals may have perforﬁed similarly because there were certain en}

vironmental constraints or task requirements which masked any underlying

dif ference in competence. In theory, being bilingual could alter the com-

petence level of one's native language or the performance level, or both.

What is being suggested here is that, o the basis of ‘Tanco-Worrall's re-

sults, being bilingual does affect one's competence.in -the-sative language,
i

but, that there are also other psychological factors (memory and attention,

for example) unaffected by the experience of being bilingual which minimize

___the_behavioral manifestation of these underlying differences, This may be

particularly true 1n more natural multi-dimensional situations where these
non-affected factors will be more numerous, such as in unstructured play

situations..
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‘ ’ i Peal and Lambert's Montreal Study
Peal and Lambert (1962) investigated the consequences of bilin-

guality on the more gener;t ;;;;Z;§ of cognitive development. They admin-
istered a battery of standardized tests to 164, 10-year~old, middle class
children. All children were French Canadian and Fnglish was their second"” ,

. 1adéuage. A1l children were 'balanced bilinguals'. A 'balanced bilingual' ‘

is generally regarded as someone whose proficiency in his second language
equals that in his native language on a number of linguistic dimensions or

on a number of performance tasks. The linguistic dimensions. usually in-

"\ . . 'y

clude such skills as speaking, writing, listening or reading (Macnamara,
p 1969). The tasks may include suchstests as the Stoop test, word-association
test, all of which were used by Peal and Lambert.
Their test battery included the Lavoie-Laurendeau Group Test of

General Intelligence, Raven's Progressive Matrices and the Thurstone Pri-

{

mary Mental Abilities Test (PMAT). The bilinguals were compared to a group

L)

of monolingual children equated in terms of socioeconomic status (SES) and

other pertinent factors. The bilinguals scored significantly higher than

’

1

-

the mondlinguals on the Raven's Progressive Matrices, the Lavoie-Laurendeau -

verbal and non-verbal subtests, the verbal meaning subtest of the PMAf/gnﬂ/////

many of the other non-verbal subtests of the PMAT (such as Spa594/fig;re-

e

- Grouping, Perception and Number). e

Why might bilinguals perform better than monolinguals on some of

these tests? Peal and Lambert offered three possibilities, First of all,

' bilinguals may have a greater tendency to take coOgnizance of Ehe general

- b

properties of environmental events without reliance on their linguistic sym-

bols. This may result from their having two symbols for each referent.

o \
- . / ’




Secondly, bilinguals may develop greater Ycognitive flexibility' supposedly

as a consequence of switching from ong¢ language to another or, more generally,

a, from one symbol system to anotheér. ThNdly, bilingual superiority may re-

sult from a possible wider range of experlences that might accompany a bi-

lingual upbringing, such as exposure to anotRer culture and a different set

of social norms. ‘
A factor analysis of their data yvielded a greater number of inde-

pendent factors for the bilingual group than for the monolingual group.

Peal and Lambert leaned toward the_possibility that bilinguals have greate;

cognitive flexibility than monolinguals and, thus, that they have access to

a greater‘number of independent cognitive abilities in problem-solving situ-

~

ations.

Balkan's Switzerland Study

More recently, the possibility that bilinguals possess greater "

-

cognitive flexibility than momolinguals Has been inves;jﬁated by Balkan (1970)

in.Switzerland. He compared groups of French-English®bilinguals with a group
~ .

- -

. : pf'honolinguals; aged 11 to 16 years. Both experimental group and control

g group were comparable in terms of socioeconomic status. There were two S
» ‘ .

groups of bilinguals, "bilingues tardifs" and "bilingues initiaux', The
. former group were children who had become bilingual after four years of age

while the latter group had become bilingual before the age of four. All of

-

the bilihguals were balanced. Balkan administered the "Batterie d 'aptitudes

_scolares collective" to his subjects. This battery consists of seven sub-

tests: (1) dominos, a measure of general intelligence or "'g"; (2) nuances ,

and (3) synonymes transformés, measures of verbal aptitude; (&) divisions,

. a measure of numeric aptitude; (5) histoires, a measure of verbal flexibility;
=

. q { )



\\\
. (6) figures cachées, a measure of non-verbal or perceptual flexi\bility and \ )
(7jigg£g§, a measure of general reasoming or R (Thurstone, 1938). J, )
The three groups were equivalent on the dominos test which is an |

T e

appropriate control for general intelligence. However, both bilingual groups,

thé biltngues tardifs and bilingues initiaux, scored significantly higher

N

than the monql%nguals on all of the other subtests, except for the two mea-

“

sures of verbal ability, nuances and synonymes transformés. The bilinguals

*

performed significantly poorer than the monolinguals on the nuances test,

and there was no difference between the groups on the synonymes transformés

/
test, It is difficult to account for the findings on these two measures R
“of verbal ability. It might simply indicate a vocabulary deficit attribut- .

able to the division of one's language-learning time between two languages.

EREE T A

Both the nuances and the gynonymes tests appear to require a minimum vocab-

ulary for average performance. However, the bilinguals gave more associa-
-y - .

tions in each of their two languages than did the monolinguals in their one
4 .
on the word-association test, a measure of bilingual balance, thereby indi-

- i
‘ cating that the bilinguals did not have a vocabulary deficit,.
,Thus, we again see evidence of superior geéneral reasoning for a
group of Lllinguals as indicated by theéir sypegriority on the dates subtest.

. L .
As well, [the bilinguals' superiority on the-histoires and figures cachées

t - LY
1

subtests) suggests a greater ability to uncover underlying dimensions df/gpmf

-

T
plex stimulus arrays whether they be verbal, as in the histoires teSt; or

4
/

e et e _perceptyal, as in the figures subtest, These findings correborate similar

conclusfions reached by Ben-Zeev (1972) using a Yifferent stimulus array;

namely,| a matrix of cylinders.




‘ Ben-Zeev's Israel-New York Study - ! |

Ben-Zeev hypothesized that bilingualism accelerates general cog- ~

v \\
////)nitive development, and specxf1ca11y that 1tnmdvaqb¢s tHe onset of concrete
N ama '-sL N - P \ ¢
operational thinking, She also hypothesizéd that\blfinguallsm enhances the
— ! /\5
\ i/

T - _child's ability ‘gb analyze syntax.,
Her sample consisted of two groups of gaianced Hebrew-Lnglish
biling&als, one from Israel and one from.the U.S.A, There was'a monolingual

~ ¢ English tontrol group from the USA and a monollngual Hebrew control group _-

/ —
from Israel. The chlldr n ranged in age from 5 years, 4 months, to 8 years,
6 months. By samﬁglng accident the Hebréw control group tended to be younger

/// than the otEfr gLOUps of chi}dren both experlmental and control, and they
/0 Q‘
also tended to come from fam\lles of less affluent, although”nonetheless

o
. o
[ £ v . - o \n
"Qgslrable” socioeconomic miklkux. ™ e .

She administered the following tests (1) Verbal Transformationéﬁ"”ﬁ}

Tese (Warren & Warren, 1966); (2) symbol substitution test; (3) Paradig-

‘matic Word Association Test; (4) Morphological Generalization Test; (5) @

] - , Transposition Test (Bruner & Kenney, 1966) and (6) Raven's Progressive
r/// Matrices (1965). Tests (1) and (2) were used to measure 'verbal flexiéility’
tests (3) and (4) to measure/ﬁundeHSEanding of syntactic form'; tests (5)
y and (6) to measure logical operations,
In the area of verbal flexibility Ehere was eﬁidence that the bi-
linguals poéses & greater skill at verbel, auditory reorganization than the

monolinguats. This suggestion arose from their performance on the Verbal

[ —

N - e e e — o

o .
Transformations Test. Imn this test one word at a time was repeated continually

) by means of a tape loop, and the subjec § asked to report what he heard,. 7
s ‘
The two words that were choger as stimuli were nonsensical in both Hebrew

IS
-
H




¥

bl

-r

—~

\inal word loses its megwing. Once this happens, he starts to hear words

r

§
whidh are not reglly on the tape, The bilinguals heard a greater total

ords than the monolinguals and a greater number of different

[ orms of the original word. As well, they heard the first word change

:

-
W et

e

earlier than the monolinguals and they reportdd more forms during the first
30 seconds, This was interpreted as greater perceptual, cognitive flexibil-

ity on the part of the bilinguals as they abandoned meaningless or de-seman-

<

ticized stimuli and searched for new, mganingful ones.

With regard to 'an understanding of syntactic form', there were
\

no between-group differences on the Morphological Generalization Test, where-
as the bilinguals were vaftlyvsuperior to the monolinguals on the Symbol
Substitution Test. The férﬁe; test requires the subject to generalize mor-
pholpgical rules by supplying appggpriate inflections to’a series of non-

sense words used in.vgrying contexts (e.g., "Here is a wug. Here are two

.'""). The latter test is the same as Part 3 of the lanco-Worrall
“ e N ‘ 1 .
study in which the names of objects were interchanged and the child was

1.!‘
asked a number of questions about each object.. The discrepancy between
Ianco-Worrall's finding of no difference and Ben-Zeev's finding of super-
iority for the bilingual group ts very puzzling and difficult to explain,

Together the results from the Morphological Gé€neralization Test and the

Symbol Substitution Test sué%est that bilingualism does not seem to affect

{

. J— [ -

"the learning of ordinary grammar but instead results in an earlier break-
down of the '"word magic' phenomenon or, in other words, an earlier realiza-

tion that words are arbitrary labels for environmental referents. It dis



questionable whether cither of the tavwks vsed by Ben-Zeev are really re-

lated to syntax and, consequently, whefher her conch.ions are valid. >

On the Transposition Task the bilinguals were supegior to the

monolinguals in specifying the dimensions underlying a visual array. On

the Raven's Progressive Malrices therce was no significant difference in

terms of correct respouding between the bilinguals and the monolincuals

.

but the bilinguals approached the task 1n a more analytic, systematrc way.,

These {indings lecd Ben-Zeev to conclude that bilingralism contributes to

,

the advancement of concrete-operational thinking wvhere verbal stimuli are

’

involved but that Tt 1s not in itself suffjcient to induce the onset of

this stage of thinking in relation to non-verbal material.

-

—apply more broadty thun~to-the original audio-verbal sitna-

In summary, Ber-Zeev comments:® .

"The bilinpguals' seek out the underlying dimensions in
7/

the patterns they confront. The pettcrns they seek out
are primarily linguistic, but the same -process also oper- .

ates when visual patterns are confronted, as in the ability -

+

to seek out and name the dimensions involved in the Trans-
position’TcsL. Having been confronted in early life with

" a verbal cnvironment of unusual complexity in uvhich the
underlying order 1s, dif{ficult to discover because there
are two orders, not one, the bilinguals scem to/have devel-
oped campensatory mechanisms for seeking out that orvder,

These nechanisims have tecome a cognitive teait and so they
pi !

/
/
tion. The breadth of subject mdtggx or' srtuatyons for_whichn
h -
- v

this trait functions need Murther inwestigation.' (1972, p. 203) . .

T
P <

o



12.
p
Cummins and Gulutsan's Western Canada Study e

In an unpublished study, Cummins & Gulutsan (1973) investigated

the effects of bilinguality on memory, reasoning and divergent thinking.

v

They were also intgrested in whether the bilingual's preference for or pro-

1 N -

ficiency in verbal as opposed to non-verbal, or imagistic, thinking is af-
feé;éd by his having kwo linguistic systems with which to organize thought
processes. The 1atter,quéstion arises from Paivio's dual-processing theory
of cognition (1971). Thus, both verbal and non-verbal forms of the memory,
reasoning and divergent thinking tests were administered to a group of
French-English bilinguels and tao English monolinguals in grade 6, Using a
variety of procedures, such as word association, subjective self-rating’and

» 9\

teacher ratings they classified the bilinguals as either balanced or non-
v f !

balanced. The following tests were administered to the bilinguals and mono-

linguals: (1) memory tests, a) free recall for separate lists of abstract

and concrete words and b) a paired-associated recall test, again with sepa-

4

rate lists of abstract and concrete words; (2) reasoning tests, three sub-

tests ( nos, 1, 2 and 4) of the Kuhlman-Finch Intelligence Test; these sub-

tests include verbal and spatial abilities; (3) divergent thinking, a)

Guilford Uses Test (1967), a measure of verbal divergence and b) Wallach and
Kogan's Patterns Test! (1965), a measure of non-verbal divergence.

Both bLIThghal groups performed significan&ly better than the mono-
lingual group on the verbal-ability and general-reasoning subtests of the
Kuhlmann-Finch Test. These tesults offer general confirmation of the find-
ings by Peal and Lambert of superior concept formation, or general reasoning
abilities, and superior verbal ability for bilinguals. The bilinguals were

also significantly superior on the Originality part of the verbal test of




" that Cummins and Gulutsan prepared for the memory tests were adequate inso-

13.

—— e e

divergence, ‘The monolinguals per formed significantly better than the bi-
4

linguals on free recall for abstract words,
The finding of greater originality on the verbal test of diver-
gent thinking should be interpreted cautiously as indicative of greater

creativity for the bilinEuals since other measures derived from both the

“y

verbal and non-verbal tests of divergence failed to show any differences

between the groups,

The results were equivocal with regard to the bilingual's rela-
tive reliance on verbal or {magistic modes of coénitive processing.  First
of all, it is questionable whether the lists of abstract and coﬁcrete words
far as tﬁéfé was no difference, for eithe; group, on free recall and on
paired-associate recall with the abstract and concrete lists. In general,

one would expect the concrete words to be recalled better than the abstract

words (Paivio, 1971}, by monolinguals and bilinguals alike. Secondly, the

results from the Patterns and reasoning tests are inconsystent. For example,

the monolingual group performed better than the bilingual group on the spat-
) -

ial abilities subtest of the Kuhltann-Finch and on the fluency part of the

Patterns test (the fluency measure is the number of proposed representations

for each item). However, there was no difference in Performance between the

Y \\‘
. .
groups on the originality measure of the Patterns test. Thus, it ig diffi-
{
cult to come to any definite conclusions about differential-use of verbal -

and non-verbal coding systems by the two groups of subjects. Nevertheless,

3

the bilinguals dig exhibit greater verbal ability and greater reasoning

ability than the monolinguals. \

1

Cummins and Gulutsan also found significant differences between

- 1
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the balanéediaﬂd non-balanced bi]gng;alg, in fa&é? of thé baianced group

on measures of general reasoning, Uses' fluency (the number of different
uses suggested), Uses' flexibility (the range of uses suggested), ard Uses'
originality. In other words, level of proficiency in the second language
seems to affect the magnitude of difference in performance between b;lin- -

guals and monolinguals on some measures. ,
. L.
i

In summary, when we consider the data available from recemt re-’

» search it seems clear that bilinguality can offer an individual advantages
above and beyond that of the ability :% use two languages. The picture

that emerges, is% one of greater flexibility for the bilingual. This flexi-

Y 1

kilit} is characterized by a greater number of independent mental abilities
/ h)

(Peal & Lambert, 1962), greater facility at uncovering the dnderlying dimen-

y d

sions of a stimulus array (Ben-Zeev, 1972; Balkan, 1970) and a greater
willingness to change one's strategy in order to maintain meaningfulness
(Ben-Zeev, 1972)., The ability to unc;ver impiicit stimulus dimensions
seems to be part of a more general facility at concept formation (Peal &

Lambert, 1962; Cummins & Gulutsan, 1973) that in turn may result from the

)

bilingual's greater tendency to attend to the semantic aspects of words

a ¢

. 3
than to their phonetic aspects (Leopold, 1939; Worrall, 1972; Ben-Zeev,

1972) and an appreciation that, at least in principle, words are arbitrary

L}

labels for external referents.

Developmental Bilingualism

The research discussed in the preceding section dealt w1tL’bi-
o -5
linguals who have at’ least. functional competence in their second language.
This section will discuss studies concerned with children who are in the

process of becoming bilingual.
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g__‘_ The earliest investigations of developmental bilingualism were

< 2

usually anecdotal, For example, in 1913 Ronjat réported the observations
that he made of his soﬁ who was learning French and German simultaneously. -

He made two majér observations. First, he reported that both languages

¢ +

were initially mixed in his son's speech. In other words, theré was mno
systematic recognition or separation of the two languages. Secondly, he

observed that one or the other language was dominant at various stages in

"
P - ’
g his son's development., Thus, the language of the mother was dominant for
- ’ ‘ ~
several months whenh his son first started to talk. Two years later, French,,
§ T

the father's language, assumed dominance. Very similar results have been

reported Iy Leopold (1939-1949). 1In both of these families, the father
spake one language to the child; the mother, another.
More recently, Swain (1972) has conducted a careful, systematic
study of pre-school-aged children, who were raised from birth in bilingual \\\“

hqmes. She was-trying to discover whether children who learn two languages
simultaneously perform similarly to the child learning each language separ-

ately, or whether bilingual development differs qualitatively from monolin-

| ) . '

“

- gual development. She gathered speech samples from her subjects by haviﬂg

them act as interpreters between two adults, each of whom the child was

led to beliéve’spoke only one language, French or’English. In this way

. Swain was able to’gather both English and French-language samples from the

t
°

same subjects in a relatively natural setting.
Using these data, Swain investigated the acquisition of specific

e -

grammatical structures (e.g,, the use-of-the—interrogative) which she com-
o - ! _

pared with the acquisition of these same structures in the speech of mono-

lingual control children. She concluded that bilingual ‘agquisition follows

~ 7
»
4

2
o

,\
T
.



.

Ay ~

;
’ v

- 9

N - . RS ) A
h K‘—/ N . *
easgntially the same developmental- pattern as monolingual acquisition.

v \ The study by Swain is an example of some very important relatively

~ . » - {i"" N
recent research that studies bilingualism in the broader context of language
; ) ‘

learning in general. Other contributions of this sort have been made by

-

“ Dato (1970), Kessler (197D and Ravem (1968). An 6nderstanﬂing of the

acquisition of language by the monolingual child may be ﬁglpful in under=

: ‘ PR
standing better the mechanisms and effects of bilingual acquisition,
- b

~

- W \
There is growing interdst i‘ those bilingualsfwho acquire their

t n 5
second language after their native language is fully developed (see Dulay

& Burt, 1972, for a review). This group”includes children and adults alike.

Learning a second language thep may differ from learning it togethér with

3

one's native language. Some language-learning strategies used by adults
who are‘acquirlng a second language have been delineated by Lance (1969)
Richards (1971), Selinker (1971) and George (1972). Similar studies with
children have been done by Valette (1964), Ravem (1968) and Dato (1970).
This type of bilingual, in fact, is the focus 6}‘interest in the presént re-
search-- elementary school children with a fully-developed first-language

system who were becoming bilingual in'a school setting. This will be des-

¢

cribed in greater detail later.

v

2 I ¥

Bilingual Education -

3 -

Although no one appears to doubt that learning tw%?lan uages-is

>

° °

possible and, judging by the number of "natuvral bilinguals'*#in the woxld,

. ol
relatively easy, there are grave doubts about the success of learning a

second language in school, As Macnamara (1973) points out YLanguage is a

N , 1
z

‘peculiar embarrassment to the teacher, because outside school, children 2

seem to learn a language without any difficulty whereas in school, with

n -

"

¢

[ .




' the aid of .teachers their progress 1s halting and unsatisfactory", in most

/’/Hkagggl While this conclusion is probably true in general, it fails to

take 1nto account the difference in time spent on language in school atd

[

outside the school Besides, school may prove particularly useful in teach-

‘ing the formal aspects oﬁ)language, such as reading and writing, which might
not he learned .without school instruction.

3

Macnamara (1966) presents an extensive review of the bilingual-

education programs that had been conducted until 1966. Bilingual education

Ld

may include any school program whose objective is to produce children with

functidnal linguistic competence in a second language. Functional linguistic
. - ‘

competence may mear communicative competence in the target language so that

the student may interact socially or conduct business effectively in the

language, or it may mean mastery of the formal aspects of the target lan-

guage, such as reading and writing. The most outstanding feature of most

of the bilfhgual projects meviewed by Macnamara was their relative lack of

success; not only did the children apparently not learn the target language

-

adequately, but they seemed to suffer deficits in their native language
skills and in intellectual functioning generally. There has been a tend-

i T ency to attribute the failure of bilingual education to the limited, in-
’ tellectual capacity of schobl children. Many evaluators in the past have

’ . madq the implicit assumption that children have a certain limited amount of
s .
-z cognitive energy, that is fully required in a monolingual environment. Thus,

“ v

~

L

. ~* the assumption proceeds, dividing cognitive energy between two different
languages results in deficits to one or the other or both languges and pos-

sibly to general reasoning faculties. Biological and intellectual factors

are undoubtedly important when considering second-language learning (Penfield
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1

& Roberts, 19594 Lenneberg, 1967), but there are other factors to consider
which are not as subject to the limitations of quantity that intellectual
capacities are often thought to be. For example, the role of the psjycho- .

logical components of learning, such as attitudes and motivation, haye been
———

1nvestigated by Gardner and Lambert (1972) and found to be influential in
second-language learning. As well, one cannot ignore the social aspects

of second-language learning, such as the general societal support for learn-

¥ i

ing and maintaining a second language (Spolsky, 1974).
| The failure of bilingual education programs often reflects more

on the structure of such programs than on the feasibiiity of learning a

second language in school per se. 1In particular, it has been suggested

that learriing a second language is essentially the same as learning one's ’

native language (Tucker & d'Anglejan, 1970; Swain, 1972). Thus, the failé

1

“ure-of _second-language teaching 1s probably due, in part, to its failure
iy ;

—

—

to exploit the simiii?ities;between first and second-language learning

processes (Tucker & d'Anglejan, 1970). Until relatively recently little

effort has been expended in developing second-language teaching programs .

Ed
or techniques that reflect processes that we have all experienced in learn-

ing our native language. Of course, part of the difficulty resides in our

Al
ignorance of what these processes really are. Although we may not under-

stand all of the cognitive concomitants of flrst-ﬁanguage acquisition, we
do know one major environmental concomitant; namely, personal interacti;n
in which verbal communication is vital. 1In the school setting, there has .
been insufficient emphasis put on the communicative aspects of second-lan-
guage learning. The development of grammatical and phonetic competence

,
have traditionally been the goals of foreign-language teaching.
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3
In an attempt to create a situation in the school which was as

-

analogous as possible to the environment that accompanfes first-language

acquisition, the St.lLambert Elementary School, near Montreal, initiated )
in 1965 a program of French-immersion education. Stérting from Kinder-

garten, children whose native language was English were given course in-
struction in this program via French. For the first two years of school

all course instruction was given in French by native French-speaking teach-
ers. Beginning }n grade 2, an English Language Arts program was 1introduced
for two 35 minute periods daily. GradualLy-morg'énd more English-language
instruction was introduced until by grade 7, tﬁe finaliyear of the program,

~

instruction was divided approximately equally between French and English.
In June of each year children participating in this program were

T

. given a battery of tests to assess their scholastic and intellectual devel-

opment, The findings indicated that the childrén performed at the same
level as conventionally-educated, monolingual English children both academ-
ically and intellectually, Their Engllsh-language skills were equivalent

to those of monolingual English pers and, at the same time, their French-
~ ’ »
language skills were better than those of childgen taught via traditional

(]

second-language courses.
This particular program has been so successful that approximately

407% of all eligible kindergarten pupils within the jurisdiction of the school

v

board enrolled in similar immersion programs during the school year 1973-

l ) .
1974, In addition, similar programs have been set up in at least 14 schools

on the island of Montreal under the jurisdiction of a different school board,

B 1 B}
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1
Current Research }

Thus, there are a large number of children in the Montreal area
who are becoming bilingual, to some degree, in school. It is sutprising
to the casual observer how calmly and quickly children‘appear to adjust to
imhersion programs. Neyertheless, one cannot ignore the challenge these
children face by pgrticipating in such programs. Not only 1s there the
linguistic challenge of mastering a second language, but there is also a
sociorpsychological challenge in the sense of being unable to-communicate

fully with their teachers. There is fanother group of elementary school

-
- -*

—

children in Montreal for whom these challenges are even greater; namely,
English-speaking children who attend French schools where their classmates
as well as their teachers speak French. This was the group referred to as the
'total immersion' group in the first section of this introduction.

In programs modelled on the St. Lambert project, only the teacher

-

is a native speaker of French so Eh@t the child always has the option of
communicating with his peers in English, an option not generally available
to children in total-immersion. In 1972-1973, 5.6% of the entire English
school population in Quebec was enrolled in all-French schools while 1.9%
of the entire French school population was enrolled in all-English schools.
This comprises a full 35,420 elementary and secondary school students (Mon-
treal Star, 1974). In 1973-1974, approximately 7% of the elementary
school populatidh of the Protestant School Board of Greater Montreal was

g

enrolled in early immersion programs.

What effects might one expect such an educational program to haveg
]
on the participating children? From a purely linguistic point of view these

children could-be viewed as facing a linguistic conflict in the sense of

-




having to coordinate two interdependent linguistic systems, French and

English. According to Ronjat (1913) and to Leopold (1949), it was the
resolution of linguistic interdependence that produced the cognitivg en-
hancement that they noted in their children. Ben-Zeev (1972) has also
argued that the resolution of conflict between two different linguistic

systems was the main factor\EUnﬂxiQEEEng to the advanced cognitive develop-

ment demonstrated by her bilingual subjézzgt\\Thexg;ilso exists limited
evidence from non-language related research to support the notio t cog-

\

nitive conflict enhances cognitive development (Smedslund, 196la,b; 1In-
helder & Sinclair, 1967)} On these bases, therefore, one might expect the
children in immersion programs to be more cqgnitively mature,

From a social psychological point oﬁnffew, it has been shown that
social perception develops with age (see Taguiri, 1968, for a review);

b

that is, as children grow older they learn to judge more accurately emotions
expressed either through facial features (Gates, 1923) or vocal ones (Dim-
itrovsky and Blau, 1964,‘see Davitz). Furthermore, Allport (1924) and
Guilford (1929) suggested that children could be trained to improve their
ability to reCOgngge emotional exprgsssions, Although these findings were
disputed by Jenness (1932), more ecent research by Davitz (1964) supports
thie Allport-Guilford suggestion.

Very little research has been done to date on social perception
in children as it reIaLes to communication. That was the main focus of in-
terest in the current investigation. Presumably, to communicate effectively
one must be perceptive of and sensitive to the characteristics and needs of

one's listener (e.g., being cognizant of the listener's age, intelligence,

sex, language skills, and so on). The point here is that ghilé;én who are

(ol

/

i
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educated in French classes may develop heightened 'perceptual sensitidity.
Support for this possibiltty comes from a consideration of the theories

of Piaget (1971) and Vygotsky (1967), :
The main index of development for both Piaget and Vygotsky--

either cognitive or social--is egocentrism. Egocentrism is part of a more

-

general cognitive style characterized by the child's preoccupation with

single aspects of his environment to the exclusion of other, relevant de-

- \

tails, The classic example of egocentrism, or centration as it more gener-
ally applies to cognitive development, is the young child's erroneous con-
clusion that when you pour lgquid from one beaker i;to a second which is
narrower but taller than the first that the second contains more liquid
than the first. Such a conclusion is reached/presumgbiy because the child
attends to the increased height of the seco?_:beaker but jgnores its re-
duced diameter.

In a social context, egocentrism has most often been investigated
by studying children's speech. Egocentric speech, as opposed to social
speech (Vygotsky) or non-egocentric speech (Praget), is defined as speech
which is addressed more to the.speaker himself than to the listener and
therefore is non-communic;tive. As the child develops cognitively he be-
comes increasingly sensitive to and increasingly competent to handle more
details in a given situation.‘ At the same time, socially, he begins to
differéntiate between himself and the other, and becomes increasingly able
to take the role of another. Such skills would seem to be essential for
effectiv; social interaction in general and effective communication in
particular. ~

: v

Vygotsky claims that when children are confronted by social
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situations in which they believe they will not be understood by others
they ékg\prométed to make their speech more social or informative and
less egocentric. To test this hypothesis, he had children interact with :
h

deaf-mute children 6r with children who spoke a foreign language. In both
cases, he found thaty their index of egocentric speech was considerably less
than it was when they interacted with other Russian-spe;king children who
had no physical hapidicaps. Similarly, English-speaking children who are
exposed to a French-speaking teacher may become more sensitive to the de-
mands of Eh;ir listener as a résult of their own communicational experiences
in school. Because they are unable to communicate fully with their teach-
ers in school--at least initially-;thex may become better able to take the
role of others who{are also experiencing communication difficulties.

Unlike Vygotsky, Piaget does no* believe that language per se
can affect development. He maintains that the level'of the child's language
competence is regulated by the level of his basic cognitive development.
At the same time, Piaget claims that children's speech, which is charécter-
istically egocentric or private at early ages, becomes more social and in-
formative as a result of extensive social interaction with his peers. It
is not entirely clear from Piaget's descriptions exactly what characterizes
this peer interaction which }e emphasizes as the stimulant to social devell
opment, Nevertheless, if the social milieu which characterizes French-
immersion education is the sort Piaget has in mind, then his line of thought
would also suggest that bilingual education could actually have a positive in-
fluence on the development of social skills, in particular, skills related

to communication,

One might also expect that the child in a French immersiém program
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‘ who is prevented from using his customary linguistic skills may compensate
by attending more closely to other cues, such as facial expression, physi-
cal posture, tone of voice, etc, This need to devélop compensatory stra-

< tegles may produce children who are generally more sensitive to: others than

o P & . -,

. 15 arrap s T -

are children educated in their native language in the way Piaget says older

* children become more aware of and responsive to situational details., Thus,
if one considers the linguistic situatlon’faced by children in Frencp im=-
mersion from a more general communicational point of view, then Piaget's
theory does not eptirely preclude an 1interaction between language develop-
ment and general cognitive development.

FurtherAevidence for the influence of social experience on basic
social skills comes from the research of Hollos & Cowan (1973). They
studied three gféups of Norwegian children from three different settings~-
a farm community, a village and a town. According to the authors, the

)

main difference between the three samples, from a social point of view, was

\
the amount oé verbal and social interaction between the children and their
parents or thé&; peers. The Fbwn children engag;d in the most verbal,
soclal 1nteract¥6n and the farm children the least. The children were
tested on a number of measures of/conservétion, classification ;nd role-

. taking a la Piaget. Although tgé/farm children scored as well as the other
two groups an the tests of logical operations, they scored significantly
tower on the role-taking tasks.”

The dissociation which Hollqs and Cowan found between logical
operations and social skills led them to propose two separate cognitive

factors, a separate one related to each type of skill. Rubin (1973), how-

ever, argued for a single underlying factor which encompasses skills related
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to both social tasks, such as role-taking, and logical or spatial tasks, .

such as conservation.
¥

In summéry, then, there is evidence that experience with and .

the ultimate coordination of two linguistic systems may result in cognitive

enhancement (Ronjat, Leopold, Ben-Zeev); that experiencing communication
difficulty causes children to become more sensitive to others and possibly
to be better able to take the role of another (Piaget, Vygotsky). Further-

L &,
more, social experiences as well as stimulating social development may stim-
)

ulate non-social development (Hollos & Cowan); however, this point has

been disputed by Rubin.

The current research was particularly concerned with the develop-
ment of sogial skills as reflected in communication. Thus, it was hypo-
ot o
thesized that children in French-immersion programs would be more sensitive

YR

to a listener than would monolingual children. The possibility that the ™
bilingual experiénce might make the children generally poor communicators
4

could not be ruled out, however. In fact, the primary concern of parents

N R

and educators alike is that immersion education might have harmful effects

on the children;s native language development,

All testing was done in English, the childreri's native language,
since it was felt at the oqtiet that if different social skills develop
from this experience the§‘ﬁay, in fact, reflect basic underlying cognitive
differences which shouia-téerefore manifest themselves even in the ch11d'§
use of his native language, and not be restricted to his French-language
behavior. Samples of children from kindergarten to grade 2 were tested in

order to trace the development of djiferences in comfunication skills, if

any,
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To test the generalizability of any effects which might be re-
vealed, a non-verbal test of perceptual skills was included (see Study 3)
A modified version of Piaget's "Three Mountains Test", referred to as the

Perspectives Test, was used. This test measures sensitivity which is in

part social, but is primarily perceptual. According to the fimdings of
Hollos and Cowan one would not necessarily expect any transfer from a social
situation to a noﬁ-social, perceptual situation. On the other hand, Rubin's
findings would lead one to expect a transfer from one type of task to the
other.

The experimental group included: 1) children who attended all-
French schools, where teachers and most pupils were native-French speakers,

as well as ?) children who attended English schools where French was spoken
4

 only by the teachers. No research conducted to date has examined the cog-

nitive consequences of attendance in all-French schools. It was expected
that any social psychological effects w0u1& be more pronounced in the former
situation than in the lgtter. (

In summ;ry, it was expected; 1) that children who become bilingual
through immersion~type learning experiences-would be more socially sensitive
than a control group of monolingually-educated children, 2) that this social
sensitivity would be revealed in communication tasks; 3) that the effects,
if any, would be mére pronounced in the totally-immerséd than in ‘the par-

tially-immersed experimental children; and 4) that the effects might gen-

eralize to other non-social forms of behavior.
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The Sample
< Thfee groups of children were tested, two experimental and one
control. The control group consisted of native-Englisé speaking children
»-1living on the island of Montreal and attending English-languagé elementary
schools under the jurisdiction of the Protestant School Board of. Greater
Montreal (PSBGM). A description of the actual schools will follow. The
children in the experimental groups were also native-English speakers.
The Immersion group comprised children attending schools within the PSBGM
which offered a "French-Immersion Program'". 1In these programs all course
instruction in Kindergarten and Grade—l is given in French. Starting in
Grade 2 an English Language Arts couése is taught for 30 minutes a day;
otherwise, all other Grade ? courses are taught in French, From Grade 3
on more and more English instruction is introduced until by Grade 7, the
final year of the elementary program, apprdximatelv one half of the course,
instructiqp is given i; English. The French experimental group comprised
children who attended French elementary schools under the jurisdiction of
the Commission des Ecoles Catholiques de Montréal (CECM), For the French
group the majority of students and all teachers were native-~French speak-
ers; and, of course, all instruction was in French,

N
,Children were selected from Kindergarten, Grade 1 and' Grade 2

to participate in the investigation, The average age of subjecgs from each
grade was 5.74, 6.60 and 7.55 years, respectively. An attgmpt was made to.
choose an equal number of boys and girls in each grade and each language-

group aithough this proved difficult to achieve w;thih the schools selected

for study, Table 1 presents the sample size and the ratio of boys and

girls for each grade by sex and languge-experience group.



Table 1

Sample Size

1 2
Boys Girls Boys Girls Boys Girls Sub-total by Language
Group
4 R
French b3 7 4 6 8 4 32
Immersion 6 5 6 6 5 6 ‘ 34 )
Contro) 5 7 € 4 8 7 37 >
Sub-total ~
Ey fGrade 32 38\\\\\\\\
1 —

8¢
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Theiﬁhequal number of children in each subgroup reflects the difficulty
in finding children within the schools selected who met the following

criterfa: 1) coming from monolingual, English families (which meant that

both mother and father had to b% native-English speakers) and 2) having

—
\.\\« o

atgended the same kind of school program from Kindergarten on (which
meant that any who had switched during the course of their education

were excluded).

- The Schook§

The children in the Immersion gﬁoup all attended the same school
which offers both an immersion program and a conventional English-language
program. The children in the Control group were selected from ﬁyz'schools
as wefe those in the French group. All five .schools were locatediylthin
a half mile of\Pne anqghgr in a suburban area of Montreal, They were sel -

N S . . ‘1
ected to be as comparabte as pdssible in terms of socioeconomic milieu,

To get information c&ncerning SES, questionnaires were sent to the pupils'

parents asking for their occupation. Not all questionnaires were returned

¢
even with repeated requests, However [ since the return-rate was fairly

high, 72% for the Co;trol group and 8&%‘for the two experimental groups,
the results are probably represenfative of the entire samples. Working
from the questionnaires, each occupation was given a value-according to
Blishen's socioeconomic index (1967) gnd an average socioeconomic rating

was calculated for each school/language group. \Qhe resulting values were:

French group, 5.7; Immersion group, 5.4; and Control group, 5.2.



. .« | Time of Testing . )
» [ §

The testing took place between December, 1972, and December, 1973,

.

In the first two weeks of December, 1972, Studies 1,2, and 3 were conducted
i
\

with children in Kindergarten, Grade 1 and Grade 2. In Juﬁé, 1973, Study

3 was repeated with the same children, and Study 4 was introduced using

the subjects in Grade 1 and Grade 2. In December, 1973, Study 3 was re-
@ peated a second time with the ,same sybjects, who had advanced to Grades 1,

2, and 3. Study 4 was also repeated with the Grade 2 sample, who were now

k1

in Grade 3, and with a new group of students from Grades 4 and 5.

Testers

Each test was administered by the writer or by one of three

other testers who differed from session to session. Each, however, was
a female psychologi major from McGill University. Each person tested

approximately an equal number of children from each grade and Language-

-
T

Experience subgroup. This was done to counterbalance any experimenter

. ’

effects. Pre-testing was conducted before each test session to insure

standarization of procedures,
*

........

1
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. . Control Testing

! In December, .1972, the Peabodwy Picture Vocabulary Test (PPVT)

g

and the Raven!s Progressive Matrices (RPM), colored version, were admin-

— -

istered., The PPVT was given individually using standardized procedures

. and -the RPM was administered to small subgroups of four children ‘each.
‘ - .

< ¢ .
These tests were included to assure comparability of the groups-in terms

¢

of verbal and non-verbal IQ,

Each subject's score on the PPVT was converted to an IQ equiva-

. lent. Because of the particuvlar characteristics of the populatson on

which the RPM had oriéinaﬂly been stamdardized (Scottish children tested

)

) . in 1?4§) the standardized scores were not used. Instead the raw scores
L ¢ .

were analyzed. Table 2 presents the mean 1Q-equivalent scores for the

PPVT, the meap‘raw scores for the RPM, and the average age of the children

% . , : ) -
‘ in each group. ///

-
-

-

3

" : ! ) Results

* Three separate two-way analyses of variance were performed on
L .G

.

{
the data. The independent variables were Language Experience (Control,

Immersion, French) and Grade (Kindergarten, Grade 1 and Grade 2). See

7

Appandix Al for a summary of these analysef.
° ~

PPVT: Although there were no significant maiQ‘effects or inter-

‘

»

actions for the PPVT data, there are several noteworthy differences that
Y o N

J

— 7 deserve comment. First, there was a seven-point dlfference’EeE;;;;rzg;
J Control group and the Immersion group in Kindergarten. This difference
has vanished by Grade 1, but inéréééed to almost 16 points by Grade 2. One
éxplanaLian_£o;.Lhe~%ai%%a%—di{ferennnrﬁzrﬂjﬁrﬁﬁééib1e anreliability of’

. test results for children this young. The question of reliability at the

Kindergarten level arises again in Study 3. Notwithstanding the statistical

i

~s,

\\‘




Language-Experience by Grade Group .

(A)

Summary of "Mean Scores on PPVT, RPM and Age for each -

/‘ Peabody Picture Vocabulary Test
o K 1 2
v .
// French 109.10 110.69 115.67
Immersion 113.73 111.50 104.00
a Control 106.42 110.50 119.80
(B)
Ravens Progréessive Matrices
K g 2
French 15. 40 19. 80 23.42
Immersion 18.64/ 19.58 21.18 o
Control 18.67 19.50 22.33
2
) Age
! K 1 2
French 5.72 6.71 7.67
C Immersion 5:72 6.58 7.45
Control 5.78 6.52 7,52




‘ pretation of the studies that follow

results, these differences are too large to ignore completely in any inter-

’

RPM: There were no statistically significant differences be-

tween Language groups-on this measure (F = .12; df = 2, 94; p = .88).

There was a significant grade effect, with the older children scoring ‘ghigher

than the younger children (F = 7.15; f =2, 9 p=.001). There was

@

no significant interaction between Language Experience and Grade.
Age  There ‘were no significant differences between the Language
»

groups at any grade level (See Table 2C). There was, obviously, a main

grade effect (F = 209. ; df = 2, 94; p < .001).

"
‘

In summary, there is evidence, although not statistically signi-
ficant, that the Immersion group performed more poorly than the Control
group on the vocabulary test, while the French group performed intermediate r)'
to the other groups. In one sense this result may not be surprising inso-
far as the Immersion children have had virtually no formal English language
instruction, except for their English Le;nguage Arts Class in Grade 2., This
explanation 1s not entirelly satisfactory since the same condzition appliesl
to the French group and yet their ‘performance compared more favourably
with the Control's. On the RPM, a test of‘ non-verbal reasoning ability,
all three groups performed at comparable levels. Thus, it seems that the
three groups of children were comparable on non-verbal reasoning at the

time of the first testing. The performance of the two experimental groups  _~ |

¢

on the PPVT suggests that they are apt more intelligent than the Control

group and any differences in their favour in experimental testing cannot

» —

be attributed to this factor. ¢
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STUDY 1: Game Explanation

Test Materials

To assess the differential sensitivity of a speaker to a listener,

u

a task used by Flavell et al. (1968) was adopted. In this task the child

‘

is required to communicate information about how a game is played to two listen-

ers who differ in terms of the information available to them. One listener is

blindfolded and cannot see the pieces of the game that the speaker is talk-

" ing about; and, therefore, relies solely on what the speaker says in order

to understand the game. The other listener can see the game in front of
him; and, thus, can supplement the speaker's verbal description of the

game with what he sees., Flavell found that as children grow older they are
£

more likely to tailor their messages td the requirements of their listener.
This developmental change is presumed to result from improved role-taking

skills.

it !
+

The geme used in this study consisted of thf foflaw&gg pieces:

-

A
a plastic cup, two small plastic model cars, one green and one yillow, a

u
E

plastic l-inch square die, and gn 8" x 14'" paper playing board. {? well |
there was a cloth hood which could be worn by the listener in the Slingfold
condition. On the surface of the playing board were a series of 1" colored
stripes running perpendicular to the long axis of the board. The colors
appeared in a regular sequence along the board: red, blue, yellow, red,

blue, vellow, red and blue. The faces of the die were also zolored. Two .

of the faces were red; two were blue; one was yellow and one was black.

The game is played by two people, in the following way: one of

the players hides a car in each fist out of view of the other player. The.

other player then selects the one he wants. To start, the cars are placed
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on the table in front of the first stripe, a red one. One of the players
puts the die in the cup, shakes it and tosses it out. He then moves his
car to “the first band on the board that is the same color as the upward
face of the die. For example, if red turns up, the éiayer moves his car

to the first red stripe, If black turns up on the die, the player loses
his turn since there are no black stripes on the boa;d. The players alter-

. t
nate turns. Whoever reaches the last stripe, a blue one, first, is the

winner,

Test Administration

The subject (S) was seated at a table beside the exper imenter (E).
The S was told that he was going to play a game ;ith E and that he should
pay very careful attention while E taught him the game so that he in turn
could play 1t with a friend of his who w uld soon be brought into the room.
Then E explained the game to 8, non—vefb' %y where possible. In other
words , E and S played the game with E taking the lead and using gestures
to show how the game was to be played. 1If it seemed that the black face
of the die was not going to appear naturally, then E rigged one of his

!
tosses so that it would, insuring that this particular rule was demonstrated.

IJ.
« After the demonstration E and 3 played another complete game to insure that

the S understood all the rules. Any mistakes or hesitations on S's part .

were cleared up. v

©  Thed the first ITstener, the sighted listener (SL), was brought _

into the room after having been instructed not .to say anything to his friend

until E told him 1t was all right to do so. This was done to minimize inter-

action between individual Ss and their particular listeners. When SL was

seated at the table, both child¥en were told to sit on their hands. The S

(




A o

in particular was told tQﬁ§ he could not touch any of the pieces in front
of him while he was explaining the game to the listener (L). This pro- *~ .
cedure was followed to maximize verbal communicéfio . The S was told to
tell L as much about the game as he could so that If would be able to play
it with him after the instructions. After S finished his explanatigp, the
S and L Qere allowed to play a game by themselves. Again, if S made any
mistakes or seemed hesitant on any points they were clarified for him by
E; this happened only rarely.

Listener 1 then left the room and listener 2, the blindfolded
listener (BL), was escorted to the table. The biindfold @as put over L's
head outside the room so that he was escorted blindfolded into the room.
He had been given the same instructions as §L: The procédure this time
was 1dentical to the sighted-condition. After S explained the gaﬁé to
BL, the blindfold was removed and thectwo children played the game. Then
both were sent back to their classrooms.
| S's explanations to the SL and BL were tape recorded on a Uher
5000, 4-track recorder at 3 3/4 ips. The order of testing was identical
for all Ss with the SL always appearing before the BL. This order was
maintained because it was felt that S would betéer understand the éa;e and

be completely relaxed if the sighted listener came first.

The tapes were transcribed later by two of the Es. -

A full description of all dependent measures analyzed in this
study will be given, followed by a presentation and brief interpretation of

the statistical treatment of each.

Transcription of the tapes The original tape recordings were transcribed




»

for purposes of data analysis. The two transcribers were told to write

exactl§‘what they heard, punctuating the material as they would dictation,

A R

&
and to indicate long pauses with a dotted line. Normal pauses were to be
marked with a period to indicate the end of the utterance. If a section ‘V/

of the recording were difficult to understand, both transcribers listened

N
\

to that portion and agreed on an interpretation. This was rarely necessary

since the general quality of recording was excellent. Then the transcrip-

'

tions were coded so that the S's name, grade and group would not be indi-

cated on the transcript, All subsequent analyses were done blind,

Dependent Measures

1. Completeness of Communication

To assess completeness of each game description, a simple count

was made of the number of rules, the number of materials and the amount of
extra information mentioned by each §. This analysis was designed to assess

thoroughness rather than effectiveness of communication. Table 3 presents
. .
the rules, materials and extra information that relate to the game. There
were six rules, six materials and five pieces of extra information. These i
17 items covered’almost all information that the children gave.
A rule was defined as any informatioq}which pertained to the play-
ing of the game; material referred to the physical pieces or objects of

the game. Furthermore, the material had to be stated explicitly enough to

demonstrate that the child viewed it as a piece of the game (e.g., there is

a cup; there is a board; there are colors on the die.), In general, this
meant that the material could not be embedded in a rule. For example, the

utterance ''Now you put the dice in that little, purple cup over there and

you shake it around..." implies the existence of a die and a cup, but the
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Table 3
Rules
— - ——1: -Eech playergets a car—for his "man"- ... _ , __ _

2. Put the die in the cup
3. Shake the die or the cup
&, Méve your man to the color indicated by the die
5. If black turns up on the die, you lose your turn
6. Whoever gets to the last stripe wins ’

‘ &aterials
1. There is a playing board
2. There are colors on the ;oard
3. There is a die
4, There are colors on the die
5. There is a cup o -
6. There are 2 toy_cars

Extra
o

1. There is no black stripe on the board
2. The colors are red, blue and yellow
3. The end stripe is blue
4, Players alternate turns
5. To start, you put car at beginning of the board

38.
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existence of these items was not expressed explicitly, Therefore, S would
not get credit for them as materials, although he would be given two points

for mentioning the two rules "Put the dice in the cup'" and ''shake the dice

&

_or cup". In &coring the rules, no attempt was made to evaluate them in
fﬁkrms of goodness of expression,
The category 'extra information' included items which were felt
not to be integral to an understanding of the game and which were mentioned
lesg often than the rules and materials by the children.

%

/ It should be repeated that all scoring was done blind by one

s%orer. The protocols were marked twice by the same scorer at about a

two-week interval., The reliability was so obviously high that it was felt

unnecessary to compute a formal reliability coefficient.

2. Elaboration of Communication

Insofar as elaberfation usually promotes effective communication
it was felt that some measure of elaboration or redundancy should be cal-
culated. A priori it seemed reasonable that elaboration would most likely
be used to describe the game materials so that subsequent explication of

the game rules would be more comprehensible to the listener, particularly

the blindfolded one. An index related to the number of elaborated rules

might then represent the speaker's relative sensitivity to the communication

needs of his blindfolded listener. This analysis was restricted to the

!

blindfolded condition because it was felt that no judgment aboft elabo%a-
|

tion of rules could be made in the sighted-condition since the most coAser-

- — |

vative assumption 1s that the children could understand almost all fule's

if the game itself were visible. However, in the case where the game is

not visible, some rules may be difficult to understand unless the speaker




provides appropriatce elaboration. . N ¢
.
Three scoree vere (1(-Vise(1: ,l)) the number of colaborated rules;
2) the number ol non-elaborated rules;  and 3) 1atio of claborated rules
to total rules. ) .

For a rule to ba scored as 'elaborated' the S-was required to
have described all of the materiadls related to Liat rule earlier in his

explanation. For example, in order for the rule "shake the die'" to be

~

I
scored as elaborated, S must previously have mentioned ‘that there was a

/ ~

’ /
die. On the other hand, 1f S gave a rule, but did not/ mention the related
matcrials, that rule was scored as non-claborated..’In a sense, the number

/
of non-claborated rules used by S 1s a measure of the number of presupposi-
tions that he made when explaining the rules of the game.

The ratio of elaborated to total rules was desirable to control

for possible 'differences in the total number of rules described by indivi-

dual §s

@

3. Linpuistic Analysis .

Finally, a series of linguistic measures were taken for each S:

the number of utterances, mean length of utterance, and grammatical com-
9

— — i

1

plexity of each utterance.

Two scorers, working from the written tranmscriptiona, were told
to divide cach protocol into 'utterances'. ‘An utterance was defined as a
s@ment of the transcript which represented a separate thought or idea.

Thus, an utterance might or might not be a complete, correct grammatical

unit  The scorers were told to use the pauses and punctuations which they
had written curing the original transcription to help them. After both

scorcrs had marked all protocols, the results were compared. Where a




' disparity existed, agreement.was reached about the houndaries of the ut-

terance in question.

4

The average Tength of utteravce wae calanlated for each protocol

by dividing the total number of words in the protocol by the total number

of utterances.

After the protocols had been segmented into ntterances, each

rater assigned vach utterance to one or morc of tle ‘ollowing categories:

simple, coordinate, subordinate, relative, predicate, adjectival, false

start or atlention getter:

. a)

b)

e

d)

Simple: wutterances made up of a single ~cntence or thought.
For example, "You put 1t in that little purple cup." /

Coordinate: 1ncluded utterances made up of two clauses which

&

were conjoined by the following conjunctions: and, but, "0

s\

or because., For example, "Put the die 1n the cup and shake
it", If these conjunctions occurred at the beginning of an

utterance made up of a single use, they were not counted

i
o

as coordinate. For example, "§nd you choose one of those

cars'.

Subordinate: utterances containing a subordinate clause in-

troduced by when, while, where or if. For example, "If you
get black, you lose your turn'.
Relative: utterances containing relative clauses. For ex-

ample, "There's this dice that you have to put an the cup".

Predicate:  _utterances with predicate complements introduced

by that, how, where,/&gkt, why, ‘etc. For example, "This is

how you play the game'. . )




f) Adjectival: wutterances with 1celative ‘lauee introduced by

'

il - 0
whocver, whenever, or whatever  For cxample, "Whoever gets

to the end first wins'. ,

i

. p) False Starts: 1ncluded incompleted utlerances which had been-
discontinued by S i1n favor of a different, complete utterance.
This category may represent a sel{-correction lechnique. For

example, "Then you have....1f you get black you have to stay |

where vou are',

\ h) Attention getter. included utrterances or,single words (such

as first or 0.K.) that did not contain information about the

game, but seemed to direct or attract the listener's attention.
S

LS L]
o “Kor example, ''Robert, first you put the dice in the cup". Use
9 .
of the listener’s name and use of dircctives such as first

+

-«were counted here, The conjunction then and the interjection

eh were not caunted here.

\\\\
~.

Statistical Analysis SR .
; T \\

. ) . ' . T
1. Completeness of Communication (rules, materials and extra information)--

™~

~

A separate analysis of variance (unweighted means solution for unequal n) was per-

- —

formed on cach dependent measure (rules, materia}s\gggxextra information).

—

In cach case the independent variables were Language Experience -(rench,
T

—

Immersion, Control), Grade (Kindergarten, 1,2). Sex of Speaker (Male, -

Femafe), and Condition'of Listener (Sighted, Blindfolded). The last vari-

able involved repeated measures. A summary for cach of these analyscs s
- .
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r

presented in Appendices A?, A3 and A4. é

Rules+ The m\hztﬁgnificant main effect to cwmerge {rom thie analysis was

-
a grade effect (F =5,78; df = ?, 85; p = .006). The children in" Grade M/
. y
2 gave more rules than did the children in cither of the earlier grades -
(see Tahle 4). There was no significant difference ~mong the lénguage

L4
groups nor betveen the boys and girls, DNor was there a difference in the

K
average number of rules which the Ss told the blindfolded or the sighted

v

listeners.

There wa: a significant Grade X listener X Sex interaction

i

o

(F = 3.51; df 2, 85; p =.03). This interaction is not very meaning-
.
ful or relevant and so will not .be discussed further o
. .
iﬁ: There were no other significant interaclions. In particular, - .y

the intcraction between Language Experience X Condilion of Listener was

not s}gdifﬂtqnt (F = .41; df = 2, 853—~p = .67).

Materials  An Analysis of Variance summary appeéis in Appendix A3.

There was a main effect due to the Condition of the Listener (F = 30.8,

~—
f=1,85 p< .001). The children gave more information about materials

to the blindfolded listener (i = 1.12) than to the sighted listener (§<¥ L27).

¢ ‘ -
See Table 5D, »

~\\\\Eigre were no other main effects significant at thc .05 level.

\
However, the Grade~effect was marginally significant (F = ?,54; df = 2, 85;"°
: Sy £ ar

. - .
p = .08). This suggests that the older children related more 1information

about the materials than did the younger children. ' See Table 5, '

The Language LExperience X Listener interaction was significant

(F = 4. 13:

3

df = 7, 85; p‘ZfTEQ). From an inspection of Table SE it 1s

7

~ . .‘"‘ s s } .
evident that the-French Ss &howed the largest” differentiation between the

o




. (A) By (c)

. , s Language Group Grade Sex of Subject
2 -
French 4.07 K 3:61 Male, 3.99
Immers ion 196 39— Fumate——dif2 -
|~ control 379 2 445 !
p= .35 p T 006 p= .90
| ‘ (D)
|
\ L
Listener
Sighted , 3.96
Blindfolded 4.05 -
Y o ~
p= .65
(E)
\ ! ’
- Language Group X Listener Condition
- N N -
Sighted . Blindfolded

French 93-99 4.15

Inmersion 4.06 ‘ 4.5

Control 3.8 . 3.75

) p- .67
= o
/ ’

\\ijrax1mum score ='6
1 >




. Table

Pl

. . Materials* - ’ AN

// . s o (A) A . " W(ﬁr‘?«fk (C) N

A Language Group Grade ’ Sex of Subject
Frenchx © 93 C K .44 Male 67
Immersion . .67 1. .69 * Female .73
Control .48 2 .97
[ el - ™~
p=_.17 » ) p = .1 \\P:.76
¥ - ¢ - A
(D)
Listeﬁer
Sighted 27
. Blindfolded . 1.12
] s ~ p<.001
LA '
\1 - ~
3 ‘ (E) ' t
A
*.  Language Group X Listener Conditien
i 7
: / )
- ) Sighted ’ Blindfolded
. sae o7 Sliolded
‘ French .32 . *1.53
Immersion ' w29 0 ) 1.08
o . , ° 4
 Gentrel .2 P 75 -
‘ ~ > ‘ f
) B L p= 05
" - ¥

1
P
* Maximum score = 6 4 ¢

<




. siphted and blindfolded liateners followed by the Ifersion group and, .

Lihally, the Contral group which showed the leaot differentiation. There

were no other <ignificant 1nteractions.’

-

Extra Information ~ A cummary of the apalvei« of vaviance apprars as

Appendrx A4 . There was a main «ffect due (o Lanpuage Fxperience (F = 3.61;
‘ df = 2. 85; p = .03). The Immersion group tranemitied the greatest amount
-— of extra ynformation (Xo= 1.46) followed by (he Control group (X = 1,29),

and then the Trench group (XA: .95). There were no other significant

main effects or interactions.

Interpretation

t .
Overally there was a tendency for the older children to convey

y

4
£ T e e - -
more 1information of all types to their listeners. In fact, the Ss' per-

'

formance may have reached an asymptote by Grade. 7 since By that age they

“»

o Y,
--——— - ——were giving, on the average, 4 to 5 of the .6 possible rules. A breakdown

of which rules are given most frequently 1s presented és Append1ix A5,

"

The main focus of interest in this study was the children's dif-
7 ferential reaction to the needs of their listeners. Thus, although there — --

was virtually no accommodation to their listeners in terms of number of

~

i rules (ivsighted = 4.,0; X blindfolded = 4.1) there was quite’a dramatic ac-

commodation ywhen 1t comes to information about materials (X sighted = .29;

i
ks 1

' ‘ X blindfolded = 1.12). It should also be pointed out that evVén the best

performance here was not very.good when one considers that the children

o -

gave on the average only 1 out oT~6 pieces of information about the mater-

ials, even to the blindfolded listener. Possibly the children felt that

. o th1s kind of information can be conveyed adequately by giving the rules.
- N

. De pa te/Lheir poor performance, the observed pattern of differentiation

o~

-~



Table 6

47.
‘ Extra Information
S (A) | 1) I (c)
° Language Group ’ Grade Sex of Subject
French .95 K 1.02 Male 1.34
Immersion 1.46 1 " 1.26 Female 1.13 -
Control 1,29 .2 1.a2 -
I .03 p = .1 P19
/J
, ’ (D
| (D)
- Listener
Sfighteqr o H]/.?Z

Blindfolded 1.25

p - .65
{ B e
’ (E)
- 77 " Language Group X Listener Condition o e S
Sighted - Blindfolded
French .95 .96
Immersion 1.53 1.39
» .

Control ° i 1.7 - 142

.16

=]
n




' seems redsonable. When explaining a gawe to cither a sighted or a blind-

folded Lyfstener one might be expected to go into more detail about materials

as thev are for a sighted listener, In the case of the rules, they are not
’ 1

evident to either the blindfolded or sighted liqtoncr.‘ The needs of béth
listeners are Oquivilent in this respect. Consrquently, the distinguishing
need here 15 the blindfolded listener's necd to be told about the physical
featurgg\pf the pame.

Thits, the i1nteraction between languape F:perience X Listener 1s
crucial for the materials analysis since 1t 1ndicates differential group
éenqit1vit§ to listener needs. The finding that the French group showed the
greatest differentiation with the Control groﬁp shom 1ng the least 15 consis-

— - - - Q
tent with the expectation outlimed at the start. T1( 15 interesting that the

degree of differentiation varies direégly with the extent of immersion 1in a

second language. L .

/ 2. [Elaboration of Communication .

.

v Three separate; three-way analyses of variance were performed on

the scores for -elaborated rules, non-elaborated rules, and elaboration ratio.
The i1ndependent variables were Language Experience, Grade and Sex of Speaker.
Summaries of these anadyses of variance are presented as Appendices A6 to AS.

There were no significant main cffects or interactions of any im-

A47*7"44”*‘4“*Wd*‘f6*5~BTTHHT6T3537ITéEEHFFAQTnEE*YHéfmatvf?ET?ﬁn}%Aﬁ%E_EGiHénf"fé?ghim where-

—— —

>

portance for the three analyses. The Language Experience X Sex interaction
was «ignificant in all analvses, indicating that the boys i1n the French grow

gave more claborated rules, fewer non-elaborated rules and had a higher ratio

of elaboration than did the girls. The reverse situation occurred in the
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~ -
[}

ImmeYsidn group and there was no differcnce between boys and girls on the

—_—

three measurcs for Lhe Control Group. It ts iff1cult to interpret this

interaction in any meaningful way.

Interpretation

L2
The results from these analyses are rather surprising in view of
the results just discussed. Because the French and [mmersion groups had
conveyed more material information to the blindfolded 1istener than did the

Control group, and because there was no difference in the number of fules

given hy each group to either listener, it was expoct;d that the French and

Tmmersion groups would hav€7highorielabornted—xu]o “COres and-higher elabor-

ation r1atios. This expectation was based on the supposi tion that they

would gave information about game materials that vent vith the xules they

descxxMﬂﬂ\ However, the results of this analysis suggest that this was nok

so. {n the contrary, the extra material {nformation that the French and .

Immerston groups do provide is not correlated with their description of the

rules, This is in effect what the findings from the elaboration ratio indi-

cate. This, in turn, suggests a Jistinction between the children's percep- .
o

tion of the requirements of the communication situation and their actual

verbal performance in response to their perceptions. More specifically,

the suggestion here 1s that while the two experimental groups, and in parti-

cular the French group, were more perceptive of the differential needs of

the two Listeners (that fs, they gave the blindfolded listener more material

information) they did not necessarily express this perception of differential

need in a more claborated, overt, verbal form. In other words, there may e
lingutistic constraints on the experimental children's use of their language

that are similar to those of the Control children, and that, apparently,



cause these Lwo groups to perlorm similarly. at leact al an overt, verbal level,

M .
The following analyses of grammatical complexity were undertaken to

- pursue this di'stinction further.

3. Linguistic Analysis

First there will be a presentation of the <tatistical analysis of num-

ber of utterances and mean length of utterance, folloved by the results of the
grammatical complerity analyses (that 14, the rategorivatien of the utterances

into smmple, coordinate, subordinate, etc.).

Separate analyses of variance were performed on the "'number of utter-

‘
-

| ances'" and "mean length of utterance' scores.

A sdmmary of these analyses 1s presented as Appendices A9 and AlO.

The independent variables were Language Experience, Grade, Sex of Speaker and

Condition of Listener with repeated measures on the last variable.

: AN
Tn the analysis of the number of utterances, there was a significant

’ n
main cffect due to Listener (F = 13.24; df = 1, 89; p < .0l1). The children

used more utterances in describing the game to blindfolded listeners (i = 6.45)
than to sighted listeners (i = 5,38). As well, the Grade effect was marginally

£ =2,89; p= .08) with the Grade 2 children using

significant (F = 7.55;

more ulterances (X = 6.62) than either the Grade.l group (X = 5.58) or the

Kindergarten group (i = 5.28). There were no other significant main effects

———e ¢
R B T N - PR

= e L. - I - . e
or interactions.. A breakdown of the mean scores on number of utterances and

mean length of utferances by Langugge Group, Grade, Sex of Speaker and Condition

of Listener 1s presented in Table 7A and B, respectively.

o

. In the analysis of mean length of utterance, there were no sigFlflcant

. main effects or interactions,

¢

The analysis of types of utterances consisted of eight separate ‘

4




Table 7

(A) Number of Utterances

¥

Language Group . Grade
French 5.53 Kindergarten 5.28
Immersion 6.43 Grade 1 5.85.
Control 5.79 Grade 2 6.62
p= .3 p= .08
Sex of Subject . Listener
Male 6.24 Sighted 5.38
"% Female 5.59 Blindfolded 6.45
p=.18 p<.005
(B) Mean Length of Utterance
Language Group Grade
\ -~ =~ -~ - —French 29 e Kindergarten 9.81
\ Impersion 9.69 Grade 1 9.46
| Contro] doa00 Grade 2 9.86 -
\ Y
| p = .51 - p= .66
\
Sex of Subject Listener
Male 9.59 Sighted 9.57
, Female 9.83 BTlindfolded 9.85
; p - .54 p=.24
I/ o
/

Rl
B
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four-way analyses of variance. The main variables were Language Experience,
Grade, Sex of Spraker and Condition of listener. A summary of these anal-
yses 15 prescented as Appendices ALl to AlR.

There was only one&significant Lanpuage Fxperience  Effectand — —

that was for predicate utterafices. The Tmmersion proup used the greatest

number (i = .39) while the Frencheand Control groupe uscd fewer and an
— — i)
approximatelv ecqual number (Xp= .l4; X. = .13). Sea TARTRIT

The language Experience X Listener i1nteraction for subordinate

utterances was ~ignificant with the Control group showing the largest in-

crease from the siechted to the blindfolded condition (?H = 1.60, Xb = 3,24).
The only other main effects that were significant at the .05 level were the

Lislener main effect for simple and subordinate utterances and a main Grade

effect for relative clauses. There were no significant main effects or

interactions in the false starts and attention geller analyses,

Interpretation

It 1s apparent from the lack of group differences in the above
analyses that the children from the three school backgrounds used language
in baslcally\similar manners. This corroborates the findings from the pre-
ceding analyses on elaboration of communication. Thus, 1t does not seem
that 1mmersing children in schools where a 'foreign language' 1s the medium

of instruction has any major structural effects on their language. These

tindings support those 6f Lambert and Tucker (1977) and LEdwards and Casserly

(197%) on children in other early immersion programs and thosc of Swain (1972)
on children growing up bilingual. At the same time, by providing information
aboul English children who are attending all-French schools they suggest that

there 1s a similar lack of detrimental effect on native language skills even




Table 8 . 1 ’
' Summary of Linguistic Analysis (in Mean Scores)k f
 Type of Utterance
4 Simple Coordinate Subordinate Relative Predicate Attentionf| Adjectival r False Starts
Getting N
[\ — -~
French 2.27 .64 2.19 .21 14% .51 60 .91 g
Immetsion 2.06 .74 2.96 - .31 .39 .66 37 .84
! . | g
Contro] 2,03 | .95 2.42 .22 13 .64 82 67
Kindergarten 1.92 .60 2.28 .09* .16 .58 A7 4 .74
Grade 1 1.88 .86 2.34 .34 .25 64 39 772
‘ 1
i
Grade 2 2.56 .88 2.94 .31 .25 .59 .52 : a7
; | I
! ! i
Male 2.23 : .77 2.66 .19 .29 | .70 f .48 .82
Female 2.01 .79 2.38 .31 .15 .51 .44 .80
Sighted 1.86 70 2.15% .25 .20 62 .44 .76
Blindfolded 2.38 .86 2.89 .24 .24 .58 .48 .85
- - (8a)
(8%
- v’/,\ .
*p<.05
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. in a total immersion situation, Perhaps more drematic differences might

result from immevsing childien in a total French-wpeaking environment, such
as would occur 1f the children were to live in Quebec City or in a rural

French-Canadidan commnni ty

On the other hand, there are indicatjons from the first analysis
that a child who 15 being educated in a second language develops a sensi-
tivity to the needs of his listeners. TFhese children who have themselves

experienced con~iderable frustration communiceting, give some indicatiGii

"that the'y émpathize with others who are experiencing similar difficult ies.,




.
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study 7:  Abstract Desigus

Test Materials

- The abstract designs task has beon used evtensively 1n trecent

-

55.

researchi, 1t 1 most commonly associated with Glucksberg and his associates

(e.p.. Clucksborg, 1966; Glucksberg & RKrause, 1967: Krauss & Glucksberg, .

19694, 1969h) In this task, a c¢hild 15 a ked to describe individually ar”

» w370

-

seriec of abstract destgns to a listener, vho is .cparated [rom him by an

opaqus «creen, o that the listener will be able to .elect from a larger

set e h design’as described. Glucksberg and Krau-c have found that-child-

ren communicate more accurately as they prow older Mis increased communi-

cation competence seems to reflect an improved ability to select items from

. [ . .
one's verbal répertoire which best satisf{y the rognirements of the listener

(Krouse & Glucksberg, 1969h; lrauss & Vivekananthan, 1968). 1n other words,

a good (ommunicator, to make his messages appropriale, must be sensitive

.

to the

needs of his listeners or perhaps to be able to take the role ofshis listener.

.
'

i

The "game" involves two players. Each player has a set of § wooden.

blocks which measure 2%" X 24" X 2%". There 1s a hole drilled through the

center of each block so that it can be stacked on a 15" high peg. On the

verﬁic%l face of each block there is an abstract design. This design appears .

on all four vertical faces onthat block, but in different orientations

(up-

side down, sideways, etc.). Both players' blocks are identical. (Figure 1)

T addition To the six Lest biocks, cach player in the present

————— e

study had a set of [ive practice blocks. Again, each player's set was ident-

“

1cal. Three of the practice blocks had drawings of common objects on their

side-~; mnamely, a car, a dog and a man. The other two practice blocks had

abstract forms similar to those on the test blocks.




Figure 1

Practice Designs

Test Designs

\
)




Test Administration ,

£

’ ’ 1
In this task, as in the Game Fxplanation task, there was a Speaker
1
and a Listener. In cvery case, the § was the speaker and E acted as the
listener. The $ and E were seated on opposite sidew of a table, They

were separated from one another's view by me wmis of a cardboard screen,®

To start, the S was told that the om&y:r of the gome was to build

two identical stacks of blocks. He was told to sclect one block at a time
from his set and Lo describe it to the E 1n such a wav that E could select
the same block from hi< set and stack 1t on his pep. The S was to proce;d
until he had stacked and desgribed all of his blocks., The E was able to
see the top of the S's peg over the screen so that he could write down, for
later scoring, the order in which S actually stacked his blocks. This also
allowed E to stack his blocks in the same order as S. The S was not aware
that I could see. - When the-S and E-compared-piles—every-§ thought they had
s;;ccedod in describing the blocks to L by virtue of the identical ordering.
The <equence of cq@munication between E and S during the task
was always the same; namely, E would start by asking S to choose a block;

once this was done E asked § "What does 1t look like?"; after the S's re-

sponse, E tried to solicit more 1information.,by asking S "Why does it look

~

’ A
like that?" This sequence was repeated when E said "What else does it look

like?". The cycle continued until S said that he could say no more.
y S y
i -

The S was given pre-training with the practice blocks which had

-~ drawings of common objecls bETore he played the game with the test blocks.

The procedure for the practice trials was the same a-» that outlined above
for the test blocks. Virtually all of the children performed sugcessfully

on this part of the practice session. Then the S was given pre-training




»
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with the two abstract-form bbocks. For this practice session, the § de-
< « 4 . -

scribed the forms in complete view of E. This was done to give the S

practice in describing abstract designs with the help of E. The E offered
- t Ve -
an &lternative for every description that S gave to demonstrate that each

a

design could look like morc than ome thing. When E was satisfied that S

.

understood the principles and object of the game completely they proceeded

o
.
”

to the test blocks.,
¢

—

Results .

° .

Transcription of the tapes T e .

- ' \

All of the children's verbal de<criptions of the abstréct\de;lL\
T—

signs were transcribed from the tapes by two people who were told to punct-

k)

vate the descriptions as they would dictation. An cxample of a complete

-episode for one subject appears as Appendix Al9,

"Dependent Measures \

To obtain a measure of how accurately each child-de-
)y

1. Accuracy Scores

»scribed the blocks, a sample of his protocol for each block was type-written
. ’

on a sheet of paper. Instead of using the child's entire description for

a given blpck, a sample was taken by selecting the first description that
the child gave in response to the first two'questions outlined above (see

Appendix A20 for a sample)., A sample was taken for each of the six* blocks,

%

= A
There were no identifying marks on these transcriptions. The first de-

R —

- .. —— - scriptiomgiven by the child was. selnfu;,e&, nstéad of-all of them or lat

v

ones, becaus® 1t was felt that.the child's first attempt to déscribe each

Y|

“block would contaih the most information.

-

Each protocol was given to four different undergraduate psychology



maFors at McGiWr University, and each undetgraduate 1oceived four dif ferent

’ i

»

protocols to ra

A picture of the destpn vas eolso included with the .

v
ral ore told to read one description at a time and to

protocolg. The

indicate on their answer c<heat which design they felt went with that de-

~

scription. The raters vere told that aftev they had made 4 selection for

” .

a particular de«cription they could nol return to that description later,
- - — o -
<~ nor vere they alloved to read later dewcriptions until they had finished
with the preceding ones.  After making o sclectiontfor cach description
- ;?
they were asked to ratc how confident thev vere that thwe1r selection had
beenn correct. The ratings ranged from one te fite. with 1 indicating "no

confidence at all" and 5 indicating "complete confidenge".

A subject was given | point for cach design that was matched cor-

¢

rectlv uith its description by tle raters. Thus, for cach design there was

a ma¥1mim accuracy score of 4 and for each set of six blocks there was a
A

¥ -
B

maximum total accuracy score of 4.

. s

5 ‘
2. Confidence Ratings The average confidence rating [or each subject

_ . was calculated by adding the confidence valués girven—by all-four raters —-

)

and dividlng by the total number of judgments, this was usually 24. How-

ever, 1n a number of cascs the rater failed to make a judgment or misused

'

the =cale so the total was less than 24,

3. Feedback Score ¢« The child's entire description was used to

calenleate this score which was designed to reflect the child's responsive-
&
~ A )

nes Lo the experimenter's question ”NhaLoclfe does e look like?" The
.
scoring proceeded as follows- 1f, 1n reqpod@c to this question, the child

ave a completely new response he was given a score of 3: if he gave a
I P 5

modified verston of a previous description he was given a score of 2; if
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-

' he repeated a previous description he was given o .core of 1; if he could

. \ , &
not or dJdid not give any more 1nformation of anv kind he was given a score

of 0. The scoring vas done independentlv by twa judges.,  When there was
e \
/"‘ disagreement over the scoring of amg itew, agreement 1o, reached by dis-

«

cussion o[Jthﬂ; item, The S's score on a particular design could exceed
a scorc of 3 if the child continued to give the E more information as he
asked for 1t. The child himself, as ha. alreadv boen pointed out, terminated
communi catron abont each design. An average «core baced on all six designs

was calculated for cach subject. .

.

\ Statistical Analysis

Threc secparate analyses of-variance (unweighted means solution

for unequal n) were performed on the data. The wndepeundent variables were
Langunge Experience, Grade and Sex of childe— A—summaryof—those andlyses -

appears as Appendices A2l to A23. ’

There was no significant différence between the Language groups

on any of the scores (Accuracy: I = .43; p > .05, Confidence: F = .07;

P U‘;, " Recommunication- F =1.48; p>.05). The main effect due to '
Grade vas signifrtant at the .06 level for the accuracy scores and the con-

fidence ratings\(]ﬁacc = 2.82; df =2, 89; F_.,'=2.77, df =2, 89). The

1ildren communicated more gccurately than the younger children (see

Table 9) and this was reflected by increased confidence ratings for the
older children, As well, the older children were more responsive to the

questioning of E. They provided more new information when asked for it,

Table 9 presents a summary of these scores.

There was also a significant sex difference on the confidence .

- scores (F = 4.2, df =2, 89; p = .04). The girls recceived higher con-

v




t Table 9

TS
]

Mean Accuracy Score, Confidenéé Rating and Feedback Score - -t

-

by Language Group and Grade

o
’ e

-

Language_jﬁpgé
Accuracy Confidence Feedback
18.78 ’ 3.38 N
e 3. 39 113
17.83 3.34 1.27

(p = .65) 3 (p = .92) (p=.23)

61,

° g 1
Grade ) ’
16. 81 3.21 9]
\\ ’ (
18.91 /} 3.37 - 1,05
19.52 3.51 B WY
(p = .06)* {p = .06)* - “(p = .01)**
- -
f' : ) <
M&{\\ . ;j‘py
y P ’
. ‘; LS ] a
e
b4 s
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%

fidence ratinge (X = 3.48) than did the hovs (X = .26). This finding is

S

v
difficult to interpret 1n view of the lack of sex differences on Lhe accur-
acy and recommiuication .cores. vy
b3 .
Interpretation

These findings corrobovate the previows data insofar as thev in-
dicate a lack of difference betwcen childreu educated 1n Lhéggunative lan-
guage and those cducated in a sccond language 1n their verbal performance
iﬁ this communicatinn =ituation. The finding of no group dlfferencvq on

the feedback score suggests that there was ne dliﬁcr}ucc between

~
)

the groups in responsiveness to the verbal demands of a listener. This

N

pattern of results seems different from the differential sensitivity which

the groups seemed to demonstrate in the Game Lxplanation Task. This is

not particularly surprising pefﬁaps if one considers that the need expressed
in this study is not nearly so explicit as that expressed in the Game Ex-
planation. The need is not explicit in the sense that because the child-
ren arec trying to describe unusual geometric shapes which have no actual
referent in the environment, they may be unfamiliar or uncertain about

what i+ really called for to describe the designs success{ully. In the

case af the Gamwe Explanation Ta§k, on the other handﬁ all children are

[}

used to talking about and playing games. Thus, the skills or linguistic

items demanded 1n that situation may already exist in the child's reper-
torte, whereas they may not 1n the case of the Abstract Desipns situation,
Thy~ may be one of the linguistic constraints, ‘referred to 1n Study 1, that

are common to both the control group and the experimental groups.
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Study _3: Perspectives
Test Materials
A wodified version of "The Three Mountain: Tvperiment" (Piaget &
Inhelder, 1956) wraw used to assess non-verhal role-taking skills. In the

\

original version of the task, children ire presented a three-dimensional

-

model of three mountaine, They are asked to i1dentifv the view which would
4

LY —_— R

\ L
“be perceived by o doll who is placed at different locations around the model.
On the basts of their 1esults, Piaget and Inhelder postulated that there o
]
were three stages in the development 0f this <kill Al stage L1, emerging

between four and' seven years of age, the children usnally attributed their
own perspective to the doll (egocentric stage). Dnring stage ?, between

seven and eight years of age, .the children started to become aware of per-

‘spectives which were different from their own. Thuw, they no longer relied

.

exclusively on an egocentric perspective. However, cognitively, they were

not sufficiently mature to be able to select the correct one. During the

“third stage, between nine and ten years of age, the children consistently

.

chose the correct perspective. .
For tgé current experiment the display consisted of a dark green
sheet of cardboard measuring 20" by 20". Two black lines drawn perpendic-
ular to one another on the surface of the cardboard divided its area 1into
equal-sized quadrants, A bottle was placed in the center of quadrant 1;

a plastie drinking cup was placed in the cenf®r of quadrant 3 and a rubber

ball was placed 1n quadrant 4 so that all objects could be wecen from any

perspective. *

There were 10 color photographs representing various views of

the display. The views depircted in the photographs were those from posi-

N
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tions & to H fnclusive (see Illustration 1) as well a« two additional views = ————

‘
i
'

I and J, which vere contrived., That is to <ay, they could not have been

fe

photographed from the display as 1t was pre<ented (o the subject., View I
was the same as view C except that the cup and ball vere interchanged so
that the cup wa« at the same depth as the hottle and the ball was closer
to side BD. [Ihis view was included in order to pr(senf’a front/back dis-
tortion of tvo of the objects-in-view €. View J vas the same as view G
except that the bottle was placed on the left front, 1nstead of the right
front s it is in the display, and the ball and cup were placed on the

[

right, 1nstecad of on the left; the correct front-hhck relationship of

these objects was preserved. This photograph wa< included to represent a

right-left distortion of the objects in view G. [Ihewe perspectives had
been designed by Laurendeau and Pinard ( 1970). Finally, there was a

1Lt tall Thisg dall wag cnppmcpd to _re-

11 ] R | : ol
S L T wWoouer doT T approxXxmatery—1% 13

.

present the '"person" who had taken photographs A to J.

Test Administration

Duﬁing the first part of the test, the child was seated at posi-

tion ‘A, The L was scated to his right or left at approximately position
J

H or B. The child was told that he was going td™play a game 1n which he

o

was Lo pretend that the little doll in front of him had taken some photo-
L

graph< of the things that werc on the cardboard. The object of the game
was for him to try to figure out what the photograph looked like when taken

display., There was one practice trial to

from different places around the
demonslrate 'what was intended, Fﬁf'?gg;/lrlal, the doll was placedlat posi-

A

4
tion A so that its view was the same as the child's, The child was isked

°

to decide if the doll had taken photograph A or H which were placed to S's



v

S~

Tllustration 1

b 4
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i
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left ond right, respectivelv. View H va  aiven oo an alternative because ...

1t preserved the basic Left/right and front/baclk retationships of the.
correct photograph (A) but depicted a different porspective of these re-

lation&ﬁlpﬁ- Thu«, it was considered to he sufficrently diffrcult for

illustrative purposes. 1I{ the § chose the correct picture he was asked

to explain his choice. If S failed to use the concepts of left/right and

front/back 1n his explanation, .E repeated the §'s explanation including

v

the omitted coucepts where appropriate. If S made ~n incorrect chouce,
he was corrected and asked to explain the correction. In the four or five

cascs where this was necessary, the Ss quickly recognized their mistake

3

when it was pointed out and they were able to cxplain the correct choice
\ ~
|

satisfactorily.

After this practice, the test trials began. The S remained

sealed at position A and the doll was moved to position G. This time

five photographs were placed in front of §. VFor trial 1, the five possi-

bilitres were H, A, J, G, and C, placed in that order from the S's left

to his right. Alternative A represents the egocontrlcally-lnc&Irect choice;
aﬁtornative G represents the correct and, therefore, non-egocentric choice,
alternative Il represents the view that 5 would see if he leaned toward the
doll, alternative C 1s totally anor{ect 1n that both the left/right and
front/back relationships of this picture are wrong; alternative J repre-
sent« a partially correct choice 1n that the front/back relationship of

thc objects 1 this photograph and the correct one are the same whereas

the left/right relationship 1s the reverse of'Lhc correct positioning. Thus,

altetnatives G, J, and H were all incorrect even though they are non-ego-

centric chorces in the sense that they do not represent the S's own 1mmedi -

1
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ate viewpoint. A similar rationale was used to compose the choices for
triale 2 and 3. Ihe § was not told whether he was correct on the test trials.
After trial 1, S was acked to move lo position TD directly oppo-
site his present location, This step vas includcd to demonstrate to the
éhi]d that as he changed positions his view of the objects would also change.
After he had moved to his new positipn, S vas asked if the things "looked
the «ame'" as thev did vhen he was sjftting on the other side. All Ss re-
ported rhat thev looked different ahd gave therr rea<ons for saying so.
Trials ? and 3 were then administered. Tlor trial 2 the doll was placed at
position B and agnin the S had to select.[rom among five photographs that
onc which he thought represented what the doll sar, 'The alternatives were
B, E, M, F, and A, arranged from S's right to his left, The S remained

seated at position E for trial 3 jor which thé-doll was placed at position

C. lhe same procedure as above was repeated with the alternatives being T,

F U 3

C, G, £ and D. This ended the testinﬁ.l
The child's responses were classified as: 1) correct and there-
/

fore non-egocentric, ?) <ncorrect because they were egocentric; or 3)

incorrect but non-egocentric, The alternatives for each of the three test

trials were-—classified as follows,

Test 1 Test 2
H incorrect, non-cgocentric B correct, non-egocentric
A egocentric B egocentric
] immcoryrect, non-cgocentric D mcorrect, non-egocentric
G torrect, non-egocentric F incorrect, non-cgocentric
C iucorrect, non-cgocentric A incorrcct, non-cgocentric
4
Test 3
[ neorrect, non-egocentric
C correct, non-egocentric
¢ incQrrect, non-cgocentric

£ cpocentric
D jncorrect, non-egocentric .

l,\)
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Dates of Testing

This teosl was administered to cach child three times--once in

Decenmbér 1977; once in Juw? 1973%; and again in December 1973. This pro-
/ /

1

vided results extending from earlv Kindergaiten to carly Crade 3, with
. ; .
measures at six month integvals, The results are longitudinal insofar as

the children in each grade re tested at threce time periods. On the

/
other hand, owing to the fact that there were different children in each

i

grade, the results are cross-sectional. lhus, the first question to arise

'

is whether the differences in performance across grades are reliable. The
December, 1973, testing gives a measure of the reliability of the results

by providing data that overlap with two of the carlier groups; namely, the

December, 1972, Grade 1 and 2 groups (see Illustration .).

*
'

Illustration 2

1

Dates of Testing

KINDERGARTEN *  GRADE 1 GRADE ? +  GRADE 3

N

Dec. '7) " June '73 Dec. '72 June '73 Dec, '72 June '73

. . . \‘ [g. A A
" 4
, Dec. '73 ; Dec. '73 Dec. '73
1 u O A ‘

L M= original Kindergarten group
O @ = original Crade Y group

.

A A = original Grade 2 group

Al
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Results i

To test reliability, a series of Ponferon: t-tests were applied

3

comparing the Crade 1 and ” resalts from December, 1977, with those Lrom

December, 1977, A summarv of these tests, broken down for each category

.

of response, i< presented in Table 10, [L 1w rﬂ&gvnt Irom these tests that
the results from the tio December test sessions--one with the original

Grade 1, Control sroup and one with the Grade !, Control group who were

¢

the original Kindergarten, Control group were significantly different for

both rhe Egocentric catepory (t = 3.53; df = 6, 140; p - .0L) and the
1
Correct. non-egocentric category (t = 3.6%; df > 6, 140; p 7 ,01). The
¥

original Grade ?, Control group and the follow-up Grade 7 group were not

significantly different from one another on either the Egocentric category
e

(L = 777, df =6, 140, p < .05) or the Correct. non-egocentric category
(t = .92, df =6, 140; p < .05). None of the other comparisons were
siginiHcants— Nor-were-any comparisons in—the non-egocentric, incorrect .

catrgory significant,

Thus, the performance profiles presented 1n Figures ? (Egocentric)
and 3 (Correct, non-egocentric) are statistically reliable for the French
and Immersion groups, but may be unreliable for the Control group, A com-
parison of the original Grade 1, Control group in December, 1977, and in

June, 1973, with the follow-up Grade 1 group and follow-up Grade 2 group,
,

‘ f
respectively, suggests that the Grade 1, Control Group was performing at v

an unnsnally poor level. 1t follows then that the graph for the original
Grade 1 group should be lowered in Figure 2 and raised in Figure 3. Fur-

ther consideration of the results will have to take this unreliability into

consideration, ‘ )

1, A p value of approximately .0l 1s required for significance on a

3

Bonfermoni test 11 s1x comparisons are made ac wae done 1 Fhice ctiidy  (Mheme 10610
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Summary of Bonferoni t-tests

A) Egocentric, incorrect responses:

o

French Grade 1
Grade
Immersion firade
Grade
/
Cantrol Grade
Grade” 2

" Table 10

December' '72 /December '73

p-value

».05
>.05

-.10
~.05

<.01
<.05

B) Correct, non-egocentric responses:

French Grade 1

Grade

Immersion 'Grade
Grade

December '72/December '73

p-value

>.05
>,05

Control \ Gradg
Grade

C) Incorrect, non-egocentric responses:

French Grade 1
0 Grade
Inmer§|on Grade
Grade 2
Control Grade 1
Grade
N
\\
AN

December '72/December '73

p-value
>.05 °

5,15
~.05
~.05

.05
.05

v

A4

1
[N
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A retrospective review of the literature ruv?dled Fhat others
working with this task hiave found similarvly e sbemat 1 trends {rom kinder-
garten to Grade 3 and that older age groups than this are nceded to produce
clear-cut patterns (Fishbein, Lewis & Kieffer, 1972, Shantr & Watson, 1971).

- Three scparate three-way analvscs of varjance were performed on
3-
e
the results from cach of the response categories outiined above. The wnde=

y

‘pendent variable« were Language Fxperience, Giade and Time of Testing (Dec-

ember. 1977:; lunec, 19737 December, 1973) 1he levels of the Grade variable

a—

were Kindergarten, Grade 1 and Grade 2 as of the start of the research. How-

ever, cince the reaecarch extended over a full vear. the original grades had

advanced to the next grade level by the time of thc third testing. For ex-
amplc, the Kindergarten level includes results from a Grade 1 testing. This

-
overlap does not destroy the age progression and, therefore, reference to

thie variable will be in terms of their original grade level. A summary of
\t

the anatyses of variance 1s given in Appendices AJ4 to A26. Each analysis

k]
will bhe discussed 1n turn.

Egocentric, 1ncorrect responses

The only significant effect in this analysis was a Grade effect *

/

(F = 3.17; f=2,70; p=4i04). See Figure 2% The Grade 2 children made

fewer egocentric choices (§'= 1.64) than did cither the Kindergarten (i = 1.86)

or Grade 1 children (X = 2.20). This finding is consistent with the data re-

s
-

ported by Praget and Inhelder (1956).

It is difficult to come to any conclusions congerning differences in per-
formance between groups beeause of the unreliability of the results, and 1in

particular, of the Grade 1, Control group. However, 1f one accepts the hypo-

3

thetical curve for this group shown in Figure 2, there are signs that the
o A

| ’ §




Mean Number of Egocentric, Incorrect Responses
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Control group made lewer egocentric choires thoan th tench and Immersion
.

? i
'}

group, as carle 1 Grade U and certainty he crade These differences

perstisted anto carly (rade 1, e tntoiprctodqgan -honald b made wath

caution because of the lack of a ~tatistically <apnrficant interaction

5 s

among Language Fyperience, Grade nd Time of Teoting and the unreliability
4
of the data from the Grade 1, Control group

fn simrcaryy the findines scem (o be ecenist 41 tneoherent. 'Sucdh
disorder has been reported by others workimg with (b task., For example, .

Fishbein, fewic nd Kerffer (1977) repdrted that “hore vas “'no systematic -

. v

relationshiip holding botween the, first- and thitd-erade children' (p. 26).

. B

Shant, and Watson (1971) failed to find anv age diffcrendes 1n their sam-

ple« thich 1ncluded children from pre-school to (aode 1, Thus, 1t <eems ~ .

’ o s

that 1 tairly wide age range must be sampled before rcliable improvements

with ape are noticeable, and, even then, the data ire not n§$ossar11y Sys-

. " -
temgtic,

v

The large variation ampng Lhe three groups 1n December of Lhe

Kindergarten year is puzzling. The fact that their subsequent perf{ormance

.
[¢]

did not seem Lo reflect these i1nitial differences suggests that the December-

-

\
'

Kindetparten results are simply unreliable. Remember also that the question

of reliabyloty of results with children.in carly Kindergarten arose in con-

l

CJyaection with the findings on the Peabody Picture/Vocabulary Test.

N <
OTrech ) non=cpocentric responses

e

The only srpgmficant warn effcct n the analvsis of correct re-

sponses was the Grade effect (I = 4,24, df = 7, 70, p =.02). Sce Figure

1.0 The Grade U chaldren made more correct choices (X = 092) than did either

the Crade 1 childien (X = .39) or the kinaergarten ¢hildren (N "™ 50). ‘Ihis |
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finding complements the reduction in muber of (rocentric, ﬁn§orrect choices

2
reported ahove,
P _
SApaan the Lack wf _any other wignifhcantme it feteortntere— — —

u

actions makes it M1ffrcult Lo come to anv concluagons concerning group

o

i
differences. Hovertholes: | 1f one accepte the hipethetical curve in Fig-
ure 3, as proposcd carlier, therc are agnin indications that by Grade [ the

Control children vere performing better than the 11 o erperimental groupg
| g ] groups,

3

é?ﬁ in particular, than the French group. . Lf the line representing chance

er{ormance is taken as a frame of refegrnce, 1t 1+ evident from Figure 3
A

IR B e g

that the Control group was performing above chance hv Crade 1; but that

the two experimental groups did not exceed chance level until late in (radé

2, fppain, this i?ﬁerpretation of the data can be considered only 1n the

light of the unreilabllity of the Control group and the lack of statistical
S

v

) Yo
'significance for this interaction.

E3

As was noted 1n the previous analysis, there was large variation
in performance aféng” the groups 1n December of Kindergarten. Again, however,

these 1nitial differences do not seem Lo be predictive of subsequent perform-

o
B

apce, y

Incorrect, non-egocentric responses

x

There were mo significant main effects or interactions in the

)
analvsis of incorrect, but non-ecgocentric responses (see Figure 4). It is,

3

worth pointing out that thoe chlldrcérwvro responding’ below chance level at

all twmes, This %uggoatithat there 15 no intermpdiate stage betyeen ego-

centrie and correct responding when the children thoose [he incorr ct, al-
/

though non-egocengric alternatives. If such a stage existed, one WOUId/PX-

pect dn inercasce 1n the frequency of selecting the tncorrect non-egoeentric

Y
3

b
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.

. alteinatives. Such wan not | however, the case,

.
e ) 3
. Interpretation { o

[ —_—

A« vas expected g there wao a sigmificont docrease 1n egocentric,
incorrect responding from Kindergarten to (rade 3 together with an 1increase

o in- corroct . nan-cgocentric respanding These recults corroborated those

¢

of Pi-ert and Tnhelder (I956), This doiline 1 ¢gocentric errors was com-

3

plemented by cortect responding rathef than by an intermediary stage of

non-egocentric, but incorrect, responding.,

o TS e In terme of between-group differences there were no statietically

signlflnant effect~. This may be due partlv ta the unreliabilitv of the
/ . Q%
per formance of the Control group, But, it seems as well that p8rformance
g

‘ -

w

on/ th1s type of task J?flnherently unsystematic in the pre-and early school

[
,

L™

years (Tishbein, Lewis & Keirffer, 1972; Shantz & Waltson, 1971), Consequently,

only general trends can be described with any degrcc of confidence, allowing

F]
¢

, onlyv the conservative interpretation that the school-language experiences

d

of these three groups of children did not scem to influence differentially

o
their ability to perform this task,

™




Study 4; Ethnocentrism--Part 1

Introduction ‘
5 Tt T e s

— L mre e e ety wG

- While the most striking oytcome _of Studies 1, 2 and 3 was the

o

zf similavities awgng the three groups despitn thetd rnlatlvelﬁgdlfferent

-
RN, "

school and lapgnage expericences, there was a suggestion in Study 1 that
)

»
the Trench group were relatively more cociallv sensitive than the other

iy
two groups Although Study 1 represented a tosk vhich vas sogial 1in nature,

(

successful petforrmance also required linguistic skills. It was argued that
while the French and Immersion children might reasonaly be expected to
develop differential social competence as a result ot their school] exper-

3

fience there was no evidence in these 'data, or 1n tclated data (seel Lambere

sducation

" & Tucher's evaluation of English-language sk%fﬁq v lhe Bilingual

x

of thﬁﬂron, 197?), of any linguistic diffgiences o their native lansuage,

’
4

Comsoypuntly,..at was decided to pursue the social consequences of anmrslon
1

¢
#
{

schooling 1n a different and more direct way. With this aim 1n mlﬁd

s

£ ’
£
£

This lino of thinking syggested twa questions., TFirst, d

|
seemed appropriate to assess these Lh;ldron ‘in terms of ethnocentrism.
members

of the French and Tmmersion groqps peréelve themselves to be less [1m11ar
to their own ethnic group (English Canadian) and perhaps more simlqar to
the french Canadian ethnic group whose language they are learning than do
the Control group? ﬁpcondly, and perhaps consequently, are the French and
lomer s 1on groups better able to take the role of a French Canadian,)! and

s

thercby, reveal that they are more sensitive to them?  lLambert & Tutker

)

. -
(1977 Tave reported that chiltdren in the St. Lambert project were more
/

deOIihlV dlquQOd toward french Canadians. . This was determined by asking

the chirldien to rate French Canadians on a number pf different personality

/
- _ _ £
3 / [

o




' traits using a <rmantic-differentral scale -

1
i

“ A technique developed by Middleton, Jd%ifcl & Tolnson (1970) was
usced to assess hou sumilar the children 1n'this stidy perieitved themselves

to be to French Canadians., and to examine how vell they could asgsume the

.

role of a French Canadian Escentiallyv their technique involves a "kiddies'!

version’ of a standard 20-point rating scale. Thev fonnd that older child-
ren had more powitive feelings towards Lheir ovn countrv than did younger
|

children, and at the same time that thevj were hetter nhle to apprecyate
that people from other parts of the worliy held the same feelings about

\ 1

. . - ~ ' Al hl

their ovn native countries. For example, Germans gfrefor Germany; French-
men prcfer France, etc.. Similar findings have bceen reported by Praget and
Weil (1951). Thus, this technique seemed eminentlv wuitablet’for the pur-

4

poscs of this study. -

Test Materials

Five different ethnic groups were represented in this study:
Engli<h Canadians (EC), Anericgns (Am), French Canadians (F(), European

{
French (EF) and Braziliank (Br). FEach ethnic group was introduced through

\
the ase of two dolls, one bale and one female, making a total of ten dolls.

1
The four Canadian dolls woﬂe included to assess the children's degree of

Il
identification with the two'major ethnic groups in Canada. Inclusion of

\

the American and Furopean-Frénch groups made 1L possible to

Ltermine

SN ,
whe(hor the childien's sdentity was bascd on national,
1

1

gulstic dimensions or some COH%JHJLIOH of these; and whether young Canad-

olitrcal or Lin-

!
tan children identify with two powerful and well-known cultures. The
. \

-

.

FReRNaS

—

Brazilian dolls were included so that some light might be thrown on child-

. ren's perceptions of an ethnic group about which they know little (Lambert &




Klrneberg, 1967),  When queationed inforn illv, (he oune chuldren in the

present study (those 1n Crades 1 and 2) knoey Ihvttle, o f anything, about
Brazil and Brasilians. Thev werc, howo\rrl quite fomiliar with France and
the I'nited States« and, of course, with Fosrlish and 'rench Canadians. g
The dolle were made of unpainted, wooden blocks measuring 2" X
2" X 4", There were ten blocks to a set, one hov dell and one girl doll
\YJ
for cach of the five ethnic groups. A picture of o «hi1ld's face cut from

a <hildren's bool was pasted on one face of each hloch., Five different

t
i

boy and five different girl faces were <clected, A name and ethnie label

3

(e... "ROBERT, ENGLISH CANADIAN") were affixced to ecach block Below the

face. Because there were four testers there were fonr sets of blocks., A
particular face could be éfven one of four different names depending upon
the composition of the set. Names and eLhHJCIEv vere counterbalanced with

faces to control for possible facial prefdrences that they children might

expres - For example, a particular face would sometimes b¥% labelled Robert

(English Canadian), John (American), Pierre (French Canadian) or Paulo

(Brazilyan). Since there were [1ve different ethnic groups and only four

sets of dolls complete sounterbalancing was not possible. The first names

assipned tojythe dolls were cthnically appropriate and specitic (e.g., Robert
\

was always English Candian).

In addition to the dolls, there was a measuring device which con-

a

sisted of a 40" long cardboard strip numbered from 1| to 20, 1n 2" intervals,
[ 4

Position 1 was labelled with a smiling face to indicate "Liking"; position 20

was labelled with a frowning face to indicate "disliking'; and position 10

i

was labelled with a neutral face to 1ndicate "indiffercuce'. The facial labels

were 1ncluded to assist the children in thewir ratings. of the dolls. On the re-

verse side of the cardboard strip the lapels were changed to "SAME" at position

\ .

L, "DIFFERENT" at position 20, with no ];Pol at position 10,

\ :
\

\ )




S

The 1nterventng nmmbering was the same as on the front «ide,

*

There wis a sel of four plastic fruits that were nsed Lo 1nstruct

»
the children 1n the use of the rating wcale.
Test Administration
the procedure outlined here 1+ cssentially the same as that nsed

by Middleton et al  (1970). Each child sas <eatod ot o desk with the card-
board strip pliced o0 that position 1 was <lesest to him, The child was
insttucted 1n 4he use of the scale and the meanine of the faces as labels,

For practice, be vas asked to 1ndicate how much he liked each of the varions

by ]

freitts by placing cach 1n turn at an appropriate position on the scalg.
{
After rach rating, the child was questioned Lo ascess his understanding

of the scale. FEach set of fruits included one the <hild would probably
4

not li1ke (an, oniton or a lemon) and others which he vould probably like (an

applc). This helped to ensure that the child would use all extremities of /

.

the «tale, When the E was confident that the child fully undgrstood the

scale and its uqe,\#hc iext part of the test was administerced,

\

The child was shown the ten dolls, and was trained to read their

name« and ethnic labels. Training contrinued_until the 12 was confrdent that

the ch1ld was completely familiar with all of the dolls, The 9hiié was

e

a;kod to select one doll at a tume and to i1ndicate how much he would like
that dell "as a friend" by placing 1t at an appropriate poirnt along the
oeade, e was 1nitirally asked to choose the one he would most like as a

-
"best friend". lhen he was prompted by "And who's next?". He was reminded
in advance that he did not have to be friends with all the dolls, and 1n

such cases he should place that particular doll toward the far end of the

scale and the frowning face. ‘'lhus, all ten dolls were rated on the attraction




scale Then the (hild wee told to pretond that he (v a French Canadian {2

’

and Lo rate agarn all of the dolls from the point of view of a French

Canadian child. During this rating sesston, the child was reminded several

s

times that he was pretending to »e French Canadian and not himself, Thus
all ten dolls were rated in terms of attraction from a French Canadian's
point of view.

Figallv, the child was told that he vas now poing to do something |

N

different. The «cale.vas turned over and the «ubject vas told that he was
now going to be himsek{ again and that he wss to rate each doll 1n terms
of how similar or dlésimilar he thought 1t was to him. ' e was told that
the closer he placed the doll toward himself the more similar that doll
was to him, and that the farther away he placed 1t the more different it

was from him. While making these ratfngs, the child was reminded that he

was rating the dolls 1n terms of simllé'ity—diqsimxhynry rather than ltking-

disliking.

~

1

Most of the children had no difficulty with the fequxrements of

"this task. The testing lasted about 30 minutes.

Results

Three separate five-way analyses of variance were performed on

the data. The independent variables were Language Experience (French,

Immer «1on, Control), Grade (Grade 1, Grade 2), Sex of Respondent (Male, Female),
Q’ ‘1" ~ g \ - -

Ethnieirty of Doll ( EC, Am, FC, FF, Br) and Scx of Doll (Male, TFemale).

Their e vere repeated measures on the lact two variab¥eo. o The analyees were

performed separately on the two parts of Lhe task 1n which the ¢hildren

selected friends--once for themsleves and once taking the role of a French

- 3

Canadian--and on' the resultls<for the task 1n which they gave similarity



83.

ratines. As well) therve vas a final anolvaic of vorionce comparing the
results from thc tvo parts in whidh the <hildren ~clected a friend. A

summary of the fi11at three nnalvees 15 presented 1n Appendices A27 to A29

y :

Selection of a Triend

i

— - Before driscussingthese results 1 detatt, it is necessary to

'

point out that in general, these children perceived themselves as English

Canadian. This 1s evident from therr similaritv ratings, See Table 17,

Remember that o low rating here indicates a high degrce of perceived <imi-

' \

larity while a high rating indicates low perceived similarity (or a high

degree of dissjmllarity). |

&
"

The most important point to be wade from the analysis of the
"Selection of a Friend" data 1s the dlffefeﬁii'1n Inking expressed by the
childien for the different ethaic groups when afkcdyto select a friend for
them~rlves as opposed to when they were asked to take the role of a French

Canadian., It had been conjectured i1n the introduction that as a result

of thecur specialicircumstances 1n school the two experimental groups,

v

Frencli and Immersion, might be better able to take the role of a French

Canadion, It 1s evident from Table liB that members of all three

’

groups reported that they would he most likely to choose a French Canadian

as a friend when they were playing the French Canadian role even though

‘ e ’ A (3
thev were most Likely to choose an Inglish Canadian as thetr own friend i

EY

1

Q:CP Table L1A). The Ethnie Croup N Task intevaction was sipnificant (F
L3700 df = 4, 216, p < .00L).

Although neithey of the Language Experience X Ethnic Groups inter-

action, was signficiant (Sclection of a Friend for Self [ = .61, f =8, 216;




Table N

i

t [

—Mean Attraction Ratings-When-Selecting a Friend.

(A) (B)
For Self : _for FC Role
French Immeysion Contro]l French  Immersion Control
JEC L 7.07 6.35 6.41 7.24 8.01 7.83
Am 7.26 8.38 7.01 7.53 8.83 7.91
FC 8.54 8.98 9.66 5.76 ' 5.07 3.96
—EF 756 823 1067 549 691 801
Br 8.65 948 574 fte——10 18 974
p = .76 p = .50
# A low rating indicates strong attraction (maximum rating = 20).
- (C) )
Selection of a/Friend -
For Self **
Sex of Dol
!
Male Female
- Male 5.54 11.50
Sex of Subject ; b
Female s 10. 86 5.35
l A}
/

**) 20003 (::i\‘~

¢

)
¥
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Selection of a Friend

For FC Role ** }
$ q LY ] !"
[
e |
~ !
4 .

Sex of Doll .
’ /
. |
i . © Male : Female o !
. T /

. Male 5.34 9.68

Sex of Subject
Female

9.12 5.33

o
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86.
»
. p ~_.03 Selection of a I'iiend for FC: ¥ - .9, df - 8, 216 p> . O?\) -
. some patterne-marv-be scen in lables LUA and 103 that are nevergheleqs o
o

o

notevorthy.
First of all, it is interesting to note the depree of different%—
ation vhich the hildren made between linguistic and national character-

istics according to the'role that they themsclves are playing. In order

<

)

to clarify how much each group was deferuntlarInp wmong the dolls 1in each

——— e e e e

_task, a series of tests of simple effects (Winer,°1971) were performed, one_ _ _

for ecach Lamguage group in each role, making a total of six tests) A sum-
fred '
maly of thege results is presented in Appcndlx_Aqo Jho French_group dxd mot ..

- m——e— ——
- - - a5 [l N

& ———

demonstrate SLgnlflcant differentiation among the 4nllq either when select-

ing a friend for themselves (F =.05; df =, t14; p ~ .05) or when select-~

ing a friend while pretending to be a French Canadian (F = 1.49; df = 4, 94;
L05). The lmmersion group did not differentiate s1gﬂif1cantly among the
olls when selecting a friend for themselves (FE =1.95; df = 4, 114; p > .05),
' ‘9

but thev did differentiate when assuming the tole of French Canadlanﬂ(F 4.01;

, df' = 94; p < .05). 1In particular, they dlscrlminated between the French
b - ) ,
Canadian doll and Brazilian doll (Q = 5.16; df =5, 94; p < .05).1

N

The Control group differentiated both when séiecting for themselves

(F = 3.44; df = 4, 114; p< 05) and when pretending to be French Canadlan
e S /
(F = 4.26;, df = 4, 94, p < .05). VWhen selectlng a friend for Ghemselves,

et

/ the Control group differentiated between Lho French Canadian andﬁthe European
i “) v ]
v 4

French doll (Qr: 3.98, f =4, 1l4; p < .05). When taking the role of a

1. vamaw-Kean Multiple-comparisons Tests; Winer, 19717

R *

—
s

7

,
! > Y - ’
,




‘ \

French Canadran thev differentiated between the Irineh Canadian doll and

all othier dolle, nomely, the European 1 rinchedall (0 = 3,91, df =4, 94,

[y

p - 0%, rhe Inglish Cruadian doll (Q - '.00) df .84, p 7 .05), the

@ Amerrean doll (Q - 4,00, df = 3, 9% p ~ 0% nd the Brasalian doll

*

(Q - .51, dI v, 94, p 05, Thue, the Contiol v1oup vas much more

dLscrlmrnAfinu vhen pA;Van the role of ~ Trench Canadian than when being

themeedbes,  fhey o en differentiated hetoecn the tiench Canadian and Europ-

ean Frinch dolle both of whom speak thie <«ame laneu pe as the S 1n the role,
¥ of french Canadian and, therefore, might by expected to he rated as similar

Thev did not mole o corresponding differcntiation boigeen the Lnglish Canad-
# g

ian and American dolls when selecting for themsed ve ., The *general rules
\_’

\

that they seem to he using when selecting a friend Tor themselves (for ex-

ample, do not discriminate between different natiop il groups who speak vour

"

langn ) were not the,same as the rules they seemed: to attribute to a French

I3

Canidian (that 1s, differentiate between yourself and all other groups re-
presentcd here). The French and Immersion groups, on the other hand, <eemed
to recinrocate more fully in their role-playing by using, or appearing to

use, the same principles of selection for a French Canadian as they them-

\
a

selves used.
&

Sccondly, the members of all three groups demonstrated greater 1in-
group ottraction when sclecting for a French Canadian than when selecting

Lor thewselves.  Compare the means o1 the reach Canadian dot! In the
*

Bronch Canadian 1oloe (il = 5,70, Yl = 5,07, X( - 1.90) to the weans for

the knplish Canadian doll 1n the Self condilion (XI; = 7.07, A= 035

c
'

XC‘r A.41). Thas s tantamount ‘to the child's saying that a french Canadian

'
¢ i

- Pl
1s more likely Lo be attracted to his group than [ am Lo my proup. The Control




o

*

group, in particulay, demonstrated the <fronge<t 1n gronp attraction for

sthe French¥anadian role,  This degree of ollraction scems "unrealistic” !

1f one ompares this group ', attraction te therr avn group (X = 6,41),

with their attractron to the French Canodian doll 1n the French Canadian

.

rolc (X = 1.96)  Over-attribution of -eroup attraction may resull from |
a lack of ;xpﬁrxrncv wi th that group and o resultont «tercotyping of their )
menbrc e as Lﬂ‘;lﬂup oriented. -

Thirdlyy and finally, the children from a1l three groups tended

'

to as,ume that a Irench Canadian would be more attracted to an Fnglish Can-
adian than thev thegngelVves would be to a }reach Conadian Their ratings

of attraction for a French Canadian in the Self condition were as follows

““‘*—_*—Frtnrhggr0Up—“;;f%%¥r§#7-hmne£b+on_gxnup;ﬁgizkﬁ 98,  tControl group §'2,9.66,

while therr ra[ings for an English Canadien 1n the Irench Canadian role were
4
French proup X = 7.74; Tmmersion group X = 8.0l: Control group X = 7.83.
3 L-od /
This 1erlly appears to be a form of ethnocentrism insofar as one 1s implicitly

sdying here that"y%u will like my group more than T will like your growp be-
. .

cause my group 18 more likeable", This might be called second-order ethno-

’

centriem, Firrst-order ethnocentrism occurs when the respondent reports that
a French Canadian, for example, would like an English Canadian as a friend
mor~ thin a French Canadian. While all of the groups demonstrate this tend-
ency to some extent, the Control group did so more than the other two.grows;i

40.57 ot the Contreol group showed this effect, while 37.5% of the French

. / )
groups and 34.,5% of the Immersion group did. !

f

Finally, there was a very strong same-sex pro[eroﬁ%e 1n ~electing

1”3

68.445 ,df =1, 545 p - .00l) and for a French

a friend both for oneself (I

Canadian (F = 48.75; df = 1, 54; p ,00L). The average ratings are presented

&

. 1n Tavble 11C. \
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Similarity Kotings’'
LLar 1D &

The childien, as vas pownted ouvt cay bier v lthemselves as most

. e
¢

similar to the Lnplich Canadinn dolly followed by the /mog?van doll, then

the Freagh Caadion, Enropean French ani Bro-ilian dolls 1t decreasing or-

|

der }L = 10,96, df = 4, ”16; p - .00, - the mean vatings are presgnted
in Table 124, As vell, there wa= a strong <ame-ser ~imilariey (F'= 92.9;
df =1, 5% p L0nL) . The.bqu gaw themselvrs o< more similar to t{e
male dolls (X = 6. than to the female dolls (X - £1.19), whereas the

girls caw themse v

’

L ] —
v a~ more similar to the female dolle (X = 7,02) than

to the male dollg (¥ = 17.8), These two findines concidered together 1n-

dicate lhﬁtﬁ%?o

1larity. ,,/ o

Yy

1y
children used both ethnicity and o+ 1« dimensions of sim-

There was a tendency for the French group tou see themselves as

oy

morce cimilar to all of the ethnic groups than did esther the Lmmersion or
Control group (F = 3,18; df = 2, 54; p = .06). The mean similaraty ratings
are presented in Table 12C. One would have expected that the Irench child-

ren wvould see themselves as more similar to the two French dolls than the

7 -

Control or Immersion group. Inspection of Table l1B indicates however,
that the French group saw themselves as more similar even to the Brazilian
doll+, an ethnic group they knew virtually nothing about,

Although the Language Experieace X Ethnic Group interaction was

only marginally <ignificant (F = 1.78; df = 8, ?16; p =.08) several in-

terc-ting tendencies cmerged from these ratings (sce T, ble 12B). First,

the <huldren yn the Control group, relative to the other two groups, per-

cewived thomq%Lvogﬂds the most similar to the English Canadian doll (XC =

5.99: il = 8\90; ~F = 7.99). Conversely, the children in the Control



Table 12 ,
! . ) ’ ¢
. (A) SimiTarity Ratings for all | anguage
. Groups Combined
EC o 7.43 “
Am 8.91
FC 10.03 °
Er 10.86 _
Br 181 S o0t

# A Jow rating indicates high stmlarity (maximum rating = 20).

90.

(B) Similarity Ratings -- Language Cvoup x Ethnie Group
// French Immersion Control
’
. EC 7.99 8.30 - 5.99 e
’ Am 7.95 9.34 9.43 .

FC 8.85 11.18 10.07

~ EF 8.24 11.52 12.83
Br 10.76 12.60 12.05 p=.08

Sipilarity Ratings for each Language Group

French 8.76
Immersion 10.59
Control 10.07 p = .06




group saw themselves as feact sumilar to the two brench dolls Xy = 10,07,

—_ Ny,
X i 12.8Y) Iﬁo\Frnnvh group on the other bl <a. themselves as the
) \ ~ ~
most similar to the tuvo Trench dolls (\I’ K.R, Xli - 3.%). This was not

unexpccted 1 vier of \thewr extensive nteraction veth rench children ofs

therr own opc.  Ihe Imbervron children ratod themelves tntermedrate tO the

French and (ontrol groups on simibarity to the Furepsan lrench dolls (X =

11.57) and lcast <imilat to the Irench Conaaien dolle (X = 11.18). Finally,

as notodoearlicr . the French group percecod more milarity betveen them-

selves and the frazilianldolls than did the o™i (- o groups. Thus, 1t ap-

s between themselves and other ethnie groups.

1 ¥
@ Fo b4
_ There was a sighificant Grade X Ethmic () oup Tnteraction (F =

’

3.68; df = 4, 216, p = ]006) which 1s shown in Jipnve 5. The data supgest
that the children in Gradel ? had a more highly differentiated perception of
themeelves than did the Grhde 1 children. Thus, at the Grade 2 level the

7
childien saw themselves aslmore similar to the lnglish-speaking dolls (Eng-

lish (anadian and American) and less similar to the non-English speaking
i .
\ ¥
dolle than did the childreniat the Crade 1 level.

7 [
There were no other significant cffeets or interactions.

interpretation

-

The main purpose of this experiment was to determine whether the
three groups of children would exhibit differential vole-taking abilities.

In porticular, 1t was expected that the Trench and possibly the lTmmersion

children, as a result of their educational experiences, might demonstrate
less cthnocentrism in their role-playing than would the Control children,

Howover, the findings indicate that all three groups were most likely to

|
\
| .

\
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. a

select 1 French Conadron for "best froend ' f1om amene (he "tve ethnic proups
«# ‘
.

repreconted when playane the yole of rendh Capadian. In fact, 1t was -noted.

8 .
that all the chaldien showed more tn-greup attyaction chen playing the role

’

ot French Canadian than when selecting a {riend tor “hamesYos.  The Control
t

-+ .
L4
group was particularky* cnthasiactic in thie rospect:  they showed the strong-
~ * n
il A .
est an=group attraction in the french Canadian 1ole . Ihe tendeney Lo attri-

bute ~tronger attraction to members of anothe: gronp thon to members of one's

own group mav result from lacl of experience with the other group and <terec-
v )

13
types of the wembers as very In=-group ortent.
One pos<ible explanation for a lack of i*feroptial role-taking

sk1!ls wmong the three gpoups 1s that Lhe "Trench Canadian group was a

generally liked ethnic group insofar as all thiec groups of children placed

N s

Chéerm o™ Tthe "1{ked™ Hatt o

friend (iﬁ = 8.54; XL = 8.98; X¢ = 9.60). Middleton et al found that

¥

childien at all age groups, ranging from 7 to 1] years, were able to take
the 10te of a liked or neutral ethnic group but ,that the children, espec-

. . )
ially the younger ones, found 1t more difficult to take the role of a dis-

N

liked than a liked or neutral group, Differences in role-taking skills

Tm
.

- ] . . ¥
might hecome evident only 1in a sifuation where disliked roles are involved,

{ Therc was also evidence that the Control group was less reciprocal

in 1ts role-playing than either the French or Immersion groups. Evidence

.

+
for this possiblity comes fiom the Control proup’s tendency to differentiate

between ‘more ethnte groups when playing the role of I'rench Canadian than

when selecting for one's sclf. ‘The krench dand [nmersion groups scemed to be

! .

using the same principles of sqlection 1n both situations,

r

There was a generdl tendency for the children to assume that a
$

%

*

¥




Freneh Canadian would Tile an Lnglish Canadion wore than they themselves,

This effect

as Inglish Conadian, would lTike a Prench Canadian

was termed second-order ¢ thnocentrism.

Tn another sense, the Irench group erlinbited less ethnocentrism

than the other two groups 1n their similatity rosgng: .

In general, the
1

French group s mere similarity between themeelves Jij/all ot the other
L

fnmer-~1on For example,

ethnic proups than did either the Control or

the ratings of the French groups did not differentiate appreciably between

the tue Fnglish-speaking “dolls and the two Ircnch-epenking dolls. As well,

, the I¥such group, and the Immersion group in this instance, saw less simi-

larity hetween themselves and the English Canadian doll than did the Con-

trol group, who reported the strongest sumilarity to the English Canadian

oy

D h Y
dol!  foth of these tendencies, the tendency to perceive less similarity

to the Fnglish Canadian doll and "the
to the other ethnic groups, suggests

part of the French group.

tendency to pereeive greater similarity

'a reduction of ethnocentrism on the




Study 4 -- Part 7

In December, 1973 the ELhnn‘pntri<m tesl vas given a second time. .
In an attempt to 1eplicate the trends that had beea noted in Grades | and 2|
the Crade ? group from the previcue study, ¢ho v 1o noy, 1n Grade 3, were
testcd agaitn:  and two new aroups of children 1n Crodec 4 and 5 vere added

mm ordev to ctond the findings.,

-

v The praorous findings did not reveal the o r1stence of differences

in role-tabing alilitids among the thrce groups. 10 vas argued that this

Cd ] .

might have been 0 hecnugs all of the ethnic group nclvded 1n the test

were co1ther nevtral or liked by the subjects, Middleton, Tajfel & .Johnson

(1970 found that 1t was more difficult, for voone children to take the role

’

of a Jdisliked group than of a liked or neutral gronp. Consequently, a sixth )

ethnic _group, Russtan, was included 1n this testing 'retesting with a

group of 20 Grade 4 children from the same school« »s used 1n the previous

studv revealed that Russians, with a mean rating of 14,2, were most dis- -
liked ~mong ten ethnic groups given for consideration. Thus, a Russian boy

doll, Jvan, and a Russian girl doll, Olga, were incorporated i1n each set of
— <

ethnic dolls., The children were asked to take the role of a Russian child

]

’

and to rate cach of the dolls in terms of how much or how little they would
like each’as a friend. This was done 1n addition to selecting friends for
onesel { and for a French Canadian child and to rating ecach of the dolls in

S ~
term  of similarity to self, all of which had bhetn done in the previous study.

Othcrvvase, Lhe procedure for Lesting was i1dentical tothat already described,

Ex ]



P : P
Sample
. \J
The seme eriteria described carlicr verc npain applied., Only
1 ”
. childreh who had been in their respective <chonl proerams for the entire .
4
preceting vears rerc ancloded 1n the Gfade 4 and 5 samples.  Ibr example,

onlv children who had spent the preceding 4 vears 1n a 'rench school were
. *

incltuded 1n the French sample, Grade 5 group. Onlt children from monolin-
»

uol famrlies vere tested. Monolingual ity vas as ¢ coed by a4 que~tionnaire
y q

{
! ¢

which was cent home and completed by the parents, Ihe resulting sample

v
.

sizee vere:

Grade 3% Grade % Grade 5
French Croup ’ 15 1 14
Immers<ion Group 12 16 14 .
Control Group . 15 14 15
“ £ [’
- / "
Results

0
N

Four separate fivé-way analyses of variance (unﬁeighted mean
/ . 1
solution for unequal n) were performed on the data from the four parts of
the ecsperiment: 1) selecting a friend forQoneself; 2) assuming the role

of a French Canadian and select'ing a friend; 3) assuming the role of a
P 2 g

5U5818ﬂ and selecting a friend; 4) the simlarity ratings. See Appendices

¢

A3l to A34,

L1 First of all, it 1s cvident from an inspection of the mean simi-

lariiy ratings presented 1n Table T4A that the hildven in peneral saw

them vlves as most similar to the English Canadian dolls. The Grade 3, 4,

. - .

+

* “'The size of the Grade 3 samples was‘not exactly the same as.the size

of thc Grade 2 <amples from the previous study because additional children

were added to (ompensate for attrition. ““Most of the children in the pre-

>

sent (rade 3 sample had been tested as Grade,? pupils 1n the previous studyj

~



' 97y,
n

. 7 a3

. and 5 children perceived wmore similariey betwcen thomeelves and the English

4

Canadron dolje (? = A.8%) than did the Crode b oand " cbildien (i-— 7.43). .

The older children also caw themeelves as more <1nrlar to both the American

B

group and the two Yrench-speaklng groups, bhut lcewe <pmilar to the Brazilian

»

group than d1d the previous Grade 1 aqﬁ“’ children, Bv Grade 3 the chlidron

prohabl@ have more knovledge about Braril and., thus, have a better basis of

1]
[

compar it -on that the vounger chiltdren have, by Grode 3 most of the children

v

probably know Brazilians di{[or from them 1n terms ot nationality and lans

. .
\
\
guage 5 | ,

In svmmarsy, the olderMN\children hlve en inerofsed feeling of simi-

larity to their own national-lingdistic group (Lnglr<h Canadian) and, to -
L4

. ' - -
other proyps who speak either French (French Canadian, FEuropean Frencl) or

Engli<h (American). This suggests a yrowing awarcvess on the part of these
i

’

children of the bilingual natures of thdir country.: At the same time, these

- w5
P

to groups who differ from them 1n terms of both nationality and language;

t

name 1y, Brazil and Russia. . N ]

’ Table 13A,B and C present‘the mean attraction ratings made by the

// three groups of children for each of the s1x\ethnlc groups when selecting
a friend for themselves and when assuming therole of a French Canadian

and a Russian, respectively, 1t is evident that the children from each of

the three groups were most likely to chdose as d\fricnd that doll which
a ..

represented the ethnic group appropriate to the rdle they were playing;

name lv, English Canadian for themselves; French Canadian for French Canad-
' a

N )
L

N
ian; and Russian or Russian. Contrary to the flndlnﬁi of Middleton et al
& the children, even when assuming the rohe of a generally disliked group--
& N atly, group
@ | |
- \

— V4
children as compared to the younger children; saw Chemselves as less similar J
[}
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- ) Table 13

T - - ’ - 1

'

« Setection of a Friend

' - . (AY . (B)

' For Sé_]f ’ " For IC Role. .
lNrench Inmeysion Contr(ﬂ. . french  Tumersion Control
f . .
EC 7 84 6. 85 7.10 901 - 7.71 8.11
Am 816 7,39 6.80 9 66 9 05 9.5]
FC . ¢ -8 13 9.57 5.83 4.46 4.56
. EF 9 6l £.38, 9.19 6 46 5 62 6.54
N Br . 10 W 9 04 9.47 | 11 23 10.04 10. 62
. | ‘ \
N . Ru 11 88 288 ', 8.82 11.66 9,40 © 11.30
1‘7 _;.‘:1 \ \
) p = .2371 " p = .58 .
i ‘ B ] _ ' '
5 . : \
% (c) - -
’ ~ a For Russian Role
4y ' - * ‘
— ‘ \“ - French= tmmersion — ¢ Controt
EC 9.65 9.90 9.45
Am 9.66 9.05 9,51 \ ,
.
FC. 10.13 - 8.35 9.63 ;
o | EF 10.21 '8.48 ,g' 8.52 ‘ i
" Br 9.20 831 - 822 e L “
‘ Ru 4.10 3.40 3.73 ¢ Lo .
! ! 6 p =.84 ﬁf .
/i ’ ' N f[
t w/ ! ! L
.0 .
S \ ‘ B




) table 13 con't . . 9.
’ N
. (D) . -
' ’ Se1§ct;1‘0'n of a Friend
o .o eFor Selr ™ .
, v Sex of Noll
- ’ ,
) Male female
. ' Male .5.54 11.50
‘Sex of Subject
-~ '\ L
~ -
“J ' - Female 10.86 535
: *¥p = 0003, ,
. ’ o‘ i ° N/ i
’ i " For FC Role** . | °
« . "7 B - { B 4
P Sex of Doll
N ~ ’ )
. | Male . Female
Male 5.34 ~ 9.68
Sex of Subject , °
) ! 3 . f -
: Female »9.12 5.33
. £
. o *p<.00]
7&,—
- * 5 “~
- ; b
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’ e | ’ 100.

*

@

the Bucgrans=-=vere nost hikely to select o membor of that group as a friend

»

one for thi drscrepancy will he disca ed later,

Povsihloe roa

~
F)

’

- 4 v “ » N t o,
None of the Language I perirence ¥ Pthnic Group inberaction were
]

stat1stically <qigmificont., Nevertheleos, the tendencv norted in the.pre-

vicus analvsis for the children to attributc meater attraction between mem-

o
.

ber« of ethpic groups other “than their own 1< evideat 1 these results as

s

well * Specifically, the subjecte reported that a Irench Ganadian would be
more attracted to another.French Canadion (Xl -5 8 Xl = 4,46, Xp o= 4.56),
. o N

and o Russran would be more attracted to another Roosian (kr = 4.01; X] =
/ ! '

3,405 ¥, = 3273) than they would be to anothdr Lnelich Canadian (iF = 7.84;

* a

X - h,85; XC = 7.10). The extreme 1in-group attraction that the Control

group attributed to the French Canadian 1ole 1n the last study was no longer

’

evident .with the older children. In general, the wopnitude of in-group

P “

attraction seems to increase the more diesimilar the group 1s to the subject.

.
¢ t

+

On the average, ‘the children saw the Russian dolls as less similar to them-

-

selves (X = 14.22) than were the French Canadian dolls (X = 8.24); and they
exhibited greater in-group attraction in the former role than in the latter,
' It had also been pgg;lpd out in the previous «tudy that the sub-

jetls reported that a French Canadtan person would be more attracted to an

5
hd *

English Canadian than they, as representatives of the English Canadian group,
v o “\
would be to a French Canadian. This was interpreted as second-order ethno-

1

centiram, When this comparison 1symade with the present vesulls for the

N\
Sott and Irench Canadian role, this tendengy persists ftor the Control group,

-~
but has more or less disappeared for the French and Tmmersion groups. ‘lo

be morg specific, the three groups, fyench, Immersion and Control, assigned
. %

s \

. ¢ o4
ratings of 9,03, 8,13 and 9.57, respectively, for the French Conadian doTTs
~ i

I3

o

W3
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when «clecting, o friend for themselves, but, vhen taking the role of a
French Canadian thear ratings of the Fnglish Canadian dnlle as friends
werc O 01, 7.7®and 8,11, respectively, The discrepancy hetween their

respective ratinge 1s largest for the (ontrol proaps(1 = 1.46), verv small

for the Immersion group (d =.4?) and non-existont for the Fiench group
(d = .0?). Thue, the Control group continuec to report greater attraction
between their own group, English Canadian, and the lrench Canadian group

the role of French Canadian than when <clecting for themselves.

when playing
\

Howevel, as in the previoué study, these findings can only be considered

* x

sugge stive since the relevant interactioa- were nol statistically significant.

Fipally, to clarify how each group dyfferentiated among the dolls

«

when <clecting a friend, a series o« tests of «imple effects (Winer, 1971)
}
werc varried out for cach Language group when selecting a friend for them-

selvee and when assuming the role of a French Canadian and selecting a
1
] !

friend. A summary of these tests 15 presented in Appendix A35,

L—

Therc vere significant simple effects for all threc groups in both condi-

tions, Self and Frenc}q' Canadian, except for the ‘Lmmersion group 1in the Self

condition. Subsequently, Newman-Keuls Multiple-comparisons tests (Ferguson,

1923) were applied comparing the means 1n each significant simple effect to

3

. Ny
all other means 1n that effect. The sigrificant comparisons are presented

1n Appendix A3b6 along with their ?9_ values and p level.

'

The most general observation that can be made based on these com-

v

parisons 1s to note the greater differentiation exhibited by all three groups

of children when assuming the role of French Canadian relative to the amount

¢

of diriferentiation they exhibited when s@lecting a friend for themselves.
/ ™

L]
The Control group was by far the most discriminating group when
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selecting a fricnd for themeelves. They Mifferentiated between their own

group, Engli«h Canodian, and all other thnic gronp except the Americans,

JThe Trench group, howcver, scemed to dificrentiate only between therr own
,

<
group. English ¢ nadian, and thoce groups which daller 1n terms of both

3

Iipgrtr tic ond national-political charoctceritrcs, Prasilian and Russian,
Ther e was no evidence from this analysis ar Jon%t that thev differentiated

betwren the Fngli - speaking groups, fnglish Canadion and American, and the

¢

French-epeak ing groups, French Canadiran and Turepean Trench. Finallv,
thcre vas no evidence that the Immersion crouvp differentiated between any

of the othnic dolbl« Thi- latter finding corvobovates the main Languagoe-

1
o

Expor1oncé effect (F =2.8; df =72,109; p= .05 ‘hereby the lmmersion

group had the lowest overall attraction rating (X - 8,11) as compareds to
the Trench group (i = 9.48) and the Control group (1 = B.81). .
.
'The patterns of differentiation for the ltrench'and Control groups
plaviuy the role of French Canadian were almost 1dentical. The major ex-

cept1on was that the Control group differentiated between French {anadian

and Furopean French dolls, wherecas there was no ‘evidence that the French

group did,

-

The Immersion group differentiated only between the two French-
speéking groups and alt the others. Of the three groups, their pattern of

selection revealed the least dpifferentiation, It 15 also interesting to

'
4

[
note here that although the Coptrol group differentiated between the Euro- i

., pean French and French Canadian in the French Canadian condition, they dad
[ :
not make an analogous dlffercnhlatlon between English Canadian and American
| .
i

- -

in _the Self condition. This was also true for the Control group in the

previvus study. The French and Immersion groups di1d not secem to differentiate

' & d ’
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between the Fnglish Canadian and American in the Sclf condition or between

’

the French Canadian ard European French in the French € nadian condition, -
. ' ¥y
4§
These compart<ons have been singled out for «~amination <ynce they are par-
ticularly relevant to the ethnicity of the 1ole dnveived 1o these parts
Of the =tudy as outlined in the introduction, Thuas, once again there was
the «negestion that the Control vroup did not 1eciprocate so completely
! \
in thair rele-plaving as did the French and Tmmercion cioups.
/

there ras alvery strong same--cn preference vhen selecting a

1,109, p 001 vhien piay1ng thie N

friend for oneself (F = 209; df
role of French Canadran (F = 125.2; f -1, 109, »p 001) and when

91.56, df = 1, 109; p  .001). The

i

plavivg the role of a Russian (F

mean votings by seXx of subject, and sex ol doll arc presented 1n Table 13D
]

for ¢acli condittion,

(For the similarity ratings, 1t 1s evident that the children saw

J

1

them=c 1ves as most similar to the English Canadian dolls (i>= 4.84) followed
\

by the American dolls (i = 6.38), then the French Canadian (i = 8.24)
Eurnpcan French (i = 9.55), Brazilian (i = 13.86) and Ru551an'dofls (? =

14.727) 1n decreasing order (F = 101.19; df =5, 545; p -~ .001). The

mean ratings are presented in Table 14A and have alrcady been discussed.

In addition to ethnic similarity, there was a strong same-sex similarity
i

3

(F = 78.08;, df =1, L09; p < .001l). The boys saw themsclves as more
siumilar to the male dolls (i = 7.5) than to the female dolls (g = 11.53),
while the girls saw themselves as more similar to the female dolls (i -
8.1) than to the male dolls (X = 10.94). These two findings which repli-
cate those of the previous study indicate that the children used both cth-

nicity and sex as dimensions of similarity.
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v Table 14 o
. S (R) Similarity Ratings for all Language” Groups Conbined
\ .
s EC 4.8
Am D 6.38 y
FC 8.24
EF 9.55
Br 13.86
\ Ru 14.22 ho.05
(B) ) Similarity Ratings ¥
French Immersion Control ~
EC 5.37 4.52 4.64
. Am 7.42 6.34 5.39
FC 8. 81 6.68 9.25 (
. EF 9.9 8.51 10.22 . k
Br 13.77 14.14 13.68 .
q w33 s A s p= .056
(c) /,' ' Similarity Ratings for each Language ‘Group ‘
/
/ French 9.77
// Immersion 9.11
/' - ' Control 9.68 . p= .35

- — /

,
,
/ . -




Unlike the previous findings, however, vhere there was a tendency
Al

(p = O6) for the Trench group of childion to wer themaelves as more simi-
lar to ~L1 of the other ethnic groups than did either the Tmmersion or Con-
trol group, there vis no such tendency here (F = 1,05, df = 2, 109; p=
.35). All three groups reported on the average, equal similarity to all

the ethnic proups. The mean overall simlarits rating for each group 1is

“

presented in Table J4cC.
The Language Experience X Ethnie grovp interaction was' signifi-
cant (F = 1.80; df = 10, 545; p = 056). It appear< irom Table 4B (hat

the french group sav themselves as less stmilar to the Faglish Canadian

group (¥ = 5,37) than did cither the Immersion (X “.5") or Control group

(X = 4.04). This was also apparent with the American dolls Xy = 7,42,

XI =4, 34, ib = 5.39). Uilike the previous analvers vhere 1t was noled

«

tha?’lh( French group reported more similarity betwern themselves and the

A

%

two | I'rench dolls (French %hnadlan, European French) than either the Immer- -

I3

sion or Control group, 1t was the Immersion group in this study that per-
cerved the most similarity between themselves and the two French dolls.
Considering the Brazilian and Russian dolls, there was a tendency for the
French group to perceive themselves as more similar to them than either of
thev0thor two groups of children. The differences here, héwever, ére
very «mall indeed.

The Grade X Ethnic Group interaction which was significant at
the .06 level 1n the previous study was only marginally significant 1n this
study (F = 1,606, df = 10, 545, p = .09). This interactdon (sec Figurc 6)
1s not casily interpreted. Compared to the curves for tbo Grade 1 and 2

children from the previous study there 15 still evidence that the older

3
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children have a more highly differentiated prtaoption of themselves than

the voungest children.  In general, the older children--those 1n Grades 3’4”
4 and S--percerved more <imilarity botueen themselwes and the English and
Fronch—kpenklﬁp dotls than did the childien tn Groles T oand 2, On the

other hind, the older <hildren, relative to the vormgpger children, saw them-

)

selves as lews ermitar to the Brazilran dotle -shaich differ both in terms

of nationalirty and lansuage from themseliew,

* Interpretation
&
As 1n the preceding experiment .the centr il pnrpose here-was to
t

1nvestigate whether the three groups of ¢hildren would exhibit differen- -
tial rm1e—t;king ab1lities. However, in this stud | thiee older groups of
chit?ien were tested and.a sixth, generally disliked ethnic group was 1n-
cludc ', as a stimulus group. Once again there was no evidence of dlffor—
entral role-taking sk111§. All children were most likely to,select an 1n-

group dull as a best f.iend even when the role they were playing was that

of a Nn.sian child. It had been expected on the basis of the findings by

o

Middleton et al that children would have more dlfflculgy assuming this role

than that of a French Canadian. There are two pog§1b10 explanations for
this diacrepancy. The first 1s that although the Russian doll was "gener-
ally” disliked, 1t cannot be said with any certainty that 1t was disliked’
by coch child., In the Middleton, study the "disliked doll" was selected
1ndiv1dually{ tor cach held,  Thus, the same othnie group was not used 1n
this category for all children in her study. Ihe second possible explan- »

ation ts that the results of the study by Middleton et are not univer-

3

al
i

sallv or crossculturally applaicable. 1t scems, for example, that the child-

ren uaed 1n therr study differed 1n certain ways from the children tested

~



.

1 thi e studs for 1’nuhm(‘v N LhC Montreal ol ldren nay well have nmore
r
! e

exposur e to divarce ethnio groups than Middicton's aubjcots who came {rom
North "~ ford, Tangland, a1elatively csolated, colturallv-homogencous com-
munits .,

As an the previeus gtudy, there vos a tondency for all children
to attiibute greoter wn-group attraction to memhers of other ethnic groups
thon to their own This tendency was pirticularly noticeable 1n the case
of an ethnic group which differed in tevms of both national affiliation
and lanvuage from the <ubjects' own cthmic groué Additional recearch
would be required to unravel the relative 1orportance of cach pof these fac-
tors and to further substantiate the trends noted here,

"Unlike the findings of the previous studv, the ‘French group did

H

not rteport greater similarity between themselves and all other ethnic groups.
not R .

There was a slight tendencv for the French group to perceive themselves as
.

more wimilar to the Brazilian and Russian dolls, but this tendency was mar-
ginal 01 the three groups, the French group reported the least similarity
to the two English-speaking ethnic groups (English Canadian, American).

And the Immersion proup reported the greatest sumilarity to the two French-
speal.ing groups (French Canadlqn, European French). However, the Language>
Expézionco X Ethnic Group interaction was not qLathtlca}ly s1gnificant.

The relatively highiy differentiated pattern of similarity shown

by the Grade ? cawple from the previous study was displayed by the Grade 3,
4 and 5 children 1n this study.  The most noticeable difference in results
between the Grade 1 - 2 ;rOUp and the Grade 3-4-5 group was Lhe increase in

similawity reported by the latter.ggoup to the English- and French-speaking

ethnic groups and the decrease 1 oimilarity to the Brazilian groups This

c

Ya

5
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L c .
5 N L4
pattorn sugpeste tthat the older children have o devcloping 1dentity with

their ovn nationat-linpuistic group as well as a prowing sense of 1dentity

. ¢

o

with other natronal groups vho sbarce a common Lanpuave ar fanguages. s
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.

Discussion and Conc luerons

In the antroduction a school propram was described 1n which Eng-

lish - vealiny «hildren taught by pative-French pecaking teachers rather

:
.

tham « suventier Ly, w1thanat1vc-Eng11nh spealing teachers.  The purpose

.
r

.0f the pre<ent 1evearch was to 1mvestigate wane of the possible social -
4
povelintogical o neequences of this type of education on the children in- »

volved In partrcular, it was expected that the (hildren--while learning

N .
I

the wecend Maneuage and while learning to fupctionp tffectively in this
Lyl

sometiidl unusual cocral situation--would develop greater social sensitivity

S
that "npht manife<t atself 1n verbal communic tion and possibly 1n other

types,of sociral behavior. Although 1t was hypothe.ized that the children

.«

- , ‘ ‘
would Decome more sensitive communicator s as 2 resalt of their French-ime

merw1on experience there was still the possibilitv that this experience
would have detrimental effects. To test the generaltty of the effects,

1f anvof French-immersion education 6n cognitive functions other than
~

those ynvolved 1n communication, a test of non-verbal or perceptual role-

'

taking was :also given,

Communication Skills

~

With regard to the completeness of communication as measured in

the ¢ ne Explanation Task, the findings suggest that the immer-ion children

had developed greater differential sensttivity than had the <hildren (rom

schoole where Foglish--therr native Language--was the medium of 1wstrdelion.,
b
The Mrench group, knglich-Canadian children attending all-French schools,

were the most sensitive, followed in order by the Immersion group, those 1n

knglish ochools with French-speaking teachers, and tinally the Control, those
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H . /

1in Fnplish chools with 'iplish-speaking teacher ., who were the least

0

seneytise. Ihee order of differential <ensitivity suggests that the more
conpletely one 1, vvposed to a second langnage and to manbers of an other

cthnelinguistic eroup, the greater the impact .

'rom & theoretical point of view, the recnlts 1mply that child-

-
ren *h have themeelves experienced difficulties communicating with their

'
.

terchor and cla mates are more sensitive te the needs of others 1in cop-

1

munic rtron sytuatrons, Heightened sensitivity wmav take two different forms.
~ .

One 1<  preater ability or willingnes< to ghiffer-ntiate between oneself -

as v “oner and the otherperson as listener. Accorvding to Vygotsky, dif-

ferent ration between self-and other is the proces bv vhich private speech

beccr + internal and covert while social speech starts to develop at the

«

overt*ievel. This form of sensitivity, however, dors not account for the
spectitc fact that the immersion children differed from the non-immersion

children in their telling of information about the materials of the game,
IS

An cxplanation cf the children's performance in terms of role-
takin, -ould seem to be more suitable. llaving experienced communication
diffirulties themselves, £he immer§1on children are more aware of such
diffivulties-and of possibfe solutions to them. Consequently, they are
bettvr able to empathize with and take the role of others having communi-

catiton problems., Furthermore, having learned to cope somewhat with their
] '
own communication problems, the’ immersion children are-also better able

to recpond appropriately to the needs of their listencers.

’

Other data from the w-ame study, however, impose limits on the in-

.
o

“fluences that one may draw about the extent of the consequences of early

tmnersion on communication skills. When the ChlldrenJQ explanations of

ST




f
the game were analvzed in terms of elaboration, no differences were found

)
° L

among the groups he Trench group was no wme lilely than the Control

. . -
group to claborete their presentation of the 1ule« of the game bv referring
to the materirate., Thu«, although the Tiench chiddren had perceived  the

*
»

neecd of -the blindtalded listener for a fuller desciiption of the materials

P

of the pame, thev did not react to this nerd in the csxpected way (t.e,, by

explicitly enumerating the materfals of the game so that the rules may be
- C

bet ter ntnderstacd) The children hay have felt that femore complete des-

cription of the materials was all that was necessarv to explain the game

o
to the hlindfolded listener, thergby makingrgig£5§3lhign of the rules seem
) Y .
unnece ~sary., - ' ’
On the other hand, the;e may have becn l;néuiqtic constratints
opernllné that maskeg the dlfferencés in perception. that were,revealed by
the tompleteness analysis. To know _that your—listoner needs bre infor- +
matjren about the materials of the game does not mean-that you necessarily
*
know hew to formutate a message which will' adequately inform your listener ]
of ~uch. TFlavell (1968) terms this aspect of communication "application".
As Flavell points out, appllcatiog 1n&olves the use of age-dependent skills
L2
who<e acquisition 1s not necessarily iavolved in role-taking development,
and, wu the ﬁreéont contcx&, may not be affected by a French-immersion
“
experience. To investigate the possibility of linguistic constraints a °
& ¢ .
linpuistic analysis of the children's explanations @as undertaken. Again 7 s -

thero were no differences among the groups. Thus, 1t was shown that the
children fgpm all three groups were using the same proportions of various
N\

grammatical structures in their explaﬁ?tions despite the markedly differ-

- ’

ent types of qchoolihg they had experienced. In the case of the partially-

* \
4
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. .
it wod chiarldren, thewe {ll!}}J}’S carrobovate thooe of Lambert and Tucker

.

(1972) *ho also found po ditferences belvcen tmmet sion and non-i1mmersion

‘ »
2 L]
studeats in therr mother-tongne oral-languaye <leifla.  In the case of totallv-
mmer<cd ehildren, theqe finding are both in.truvctive and encouraging be- ¥

> -
T e

caute no detarled analysis of the gfammdll«nl,~tru(ﬂn1v of the native lan- )

guage of children learning a second language in this vay has previously
)

been made, Swain (197”) has suggested that Jeorning two languages oimul-

taneou-ly does pot affect the acquisition of cither Tangnage separatelvy.

Therdfore, one mrght hove expected that lerrmng o «rcond language after

~
*

1
the fir<t one 14 woll developed, at the age of 5 for (vample, would not

alter the structure of the first one.
o L _ \
Further confirmation that thére were no negative effects of French .

-
4 3

immer<ion on native language skills comes from the ‘findings from the Ab-

s
- 4 R
* L) ¢ -

stract lesigns Task in which there were no significant differences among

~

the «ioups in termg qf. actual effectiveness of verbal communication. The 1
p; . y

\ ) -
4.
pfevidu. measures emphasized "intent to communicate' more than communicative

0 2 .

scompelehice, “The discrepancy between the finding of differential semsitivity .

v u t

,ﬂ
-

in the bam€/ﬁxplaﬁaLlon Task and thenléck of differences 1in the Ab;tract 4
Designs Task may be exglllned by the nature of the ,two tasks. Whereéqd
\ . L
the Came Explanatlon\Task requires explanatory and linguistic cohcepts \\
thch are present in Lhé child's GXlelaﬁ verbal repertoire, the Ab;tract'
Desivn- Task may require shills andeconcepts LhJLthv not he readily avail-
: .
able to the child, It is rare [or children to be ﬁxﬁod Lé deseribe geo- .
metr e shap;s which have no referente in reality. Thus, the differential ' x
: N\ ¢
senqil;v1£y which the French children demonstrghfﬂ 1n the Gamf Expltanation
Task tmalysis of completencess) may have been masked in the Aﬁqtract Desi1gns
o : - ’ . \
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Task bv the unueual demand« of this test.

From another point of view thewe findings are encouraging insofar
5 " .
-~ -

as thev indicate thot participation n Iﬁln;\TmNQJ‘iUn school program

4 .
does not affect the development of communicatiyon «f11ls 110 one's native

. b

languaee ., “Camacis, Revnolde and Lambert (1969) have alieady reported

'

sum lar finding« fos children participating 1n partiol-immersion programs.
¢

Thus, the feare of manv educator- and parents (,ee Tncher & d'Anglejan,

4
1970) that such programs have detrimentasl cffects on their children's
° »

native language «1ills find no snpport f1om these results,

)

Generalizabilily of Effects to Non-Verbal:-Skills

Ther¢ was no clear evidencé that the sen<itivity which the two

k-

mmer ~1ontgroups demonstrated in the Game Explanaltion ‘lask generalized to

R
a non-vierbal, non-social type of situation, such as the Perspectives Task.

-

If anv Jdifferences were to be extracted from these data they twould probably

favor the Control group with the two immersion groups--and the French group

.
o

{
in particular--showing a slight retardation on this task. However, these

4

data vere not very reliable ai was evident from the results section of

* -

-

Studv 3. The findlﬁgs reported by other regearchers who have tested child-

N,
v

ren of the same age range are aliso somewhat confused (cf Fishbein, Lewis &
@ J
v
Keiffer, 1972; Shantz & Watson, 1971); more interpretable results seem.

to emerne only when older ¢hildren (12 or 14 vears) have been tested,
- .

Thus, the preseiit data do not scem to offer unambiguous suppork,
- Y L -
q

A
far ci1ther Rubin's suggestion of a single cognitive factor or HHllds.and

. N

Cowm's of two distinct factors, one related to logical operations and the
) & p

v

other to social <kills,
The overall findings from the first three studies suggest that

v
3

(X
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!
. . “
the <nrial effectls of education in a <ccond laneuage are likely to be

opecttre and clooc by related to the social circam tantes of these programs,
4
Tn otle r worde, the effecte may best be ween v apterpersonal communication -

?
situations which involve linguiatic and conceptuel chills alreadv in the
clivda'. repertoire, as 1s the case of, the Game Ixplonation Task, Social
: -

con criences are cither less evident or not to be fomnd n communication
situatrons which require unusual responsce or 1n non-verbal, non~-social
situatinns. such as the Perspectives Task,

Ethnecentrion

’

The Ethnocentrism studies were introducod 1n an attempt to study

-

¢ I

diffirential social sensitivity in an unambiguousiy sccial situation using

o

a la k where the relevant variable, ethnicity, was closely related to-the

«

! . \

schonl cxperience. For example, the French cultute becomes a salient com-
t ‘ ,
ponent of the school experience of immersion children by virtue of their o

»

haviny o French teacher and French classmates and by virtue of their learn-

*

*y

1ng to speak French and §tudy 1in French.

The data did not suggest that this type of edicational experience
;

make«, it any casier for these children to take the role of a member of another
cultural group, French or otherwise, All of the children, regardless of
thei: instructional experience, were most likely to select a French-Cana-

dian 4« a best friend when playing the role of French Canadian. In general,
{
choo ing a friend when playing the role of a member ol another ethn ¢ proup
t L
wae tairly easy for all of these children, Lven taking the role of a Russian,

& ‘

who belongs Lo a group generally disliked by this sample, scemed fairly

i

v
.

easy lor them. Children in many of Montreal's schools fnteract daily with

children from various ethnic backgrounds. This regular exposurce may produce
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a pood deal of awareness ot ethnic divereity, 1t wonld be interesting to
invectrpate the reaction by English childian (rom a more socially-homogeneous
and i,olated community oh this tesk, With <uch a souple, the ethnocentrism

L]
reported by Middlegton et al (1970) for, thoit voungest subjects might be

»

replicated
'
Differcnces among the eroups bhecome more evident when they were
;
ashkod to give therr perceptions of themselves vis a vis various ethnic groups.

The Jrench childien in the early grades (grades 1 and ?) tended to see them-

)

<

selve 1s more <jmilar to members of all of the other ethnic groups repre-

sented to them than did the Immersion or '(ontrol c¢hildren, In fact, the

children 1n the French schools showed very lattle differentation among the

«

.Engli<b-speaking, the French-speaking and the. Brazilign groups. As“well,

they ¢1d not rate themselves as being as similar to the English Canadian

doll 1¢ did the other two groups. It is not surprising that it was the

chibdvén who are immersed totally in French who reported the greatest simi-
. o //

larite to the other ethnic groups, and 1n particular, to the French groaﬁ;;
Quite li1kely the empathy that the to&glly—meersed children express towarq—
the Irench éthnic groups arises from sharing language experiences with them
and from actually having French-ﬁpeak{ng friends. 4

The French children in the older grades (3,4, and 5) did not re-
port the same high degree of similarity to the non-English Canaélan groups
as dud the younger French children. It 1s difficult to account for the }
shrit in cempathy by the French group as they grow older. Possibly they aré be-

comin more aware of their native English identity and wish to differentiate

it fron their acquired French identity.

The Tmmersion children 1n the older grades tended to Teport relatively

2
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N

more ~wmilarity between themselves and hoth the Foplich-speaking and
French-spealkine groupe than did the other two pranps llowever, the differ-

ences hetwern the older proups were not as farpe as those hetween the

TOMTI T ) roups mentioned above.
¢

Implications for Bilingual BEducation

From o pedagogical point of view., the findings of this research
are v encoureang. First, they offer <upport fov reports from other re-
|
searchers that Tiench-immersion programe 1n the « lementary grades do not
have detrimental cffects on the development of a child's native language

:skillw (Lambert & Tucker, 1972, Casserly & Edwards, 1973). It 1s likely

AN
s

that the English-language environment of these «hildren outside school 1s
sufficiently vital to sustain and nurture native lonpuage skills despite
the peoucity of English-language instruction in the <chool. When social

side cffects do occur they seem to favor the child 1n immersion, rather

than bandicap him, when cofmunication 1s 1nvolved.

<
75 2

Secondly, these findings extend our knowledge about the effects
of total French-language instruction on English voungsters. This groupq%f
children has not been investigated previously. Another group of Canadians

who atrend second-language schools and have not been studied previously

[y

in terms of language skills are immigrant children who speak neither French
nor Inplish but attend eirther French or English-language schools. Whether,

N «
in tact, the findings from the present investigation are generalizable to
"

L]

an 1mrrigrant group remains to be tested.  Nevertheless,: the present results

) i
aupur well for them. In a country such as Canada where ethnic plurality 1s

.

encouraged, and, in fact, constitutes officiral government policy, native lan-

rucge maintenance 1s to he encouraged if ethnic diversity 1 to be maintained.
5
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Thirdlv, the findings from Studv % on Vthnq(ontriqm suggest that
by teaching b ldren a second language and hv pro.ading then with an oppor-
tunit, to make friende uvith members of another cthnve group, and specifically,
with the Freach, hilinpgual education mav help te broaden children's percep-
tione of themaelves Lo encompass ctbnlt croups ather than their native oné.
Increasing ethnic empathy 1n thie way may help to foster inter-ethnic re-
lattons.  Whether, in fact, immersion children liave more French-speaking
friende or vhetber thev would aetively scck out [rench-speaking friends
compat od with non-immersion children cannol be aﬁkvnledﬂby this 1nvestiga-

\
tion  The empathy that the immersion children express toward ‘French Cana-
dians vould seem to be a favorable sign that thede children might interact
with Irench-speaking people in a way that mono]ingq;£’1hildren with their
Itmited ethnic and language experiences would not. Needless tg say, the
skill< rhe immersion children acquire in the French language alowe- prepares
them 1o interact with French Canadians in a way that monolingually-educated
childrrn cannot,

Th%‘development of biculturalism, a question which emerges from

consideration of the overall effectiveness of bilingual cducation perhaps

cannot e dealt with effectively By the schools exclusively. Broader com-
3

munity and parental involvement may be necessary to help these children

reali-~ the social potential they have reaped from their French-immersion

i

experience., Their French-immersion experience will surely serve to Facili-

.

tate their integralion 1nto Montreal's multiethnic communrty.
g y

. B K
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Summary y

The present rewearch 1nvestigated some of the social psychological

IR

repercussions of participotion in "French wmmersion programs'" on the partici-

pating children. TInterest vas {ocused particnlarly on the development of

f
“

communicalron shills by the c¢hildren, Two diffcerent experrments were de-
\ { ~ ‘

i
T ~7 -

signed, once to assesn how seasitive the children would be in the role of
commnicator to listeners vith different communication meeds (Game Uwplenat 1omn

one Lo asscss actual effectiveness of mmmxnncdtion (Abstract

Task); anc

Designs Tasl), .
Three samples of children {rom Kindergarten, Grade 1 and Girode °
were tested (1) native-Taglish <pealking children attending Erglish-Tanguage

<

schools (Control Group), (2) native-English speaking ch&}drvn in Tronch-
language schools (French Group), and (3) native-Fnglish speaking <hildren
~
attending Lrplich schools in vhidl therr tcaLhc{s spoke Frencdh Lo thew
(Immersion Group). There wcre approximately 1?7 subjects in 2ach language
by grade sub-sample. All children came from middle class backsrouuds.
Preluminary testing with the Raven's Progres<ive Matrices ard

the Peallody Picture Vocabulary Test fairled to find any statisticelly signi-

PLEN

-

ficant diffcrences among the three groups of childien in terms of aon-verbal
£ .
reasoning or verbal T1.Q. /

.
f 3

The results from the Gawe Explanation Ta<k indicated that the

- -
French group responded anL Crfferentially to the needs of therr listoners,

in terms of the amoant of weterial information presented, while the Contiol
/

/

rroup differentiaetod least betweon the sightcd and blindfolded lrsteners,
13
Subscguent anclyscr of the children's protoeols 1n terms of liuguistic ,
v

. ' //

/



P

featuies and elaboration failed to reveal any diffcrences among the

group-
Thue, the te nlte sugicsted thAr the tio cvpermmental gronps--
and the French one 1n particular--had dcvcloped o preater sensitivity to
: ! . X
a listener, and, thus greater intent to coumupicate dwf{orontlally, but

thev were no different from the Control eirocup 1n the actual formulation

of their virbal wessages.

Findingn from the Anstract Designg Task indicated that the two
experimental gioups of children were neither more nor less effedtive 1n .
actually communicating than were the Control childrin. These results

\ .
confirmed the carlier findings from the Game Fxplanation Task that all

[4 '

childin were using their native language 1in essertially the same way;
and, thus, that the French<immersion experience--partial or total--tad
not changed the children's actual communication skills,
.To test the generalizability of the greater differential sensi-
tivity that the experimental children had exhibited 1n th% Game Explanation

Task, a test of non-verbal or perceptual sensitivity was administered (Per-

spectives Task), There was no evidence of differences among the groups
on thi= task, The results from this study were unclear. Nevertheless,
»
1t wos tentatively suggested that the differential sensitivity which had? {

. 1
resulted from the I'rench-immersion experience seemed to be confined to

soci.! types of behavior, such as communication, and was not characteristic

.

of the children's non-verbal behavior.

Further signs of social consequences came from the Ethnocentrism

.

studv. 1In this study, 1t was found that the members of the French group




I3

werc more likely to choose o Freach Canadr o oy o tyiond than were the

Control children Fuy thermore, the experimental «lialdyen 1eported that
s [

)

they vere equally srmalar to children from French-opealiing and English-

spealking ethinic rroups:” the Control children, on the other hand, saw
H

.

theme *lves as more oimilar ro the English-<peaking othnic groups than to

the I'rench-speaking ones.

)

In quCIHQLOn, 1t was suggested that the (hildren from all
three eroupe, dewpite their rather diverwe tvpes of «chool-language ex-
periences, were sitmilar to oné another 1n terms of their oral English-
lanpnope skillw. On the other hand, the bilingnallyv-educated childien

4
seem (o have developed greater sensitiviiv than the wonolingually-educated

children in commupication situations. 1t was argued that this heightened
b}

i
sensitiiity has arisen from enhanced role-taking -l 111, which, in turn,

have developed because the experimental children have experienced communi-

- }
cation difficulties 1n school and have learned to cope with them., As a
g

resilt of their -French-immersion experience the experimental children
o

’

also veported that they were more similar to the French-speaking ethnic
groups than did the Control children. It was suggested that the empathy

that the immersion children feel toward the French groups is a valuable

H
step 1n the direction of increased inter-ethnic communicat ion,

v
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|
Simmaries of the Ana1yses of Variance on Contro! Measures

A Poaboay Picture Vocébu]ary Test

~

Source - df Mean Square - F Ratio
Language [xperience L 2 ' 59. 86 .26
Grade G 2 102.02 .45
CxG6 4 427.23 1.87
) 94 228.14

B.. Ravens Progressive Matrices

Source ’ df ’ Mean Square F Ratio
Language Experience L 2 3.36 .13
Grade G ;2 191.26 7.15*
CxG 4 ! 25.36 .95
S 94 26.75

‘ C. Mean Age
{
Source ‘ df Mean Square F Ratio '
Languaue Experience L 2 .13 .97
Grade o 6 2 27.51 209. 44 %
CxG 4 Co .07 .52

s 94 13




A2

| © Summary of Lhe Ana]ysi% of Variance on

Mean Number of Rules

, \ ~ %
L _ o k\ [ 4 |
Source df \\\ Mean Square F Ratio '
Language Experience  C |2 \ 2.34 1.08:
" Grade V G \2 : \ 11.45 L 28k
Sex of Subject X \ \ 03 .02
C G 4 16 " Y. u
. ox 2 b 20
| C 6K 2 .67 / <iJ;69
| CXGXX s W\\ 113 1.90
( S 85 2.17 RN
. \ '
Listener Condition L ] : 44 .49
exL 2 .36 iy
" GxL . 2 | 2.43 2.72
XxL 1 | o3 .33 ;
- ExGal 4 \\ T 1.3 1.27 |
CxXxL 2 - .04
GxXxL 2 ' 3.12 3.51*
CxGxXxL 4 1.44 1.62

SxL 85 < ¥

@ *p< U5 **p<.0]
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i

Summary of the Analysis of Variauce on

Meay Nunmber of Materials

.

"5 -

Source

Language Experience
Grade

Sex of Subject

Listener Condition

CxG
CxX
GxX
CxGxX

CxL
GxL
XxL
CxGxL
CxXxL
GxXxL

- CxGxXxb

SxL

[

df Mean Square F Ratio_
el i -
2 3.18 1.80
2 449 2.53
1 7 .09
4 47 .26
2 3,41 1.94
2 1.11 .80
4 1.69 95 ,
5 K’\].\77
1, 31.73 30, 80***
2 3.2 3.13%
2 1.78 1.72
1 .06 .06
4 .08 .07
2 T 2.03 1.96 ‘
2 1.77 ].%1
4 .49 .48
85 1.03

*p<. 0B, *kp< (001




Smmary of the Analysis of Variance on «

Extra Information

F Ratio

Souree ot df lean Squére
Language Experience C 2 4.34 3.6*
Grade G 2 2.71 2.25
Sex of Subject X 1 . 2 09 TN T4
CxG 4 1.47 1.22
CxX 2 2.57 2.14
GxX 2 2.34 1.95
CxGxX 4 1.93' 1.61
S 85 1.20
Listener Condition L 1 .07 .2%
CxL 2 .64 1.85
GxL 2 .21 .60
XxL A 1 N .31
CxGxL 4 .46 /1.33
CxXxL - 2 .08 .23
GxXxL 2 21 .61
CxGXXxL - 4 13 .38
SxL 85 .35
X010 Ny
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. Frequency of Occurrence of each Rule as Mentioned hy Subjects

lin the Sighted -and Blindfolded- Listener Conditions

!

Rule

1. car each
2. +die 1n cup

3. shake die

. 4. move rar
5. .end - wins

6 black -- no turn

Sighted

59
88
79
88
. 45
71

lind.

50
66
74

88
45
87
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Summary of the Analysis of Variance on Mean Number

of 'Elaborated Rules ®

. Source- | T edf Mean Square  F Ratio
Language Experience - C 2 1.04 .58
Grade G 2 2.93 1.48
Sex of Subject X 1 .73 . 36

CxG 4 2.27 115
CxX 2 10.43 5.28%x
GxX 2 .44 .22
CxG{X ‘ 4 ¢ 1.06 .54
g 85 1.98
**p(_()] \




Summary of the Analysis of Variance on Mean Number

of Non-Elaborated ﬁu]es-

Solirce . df Mean Square’ F Ratio
Language Experience C 2 2.24 1.27
Grade G 2 .72 .47
“s' ~
Sex of Subject X ] .83 .47 ¢
/ CxG 4 3.47 1.97
/ CxX 2 9.98 5.67*%*
/ GxX 2 .05 .03
// CxGXX 4 5.06° 2.87
/ S 85 1.76
wpo 0] /
| :
!
j Y
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1

Q

“Summary of [the Analysis of Variance on the Flahoration Ratio

Sourge ' df Mean Square F Ratio
Language Experience C 2 7 1.95
Grade ' . G 2 14 1.66
Sex of Subject X 1 .0? .00?
\ CxG" 4 16 1.89
\
\\ CxX 2 73 8.66%*
4 , ] )
\ GxX - 2 .04 .50
\ CxGxX 4 .08 .88
\ s 85 08
**p< O] . \\ -
’ c \‘\ ~‘
\
\\
5 &
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Supmary of the Analysis of Variance

on flumber of Utteranges

¢
s

Mean Square F

Source df Ratjo
Language Experigyce C 2 ~ 11,32 1.18
" Grade G 2 .74 2.54
Sex of Subject X T, 21.64 1.79
' CxG 4 15.87 .32
CxX 2 11,05 .99

GxX 2 7.21 .50

CXGxX 4 16.63 1.38

S 89 12.06
Listener Condition L [ 58.92 . 13, 25%**

CxL 2 .31 .07

GxL 2 6.58 1.48

XxL 1 S P .36

CXGxL 4 2.19 .49

CxXxL 2 3.28 .74

BxXxL 2 " 447 1.01

»
CxGxXxL . 4 2.52 -
) SxL 89 4.45
% ,
*n<,05; *p<,01;  *¥*p< 001
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Sunmary of thé Analysis of Variance .

on Mean Length of Utterance

2 -

Source df Mean édUare\ E- Ratio,

Lanauane Experiance C 2 ‘ 5.37 68
Grade G > 3.0 e
Sex of Subject X ] 205 - .37

' \ CXG 3 7 8 I3 -

CxX 2 2.29 . .29
- oxx 2 14.62 - 1.85
CxGxX * 4 3.17 ° T80
S a9 7.89 |
Listener Condition L ] ©4.09 1.35
CxL 2 .83 .28
GxL 2 //, 2.08 .69
XxL ) 1 8.54 2.84
: . CxGxL 4 2.8} : .93
CxXxL. 2 2.54 . .84
GxXxL 2 . 2.95 .98
CxGxXxL 4 5.42 A 1.80

SxL 89 " 3,00




Summary of the Analysis of Variance of MeanmNumhen

of Simple Sentences

Mean Square

F Ratio

Language Experience

. Se'x of Subject

CxGXE\\\\\\\

.27
15
.51
.20 .
.9§
42
.98

¥

.93
.10
02
.24
.29
.05

.52
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éummahy of the Analysis of Variance on Mean Number .
e of Coordinate Clauses s .
Sourcé ( df , Mean Square F Ratio
Language Experience ¢ - 2 .69 | 1.79
Grade G L2 160 s . 1.69
Sex of Subject Y ] : o o
CxG 4 N0’ 1.06
i L0 CxX 2 1A, 1.51 “
- GxX- 2 © 469 4.97%*
CxGxt . 4 A1 .64
| S 89 S
Listener Condigign L b . 125 2,16
ok . ° 2 ‘ .25 43
%Gl ‘2 .18 .30 )
Xal L ‘005 .008
CxGl . 4 o .23 .39
b CxXal 2 25 5 a3
GxL .2 Y A8
‘ ool 4 .28 .48 .
5 SxL O ‘ 59 - R
| ;o ) «
T
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o3 3

' Summary-of the Analysis of Variance on Mean Nunber \
N A of Subordinate Clauses - . ’
¢ \'[/ q | | j B )
o= a - 9 ;h
Source : : ‘ df Mean Square F Ratio
S - — —rh R
Lanéuaae Experience C 2 ’ 10 35 1.3
Grade . G 2 C g 1.16
Sex of Subject ¢ X ] 280 .50
"CxG 4 a 29 1.22
- CxX 2 9.05 1.19
GxX - 2 5,88 .78
I q
CxGxX 4 6.05 .80 '
e ] . [
S 89 7.58 N
<> " , - . - Y {
- Listener Condition L i 1 26.68 10.53%*
b
oL 2 10,45 4.12%
) GxL. 2 .20 " 08, s
. XxL 1 2.4 ' .96
o »
CxGxL 4 3.23 1.28
CxXxL 2 . 2.21 ©.88.
. L eaxxL 2, © 233 .92
) CxGxXxL 4 | .70 .27
’ SxL 89 ) 2.53
3 / \
*p<.05;  **p<.0] .
[ g . é . \
® '
QL - . ~y . 4" i ’
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“Summary of the Ana]}s1s of Variance on Mean Nuuméx

e

3
. ” 3
. w ¢
-

e

A4

of Qelative Clauses

~
¥

LY

Source df M&an Square F Ratio
4
langua;; Experience C ?‘ L9 .61
Grade o 6 2 w S 4.20%
Sex of Swhject S X . 7 2.33
CXG 1 A1 1.31
. CxX - é «  .hA 1.81
Q o o 2. 1.36 | 4. 38*
" CXGxX 4 46 Y147 -
: s 89 3
. o
Listener Condition . L 4 001 005
. CxL 2 49 7
o ; GxL" 20 4 o m R
LT C XL ] 2 7
CxGxL 4 Y 13
- | ; CxXxL 2" .04 12
’ ; GxXxL 2 .003 .01
g ~ CxerkxL 4 8. .64
‘ \ SxL 89 29
. *p .05
5 .
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L4 “ : ‘
. Lo WA
Summary of the Analvsis of Variance on Mean Humber -

of Predicate Utterances

- s P
"

Source ‘ df Mean Square F Ratio
Language Experience c *+ 2 ’ 1.7 4.02*
Grade G 2 21 .59
Sex of Subject X, 1 1.06 3.08
CX6 i 12 35

CxX p 58 1.68

) GX X 2 2] .59

CXGxX 4 ' .18 ‘ .52

) CL 5 89 35 ‘

Listener Condition L | *08 | .55
p oL - 2 .28 Z 84
GxL 2 21 /39
‘. ’ XxL ] .o;/ .63
N/
) CxGxL i .0 .26
.} I Y
- CL eCxXxL 2 .10 .65
Yo
GxXxL =~ 2 .28 1.84
T~ CxGkl 4 .22 1.49
P\ i = — '
SxL 89 N . .15 )
- 4
p<.04 N d

P

r

\




Summary of the Analysis of Variance on Mean Number of 7

. - Adjectival Utterances o
1 e g ’
} . , —
. Source df _ Mean Square F Ratio
Languaue Experien.r;ﬁ- C 2 .99 1."/‘0
Grade | 6 2 3 2 .
Sex of Subject a X 1 g2 .20 )
CxG 4 1.13 1.94 -
) CxX 2 AL 5
§ GxX 2 12 .20
CxGxX 4 1.21 2.07
, . S 89 59
Listener Condition L 1 ~06 CLN
| CxL 2 .25 1.3
GxL ' 2 1.29 L 7.00%
YxL ] .002 .01
, CxGxL 4 .21 1.12
0 ’ CxXxL 2 .33 - K1.79
y GXXXL 2 L al .60 )
CxGxXxL 4 .62 3.37%
- - Sxl. 89 19 "
W05y ¥Rpe.013 RRp 00T : \ .



" ::> Summary of the Analysis of Variance

on False Starts

N7

Source df
ﬂanguage Experience C 2
Grade G ? 2
Sex of Subject X 1
‘ . CxG 4

CxX 2

GxX 2

“CxGxX 4

- S 89

Listener Condition L 1
CxL 2

. ) GxL 2
XxL 1

CxGxL 4

CxXxL 2

. GxXxL 2
CxGxXxL 4

SxL 89

Mean Square

2]

1

1.

-

.08

27

01
.29
27
.73
.Oﬁ

.48

.49
.99

.33
.43
.82
.05
.66
.83

.03

F Ratio

K
.86
.08
.87
.83
.49

1.39

.04

.98
.06
.79
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Summary of the Analysis of Variance on lean Humber

of Attention Getters

LA
/
$>‘ Source df Mean Square F Ratio
Lavguage Experience C 2 a5 .40
Grade G ‘ 2 .06 .05
Sex of Subject X 8 1.8 1.61
CxG 4 :65 .62
CxX 2 .03 .02
GxX 2 1.12 .99
CXGxX 4 \3.25 o 2.89%
5 89 1.13 )
Listener Condition L 1 07 .22
CxL 2 .93 .09 )
Gl 2 ~ .18 43
XxL ] .07 24 |
* CxXGxL 4 12 .38
% CxXxL .2 .08 .25
GxXxL 2 1.03 3.87* ,
\ CxGxXxL 4 .23 74
- SxL ' 89 .31
*p . 05;  **p<.01; - ***p<.00] 1 /////,/// ol
o | ’
—



Al9

Example nf Complete Descriplions Given by
a Child for all Six Designs

§- Tt .this one looks a little bir like rwo shark's wrestling
with ecach other,
I Whe?
S:' Because they've got big goints sticking out
E: Does 1t look like anthing clse” . .

S: Yeah, it looks like some curvy mountains.

[

E: Why? -

S:. Because they've got like big points and little points and all
sorts of points and they're bumpy...thgy look burnpy.3

E: Does it look like anything else?

S: No.

S: AThis one looks like somebody's head. There's a foot sticking

°

out of somebod;'s head, and there's ears.

~3 .

E: Why a head?

S: Because it's round. »

E: Does 1t look like anything else?

S: Yeh. It looks like a foot sticking.OUt of somebody's head,
E: Why? )

S: Becausc 1t's big.

E: Does it look like anything else?

S: No.




Bloclk 7

Block 4

Block 5

S .

r:

'S:

Al9 (continued)

>

This one looks like a T-shirt a Tittle bit.

Vhi ?

Because, like its got arms and a parl for your neck.
Noe« it look like anything else?

~

Yeah, Tt looks a little bit like a

LY A SOV .

s

‘causc, hecause it...like sticking out, two arms and it's
.strcking out the same way.
Does it look like anything clse?
No.
That looks 1like somebody'g hand,
Why?
It looké like a boxer boxing because like he's got big ffsts
sticking out,
Does it look like anything else?
Yeah. It looks like a U/ a little bit
Why7

Because it curves.

. Dges it look like anything else?

No.
1t looks a little bit like a fish
Why? -

Because 1ts got a point at the top and it's got a little bit '

like 4 tail. _ ok\\\ .




o

Bloclk

Y

H

S .

o

Al9 (continucd)

Dees 1t look like anything else?

.

No ¥
\
The last one 1ooks/1ike a, fish too.
Why?
hecause it's got points on its head too,
Does 1t look 1ike~anything else?
Yeah  Tt's got a tail that's all...and it looks like some-
hody'ﬁith a hat on.
Why?
Because it shaped like a hat.

Does it look like;anything else?

No.

Y,
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Example of a Sample of a Child's Description of the

Abstract Designg as Given to‘a Rater

Block ! S+ Tt...this one look« a little bit Tike two shatrks wrestling

Block 7

Block

Block 4

Block O

with cach other, \x‘

Because they 've got big points sticline ont,

This one looks Llike somebodv's head. There's a foot sticking
ont of somebody's head, and there's cars

Vhy a head?

Because 1it's round.

This one looks like a T shirt a little bit, Q\

Why? ’

Beéause, like it's got agﬁs and a part for your neck.

That looks like somebody's hand.

Why?

1t looks like a boxer Boxing because like he's got big fists

sticking.out. y

It looks a little bit like a fish.

Why?

Because it's got a point at the top and it's got a little bit
Tike a tail,

The last one igiii\iike a fish too

Why? N

Because it's got points on it's head too.
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’

Summary of the Analysis of Variance on Accuracy
Scores for the Abstract Design Task

#

Source df Mean Square F Ratio
Language Experience © - L 2 9 43 .43
Grade . G 2 61.47 2.82
Sex of Subject X ] 14 10 .65
CxG 4 5 &8 .26

’ CxX 2 16.05 .74

GxX 2 35.6F 1.63

. CxGxX 4 10.9? .50

S 89 21.81
)
|
A
» o \
X



|
|
| *
|
|
|

Summary of the Analysis of Variance on Confidence Ratings

A2

%2

for the Abstract Desians Task

Source ) ‘df Mean Square F S?tio‘ ,
Languave Experience L 2 N2 .07 ‘
Grade G /2 78 2.77 [
. Sex of Suhject X 1 1.18 4.20%
’ CxG 4 .37 - 1.31 ]
CxX 2 .87 3.43%
GxX 2 11 .40
" ‘ CxGxX 4 . 36 1.26
| S 89 .28 ‘
} - | TN
*p<.05 ' R T
A
)
. —




Scores for the Abstract Desiagns Task—

A23
\

Summary of the Ana]yéis of Variance on Feedback

Mean Squgre

Source df F Ratio
Language Experience L 2 .12 1.48
Grade . G 2 2.21 4,52%
Sex of Subject ' X 1 1.14 2.32
CxG 4 1.0 2.05
CxX 2 .82 1.68
GXxX 2 1.4% 2.97
CxGxX 4 1.16 2.38
. ) S 89 .49
p«.05
\




Summary of the Analysis of Variance on Mean Number of

Egocentric, Incorrect Responses

®,

.) ,‘ v
Source df Mean Snuare . Ratio
Language Experience ¢ SLE .56 .29
Grade G 2 6.17 3.17*
CxG 4 1.56 .80
S 70 1.94
4
Date ofesting D 2 .65 .74
CxD 4 .76 :87
GxD 4 33 .39
CxGxD 8 .94 1.08
SxD© 140 .87
*p<.05; **p<.01; ***p<_001

*




L

Summary of the,Analysis of Variance on'ﬁean Nunmber of

L

v

X

k3 . \
Non-Egocentric, Correct Responses

o
5

s .0
Source " df: Mean Sauare F Ratio .
Language Experiente C 2 1.01 .64
Grade G 2 6.69 4.24* ‘

| CxG _ 4 78 Y C I
o “ \‘-.-"J
.S 70 1.58
/
Date of Testing "D 2 1.09 2.17
CxD 4 T, - .80
GxD 4 .34 .67
R CxGxD 8 57 . 1.14
sxD 40 N %.50
* A
*p<.05;  **p<.07; ***p<,001] ’
]
}‘ .) . -t
5 -




A

Symmary of the Analysis of Variance on Mean Mumber of

A2t

4

Hon-Fgocentric, Incorrect Responses

y o
- R ——— e
Source df Mpan Square F Rat1o
Languaga Experience C 2 .01 A7
Grade ! G 2 1.00 1.73
- CxG 4 é&'.24 .42
S 70 .58
Date of Testing D 2 .09 .19
CxD /4 .14 .28
' GxD 4. T2 .25
L CxBxD 8 ' ,,98
d SxD 140 .49
*poo05y  **pe 013 **rp< (0] Y .
pI
|‘2, _
Y .
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i

Summary of the Analysis of Variance on Selectina a Friend for Oneself

' \ ' (June, 1973) /
- IS . o e B ) B __“_________k__‘}!
ol Sour ce 1 df  Mean Square F Ratio ‘
[~ . — — — —— - ;h.. - B e e
ﬂLanguaqp Experience C c 29.92 .48
Grdue G 1 66.75% 1.07
Sex 0f Syhject X 1 26.99 43
x| 2 52.45 .84
CxX 2 27.49 44
GxX 1 3.71 .06
C xGxX 2 245.49 3.92*
S 54 A2.57
AN I
tthn1(1*y of Doll _ £ 4 171 73 5 49**
CxE 8 19,13 .61
GxE 4 35.14 - 1.13
XxE - 4 28 93 .93
. CxGxE - 8 13 64 44
CxXxE 8 - 1.1
. GXXxE 4 15 01 .50
" OxGxXxE 8 39.91 1.28
<SxE 2176 31.18
Sex o1 Doll D ] 7.93 R
) CxD 2 36.99 .50
GxD 1 73.68 .32
CxGxD 2 28.53 .38
~ XxD 1 5085.29 68.45%%%*
CxXxD 2 6.70 .09
GxXxD 1 158.28 2.13
CxGxXxD 2+ 23.50 .32
’ SxD 54 74.29
. \J‘/\»J X0 4 1192 .58
% ’ CxExD | 8 . 30.91 1.50 )
: A GXExD 4 12.84 .62 : .
XxExD 4 . 39.86 1.94 4
CxGxExD 8 6.00 .29
CxXxCxD a 9.62 A7 v
GxXxCxD 4 47.17 2.30
CxGxXxExD 8 10.64 .52
SxExD 216 20.55
>
'. .
*n<.05; **p<.10; ***p<.00] . \ .
® |
‘1 M
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Stmmary of _the Analysis of Variance on Selecting a Friend

in the RoJe of a lrench Canadien (June, 1973)

-

Source df Mean Square ° F Ratio
-
Language Experience “ C ¢ 43 27 VoL
Grade G 1 £8.83 75 \\J
Sex of Subgect - X 1 12 39 o113
CxG 2 53,12 \ .58
CxX 2 193.9] .02
GxX 1 3.04 103
CxGxX 2 . 120,09 1.9
- S 54 92.01 . '
( 1
Ethnicity of Doll E ~ 4 232 82 10. 797%*
. CxE 8 28 38 x, 292
GXE 4 91.88 2.98
XxE 4 3.02 0 ¢
o, W (xGxE 8 29.75 96
CxXXE .8 30 09 .97
GxXxE 4 43.46 1.41 -
7 CXGxXXE 8 26.773 .85
SxE 216 30.85
Sex of Dol1\ D1 11.71 .22
N CxD 2 . 74.36 1142
j A GxD ] 11.04 .21
s CxGxD 2 42.27 .81
: XxD 1 2556.? 48, 75%%*
CxXXD 2 1. .03
GxXxD T 92.79 1.77
\ : CXGxXXD 2 73.50 1.40
- SXD 54 52.44
' ExD 4 3.12 .16
CxExD 8" 12.67 .65
GxExD 4 1.75 .09
XxExD » 4 30.08 1.54
CXGXE XD 8 20.48 1.05
2 CxXxExD 8 11.45 .59
GxXxE xD 4 27.01 1.38
, CXGxXxE XD 8 19.59 . 1.00
SXExD 216 19.56
nr /”' \
’ v ‘\“
' “ 5
*p 055  **p-_10; ***p<.00] \
o N, “1\

o —




A9

Summary of the Analvsis of Variance on the Mean Similarity Ratings
(June, 1973)

§
o

i

Souvrce df Mean -« Square F Ratio
;o
Language Experience C ? 242.44 3.18 p
Grade v G 1 48.923 .64
Sex of Subject X ] 6.1 .08
CxG 2 143.14 1.88
CxX 2 118 75 1.56
Gx X 1 125.75 1.65
. CxGx Y. Vi 55.4° .73
' S 54 76.25
Ethnicity of Doll E 4 259.77 10. 96***
CxE 8 58 24 ? 1.78
GxE 4 120 £1. 3.68%*
XxE 4 36.97 1.19
CxGXE 8 16.06 .49
CxXxE "8 51.57 1.57
_ GxXxE 4 44.08. .. 1.37
+ CxGxXxE 8 37.7% 1.74
SxE 216 32.81
Sex of Doll D ] 55.19 . .82 .
CxD 2 77.09 1.4
GxD ] 218.13 3.22
CxGxD 2 s 79.84 1.18
- XxD, 1 6289.11 92 . 8g***
CxXxD 2 2.17 .03
GxXxD 1 .01 .0002
CxGxXxD 2 73.63 1.09 .
SXG 54 67.70 :
ExD 4 12.38 .59
CxExD 8 34.66 1.64
GxExD 4 39.08 1.85
. ‘ XxExD 4 38.56 1.83
CxGxExD 8 13.23 .63
CxXxLxD 8 15.84 .75
GxXxCxD 4 9.18 .45
CxGxXxExD 8 18.58 .88
.SxExD ~ 216 271.07

,’s}

L ¢

= .06

% p<.05;  ** pe.0]; *¥p<.00]
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A30 .
Stmmary of Tests of Simple Fffecls |
(L]lln(‘?. ]973)
. Selecting a Friend for Self:
Group” ~ ”SBTWN df ”SEPROR df F
French 21.77 114 37.46 270 .5
Immersion 73.14 114 37.46 270 1.95
Control 128.92 °© 114 37.46 270 3.44%
*p<.0R
: |
4\ Selecting a Friend in Role of FC:
Group MSBTWN ‘ df MSERROR df F
French 64.16 94 43.08 270 1.49
Immersion 172.55 94 43.08 270 4.01*
Contrel . 183.59 94 43.08 270 4.26*
- - ~
P08 .
A
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Sumnavy of the Analysis of Variance on Selecting a

Friend for Oneself (D€ccuber, 1973)

3

Source df Mean Square F Ratio
&
Languaae Experience C 2 228.014 2.80 p = .06
Grade G 2 ' 14.19 7
Sex nof Subject X 1 34.30 .42
CxG 4 70 71 .87
CxG 2 151.69 1.86
GxX 2 134.77 1.66
CxGxX 4 267.89 3.29**
S 109 81.39
Ethnicity of Doll E 5 3%.5 18, Bh***
CxE 10 25.60 1.28
GxE 10 10,32 152
XxE 5 70.52 3.53%*
CxGxE 20 14 90 .75
CxXxE 10 20.79 1.04
sGXXXE 10 14 97 .75
\ CxGxXxE 20 16.71 .84
SxE 545 19.97
Sex of Doll D 1 18.51 .31
CxD 2 25.82 .42
GxD 2 36.79 .62
CxGxD 4 64.37 1.08
XxD 1 12526.6 209, 63***
CxXxD z 38.25 .64
GxXxD 2 74.41 1.25
CxGxXxD 4 186.96 3.13*
SxD 109 59.76
. ExD 5 g.]*\ .37 ‘
CxExD 10 5.45 5.33 ¢
GXExD 10 6.87 .41
t XxExD « § 34,29 2.07 ‘
TxGxExD  , 20 16.84 1.02 .
CxXxExD 10 30.06 1.8]
' P GxXxExD 10 11.91 .72
CxGxXxExD 20 8.01 .48
\ SxExD 545 16.58 ‘
*p<.05, **p<. 01; ***kp< 007 ) \\




-

3

A3’

| ‘ P d

Summary of the Analysis of Variance on Selecting a Friend

in the Role of a French Canarhan (Decembor, 1973)

Source df Mean Squate I Ratio
Language Experience C ; 171 25 1.74
Grade -G A 4889 .50
Sex of Subject X 1 1.75 . .02
. CxG 4 59 8 .61
CxX 2 114 a° 1.17
GxX ¢ N2 54 1.04
CxGxX 1 176 64 1.80
S 109 aR 27
Ethnicity of Doll £ 5 1323.69 £9.7Q***
CxE 10 : 16. 14 .85
GxE 10 14 ¢4 .78
XxE 5 53 1¢ 2.80*
CxGxE 20 23 7k 1.22
CxXxE 10 - 23 09 1.22
GxXxE 10 11.43 .60
CxGxXxE 420 21.12 1.11
SxE 545 18.99
Sex of Doil D 1 1 50 .03
CxD 2 67.96 1.53 |
GxD 2 32.35 .73 |
CxGxD ~4 31.81 L7
XxD ] 5570.55 © 125, 21x%*
CHxD 2 169.22 3. 80*
GxXxD 2 80.69 1.81 .
CxGxXxD 4 149,43 3.31*
o SxD 109 44 .49
ExD 5 3.45 .33
CxExD 10 9.583 i%z
GxExD 10 5.65 /54
XxExD 5 16.16 1.55
CxGxExD 20 . 8.19 .79
CxXxExD 10 3.28 Y
fxXxfxD 10 11.83 1.14
CxGxXxExD 70 ?.96 .28
. ; SxExD 545 10.41
*pe 055  **p<.0T; ***pi.001
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Summary of Lhe Analysis of Variance on Selecting a Friend

in the Role of a Russian (Decenher , 1973)

Source

Languaae Experience

Graded
Sex of Subject

Ethnicity of Doll

I

"Sex of Doltl

df
C ¢
(3 Z
X ]
CxG 4
CxX 2
Gx X 2
CxGxX 4
S 109
£ 5
CxE 10
“GxE - 10
i XxE 5
CxGxE 20,
CxXxE 10
GxXxE 10
CxGxXxE 20
SxE 545
D
CxD
GxD
CxGxD
XxD
CxXxD
GxXxD
CxGxXxD
SxD 10
ExD 5
LxExD 10
GxExD 10
XxExD 5
CxGxExD 20
CxXxExD 10
GxXxExD 10
CxGxXxExD 20
SXExD 545

O N0 — S rO N —
»

Mean. Souare

102.9a
48 1¢
72 41
58 24
© 36 15
49.66
126 37
117 71

125617
17.51
17.47
27 92
13.79

~13 €1
200 ()
18.30
20.83

©12.90
" 16.98

31.57
3832.87
166.96
26.12
120.84
41.86

12.42

12.75
10.64
13.40
18.97
11.27

10.84

F Ratio
.87
A1
.62
.49
.31

42
1.07

60. 4] ***
.84

.. 84

1.34
.66
.65
.96
.88

.31

41

.08

.75
91, 5p***
3.99*

.62
2.89

1.14

.66 v
1.18

.98

1.24

1.75

1.04

.86

**p<.01;

*rrpc 001
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Summary oflthe Analysis of Variance on the Mean Similarity Ratings
(December, 1973)°

Source df HMean Squaie I Ratio

~

Language Experience C 2 61 09 1.05
Grade G ? .58 .01
Sex of Subject X 0001 0.00
CxG 83 2 1.44
CxX 2 ?R5 96 4.58*
Gx X 2 7 &0 .13
CxGxX q 122 99 2.12
S 109 RR .07
~ -
Ethnicity of Doll . E 5 3594 .42 1071.719% **
CxE 10 63 20 1.80%*
o GxE 10 59.04 ' 1.66
L XxE 5 28 60 . .81
CxGxE 20 40.91 1.15
CxXxE 10 52 773 1.48
' GxXxE 10 79.02 2.25% .
CxGxXxE 20 32.00 .90
SxE 545 35.5? ‘
Sex of Dol ' D ] 127.18 2:32 ..
CxD - 2 53.70 .98
GxD 2 10.72 .20
CxGxD 4 33.23 61
XxD 1 4287.90 78.08***
CxXxD 2 352.12 6.41%*
GxXxD 2 72.30 . 1.32
CxGxXxD 4 66.97 1.22
SxD 109 54.92
+ ExD 5 18.76 1.27
CxExD 10 7.59 .52
GxExD 10 11.19 .76
XxExD 5 28.62 . 1.95
CxGxExD 20 6.91 .47
CxXxExD 10 23.39 - 1.60
/ GxXxExD 10 41.42 2.83*%*
CxGxXxExD 20 20.68 1.41
SxExD 545 14.66 .

*p(_OS; **PQ.O]; ***p/\-oo]



A3Y

Summary of Tests of Simple Effects

(December, 1973)

%
Selecting a Friend for Self:
| \
\ o -
\ Group ”SBTNN df MSERROR df F
A i
\ ¥
\ French 182.88 167 30.21 654 6.05*
Immers inn 61.10 167 30.21 654 2.02
Control 209.79 167 30.21 ) 654 6.94* -
\ -
| *p<.nA )
L Setecting a Friend in the Role of FC:
\ .
—_—
«\ L4
Group MSg T df S cpron df F
. . —_— . )
~ French 466. 14 154 32.20 * 654 14.47%*
Immersion 403.14 154 32.20 654 12.5%**
’ Contro] 558,01 154 32.20 654 17. 33%
*‘kp< 0 l




A36 " o
Summary of Significant Newman-Keuls Comparisons ‘on Ratings For . N
Sclecting a Friend
(December, 1973)

v [

French Group

Selecting a Friend for Self Selecting a Friend for FC
e 9

EC-Ru 6.62 . FC-Ru 9.25"
EC-Br 4.1 FC-Br 8.57
. FC-EC 5.05

. Am-Ru £.10 . [C-Am 4.65
FC-Ru 4,67 - EF-Ru 8.25
' EF-Br 7.57
' . EF-EC 4.05
- i EF-Am 3.65

Am-Ru 4.63
Am-Br 3.92

EC-Ru . 421
-

Immersion Group

+ Selecting a Friend for Self Selecting a Friend for FC
q
No Significant Comparisons ) FC-Br 9.0
.- FC-Ru 7.97
K ‘ FC-Am 6.69 T
' : FC-E€ 5.24
. ) EF-Br 7.13
S EF-Ru 6.70 » =
EF-Am 4,82 '
EF-EC 3.37 '

o]



A3 con't

Summary of Significant Newman-Keuls Comparisons on Rat\ngs For
Selecting a Friend
(December, 1973)

‘ Control Group

Selecting a FrienJ/for gh1f ’ Selecting a Friend for FC
q - 9
EC-Ru 6 2 I C-Ru 11.23
EC-Br 4.15 FC-Br 10.10
EC-FC 4.02 FC-Am 6.98
EC-EF 3.54 7 FC-EC 5.96
TR o ) FC-EF 3.37
Am-Ru 6.75 EF-Ru 7.93
Am-Br 4.69 EF-Br 6.8
Am-FC 4.53 : EF-Am 3.68
i . . EC-Ru 5.3
- : EC-Br 4.18
© Am-Ru 4.25

ra




