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Abstract

This observational study examines the four-year academi; and social
development of a set of triplets, one girl and two identical boys
attending French immersion. The positive effects this programme has
on a child's development are reviewed extensively considering also
the learning disabled student. Data for the case study included

test results from psychoeducational and informal tests and teachers'
ratings. The sample size did not permit a statistical analysis to
predict Grade 3 performance in French or English. Cognitive skills,
motivation (attitudes, personality traits), and not Kindergarten
screening results were predictors of the triplets' success in primary

French immersion.
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CHAPTER 1

THE PROBLEM

Statement of the Problem

The study focuses on an in-depth assessment and comparison of
educational behavior of triplets attending a Canadian French immer-
sion Elementary school over a period of 4 years. Specifically, the
case study investigates which of the numerous subscales within the
assessment tools administered and related factors best predicts their
performance both in French and in English up to the end of Grade 3,
the transitional year when English Language Arts becomes part of the
curriculum.

Background of the Study

The idea of French immersion schools or programmes has become a
reality in today's Canadian educational system. In the programme in
question students begin to be involved in French immersion at the
Kindergarten level (for one-half day) where screening takes place.
Then they enter the Grade 1 programme during which all the subjects
are taught in the French language. The same language of instruction
applieé in Grade 2 as well. Grade 3 is considered the transitional
year with the formal introduction of English Language Arts, at the
rate of two hours per day. The remainder of the time is devoted to

the acquisition of content material through instruction in French.



Although much research has been done on the evaluation of French
and English skills of large groups of bilingual and immersion students
‘at different grade levels, case studies are practically‘uﬁknown. With
the expansion of such programmes, the researcher felt there was a need
to examine intraindividual differences occurring in the processes and
issues related to the assessment of French immersion students. 1In
addition, it appears that central to evaluation is the preparation of
careful screening procedures and comprehensive evaluating instruments
in order to maximize student success in any type of French immersion
programme in the primary grades.

The few available instruments'in the.Freﬁch language for French

immersion such as the French Diagnostic Reading Tests for Early French

Immersion Primary Classes (Tourond, 1980) and the French Comprehension
Tests, Pre-primer and Primer levels (Barik, 1975), appear not.to sat-
isfy the present needs of the programmes mainly because of their
inability to evaluate a wide array of foreign language skills (oral
reading, etc.), per grade level.

In this study, the researcher has examined not only the screening
instruments used on the sample but also the evaluation tools employed
in the:subsequent years.

Questions of the Study

From her own search and inquiries the writer has not found anoth-
er set of triplets in a Canadian French immersion school at the primary

level.



The observational study attempted to provide answers to the
following questions:

1. From the screening instruments employed at the Kindergarten
level, which instruments were the best predictors of the triplets'
success at the end of Grade 3?7

2. From the French tests used at the Grade 1 and 2 levels,
which ones were the best predictors of the triplets' success at end
of Grade 37

3. Were there sex differences in the predictor variable?

\4. What other variables can be used as predictors of success at
the end of the primary grades?

5. To what extent specific factors contributed to a diversity
in the development of certain academic and social skills from Kinder-

garten to Grade 3?7

Definition of Terms

The definition of French immersion is essential for this study.

The term bilingual or immersion school is used interchangeably in
Canada. However, in this instance, French immersion indicates that
children have received 100% of their instruction in French from Kind-
ergarfen to Grade 2 whereas in Grade 3, 80% of instruction was given
in French, and 20% in English Language Arts. .It is noteworthy that
the percentage.of instruction time allocated to each language varies
from oﬂe school district to another.

The triplets are made up of two identical twin-boys and one girl



all of whom have followed the aforementioned programme.

Significance of the Study

There are two significant outcomes of the study. First, the
study will provide greater insight to the academic and social devel-
opment of individual French immersion children.

Secondly, the study may foster more interest in additional
research in areas of concern:

a) the review of specific screening procedures at the moment
of entry in a French immersion Kindergarten;

b) tﬁe implementation of reliable performance and diagnostic
measures at each grade level particularly in French Language Arts
(oral language proficiency; reading and comprehension; writing skills
where applicéble, etc.}.

Organization of the Thesis

The thesis is'organized into four chapters. The problem of the
thesis is discussed in Chapter one. In Chapter two, a review of the
pertinent literature is presented followed by Chapter three, the four-
year academic evaluation of the sample. Finally, Chapter four con-
tains conclusions.

éhapter one discussed the major purpose of the study aimed at
evaluating and comparing the academic performance of a unique set of
triplets to be found in an elementary French immersion school in Canada.

The next chapter will review the literature related to some

problems involved with French immersion programmes.



CHAPTER II
REVIEW OF THE LITERATURE

This chapter presents the literature related to the study. The
information will be discussed under the following headings: (a) De-
fining French immersion, (b) Major evaluative studies on French
immersion, (c) Studies pertaining to selected factors affecting suc-
cess in French immersion, and (d) The acquisition of English language
skills in primary French immersion.

Defining French Immersion

Some confusion exists between the terms '"bilingual education"
and "French immersion". Partly it may be due to the historical dev-
elopment of Canada.

With the creation of a Canadian nation in 1867 a bilingual
country emerged. At that time Francophones were encouraged to learn
English and with the influx of additional English-speaking immigrants
and groups of different nationalities the "Anglophone'" population
became dominant. The recognition of two méjor cultures and languages
in Canada was acknowledged by the Royal Commission on Bilingualism
and Biculturalism in 1967 (Swain, 1972) . Thus "Canadian bilingualism'
stressing the importance of language communication in French and
English brought about the establishment of é French School (Immersion
typé) in Toronto in 1962. Under the guidance of W.H. Giles, a neigh-

bourhood school with an enrolment of 16 children was founded. In the



following years the school enrolled children with different abilities
and some with special needs.

As Stern (1973a) indicated, '"The interest among Anglophone par-
ents to have their children taught effectively in French has enormous-
ly increased" (p. 59).. After many decades of teaching French as a
second language at different grade levels the results of which have
clearly been below educators' expectations, an alternative way was
foﬁnd to make second language acquisition more efficient. Between the
1960's and 1970's greater emphasis has been placed on the dissemination
of bilingual education in Canada.

How then is bilingual education defined?. For Swain (1972), it
is "Schooling provided fully or partly in a second language with the
object in view of making students proficient in the second ianguage
while, at the same time, maintaining and developing their proficiency
in the first language and fully guaranteeing their educational devel-
opment'(p. 1). Stern (1973a) considers bilingual education "As a
means of second language learning that appears to owe its success to
thé fact that it offers the necessary opportunities for the applica-
tion of the language being learned" (p. 61).

~Swain (1980) has provided an up-to-date interpretation of the
term: 'Immersion means a situation in which children from tﬁe same
linguistic and cultural background, who have had little or no prior
contact with the second language, are put together in a classroom
setting in which the second language is used as the medium of instruc-

tion" (p. 3).



Although there is a myriad of French immersion programmes, early,
late, partial, etc., they feature two common denominators: children
of a majority language culture are in attendance, and they do so on
their own will. In this study immersion pertains to primary grades.

In sumﬁary, the basic difference between a bilingual education,
and an immersion program is that in the former, some subjects are
taught in an individual's mother tongue, others in the second language
and in immersion, the second language is the only language of instruc-
tion. Thus, French immersion is not taught, it is a means through
which instruction of various subjects is given. 1In a French immersion
Kindergarten for example, it is natural that children speak to their
teachers and among themselves in English. In this setting, the teach-
er uses French only and expects the pqpils to repeat oral expressions
and build a good French vocabulary. Consequently, these children will
more readily give for example colour names, numbers in French than in
English withou§ being conscious of it. In Grade 1 however, French is
considered the main vehicle of communication through which all inter-
action takes place.

Major Evaluative Studies on French Immersion

St. Lambert

The political development surfacing in the province of Québec two
decades ago brought about an urge to equip English-speaking children
with the necessary tool, a working knowledge of French. In the early

sixties the Catholic School Board of Montreal was unable to offer



French instruction to Protestant children. Through much pressure
from an organized group of parents the Montreal Protestant School
Board finally set up the first Kindergarten class in 1965 (Lambert &
Tucker, 1978). When the group of twelvé parents met in 1963 to ex-
press feelihgs of being shprtchanged and that their children should
have the opportunity to become bilingual, the only two researchers
who favored the immersion concept were Drs. Lambert and Penfield from
McGill University, Montreal. The McGill research team had been en-
lightened by Vygotsky's (1962) positive transfer of conceptual devel-
opment from the foreign to the native language and by pioneer works
of Peal and Lambert (1962), and Lambert and Anisfeld (1969).

The previously-mentioned English-speaking ﬁarents contributed to
fhe creation of a bilingual school in an English-language Protestant
elemehtary school in St. Lambert (not related to Lambert, W.E.), a
Montreal suburb. Motivation played an important part in its success.

The so-called St. Lambert experiment is considered to be the
most extensively»researehed bilingual programme in Canada (Swain §
Barik, 1978). At its earliest stage, the programme was the subject
of numerous investigations (Bruck et al., 1974; Holden, 1975; Lam-
bert &-Macnamara, 1969; Lambert § Tucker, 1972; Lambert et al.,
1873; etc.). |

The summary to follow is based primarily on the works of Lambert
and Tucker published in their book "Bilingual Education of Children.

The St. Lambert Experiment" (1978).



The Pilot Class entered Kindergarten in September 1965 and a
second group (Follow-up Class) started Kindergarten the following
fall. The programme for the Experimental children in Kindergarten
was conducted by a French teacher from France who would only use
this language as a medium of instruction. Materials prepared for
native French speakers were the only ones available for this group.

A growing interest toward this Canadian experiment made the
Québec educational authorities approach the Language Research Group
of McGill University (headed by Professor W.E. Lambert) in 1967, to
assess on a yearly basis the original Experimental Class and subse-
quent classes in the areas of French and English Language Arts,
arithmetic, attitudes and intellectual develobment. At that time
there was concern as to the development of a child's native language
skills, his intellectual and cognitive functioning, mastery of con-
tent in relatioh to peers in an English stream, and proficiency in
the learning of French.

The first target population was two French immersion Kinder-
garten classes (starting in September 1965 and September 1966) tested
yearly until they reached Grades 7 and 8. In the successive years
the Gfade 1 pupils were tested each sbring by a team of research
assistants from McGill University (Montreal). It was established
that the Experimental Classes' abilities and performance would be
compared to that of French-speaking and regular English-speaking

pupils. All classes were equated in terms of intelligence and socio-
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economic status. No initial screening took place therefore, the pop-
ulation presented a wide range of abilities.

In more specific terms, the assessment consistediéf a battery
of French/English group and individual tests tapping not only cogni-
tive skills but also verbal, nonverbal IQ as well as attitudes. A
description of the tests used in the St. Lambert experiment is pro-
vided in Appendix A.

Since it is the first Canadian evaluation of a unique experiment,
it was of interest to examine the standings of the Pilot Classes
upon completion of Kindergarten and Grade 1:

- 1. The Experimentals fell behind their English Controls inl
English word knowledge, word discrimination, and reading skills be-
cause they have had no formal instruction of the language. There are,
however, indications that the transfer of skills from French to Eng-
lish does take place.

2. The Experimentals can communicate, understand spoken English
at the same level as their English Controls, but they made more gram-
matical errors, were slower at composing a‘story orally and were less
imaginative in their English Associations.

3. in French speaking skills, the Experimentals were lower than’
the French Controls; however, progress was noted.

4. The Experimentals were at par with the Controls on tests of
French discrimination, sentence comprehension, and word order.

5. The Experimentals are able to compute and solve mathematical
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problems presented in either language.
- 6. The bilingual experience does not foster a general sensi-
tivity to a foreign language's sound system.

7. This type of experience has no effect on a child's
intelligence.

Since no significant differences in performance between Pilot
and Follow-up Experimental Classes at the Grade 1 level were to be
found, Lambert and Tucker (1978) considered to follow the proposed
format as had been originally planned.

The results from the Grade 2 classes indicated a beneficial
enrichment of native;language development. However, English spelling
posed a problem. Immersion pupils scored lower than French Controls
on the following: receptive vocabulary, listening comprehension,
verbal expression when retelling a story {construction, contractions)
and grammar (gender, tense and syntax). In mathematics they per-
formed as well as the English Controls.

At the end of Grade 3, the Experimentals were behind their
English Controis only in English punctuation and capitalization. They

had no particular difficulties on the Test de Rendement en Frangais

(C.E.C;M.: 1969-74) but scored lower in listening comprehension
(presumably caused by different testing conditions), overall expressive
ability, rhythm, intonation, grammar, decoding descriptive speéch of
French-speaking children (due to French interaction with adults only).

 Their receptive vocabulary had already improved to the level of the
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French Controls which was one of the most interesting findings. The
same performance as in Grade 2 was seen in mathematics. Finally,
Experimentals showed imagination and productivity in tﬁe same way as
either English or French Controls.

At the end of Grade 4, these pupils did not show symptoms of
intellectual retardation and there was a good mastery of English
language skills. They performed well with French-speaking children
in most areas of the French language except in overall expression
(retelling stories) and certain grammatical concepts {(genders and
contraction). They had the ability to master mathematical skills in
French and transfer this knowledge to English. Finally, they did not
have more sensitivity to foreign language sounds than the monolinguals.

After 5 years, the Lambert team concluded that the acquisition
of language skills in both French and English was indeed taking place
without negative effects such as poor performance in the mastery of
English their mother-tongue, being introduced at a later age and no
- inhibition ‘shown . in second—language learning. Albeit the team was
witnessing a slowing down in the acquisition of conceptual French
vocabulary and French grammar in Grades 5 and 8 which could have been
the résult of lack of sufficient exposure to French. The same obser-
vation had been made by Edwards (1976) in relation to Grade 3 to 8
pupils in his Ottawa study.

There remains many unknown reasons why immersion pupils make cer-

tain types of errors when using'French orally; the concern is not the
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amount of words a young child is able to generate but rather the
correct usage of single words, phrases and longer sentences. In
1976, Spilka wrote that "A complete description of the oral and
written production of French immersion students is not yet available"
(p. 544). 1In looking at the level of speech production sentence
complexity (embelled sentences), flexibility and grammatical errors,
as a measure of second-language acquisition and proficiency, 20
children from the St. Lambert Pilot group (Grade 6) and follow-up
group (Grade 5) were compared with native French-speaking Controls.
Immersion pupils were slower at expressing themselves orally although
they had had 7 years of French; embedded sentences presented a prob-
lem (their usage of sentential objects was inferior to Controls) and
more grammatical mistakes were noted in the various areas (gender,
verbs, etc.).

Past the Grade 6 level, the immersion pupils were making fewer
grammatical errors in French but in composition they avoided vocabu-
lary embellishments (Bruck et al., 1974). Comparisons between Grade
4 and 6's grammatical development have been researched by Hamayan,
Markman, Pelletier and Tucker (1978), who could not conclude whether
Grade-6 Immersion pupils' errors were of a developmental nature or
a regression in grammatical control.

As hypothesized, there was much solicitude as to the predictive
performance of the samples. However, at the end of the elementary

level the obtained results proved that this form of learning a second
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language on the contrary promotes the child's overall educational
skills. The St. Lambert experiment paved the way to the design of
longitudinal studies on the linguistic, intellectual, and attitudinal
development of children in French immersion programmes. An academic
report- of the evaluations of thé St. Lambert experiment is given by
d'Anglejan and Tucker (1971) who strongly advise to test the general-
izability of this approach using children from diverse language and
socio—economic backgrounds (lower socio-economic status).

The St. Lambert experiment constituted a popular model to be
followed in other immersion programmes. In Kindergarten and Grade 1
all subjects are taﬁght in French. English Language Arts (reading
and writing) accompanies the teaching of the remainder of the subjects
in French at the Grade 2 level. In Grades 3 and 4, music, art,
physical education and language arts are presented in English. For
the subsequent years, creativé arfs and science classes are taught in
English.

Also, a part of the project was an interesting study by Cziko,
Lambert, Sidoti and Tucker (1978), relating to high school students
who appraised the effects such an experiment had on their lives.

Iﬁ conclusion, the results of paramount importance to the pro-
gramme are:

1. Children do not sacrifice command of English in any form to.
their knowledge of the new language;

2. The knowledge of a language appears to be inferior to that
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- of native speakers, but it is superior to that of pupils Qho have
taken French as a second language;

3. The success is attributed to a strong parental involvement;

4. With confidence this programme functions verf well with
respect to upper-middle-class children.

Ottawa

As part of the Bilingual Education Project of the Ontario In-
stitute for Studies in Education (0.I1.S.E.), schools offering French
immersion under the jurisdiction of the Ottawa Board of Education
and the Carleton Board of Education were subject to a yearly evalua-
tion of their pupils over é period of six years (1971-1975). An
overview and synthesis of major research projects for the two Boards
of Education is offered in Stern and Hailey (1976).

The first group of Kindergarten children (Cohort I) was tested
until Grade 6 as welllas the following Cohorts II, and III (Barik §
Swain,'1974a, 1975a, 1975c; Swain § Barik, 1976a, 1976b; Barik §
Swain, 1977).

Table 1 provides the time line involved in the evaluation of

these pupils.

Insert Table 1 about here

In evaluating the performance of Grade 1 to 3 French immersion

pupils with that of a regular English programme (20-40 minutes of
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Table 1
Ottawa Study: Testing Timetable in the Evaluation of 1970-1976
Primary French Immersion Programmes within the Carleton

Board of Education and Ottawa Board of Education

Cohort
+ Testing schedule
I 11 I11
Spring

1971 Kiﬁdergarten - -
1972 Grade 1 Kindergarten -
1973 Grade 2 Grade 1 Kindergarteh
1974 Grade 3 | Grade 2 Grade 1
1975 Grade 4 Grade 3 Grade 2
1976 Grade 5 Grade 4 Grade 3
1977 Grade 6. Grade 5 Gréde 4

daily French instruction), Swain and Barik {(1976a) aimed at estab-
lishing if the learning of academic subjects through French instruc-
tion would have a harmful effect on first language skills (English),
reading, arithmetic, pupil's IQ and geneial cognitive development,
and if there would be a differentiation in French proficiency between
immersion and regular French instruction as a subject.

In Grade 1, 520 pupils were administered the Otis-Lennon Mental
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Ability Test (Elementary I level, 1967) for an IQ measure, the

Metropolitan Achievement Tests (Primary I Battery, 1958), a French

Comprehension Test (Kindergarten and Grade 1 levels: Barik, 1975,

1976) and the Test de Rendement en Frangais (C.E.C.M.: Grade 1

level, 1971L72), the latter only to the French classes.

In Grade 2, the Test de Lecture (0.I.S.E., 1974) was added to
the above-mentioned battery. In Grade 3, the IEA (International
Association for the Evaluation of Educational Achievement) Listening

Test of French as a Foreign Language (Population II - 1970), English

and French story writing were administered.

The three-year evaluation showed that French immersion pupils
are not negatively affected in their cognitive development since no
reliable difference was seen in their IQ scores. Although in Grade 1
French immersion pupils had no English instruction, a transfer of
reading skills-and mathematics from French to English did occur.
These pupils were still behind their English-speaking peers in Eng-
lish Language Arts at the Grade 2 level as well where they had only
received one hour of English per day. By the end of Grade 3, except
for spelling, they performed at the same level as the Controls.

In discussing the Grade 2-4 evaluation (Barik § Swain, 1975a)
conducted in the spring of 1975, similar results as in former studies
were obtained. French immersion pupils are behind their "English"
peers only in spelling. Upon completion of Grade 4, for the first

time, they show a higher level of cognitive ability and reach equiv-
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alent level of English and mathematical skills in comparison with
their counterparts.

In spite of the fact that the sample had attained‘a much higher
level of French proficiency than their peers learning French as a
second language, and had progressed significantly in reading compre-
hension, they remained behind native speakers in comprehension.

The above reported study replicates the St. Lambert results in
terms of generalization at least for other Canadian middle-class
populations.

Another significant longitudinal research project funded by the
Ontario Ministry of éducation was conducted by the University of
Ottawa, for the Ottawa Roman Catholic Separate School Board (Edwards
& Casserly, 1972a, 1972b, 1973, 1976). e

In their study, Edwards and Casserly (1976) compared language
proficiency, linguistic development, intelligence, academic achieve-
ment and social maturity of two groups of children (immersion and 75
minutes or less of French per day English group) from Kindergarten to
Grade 8. To evaluate the students, Edwards (1976) selected similar
tests used by Barik and Swain (1976d) in their Toronto study (The

Metropolitan Achievement Tests - MAT, 1958, 1970, and The Canadian

Tests of Basic Skills, 1968), which were used "To predict whether the

immersion students would be capable of transferring to an English
language curriculum, if need be, or attend secondary school in Eng-

lish" (p. 138).



15.

Results revealed that a slight difference existed to the advan-

tage of the Grade 1 English group, as seen on the Metropolitan

Achievement Tests. Grade 2 immersion pupils made more progress in

English with no previous training. It was found that their scores
remained lower at the end of Grade 3 when English was first intro-
duced. With a 50 percent English/50 percent French programme in
Grade 4 it was found that these students had already obtained higher
scores. Superior ratings by these pupils were assigned to story
creation and word association (taped individually) as part of assess-
ing oral skills in English.

Coﬁmenting on the apparent success deriving from such a programme
that seems visible, Edwards (1976) cautions, '"One should not conclude
from this that the immersion children are perfectly bilingual by the
end of Grade Five" (p. 141). He points out that from Grade 3 to 8
less progress was noted in oral as well as written French. It was
suggested that some thought should be given in this respect.

In contrast to other large-scale studies, Edwards (1976) seemed
to be sensitive to the issue of learning disabilities in French
immersion and for this reason proposed three supplementary standard-

ized measures: the Illinois Test of Psycholinguistic Abilities -

ITPA (Kirk et al., 1968), the Slingerland Screening Test for Children

with Special Learning Disability (1962-74) and the Myklebust Pupil

Rating Scale (Myklebust, 1971).

From the results, Edwards énd Casserly (1973) identified areas
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where Grade 3 Experimentals rated higher than comparison groups of
students: (a) auditory reception, (b) auditory association,

(c) visual association, (d) verbal expression, (e) audifory closure,
(f) visual closure, and, (g) visual sequential memory.‘

However, no differences were found on visual reception, manual
expression, grammatic closure, auditory sequential memory and sound
blending. Commenting on the study, the authors state that "Exposure
to a French immersion program, far from resulting in a psycholinguist-
ic lag, may, in fact, enhance the development of psycholinguistic
skills" (p. 75).

From the results it appears that there was no detrimental effect
on the immersion pupils' linguistic development nor an increased
incidence of learning disabilities.

Finally, results from the last specialized test (Pupil Rating

Scale) administered, revealed that the immersion group appears to be
more independent, assertive and less sociable than the Control group.
The differences are "Due less to the program than to preselection
factors affecting the parents' choice of a second language option for
their children'" (Edwards § Casserly, 1973, p. 58).

In some studies, Edwards and Casserly (1972a, 1972b, 1973)
identified the areas in which the Ottawa research project differed
from the St. Lambert experiment. The Ottawa immersion pupils:

(a) attended a French and an English Kindergarten, (b) began to

receive English Language Arts instruction only in Grade 3, and



(c) were taught Religious studies in English at all grade levels.
Toronto

Total French immersion groups (Cohort I) of Kindergarten and
Grade 1 pupils enrolled in a Toronto school, located in a middle
to upper-middle class unilingual English area, are compared to
Kindergarten, Grade 1 and 2 pupils receiving 20-40 minutes a day of
French as a second language, and to their French-speaking peers
(Swain § Barik, 1978). Details on the pilot Kindergarten French
immersion programme are included in Sweet (1974).

Swain and Barik's study (1978) concurs with results of other
similar studies, namely, that, pupils after completing Kindergarten
and Grade 1 in a total French immersion programme, appear not to
suffer any setback in mental and cognitive development. As for
readiness skills at the Kindergarten level, Cohort I were equally
prepared to enter eifher a regular English programme or a French
immersion school. Cohort II (Kindergartén) were weaker on the

'Metropolitan Readiness Tests (1964) in relation to the previous

year's sample (Barik.& Swain, 1975b).

Cohort III, another sample of-Kindergarten children, were also
selecfed iﬁ accordance with the Bilingual Education Project's plan
to evaluate three successive cohorts at each grade level (Barik §
Swain, 1976a). Interestingly, this group showed a greater degree of
readiness than the regular programme group and performed as well on

early school achievement tested in English. It was found that these

21.
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immersion students had learned more French than their English counter-
parts but their English skills were poorer at the end of Grade 1
(word knowledge, word discrimination, and reading) because no instruc-
tion had taken place. Their level of French had not yet attained the
proficiency exhibited by native French-speaking students but they
had mastered mathematical concepts presented in French.

In the second half of Grade 2, English Language'Arts is intro-
duced at the rate of 25 minutes per day (Barik § Swain, 1976d). Only
in spelling did immersion pupils rate lower than regular programme

pupils (Metropolitan Achievement Test, 1970) by less than one year.

Since mathematics constitutes another area where iﬁmersion pupils are
at par with their counterparts if need be, a.traﬁsfer into a regular
programme in Grade 3 should be feasible.

In the final report of the Toronto study at the Grade 3 level
(Barik § Swain, 1976e), no analysis is provided on the writing skills
in French and English. At that time an instructional change occurred;
2/3 of instruction was conducted in French, and 1/3 in English. It
was noted that some differences occurring in the IQ data of the same
cohort over the last two years may have only been attributed to
variations in the composition of the groups tested, and not to the
fact that these pupils were in French immersion. Also, the report
indicates that the lag Cohort I was exhiEiting in English spelling

(Grade 2) is not so marked at the Grade 3 level.
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Stanine 4 was obtained by Grades 2 and 3 Toronto immersion

pupils on the Test de Rendement en Frangais (C.E.C.M.: 1973-74)

"Indicating a level of performance equivalent to that of from 23% -
39% of native French-speaking pupils of the same grade level in
Montreal" (Barik § Swain, 1976e, p. 40).

The hypothesis that immersion pupils are able to perform
equivalently in French in a bilingual as well as in a unilingual
milieu was accepted in the study.

In the 1978 Barik and Swain study cited earlier, on-going com-
‘parisons were made between the Toronto and Ottawa immersion pupils
functioning in two different settings, with students learning French
as a foreign language. Approximately the same results have been

obtained upon examination of these groups though in the Toronto

evaluation, the Canadian Tests of Basic Skills (1968) and IEA

Listening Test of French as a Foreign Language (1970), were not
included in contrast to the Ottawa studies (Edwards § Casserly,
1972a, 1972b).

Cohort III scored slightly lower than the Ottawa immeysion pup-
ils who are closer to the French influence._

With greater time allotted to French, the Toronto immersion
students were slightly ahead of their Ottéwa peers in Grade 2
(French comprehension and reading) who had just begun.to receive
60 minutes of French per day. As to French comprehension and reading

(where applicable) they have been equalled at all grade levels by
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both Toronto and Ottawa immersion pupils.

Lastly, a different study by Tarone, Frauenfelder, and Selinker
(1976) resulted from a long-term data collection process related to
the longitudinal Toronto studies in Grades 1 and 2 French immersion.
The authors devised a system for identifying and interpreting pat-
terns of stability and instability in the learners' interlanguage
over time. Stability is seen in individuals who have acquired com-
petence in the language, whereas instability refers to individuals
who are still learning the language. It is ascertained that this
theoretical model may reflect on the appropriateness of teacher
intervention.

Elgin

The implementation of a balanced bilingual instruction (50% in
French: morning; 50% in English: afternoon) seemed to be a novelty
compared with total French immersion. In Grades 1, 2, 3 and 4,
mathematics, music, and French Language Arts (French reading and
composition’ starting in Grade 2) are taught in French and subjects
such as Language Arts (English reading ana writing are taught in
Grade 1), physical education, science, social studies, art'and health,
in Engiish.

‘The Elgin County Board of Education initiated a yearly evalua-
tion of their bilingual programme from Grade 1 to Grade 6. Findings
of the Grade 1 to 4 studies (Barik § Swain, 1974b, 1976c) are reported.
here, whereas Grade 5 and 6 evaluations are given elsewhere (Barik et

al., 1977; Barik & Swain, 1978).
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The sample for the primary grade studies was made up of biling-
ual pupils who were compared to regular English programme children,
total French immersion (from Kindergarten), and nativé-speaking'
pupils (where applicable) from Ottawa and Toronto. Results revealed
that there were no differences between groups in terms of mental
ability (IQ) across all grades. Thus, the programme did not affect
the child's cognitive development. The same level of acquisition is
reached at all levels in arithmetic which is taught in French (tests
were administered in English).

- In English language skills it Qas unusual to see the partial
immersion pupils perform as well as the regular English pupils in
Grade 1 only. In Grade 2, however, they were behind the total immer-
sion pupils and the regular English pupils in reading. It was noted
that they were still lagging in Grade 3, but at par with regular
English pupils in word discrimination and reading comprehension.
However, by Grade 4, results appeared to be more encouraging since.
no reliable difference was seen.

As for French skills in the first year, partial immersion pup-
ils acquired the same level as tofal immersion pupils and pupils
takiﬁg French as a second language from Kindergarten to Grade 1, 20-
40 minutes per day. In the second grade, partial immersion pupils
scored lower than total immersion pupils (Grade 1), as well as native-
speaking Grade 1 students, and better than pupils taking French as a

second language in Grades 1 and 2 who had taken French since Kinder-
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garten. Improvement was evident in Grade 3 thus considered a
-""breakthrough' in French comprehension and interpreted by a higher
maturity level, permitting the handling of more complex tasks.

The partial immersion pupils were comparable to Grade 1 total
immersion pﬁpils, with 1% years of French instruction and better.
than pupils taking French as a second language in Grades 1 and 2.
Although the Grade 4 scores in French comprehension were still
below total immersion pupils, reading scores were better than total
immersionApupils.

The above-mentioned differences more clearly evidenced in
Grades 3 and 4 were probably due to organizational and pedagogical
factors. It should be noted that in Grades 1 and 2 the same teacher
would teach in both languages. It may be that the mixing of lang-
uages would tend to bring about more confusion for the pupils.
Another relevant point to be considered is the possibility of teach-
ing reading in the second language first may have resulted in higher
performance. In the study, exposure to French took place in Grade 1
and not in Kindergarten as it has been the case in other immersion -
programmes. On the other hand, parents' involvement is greater when
both languages are taught at the same time. Finally, the authors
hypothesize that the problems encountered in partial immersion pupils
may only be temporary ones. Tests used in the Elgin study are found

in Appendix B.
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Montreal

The Protestant School Board of Greater Montreal (PSBGM) was the
first in developing early, late and partial French immersion
programmes in Canada. After a decade, Genesee (1979) presents an
overview in the assessment of these programmes by the PSBGM.

In the design of the longitudinal evaluation, IQ and socio-
economic status had been equated and immersion pupils' performance
was ‘compared with carefully matched English and French-speaking
Controls. French and English standardized language and achievement
tests and some designed by the Protestant School Board of Greater
Montreal, measured different types of skills (Genesee et al., 1977).

Genesee '(1979) referring to the 6-year evaluation (Grade 1 to 6)
of a French immersion piogramme concurs with other researchers (Lam-
bert & Tucker, 1972), that in early immersion (Kindergarten, Grade 1
and 2), a deficit in English literacy is to be found considering the
“lack of formal instruction. Good readers in French are generally
able to decode English material earlier on their own. During the two-
year period (Grade 3 to 5), spelling is not yet at grade level but
past the critical phase, immersion pupils are at par with Control
students.on all measures, including writing.

Genesee also found that '"Below-average students in immersion are
able to achieve comparable levels of competence in their first lang-
uage' (Genesee, 1978a, p. 48). The same seemed to apply for mathemat-

ics achievement when contrasted. with below-average students in the
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English programme. The majority of immersion pupils acquires the same
competence as their English peers in mathematics.

In addition; it was found that these pupils have superior know-
ledge of the French language over their English Controls. However,
only in lisiening and reading comprehension are they at par with
French Control students. '"Discrete-point" language skills (oral ex-
pression and grammar) are weaker than decoding skills. In all, they
have acquired a practical knowledge of the language and are less
inhibited and more creative in using the language than students who
have followed the regular French-as-a-second-language programme.

The Grade 7 late immersion and the four comparative evaluations
of the early and late immersion programmeé for the Protestant School
Board of Greater Montreal are briefly outlined in Genesee's overview
(1979) and earlier in Stanley (1974).

Coquitlam

In the British Columbia context, there is an agreement between
the Federal and Provincial government to provide financial funds for
the promotion of bilingual education. The structure of French immer-
sion programmes differs from previously mentioned in that students do
not ha&é the same opportunity as their peers in Québec to use French
since approximately 99% of the children come from homes where only
English is spoken.

Bilingual education at the elementary level was first introduced

in the Coquitlam school district of British Columbia in 1968 (Shapson
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& Kaufman, 1978). As a result of Wilton's (1974) visits to St.
Lambert and Montreal, the Coquitlam Board of Education decided to
introduce, in September 1973, a 100% French Kindergartgﬁ and a Grade
1 class with one more class added each year. It can be said that a
true French immersion programme had been set up.

A report of the first evaluation of the Coquitlam programme
1973-74 school year for Kindergarten and Grade 1 classes was prepared
by Kaufman and Wilton (1975). The report discusses the study that
compared immersion classes to English Control classes in terms of
basic skills, mental ability and French comprehension. The results
of the first study in British Columbia do not differ from the ones

"presented in other studies such as the Toronto study (Swain § Barik,
1978) . Both evaluations indicated that after one year immersion
students in Kindergarten are as prepared as their English peers, to
enrol into a Grade 1 class (French immersion or regular English
class). In French comprehension at both grade levels, they were not
only better than their English counterparts but superior to children
involved in the Ottawa study (Swain & Barik, 1976a) who had been
instructed in French for 20-40 minutes per day. Also, cognitive
develobment did not regress because of the programme. As for English
language skills, this group who had only received instruction in
French could not match its peers in word recognition, word discrimin-
ation and reading, but performed better in mathematics. From one year

to the other, these immersion pupils were becoming more proficient in



the French language.

A longitudinal (Shapson § Kaufman, 1978) study was carried out
to evaluate the academic performance of two successive cohorts of
students during the first four years of schooling (1972-1977).
Cohort I réceived 80% of French instruction in Kindergarten and Grade
2, whereas Cohort II had 100% of French until Grade 3 when English-
was introduced for the first time. Results obtained on the Canadian

Cognitive Abilities Test (1974), showed no significant differences

between French immersion and English stream pupils. Although basic
English language skills were low for both Cohorts, the transfer of
French skills to English skills increased from one year to another
and by the end of Grade 3 immersion pupils had already attained the
same level of English language skills as their English counterparts.
For comparison, in Kindergarten and Grade 1, immersion pupils -
performed favorably at the level of their peers in Ottawa (Swain §
Barik, 1976a) and Toronto (Barik § Swain, 1975b). 1In Grades 2 and 3;
Cohort II obtained higher scores than Cohort I in French which was
probably due to a greater exposure to the language. Interestingly,
the Grade 3, Cohort II pupils, were compared with Grade 7 Coquitlam

students who were in their third year of learning French 20 minutes

a day (core French programme). The B.C. French Comprehension Test

(Experimental version, 1976-77) "Developed to assess simple basic
French language skills for students who previously had at least two

years of core French" (p. 594), served to evaluate the Grade 3's

30.
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vocabulary and comprehension. It was found that the immersion pupils,
though much younger, had attained a higher level of proficiency in
the French language.

Since 1973, a B.C. Frency study is conducted on a regular basis
by Simon Fraser University staff in order to evaluate the proficiency
level of French attained by children enrolled in this type of pro-
gramme. Included in the evaluation is the development of English
language skills. During the 1976-77 academic year, 25 participating
school districts were subject to a detailed study (B.C. French study)
funded jointly by the British Columbia Ministry of Education and the
Secretary of State. A more recent evaluation of an early immersion
programme in British Columbia has been conducted by Shapson and Day
(1982).

The success of this type of programme in the west, paved the way
to the creation of a significant number of immersion classes located
in the most remote places of British Columbia, the Yukon and even the
Northwest Territories.

Studies Pertaining to Selected Factors Affecting

Success in French Immersion ClassTtooms

Intelligence

A literature review revealed that few number of studies have
dealt specifically with the effects French language immersion programmes
have on intelligence (Samuels & Griffore, 1979).

Whorfian's relativism that there are two different sorts of
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bilinguals, coordinate (late bilingualism: learning a second lang-
uage after school age, Segalowitz & Lambert, 1969; Stafford,. 1968)

- and compound (early bilingualism: acquiring both languages before
going to school) are unjustifiable to Macnamara (1970). In this
context he ties in language acquisition as the integration of prior
nonlinguistic growth with linguistic functioning showing '"That the
majority of linguistic universals are due to certain essential
features of human intelligence'" (p. 33); in like manner any language
can be translated into another.

His key issue is, does bilingualism affect IQ? Language know-
ledge as one among many factors, can influence IQ but not necessarily
intelligence. In his 1966 study, Macnamara recognized the poor com-
mand of bilinguals' school language compared to unilinguals as
reflected on lower verbal IQ but not nonverbal IQ. From this he
derives his belief that once bilinguals acquire adequate language
skills "There is no reason to believe that bilingualism of itself
should affect school progress in any way, adversely or beneficially"
(p. 34). Even Cummins (1978b) emphasized that "Bilingualism promotes
an analytic orientation to both linguistic and perceptual structures"
(p. 872).

Peal and Lambert (1962), in comparing the intelligence levels,
teachers' ratings and attitudes between a group of 89 bilingual
10-year-old children and 75 monolingual 10-year-olds in 6 Francophone

schools in Montreal found that "Bilinguals performed significantly



better than the monolinguals on both verbal and non-verbal intelli-
gence tests" (p. 22) and in general are better in academic achieve-
ment. Thus bilingualism seemed to have a positive effect on the
intellectual development of children. The purpose of this study was
to examine ~”The effects of biliﬁgualism on the intellectual function-
ing of children and to explore the relations between bilingualism,
school achievement, and students' attitudes to the second language
community'" (p. 7), and, finally, to find out where a bilingual person
fell behind.

Lambert and Anisfeld (1969) in a follow-up study from the ear-
~ lier Peal and Lambert experiment of 1962, interpreted that bilingual
children score better than monolinguals on intelligence measures
either because they are already of higher intelligence and tend to
become bilingual or bilingual education enhances geneial intelligence,
or both. They contradicted Macnamara (1966) who considered the 1962
experiment questionable, in view of the sample being biased with more
intelligent subjects from the start and on this account, 'He suggests
that it is more reasonable to argue that the more intelligent child-
ren bepome bilingual than it is to argue that becoming bilingual
influences intellectual development" (Lambert & Anisfeld, 1969, p. 126).

In a later study when Peal and Lambert (1967) tested a group of
unilingual children carefully matched for equal intelligence scores
and socio-economic levels, the bilinguals possessing a greater mental

flexibility, were superior. The authors quote earlier research as



failing to adjust for socio-economic status and other variables thus
creating a false image. Until that time, the negative effects of-

- bilingual education had been stressed in research studies (Saer, 1923;
Pintner, 1932; Jones § Stewart, 1951). During this eérly period,
there were-already studies supporting the favorable effecfs of bi-
lingualism on intelligence (Davies § Hughes, 1927; Stark, 1940) and
some that found no effect of bilingualism on intelligence (Hill, 1936;
Pintner § Arsenian, i937).

‘In the late sixties, Lambert and Macnamara (1969) examined the
language-learning capacity (English and French), mathematics and
general intelligence of Grade 1 French immersion children in compari-
son with two English Coﬁtrols and one French class. All classes were
equated on intelligence and socio-economic status. Testing for IQ

(Raven's Progressive Matrices, 1956) took place during the first and

last month of schooling in order to determine the effect a year;s
training in French, would have on Experimentals' measured intelli-
gence as suggested (Peal & Lambert, 1962; Anisfeld § Lambert, 1964).
Initially, no statistically reliable differences among groups were
shown, but in June (last month of the year) bilinguals scored lower
than one English Control only. Socio-economic results from interviews
revealed reliable group differences. One English Control class scored.
the highest on the emphasis placed on education and the French Control
the lowest. The other English Controls were the highest and French

Controls the lowest on the quality of linguistic environment.
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The second report (Lambert et al., 1970) constitutes a contin-
uity of the Lambert and Macnamara's 1969 study mentioned earlier.
At present, the performance of a new set of Grade 1 students and that
of the Pilot Class placed now in Grade 2 is described. The authors'
main purpose of evaluating another Grade 1 class was '"To assess the
stability and generalizability of last year's results and...to re-
examiné the effects, on the linguistic and mental development of
fiist grade children, of two years' schooling (Kindergarten and Grade
1) conducted exclusively in a foreign language'" (p. 230). As in the
previous year, two different English classes and a French class
served as Controls to the bilingual Experimental Class. Certain
modifications were made in the administration of tests to the Follow-
up Classes such as the addition to the same battery of tests given

the preceeding year, of an intelligence test (Lorge-Thorndike Intel-

ligence Scale, 1959), the Peabody Picture Vocabulary Test (Dunn, 1959)

and Listening Comprehension; the last two in both English and French.

Follow-up Grade 1 Experimentals conversely to the Pilot Class:

(Grade 1), show neither intellectual retardation nor intellectual

advantage (Raven's Matrices Test, 1958). No group differences were

seen on the Lorge-Thorndike measure at the end of the year..

For the first time, the Pilot Class at Grade 2 received daily
instruction of English Language Arts (25 minutes) in the same way
given to English stream students.

The same format as in previous evaluations was maintained con-
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sidering a difference in grade level. Students were tested for read-
ing skills,'spelling and vocabulary in English and the same measures
were utilized. Results revealed that after only a year of limited
formal_training in English, the Experimental group achieved equivalent
scores to the Control groups. It is not known if maturation or some
other factors could have caused such a rapid development of skills.
Whether tested in French or English, Experimental children ranked as
well as the Controls. There was no evidence of intellectual deficit
or advantage for this group. Finally, overall performance results
have not been affected by changes of modes of testing, analysis,
teachers and methods of instruction.

Genesee (1976b) raised the issue of the suitability of immersion
programmes for children with low IQ (low academic ability). In that
he saw no correlation between IQ and the acquisition of speaking and
listening comprehension. As to earlier studies stated, they regarded
intelligence as a dependent variable, the influence of bilingualism
on general intelligence. Whereas today, it has become an independent
variable, the influence of general intelligence (IQ level) on per-
formance in French immersion.

Since oral (verbal) skills are essential, the higher the IQ, the
higher the performance on tests of verbal skills, and the demands of
an immersion programme are met (high correlation between IQ and per-
formance on tests of verbal skills). Low IQ is no longer considered

an impediment in successfully learning a second language (Gardner &
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Lambert, 1972; Dockrell § Brosseau, 1967). Other variables such as
attitudes and motivation have attenuated the importance of intellec-
tual functioning when academic demands of a second language diminish.

Furthermore, Genesee discovered that below-average students can
acquire oral (listening and speaking skills) language skills to the
same extent as average or above-average students. It appears that the
comprehension of a foreign language is not related to a level of IQ
(the reverse happens when second language academic skills are consid-
ered). He suggests that a non-academic approach to teaching French

“can meet the needs of a greater population with a wide range of
abilities (including below-average students) and consequently the
mother tongue will not suffer from an immersion pfogramme.

From her research, Swain (1975) found no correlation between IQ
and measurements in English, French, and mathematics of children from
Kindergarten to Grade 2. She summarizes that "The correlational
analyses of the IQ and achievement data do not support the notion that
IQ plays a more significant role in the Immersion program than in a
regular English program. Furthermore, learning to understand a second
language is of all skills measured, the least dependent on IQ" (p. 15).
As stéted by Mackey (1971), the bilingual learning situation is influ-
enced by a constellation of cognitive, éttitudinal,-social and educa-
tional factors.

Macnamara, Edwards, and Bain (1978)-approached the interrelation-

ship between IQ and a bilingual education by issuing such a statement:
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"There is very little evidence that would suggest that having a bi-
lingual education automatically results in someone having a greater
mental ability. But, by the same token, there is very little
evidence that suggests that having a bilingual education has a det-
rimental effect on the intellectual capabilities. If there is a
reason for acquiring the second language it is social intercourse or
opportunity, it's not because of intellectual capabilities" (p. 893).

A definite conclusion was arrived by Trites (1981) who stated
that at the Kindergarten level, academic achievement in reading,
spelling, and arithmetic measures in English was best predicted by
IQ. Besides, IQ was of greater importance when predicting achievement
on measures in the English language than when predicting achievement
in French. However, no further: explanation was provided on this
issue.

Cognitive Development .

Some studies have attempted to evaluate the area of cognition
as.it relates to bilingual education. From the literature surveyed
it appears that early preschool bilingualism whether it be French or
another second language stimulates children's cognitive devélopment
and enhances their self-concept. In his study, Oren (1981) adminis-
tered three tests to forty-nine preschool bilingual {Hebrew and
English) and monolingual children: Reading readiness questionnaire

(Lee-Clark Reading Readiness Test, 1951); object constancy test;

naming and relabeling tests. The bilingual group surpassed the other



subjects in the naming and relabeling tasks. In addition the group
had attained a higher degree of proficiency in differentiating object
and their corresponding symbols (Piaget's object constancy theory
predicting the ability to name and label) as a result 6f early ex-
posure to two different coding systems.

A negative relationship between bilingualism and cognition was
seen in Macnamara's work (1966). Previous studies have involved sub-
jects from lower socio-economic status whereas later studies have
focused on subjects from middle and upper-class. This may have had
an impact on the IQ scores obtained when comparing groups. Results
from Macnamara's study concluded on the basis of an immersion study
conducted in Ireland found that there is a 'balance effect" in lang-
uage learning (children leafn a second language: L2 at the cost of
their first language: L1) when greater emphasis is placed on the
acquisition of a second language (early French immersion) and also,
when instruction is given through a second language at a mediocre
level results related to content will be poor.

But in carrying out more accurate research studies, Lambert
(1975) referred to "additiveness" as a process in which subjects who
are now more '"balanced" bilinguals (same degree of competence in
both languages) écquire a high lével of'secondvlanguage without
losing their level of their first language.

According to Cummins (1979b), a minimal level of competence in

first language (''threshold hypothesis") i.e. the required cognitive-

39.
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linguistic skills, is necessary for positive results in second lan-
guage. The data is based on samples of minority children whose
literacy skills are poor. He identified that the priméry predictors
of success in second language acquisition for the child, are his/her
_cognitive'and linguistic abilities. He concluded_earlier (1977)
that "There may be a threshold level of linguistic competence which
a bilingual child must attain both in order to avoid cognitive
deficits and allow the potentially beneficial aspects of becoming
bilingual to influence his cognitive growth. If a child in an
Immersion program attains only a very low level of competence in his
second language, his interaction through that language with an in-
creasingly symbolic environment is unlikely to optimally promote his
cognitive and academic progress" (p. 10).

Cummins' threshold hypothesis was being suﬁported by Barik and
Swain in their Ottawa and Toronto studies (1976d, 1976e) in which
the effects of bilingualism on cognitive development have been re-
affirmed.

In a unique study, Maurice and Roy (1976) dealt with the measure-
ment of bilingualism (French and English languages in French immersion)
using Hunt s Terminable-Unit (T-unit), and its implications. French
and English spoken and written languages were evaluated on a sample
of Grade 2, 4 and 6 pupils in terms of the number of words produ;ed,
T-units, and linguistic maturity, mean T-unit length. The speech

. Samples were based on a story told in French and English, after seeing



a film. A written composition was then required for the two inter-
mediate grade levels. Obtained results suggest that a transfer of
linguistic ability is feasible once a maturity level has been
reached; also, the high results in French (increased mean lenth T-
units) may be due to motivation rather than competence. The authors:
do admit that it is indeed difficult to make an accurate linguistic
measure since concepts can be expressed in a variety of ways.
Downing (1978) looked at first language acquisition before con-
sidering a second language by referring to a "cognitive confusion'
which is bound to occur when new concepts (i.e. L2 phonemes in read-
ing) are unknown. to the child in L1. 1In the Canadian setting
particularly, parents enrol their children in a French immersion
programme voluntarily. One would be inclined to see the affective
and motivation variables become high as "To overcome the cognitive
confusion produced by the mismatch between the L1 of past experience
and the L2 of instruction" (p. 335). In Downing's judgment, this
positive affect does not eliminate cognitive confusion (features of
speech and writing) nor the difficulty in associating reading in L2
with their past experience of L1. Better progress is noted when
young-children are initially taught in their first language, however,
since the affective variable is significant in immersion it may in
some way overstep the cognitive deficits and help explain the reason
instruction can be given in L2 at first. In short, Downing does not

consider past experiments on Canadian French immersion to be too
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reliable since the samples are above average in intelligence and'in
socio-economic status.

Positive results in introducing a foreign language as stated by

42.

Stern (1973a) can even entail positive effects on cognitive processes.

Landry (1972) even hypothesized fluency and divergent thinking tasks

of children learning a second language at the elementary school level.

As an example, the St. Lambert Experiment proved that divergent

thinking ability was even superior for the primary immersion pupils

in comparison with the Controls (Bruck et al., 1974; Lambert et al.,

1973) and this may have been due to the fact that the special immer-
sion setting influences the development of certain cognitive proces-

Ses.

Lambert and Tucker (1978) related to four cognitive happenings,

not fully understood to this day. The first cbgnitive process

called "incipient contrastive linguistics" refers to the comparison -
(finding similarities) and contrasting (finding differences) of two
linguistic.codes‘§tarting with translation and ultimately ending by
building vocabulary, as seen from the pupils' performance on English
tests of vocabulary. Linguistic "detective" skills, as the second
proceés, were developing also spontaneously. Children were indeed
attending to words, meanings and linguistic regularities and ob-
tained better-than-expected scores in word discrimination, listening,
comprehension, and reading in French. In the third process called

the '"transfer of higher-order skills of reéding and computation"



acquired through the medium of French only, the school-learned con-
cepts develop befére the everyday concepts. This belief follows
ciosely with Vygotsky's (1962) work showing that "A child's strong
points in a foreign language are his weak points in his native
language, and vice versa" (pp. 109-110).

At the initial stage of learning a foreign language, the child
is already conscious of the grammatical forms and consequently de-
velops an awareness of the linguistic operations in his native
language. The fourth and last cognitive process identifies strate-
gies these children use to develop expressive competence in French.
The pupils have greater ease to read and invent a story than retell
a story they have heard because the written form is a dependable
frame of reference.

In French verbal skills, immersion children seem to use non-
linguistic strategies to make the content clear as recognized by
Bruck, Lambert, and Tucker (1976b). The authors documented the
effects French immersion has had on children's cognitive development.
In a longitudinal study that covered seven years, each spring Pilot,
Follow-up and Control Classes were evaluated. Results showed no
signs.of cognitive difficulty when comparing groups, but Grade 6
Experimentals scored significantly higher on measures of cognitive

flexibility (Raven's Standard Progressive Matrices, 1958; Lorge-

Thorndike Intelligence Test, Level 3, Form A, 1954-66). Expressive

competence was evaluated on the basis of a film children had seen.
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Experimentals told the story four times: to a classmate in French
and English, and to an adult.in both languages. The immersion pupils
presented fewer subdetails eliminating possible embellishments in.the
language the French Controls would presumably have brought in. Ex-
perimentals' communicative style differed from English Controls when
speaking to a peer and to an adult primarily because they 'Have
definitely been educated in a more adult-oriented classroom than the
Controls since for them the teacher is the main linguistic source"
{(p. 23).

It follows tha; French Experimentals speak more to adults than
to peers whereas the reverse is observed in the French Control group
who additionally would tell different types of stories to peers and
adults.

Research in the earlier grades of French immersion seemed to
have focused its attention on the treatment effect on the child's
cognitive development and academic achievement. As can be seen, no
evidence of such .an effect was demonstrated in Barik, Swain and
McTavish (1974) evaluation of Kindergarten and Grade 1 pupils (Exper-
‘imentals and English stream students). Both groups showed equal
pre—réading skills, in other words, immersion pupils were as ready
as regular programme pupils to enter an English Grade 1 class. In
spite of the fact that the-Experimentals were behind in English when
tested in Grade 1, they were already capable of making the transfer

of reading and arithmetic skills from French to English. The Exper-
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imentals had supremacy in French over children learning the language
as a subject though not in regard to their native French-speaking
peers.

Reference is made to Neufeld (1974) who emphasized that biling-
ual children are not necessarily superior to their peers in terms of
problem solving ability, concept learning, abstract reasoning and
general academic achievement. Neufeld's research in this field sug-
gests one would see the positive effects of bilingualism and all it
entails (attitudes and feelings towards the new language philosophy).
He finds that supportive data as to the increase of cdgnitive and
verbal skills as a result of learning a foreign language were not
sufficient.

Some researchers have designed studies that have focused on both
IQ and cognitive development of students in immersion classes. Find-
ings of a longitudinal study of bilingual and cognitive development
by Barik and Swain (1976b), were presented at the Annual Conference
of the Canadian Society for the Study on Education, Laval, Quebec 1in
June 1976. For a period of five years, a sample of French immersion
and regular English pupils (Kindeigarten to Grade 7) from Toronto and
Ottawa.(French as a second language was only taught for a short daily

-period), were administered IQ tests (Canadian Cognitive Abilities Test

- Nonverbal Battery CCAT, 1974 for Group IV, and the Otis-Lennon Mental

Ability Test, 1967, in the primary grades). Yearly IQ differences

were not seen between both groups though the immersion group scored
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higher over the 5-year period (through repeated measures analysis),
thus the positive relationships existing between bilingualism and
cognitive functioning were questioned.

Time of Exposure to Second Language Training

The qdéstion often asked is: When is the best time for a child
to learn a foreign language or be placed in a French immersion pro-
gramme?

From the literature it seems that learning French is best in:

(a) an early French immersion programme, or (b)"a late French immer-
sion programme, or (c) also in some studies, the age factor or grade
level was irrelevant.

To date studies on French immersion have not looked in depth at
the advantages of well developed first-language skills when learning
a second language at an early age. Among the earlier studies on
French English bilingualism, MacKay (1967) recognized that when using
a less familiar language as a medium of instruction a sudden shift
from one language to another may cause language interference. To
'some extent this was evident in the St. Lambert study.

Also, no empirical support for the "optimal age' theory was
found by Burstall, Jamieson, Cohen and Hargreaves (1974) in a ten-year
longitudinal study of 18,000 British primary-school childrenbwith
early training in French as a second lénguage. In a literature
review, Stern (1982) looked at core French (programmes of French as

a second language taught as a subject) as opposed to immersion French
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in terms of starting grade, instructional time and instructional
materials. Starting age is less important than sometimes argued,
neither starting age nor grade level should outweigh such consider-
ations as the appropriateness of the curriculum, the continuity of
the instruction, the availability of appropriate staff, and the
provision of suitable and adequate learning materials.

Results obtained from a comparative study by Cziko, Holobow,
and Lambert (1977), that evaluated the effects of early and Grade 7
immersion programmes on English and French language skills of stu-
dents at the end of Grade 7 showed that early immersion has indeed
a greater impact on the development of French language skills than
does seventh grade immersion, but that the former fostered the de-
velopment of speaking skills. |

Penfield's view (1965) that a child can best learn a second
language before the age of twelve to fourteen years (i.e. before the
functional connections of the uncommitted cortex become fixed) had
originally been used in support of early immersion. Weininger (1982)
states Penfield's "Hypothesis of a 'switch mechanism' operating
between the two cerebral hemispheres enabling the child to turn from
one lénguage to the other without confusion, translation, or acéent
- seems to provide a physiological parallel to the theoretical concept
of co-ordinate bilingualism" (p. 21). The early stage for second-
language learning (optimal ‘age) remained crucial. However, with new

findings relative to the language capacity of the right hemisphere
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and the concept of innate language ability partially created by the
child (Chomsky, 1959), Penfield's model seems to have been ignored
for the time being. |

Macnamara (1976) contradicted earlier studies (Penfield § Rob-
erts, 1959} Lenneberg, 1967) in that the functions of a second
language in a normal child or adult are located in the same areas as
the fuhctions of the first language. It seems critical for the
nativists (Penfield, 1959; Lenneberg, 1967) to take advantage of the
child's neural plasticity of the brain and the developmént of cerebral,
hemispheric lateralization. Immature learners (younger learners) may
- need more time to learn a new language because they must also acquire
essential linguistic perceptual, motor, social and intellectual skills.
The more 'mature' foreign language learner has his cognitive system
already organized.

As Taylor (1974) said, a bilingual child 'Is building his con-
ceptual network at the same time as he is learning his languages™
(p. 116). 'In the cognitive network, the child builds labels and
syntactic programmes corresponding to both languages. Also it was
found that "A person who becomes bilingual as an infant should have
a greater opportunity to be truly creative than one whose bilingual-
ism was acquired later'" (p. 117).

Macnamara (1975) did believe that learning a second language
depends on the age and the setting in that a young child encounters

a different learning experience when he goes to school since he is



immersed and he/she is able to learn a secénd language in the same
fashion as his mother tongue. Similarly, MacNab (1981) also dis-
covered that "Second language learning is much like first language
learning" -(p. 42). He explains the two overlapping phrases iﬁ second
language 1eérning; first, the learning of vocabulary and structures
(already known in one's first language) and second, the development
of complex ideas and understandings (similar to first language learn-
ing). The speed of learning depends on the maturation level and
ability.

Anderson, Wallace Past and Cude Past (1978) provide evidence
that young children are able to learn two languages in the same way
that the unilingual child learns one. The authors relate to the

early acquisition of two languages in individual case studies (S&der-
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bergh, 1977; Past A., 1976; Past K., 1976; Christian, 1976 § 1977).

At a very early age, subjects achieved success not only in oral ex-
pression but also in reading. The examples cited in these studies

"Give some insight into the tremendous language-learning capabilities

of young children and the great pleasure they derive from being able -

to develop these capabilities through reading' (p. 159).

There were however, a number of studies strongly supporting the
early immersion option as being the most beneficial to the child.
The efficacy of such a programme in various countries is reported by
Morgan (1982). It seems therefore obvious that "harmful' effects of

early exposure to a second language proposed by Jakobovits (1972)
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can no longer hold true.

Schumann (1975) considered that there exist individual differ-
ences in learning a foreign language. Among the many factors con-
tributing to the success in second language acquisition, he discusses
the problem of age in that the mastery can occur at a young age as
well as in adulthood. He refers to Penfield and Roberts (1959) who
maintained that once cortical lateralization has been completed in the
left cerebral cortex (language development) at puberty, adults find
it more difficult to learn a second language. Social and psychologi-
cal maturation may also affect the development of‘bilingual skills
among the adult learner. Children on the contrary are not threatened:
by the sounds of a different language. They imitate their peers, and
can be strongly motivated by the community (school, parents, etc.)
where more opportunities to learn and use the target language'are
being offered. Since younger learners do not feel i;hibited they have
a more positive attitude toward learning a second language (Gardner §
Lambert, 1972). However, it is noted that motivated adolescents can
become more efficient learners of a foreign language.

It can be hypothesized that the reason why early immersion stu-
dents ére more proficient in French than the late-starters may be
considered in terms of the duration factor rather than the starting
age.

Genesee (1978b) informs that research to this day focuses on the

comparison of age in second language acquisition in terms of English
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as a second language and/or French as a second language. Researchers
have been in favor of beginning instruction earlier for cognitive,
neuropsychological and affective reasons by emphasizing innate lang- -
‘uage learning mechanisms (Chomsky, 1972; McNeill, 1970) or cognitive/
linguistic’ predispositions possessed by all children which facilitate
the natural acquisition of a second language. However, in a study in .
which a French cloze test was used to evaluate the lead group of stu-
dents in early, partial and late immersion programmes, Swain (1978)
draws a tentative conclusion in favor of the early total immersion
programme. It .appears that more advantages seemed to derive from
early acquisition of a foreign language (Cummins, 1978a; Swain §
Lapkin, 1981) since the initial language barrier is less noticeable
and L2 communicational skills develop more efficiently.

As Swain points out in the Canadian context ""The early immersion
is no longer in the experimental stage. It is an innovative pro-
gramme for the teaching of French as a second language which has met
with considerable success" (1976b, p. 187). Weininger (1982) expands
by clarifying that should younger children be in fact exposed to a
foreign language earlier, an attempt ought be made to '"Devise methods
which.serve to introduce them to the second language and culture in
an informal way as a preparation for later intensive language learn-
ing" (p. 35).

In another study dealing with early French immersion, Cummins

(1981) hypothesized that future academic achievement in immersion may
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depend on exposure to French and/or English in Kindergarten and that
there are differential effects for full-day bilingual versus half-
day French or English Kindergarten which are influenced by linguistic
backgfounds and socio-economic status. Comparisons were made on the
basis of ddta obtained from the Ottawa-Carleton majof evaluations
(Swain & Barik, 1976a; Edwards § Casserly, 1976; McInnis § Donqghue,
1976), only considered tentative according to Cummins, since only
- Catholic and non-Catholic middle-class Anglophone children were
involved. Other limitations were the variation in the curriculum and
different teams of researchers as well as in evaluation instruments.

The results indicated that no clear trends emerged in the com-
parison of full-day bilingual (half-day French Kindergarten and half-
day English Kindergarten) and half-day English Kindergarten. At the
Grade 1 level nonetheless, exposure to French in Kindergarten influ-
enced subsequent performance in French, so apparent in Grades 2 and 3.
No superiority in outcomes was seen between full-day bilingual (half-
day French Kindergarten and half-day English Kindergarten) and half-
day French Kindergarten.

There were however, certain proponents of delaying exposure to
: second 1aﬂguage acquisition who favored the late immersion alterna-
tive. Intermediate immersion (Edwards § Smyth, 1976) differentiates
the early French immersion option in that it begins as late as Grade
3 or 5. Children have then already been given instruction in English

Language Arts. Some fears had been expressed as to the impact delay-



ing native language instruction would have on reading and writing
(L1). Among the 168 school boards across Canada surveyed by the
authors, there were only four with this type of programme therefore,
it was found difficult to draw definite conclusions as to feasibil-
ity and efficiency.

The authors also looked at the option of implementing a late
immersion programme (a one or two-year programme in Grades 6 to 9)
for pupils who did not have the opportunity of learning French ear-
lier. Reference is made to the Peel and other studies conducted in
Brampton (Barik & .Swain, 1976a), Montreal (Genesee et al., 1974) and
Ottawa (Edwards & Smyth, 1975). Students progressed very well in
French (which was not at all related to intelligence) and they demon-
strated an interest in learning the language and content mastery
though not taught in English, did not suffer.

In this respect, a one-year immersion programme is proposed by
Bruck; Lambert and Tucker (1976a) for children who did not have the
opportunity of learning French in the primary grades. The study in
question assesses the level of French proficiency between early im-
mersion pupils and those enrolled in a one-year programme only. The
formef group achieved a higher level during that particular period
but at a later date (high school for example) the competence level
might have been equal. No firm conclusions were made as to the un-
desirability of a late immersion programme and it remained an open-

ended question.

53.
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In describing the extent of French immersion language programmes .
in Canada over the past decade, Swain (1981) relates to the olders'
tendency to be more efficient learners in some aspects of second lang-
uage learning though there exist advantages in starting earlier in an
intensive progiamme. Hamayan et al. (1978) found that Grade 6 biling-
ual students when tested for sentence repetition or elicited imitation
outperformed the Grade 4 students. This could have been attributed to
a maturity or age factor. When these groups were compared with French
monolinguals a differentiation of internal grammars (syntactic struc-
tures) was markedly relevant. Also Cummins (1979a) saw older learners
more capable of learning syntax and morphology of a second language.
It is the contrary for oral fluency, phonology (accent) and listening
comprehension.

According to Taylor (1974), delaying the introduction of a for-
eign language can be more beneficial. He claims that "The adult's
more advanced cognitive maturity would allow him to deal with the
abstract nature Qf language even better than children'" (pp. 32-33).

Likewise Weininger (1982) favors the postponement of immersion
to a later stage when children "Are able to make use of a much larger
reperfoire of approaches to the new language and culture. It is
believed that their higher level of development in the mother tongue
and their greater literacy would enable them to exploit contrastive
and structural analysis" (p. 35).

To conclude, Cummins (1982) makes a point by stating, "The
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principal reason why immersion programs work well at any- grade level
derives from their use of the L2 to transmit meaningful academic and
interpersonal content. The age of the learner may influence the
acquisition process in a subtle way, but it does not afpear to be a
major factor in the success or failure of the program'" (p. 41). To
MacNab (1981) starting age is unimportant also since there are prac-
tically no differences in the end-result between early-entry and
late-entry students. One must bear in mind that as a rule of thumb
the early-entry students have received twice as many hours of French
instruction when compared with late-entry students at Grade 4 or 7.
Five years earlier, Genesee (1976b) noted that whether a child is
exposed to the French language in Kindergarten, Grade 1, 4, 7 or 8,
some most important factors to be considered are that the children,
(a) have no difficulty adjusting to the programme; (b) all learn
French; (c) develop normal native language skills; (d) acquire pre-
scribed course material; and, (e) suffer no intellectual impairment.

Learning Disabilities and Other Factors

In the beginning 1970's, researchers began to focus on reasons
why certain pupils were performing poorly in a French immersion pro-
gramme. Some of the questions asked were:

(1) Was it due to a lack of aptitude for second language learn-
ing? (2) Was it the child's attitude towards learning a second
language? (3) Was the age inappropriate at which a child would start

to learn a second language? (4) Was it due to hyperactivity, rest-
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lessness, inattentiveness? (5) Was it due to some inheritance fac-
tors? (reading disabilities in the family).

It is normal to see cognitive deficits and learning problems in
every French immersion classroom. If a child is referred for '"biling-
ual interference in reading" (Wagner, 1976) it does not constitute
the base of the reading problem though the so-called dyslexic syndrome
is seen in both languages in varying degrees. Remediation should
accordingly be achieved in the two languages and English (L1) taught
first (Strong, 1972). Wagner quotes Lambert and Fillenbaum (1959)
who found bilinguals having acquired the language at home (fused,
compound) manifesting "A more general language deficit affecting
their two languages when they become aphasic" (p. 96). 1In the ca;e

of separated (coordinate) bilinguals who learned the language exclu-

sively outside the home, they '"Are more likely to lose the use of only

one of their languages if they become aphasic" (p. 96). The situation

can develop into a polyglot aphasic system when a bilingual aphasic
child is also exposed to different languages each parent may speak.
Macnaéara (1966) recognized that when a second language is
taught to a child first reading skills in both languages (L1 and L2)
are delayed. -
Bruck negates the threshold level by favoring Cummins' ”Hypofhe—
sis that first language and preliteracy skills predict achievement in

a second language program" (1980, p. 58). In this respect, language

of instruction or psycholinguistic abilities seemed to have given way
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to social psychological conditions that can predict achievement in a
French immersion environment. With language disabled French immer-
sion pupils great stress is laid and encouragement is given in the
acquisition of the French language.

In hef.study, Burstall (1976) examined young British pupils who,
although bright, were encountering major problems at the initial
stage of learning Freﬁch. The emphasis on acquiring a foreign lang-
uage orally made it more difficult for these children to learn French.

Since no visual cues were given on the Tactual Performance test the

French immersion group did significantly poorly. The following
analogy is drawn between the British and Canadian children who exper-
ience the same difficulties, language learning is hampered by the
lack of visual cues.

Another study of considerable importance in this area was con-
ducted by Bruck, Rabinovitch, and Qates (1975). In a preliminary
study, which was part of a longitudinal project initiated in 1970,
they evaluated the performance of children with learning disabilities
in French immersion from Kindergarten to Grade 2. With a limited
sample consisting of six language disabled students placed in an immer-
sion school, results indicated that these students can progress
linguistically in the same way as their English counterparts. The
authors found that they were able to make the transfer of skills from
French to English and learn to read in both languages. Similar weak-

nesses exist in English or in French, thus switching out of French
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immersion would not necessarily eliminate the problems.

In the second report of the project, Bruck (1978b) focused on
the following four different groups of children who were screened
each year (1970-76) at the Kindergarten level: (1) children with
language disorders in French immersion programmes, (2) children with
language disorders in French classes, (3) children with normal lang-
uage development in French immersion, and (4) children with normal
language development in English classes. These groups were followed
on a yearly basis in the area of first and second language skills,
cognitive development and school achievement until the end of Grade -
3 when reading, writing, spelling and mathematics presumably have
been acquired.

Difficulties typical when dealing with this type of study, were
encountered because of attrition thus making it necessary to add more
children to fill(up) the gap. The evaluation for each level included
formal tests and informal evaluations by teachers in both English
and French. Bruck's report mentions assessment of French language

skills at the end of each school year (Grade 1, 2, and 3) based on

teacher ratings/interview, administration of 0.I.S.E. French Listening

Comprehension Test Level I as well as a Pilot Battery in French. Un-

fortunately, neither French tests' statistical results nor information
regarding the Pilot Battery in French have been issued after the study.
However, Bruck's findings suggest that children with language

learning disabilities in French immersion:
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1. Learn and develop academic skills at the same rate as child-
ren in English programmes (dominant language);

2. do not suffer impaifment to verbal and non-verbal aspects of
cognitive functioning due to French immersion;

3. acquire aural comprehensioﬁ, and by the end of Grade 3 are
proficient in French, although they have problems in language learn-
ing;

4. benefit more in that setting than in a second language pro-
gramme (designated time per day) and this is even more important in
the Québec environment;

5. be taught English reading only after they have acquired more
skills in French;

6. ought not to be switched to an English programme because of
their difficulties;

7. should receive identical remedial services in French as pro-
vided in thé English setting.

Bruck (1978a) notes the advantages a learning disabled child can
have from being in a French programme but since no objective data are
available, the issue of being 'better off' once the child has moved
into ah English programme is very difficult to assess. Trites and
Price (1977) have recognized that children who switched out of the
immersion programme had a lower verbal IQ and had more academic dif-
ficulties than thé ""problem" children who stayed in the programme. In

Bruck's study, the English "problems" exhibited a significantly lower



performance IQ scores in Kindergarten and Grade 3 than the French im-
mersion 'problem' children.

For Bruck the problem evolved mainly around the ngcessity for
switching into the English stream and the appropriate time with all
its implications. A case study approach was undertaken in order to
generate specific hypotheses for future studies regarding the advisa-
bility of switching. Case histories were collected on 9 subjects
previously assessed in the research project (Bruck, 1978b) who had
switched out of immersion because they were experiencing serious
- learning problems. - It was found that once in the English programme
the five pupils were still having difficulties while two were coping
and one was doing extremely well. Bruck's interpretation of the
positive results obtained from switching can be considered as a sub-
jective judgment of success on the parent and/or educator's part of
the '"Hawthorne effect" (changes bring about bursts of improvement).
Furthermore in this new situation parents are able to assist their
children with schoolwork presented in English.

More recently, Bruck (1982) contradicted the psycholinguistic
position that "Assumes that all French immergion children have intact
or norﬁal linguistic and cognitive abilities'" (p. 47). These child-
ren do indeed enter the programme because their parents have made
such a decision and no initial screening eliminates those with de-

7
ficiencies in these areas. In her study, Bruck examines how children

from majority culture backgrounds with impaired first-language skills

60.
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function in a bilingual educational milieu.
In the design of her study, immediately upon entry into French
immersion and English Kindergarten classes, the subjects were indi-

vidually administered the Wechsler Preschool Primary Scale of Intelli-

gence - WPPSI (Wechsler, 1967), and a specifically-designed diagnostic
screening test (by a specialist in child language development) that
included: object manipulation, story retelling, sentence imitation
echolalia tests and an interview. Children were then categorized as
language impaired in French and English classes and normal language
abilities in French and English classes.

During the Kindergarten year, a battery consisting of five tests
assessed each child's IQ (WPPSI, Wechsler, 1967); receptive language

(Peabody Picture Vocabulary Test - PPVT, Form a; Dunn, 1965); recep-

tive and expressive abilities (The Northwest Syntax Screening Test -

NSST; Lee, 1971); auditory/visual reception and associatioh, grammatic

closure, auditory and visual sequential memory (The Illinois Test of

Psycholinguistic Abilities - ITPA; Kirk et al., 1968), and a Sentence

Imitation Test (Golick, 1977).

In Grade 1, apart from giving the Kindergarten and other supple-

mentary tests (for example, the Math subtest of the Metropolitan

Achievement Test - Battery 1, 1958), bilingual subjects were asked to

decode individual sounds in French read orally, answer comprehension

questions (French Listening Comprehension Test, Barik, 1975) and re-

cord dictated words. Using a five-point scale, teachers rated the
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pupil's reading, writing, receptive and expressive language skills as
well as mathematics.

Results of her study indicated that: (1) the two problem groups
had poorer verbal skills than the Control children, (2) English prob-
lems had poorer nonverbal skills than French problems, (3) on the
Verbal Scale, Controls outperformed problem children, (4) all children
performed better in Grade 1 than in Kindergarten, (5) the linguistic
or cognitive functioning of all groups were not affected by the medium
of instruction, (6) after two years of biliﬁgual education, the French
problems' language skills equalled the English problems' skills,
(7) on certain subtests of the ITPA (auditory closure, etc.) French
problems were inferior to Controls since they had not received any
English instruction, (8) all problem subjects scored lower on the
mathematics test, (9) French expressive skills were below average
among French problems when compared with French Controls, (10) French
problems exhibited also a delay in their first language verbal expres-
sion, (11) except oral reading, French Controls outperformed French
problems in all Frénch language skills, (12) educational intervention
was provided to 71% of English problem children versus 19% {although
54% réquired special assistance) to French problem children, and
(13) French problems' comprehension level was the same as French
Controls"'.

A different viewpoint on the question of the learning disabled

child in French immersion is presented in Trites' works. In 1977,
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he attempted to draw a profile of children who are encountering prob-
lems in French immersion and to discover if there are similarities
between disabled readers in French immersion and the regular English
stream. Thirty-two identified children when compared to 7'groups
(""language™ factor and nonlanguage groups) on measures of academic
achievement and language were unsuccessful in primary immersion pro-
gramme as a result of a mild specific maturational lag in temporal
lobe regions (Trites § Price, 1976). In the cross validation (Trites
& Price, 1977, 1979b) a nonclinic population was studied. French and
reading tests were given to immersion dropouts because of learning
difficulties and their high immersion achiever counterparts. With IQ
~controlled statistically, these groups continued té differ on behavior
rating scales, specialized reading subskills tests or oral reading,
and reading comprehension. The tactual performance deficit (Tactual

Performance Test, Trites, 1977) resulting from the earlier found

maturational lag was still existing in the dropout group. Trites and
Price (1977) concluded that children who have been switched to an
English language programme had made greater relative progress in
reading than the French immersion success group of children maintained
in Frénch immersion in spite of having difficulties even though the \
scores were still below the norm for age and grade. .

These results concur with Burstall et al's investigation (1974)

who found that the lag evident in younger children (below age 9) seems

to disappear after that age which may suggest that children are better
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being educated in their native language first, and learn a second
language at a later time.

However, Trites' work has been analyzed by a number of inter-
nationally-known researchers on bilingualism and French immersion.
Carroll (1976) questioned if the 32 subjects Trites chose for his
study (who were taken from the clinic's files), are a representative
sample of the total population.

Cummins (1979b) reinterpreted Tritesf data (1978) which indicated
that any child who is experiencing difficﬁlties.in early French immer-
sion should be sﬁitched to the regular English programme. Trites'
studies do not show that the same difficulties would have persisted
should a child be switched to the regular English stream. Furthermore,
. for Trites, once these pupils are placed into the English stream they
are capable of functioning satisfactorily. Trites' findings tend to
contradict Bruck's results (1978) demonstrating that these children
can acquire English as well as French language skills (oral and written).
Also environmental changes may affect the child's self-esteem and con-
sequently have some psychological implications. Cummins finds Trites'
data invalid since after children have been transferred into the reg-
ular Eﬁglish stream their reading skills lag behind. He criticizes
Trites and Price's report (1977) because the authors do not interpret
nonsignificant statistical differences as nonsignificant, and it is
not written that once children have switched to the English programme

they repeated or dropped back a grade level. The "gains' children
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achieve after switching appear to be real because percentile scores
have not been used appropriately (they cannot be manipulated as scores
or numbers) and "'regression to the mean'' has taken pla;e. Children

do much better in terms of actual grade discrepancies than in terms

of what would be expected on the basis of their ages. Trites'
"greater relative progress in reading" is consequently questionable.

In the discussion of learning disabilities it becomgs important
to address other factors that mayAcontribute to a student becoming a
disabled learner or on the other hand contribute to a student's suc-
cess.

Limited experiences and deprivation in the first four to five
years of life have a great consequence and it is generally agreed that
most learning problems do not develop suddenly, so evidence of a weak-
ness in an area should not be assumed to be the cause of a learning
disability. It is stressed that rescreening is a necessary measure
in ordér to ensure the validity of obtained scores. It may be that
the child's testing situation and feelings toward the test administra-
tor distorted the scores. Differences in screening and rescreening
scores could equally lie with a maturation lag.

With the immense popularity of French immersion programmes
especially at the primary level new researchers are expressing their
views on the learning disabled child's placement. For Morgan (1982)
it.is a matter of grave concern when he refers to "Children who already

have problems (oral and printed) in their first language coping with
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a second language. There is a need for effective screening of child-
ren who are likely to fail or be frustrated in a 'direct' immersion
program because of language and, in particular, auditory weaknesses.
Such screening will be even more important if immersion programs be-
come universal' (p. 46).

Another factor that may affect success in French immersion classes -
and on which few studies have been reported is personality traits.

A Pilot study on personality characteristic and second language
learning in young children was conducted by Swain and Burnaby (1976)
on a sample of 63 French immersion pupils and 68 English programme
pupils (Kindergarten, Grades 1 and 2) in 5 schools of the Ottawa Board
of Education and the Carleton Board of Education. For the purpose of
the study, the Bilingual Education Project of the Ontario Institute
of Studies in Education (0.I.S.E.) under the direction of Dr. G. Neu-
feld developed a personality assessment instrument composed of nine
characteristics. A battery of French tests was also given to the
subjects at different grade levels. Using t-test, it was found that
French immersion children seemed happier, displayed perfectionist
tendencies (considered to correlate significantly and -frequently with
second language achievement) and were more talkative than English pro-
gramme pupils according to their teachers' ratings. Quickness in
grasping new concepts was a common trait for both groups .

Yet more research has been completed on the strategies and tech-

niques good foreign language learners employ. Based on Rubin's work
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(1975) the following seven strategies are identified; these learners

are willing and accurate guessers, they have strong motivation to

- communicate, are often not inhibited, are prepared to aftend to form

(look for patterns in language), practice the language, monitor their
own speech’and that of others and, finally, attend to meaning.

According to Reiss (1983), the variables determining success for
the foreign language learner are three-fold: (1) cognition, (2) per-
sonality, and (3) learning styles and techniques. In accordance with
cognitive style variables, Naiman, Fr8hlich, Stern and Todesco (1978)
found the successful learner to demonstrate '"field independence"
(differentiation between relevant and irrelevant information), over-
generalization and tolerance of ambiguity. In the personality cate-
gory, 'adventuresomeness' prevails as a particular common trait.
However, this is the most complex unresolved issue because the success-
ful individual is not characterized by a specific set of personality
traits.

A most recent study on.a related subject examines the personality
development in nine case studies of bilinguals from birth. Titone
(1983) explored simultaneous bilingualism as experienced at home by
these children prior to reaching the age of six. English, French or
German was the language spoken in different homes located in Italy.
Titone's conclusions are two-fold: first, "Early bilingualism does
not prejudice or handicap the normal social development of the,child'é

personality" (p. 177); and second, it is identical to Genesee and
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E. Hamayan's findings (1980), pointing out that "Individuals differing
on the basis of field independent cognitive style would learn a second
language better if placed in a non-traditional OT non-conventional
teaching environment, that is, in a situation where linguistic roles
are not trgnsmitted from the teacher to the student but really exper-
ienced in a natural communicative environment" (p. 178).

Also, a factor that may affect success in French immersion is
socio-economic status and/or minority groups. One such study was
conducted by Edwards and Casserly (1973) who compared the performance
of third language pupils (Grade 1 and 3 minority groups) with their
English énd French peers‘involving children of Italian descent living
in Ottawa. From their results they found that when only French was
~ taught, third language children were weaker in oral and aural language -
skills (French and English) but at the Grade 3 level these weaknesses:
were only relevant in English. It should be noted that their previous
exposure to English was only in a religion course and in Grade 3 (75
minutes a day of instruction).

The longitudinal evaluation on the effectiveness of a French
immersion programme for working—class English speaking children was
conducfed by Bruck, Jakimik, and Tucker (1971). Tucker, Lambert and
Id'Anglejan (1973) also examined the suitability of French immersion
for students from working-class homes. They concluded that these child- .
ren can learn a second language when instruction starts at the Kinder-

garten level as soon as:English is being formally introduced and that
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there is no lag in comparison with their English peers (working-class
category). In addition, it was found that they are able to assimilate
the content being taught in French and make the transfer of skills
into English.

The Acquisition of English Language Skills in Primary

French Immersion

A number of studies have focused upon the general acquisition of
English language skills after the students have been in French immer-
sion classes.

Some earlier studies conducted in the 1960's tended to show the
negative effects the introduction éf a foreign language would have on
the mastery of first language skills (English). For example, a study
by Macnamara (1966) stressed that English-speaking students in Ireland
did not adequately learn Irish; their proficiency in English suffered
and retardation in problem mathematics was evident. However, he did
not show that bilingualism was the cause of such a deficit. His known

“"balance effect" hypothesis was based on the premise that while a
child is acquiring L2 skills, it is at the cost of L1 skills.

A similar conclusion was made by Lambert and Macnamara (1969) in
their‘comparison of Grade 1 French immersion and English Control
groups on measures of language and word skills, vocabulary reading,
intelligence and arithmetic. They found that the Experimental group's
performance was lower than the English Controls in English language

skills (word discrimination knowledge, reading). However, since the
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sample was small the authors advised the readers to interpret the
results with caution.

In the 1970's, a new trend negating previous hypotheses, seemed
to have emerged and reflected in longitudinal evaluatiQe studies.
In an explicit fashion Lambert and Tucker in their follow-up study of .
the St. Lambert children (1972), concluded that "The Experimental
children have acquired French language skills far beyond the level
which they would have attained through traditional second language
teaching methods and at no cost to their English language ability"
(p.. 101). Similar results were obtained by Swain (1978) who also con-
curred that middle-class majority language children have their first
language skills well developed from the environment, and learning
intensely a second language will not endanger their native language
skills.

Results from a study by Sweetman, Leblanc, and Lawton (1975),
coincide with the above findings. In their studies which involved
Grade 5 Experimen;al and Control groups who were administered the

Canadian Test of Basic Skills, CTBS (1968) and the Otis-Lennon Mental

Ability Test, Elementary Level II, Form K (1967) for adjusting IQ,

that aimed at determining if French immersion pupils would become pro-
ficient and develop English language skills they found that first-
language development of an English-speaking child is not impaired
because of being involved in a French immersion programme. In their

report, the authors posed the following questions that may be of value
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in conducting such studies: (a) Will children fall behind in their
first-language skills? (b) Will children learn fewer words? and
(c) Will children's reading and comprehension be below their peers
not learning a second language?

Also Similar results were obtained from two studies (Toronto §
Ottawa) by Swain and Barik (1978), and Barik and Swain (1974a). From

the data analysis of tests results obtained from the Metropolitan

Readiness Test (1964) that was administered to two groups of children,

one completing French immersion kindergarten and the other, English
kindergarten, the authors concluded that English language skills were
developing well and the children's level of readiness skills enables
them to learn to read in Grade 1.

On the other hand, a certain number of studies have examined the
specific skills in the shape of the English language programme. These
studies have focused on the development of English language skills at:
different grade levels that occurs in the form of a transfer of skills
from French to English. Swain (1974) views this phenomenom as a posi-
tive transfer of reading skills when French is taught before English
since French possesses '"A more systematic sound-symbol correspondence
than does English" (p. 121).

Of importance is the study by Swain and Barik {1976b) that in-
volved 600 Kindergarten children, 600 Grade 1 children, and 700 Grade
2 children over a span of 3 years, 450 Grade 3 students over a two-

year period and 150 Grade 4 students over one year. All students
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involved in the study followed the immersion programme in the Ottawa
and Carleton Boards of Education. Results revealed that at the
Kindergarten level immersion pupils' :scores did not differ from stu-
dents in the English stream in terms of English skills (vocabulary,
listening comprehension, visual discrimination, auditory perception
of beginning sounds of words) although they only had instruction in
French. However, word knowledge, word discrimination and reading
caused more problems to the Grade 1 immersion pupils but they did not
score below the 35th percentile and in some instances had reached the
60th percentile. In Grade 2, these students had received 60 minutes
of English instruction per day. They ranked lower than regular stu-
dents in reading and spelling but were equal in word discrimination.
The lag manifested in spelling still remains in Grade 3 since immer-
sion pupils scored significantly lower than the comparison group.

The above results are similar to earlier studies by Lambert and
Tucker (1972) who found that Grade 1 French immersion pupils did not
fall behind in speaking and listening skills but lagged in reading.

Therefore it may be hypothesized that if English is only intro-
duced at Grade 3 some pupils are able to match their English.counter—
parts.whereas the majority have not attained the desired level in the
areas of spelling and reading comprehension. This may be due to lack
of previous formal exposure and possibly the mastery of language rules.

Transfer of French Reading Skills to English Classes

A review of the literature revealed that there have not been
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many studies which have focused on the transfer of reading skills,
when a second language (direct method) is taught before the native
language. One study that endeavored to determine the iﬁterlanguage
transfer of reading skills was conducted by Cziko (1976) who com-
pared the French and English reading skills of immersion students

with those of English and French Controls. Because of the audio-
lingual French training of the late immersion group it was found that
these students performed as well in French as the early immersion

- group. He found that the English reading skills of both groups were
at the same level and that there were no significant group differences
noted. However, he stated that there was significant positive cor-
relations for these two groups who "Were able to transfer the reading
skills developed via one language to the language introduced subse-
quently, regardless of whether they were first taught to read in
native or second language'" (p. 538). He further concluded that in the
4acquisition of bilingual skills through the direct method or the
native language approach no preference seemed to emerge in this par-
ticular study.

Tucker (1975) stressed the easy transfer of reading skills from
French.to English occurring when reading achievement in French is a
good predictor of reading achievement in Englisﬁ at each grade level
(Grades 1 and 2).

In their study Mchugall and Bruck (1976) compared "'The effects

of delaying English reading until Grade 3 on native language skills"
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(p. 38). Their study investigated the effect on first language skills .
when second language instruction is introduced at different times

using as a sample, six groups of Grade 3 and 4 pupils who had received
English reading instruction at different times from two-thirds of a
year (2/3) to three and two-third years (3 2/3). Pupils' non-verbal

IQ was measured by the Canadian Lorge-Thorndike Intelligence Test

(1954-66) and their English reading ability with the Spache Diagnostic -

Reading Scales (1972). Based on the results of their findings, they

recommended that it is to the benefit of the pupils that the formal
introduction of English Language Arts be delayed until Grade 3. Al-
though the data-analysis did not definitely support the hypothesis of
delaying English reading by a year, in discussing their results two
points were made: first, learning to read in a second language does
not cause a delay in the acquisition of academic skills; second, na-
tive language skills do not suffer if they are taught later on. At
this point it is difficult to measure with accuracy the amount of
transfer from French to English that has taken place over the preceed-
ing years. The study revealed that transfer for immersion pupils
occurs very rapidly. '"In only 2/3 of a year they are able to catch
up to fhe early French immersion group, who have been reading English
for 1 2/3 years and to the English group who have been reading English
for 2 2/3 years" (p. 42).

The same issue that of a natural transfer of reading skills was

examined in the context of Irish (L2) and English (L1) experience.



75.

Cummins' findings (1977) are parallel to Canadian findings although
teachers in Irish immersion schools predicted long-term detrimental
effects for the children's motivation to read (L2) since their Eng-
lish vocabulary was already established prior to learning L2. HoQ—
ever, it appears that there have been no specific study that has
ascertained to which extent’ the delaying of L1 instruction may have
a negative effect on a child's motivation to read in L1. Further
investigation was sﬁggested as to children's individual difference
and reactions when L1 and L2 are introduced. Also, it was hypothe-
sized that parental involvement may contribute to the rapid transfer
- of reading skills (L2 to L1). In general, it was found that "immer-
sion parents" will assist their chila.in acquiring L1 reading skills
even before it is formally taught at school.

It is believed that there may be a differentiation existing in’
the reading process between immersion and English programme students.
Using '"miscue analysis" as a quantitative and qualitative measure,
Dank and McEachern (1979) examined the oral reading strategies em-
ployed by ten Grade 3 French immersion pupils in contrast to pupils
in an English stream. In order to obtain miscues (oral reading
deviations) the sample read orally a fable in English at the Grade 4
level. Each miscue was then categorized (9 linguistic questions)
according to high, partial or no similarity between the correct
response and the uttered one. Finally, each subject retold the story

recorded on tape. Results demonstrated that the French immersion
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group used more effectively grapho-phonemic cues, syntactic and
semantic relationships. By being able to correct its miscues, it
achieved a higher degree of reading comprehension thanvits English
counterparts. Moreover, the main idea and supporting details as
expressed by the French immersion group when retelling a story
showed higher proficiency concluding that offering instruction in
a second language, French in this case, is not detrimental to the
development of reading and comprehension skills.

The way in which immersion pupils perceive English and French
words (recognition of spelling patterns) and make use of ortho-
graphic structure while reading orally was examined recently by Mes-
Prat and Edwards (1981). In-their study, two groupé of Grade 3 and
6 boys, read and wrote letters of words, pseudowords and nonwords.
Results showed that the Grade 3 pupils performed better with the
French pseudowords ('"muit" for example) than with the English ones
("snick' for example). However, at the Grade 6 level a significant
difference between the pseudowords and nonwords (uitm: French;
ftog: English) in Freﬁch and English tend to indicate that ortho-
graphic structure is used when reading in both languages. '"A capacity
to induce regularities within and across languages may help to explain
the high correlation found between the Grade Three's performance in
English and French ... attributed to transfer of skills across lang-
uages" (p. 689).

Finally, in his two-year study, Roy (1980-81; 1981-82) evaluated
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the Grade 3 pupils' performance in listening comprehension, reading
(French and English), speaking and writing proficiency, social
studies and science. Among the various instruments used in the

1980-81 study the French version of Bilingual Syntax Measure, Baut-

ier-Castaing (1977), Message Writing Test, interviews, questionnaires,

and the California Achievement Test: Reading (Tiegs & Clark, 1970)

were administered to a sample of 36 pupils. The group who had been
attending an immersion school since Grade 1 was for the first time
receiving one hour of English Language Arts instruction per day.

Results obtained from the California Achievement Test placed the

group at the Grade 4 level in vocabulary recognition and just above
this level in comprehension and general English reading ability. A

particular strength was noted in syntactical analysis.

In 1981-82, the Canadian Test of Basic Skills (1976) was used
and the students read in English at approximately the same level as
their English peers.

After careful examination of the statistical data there were
indications showing that the child's ability to read in French is
related to the ability to read in English. Roy's interpretation is
that "A pupil's achievement in French reading may be predicted when
s/he started to read in English the alphabet, candy wrappers, signs
on storés and restaurants and street signs. The pupil's achievement
in English reading may be predicted by when s/he started to read in
English candy wrappers, color names and words in paper headlines"

(p. 36).
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In summary, on the basis of the literature reviewed, it is
believed that a child's English skills will not deteriorate when
instruction of his native language (English) takes place after a
second language has been taught. Since they have alrea&y developed
essential strategies while learniné French (grapho-phonemic, syn-
tactic and semantic cues) many pupils experience a rapid trénsfer

of skills.
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CHAPTER II1
SUBJECTS, MATERIALS AND PROCEDURES

In this chapter, background information on the subjects involved
in the study, procedures employed in gathering and analyzing the data
over a four-year period will be described.

Subjects

Background Information

In this English-speaking family there are 5 children (3 boys and
2 girls), the last three being a set of triplets with one girl and
two identical boys.

The data sheet included in Appendix B, was designed for the sub-
jects' parents so as to collect valuable background information for
the study. The content was partly based on the works of Berry and
Eisenson (1956).

On both sides of the family there are no indications of health
problems, learning difficulties, or incidences of multiple births.

When the mother was 5% months pregnant, the parents were informed
that a set of triplets would be born. At that time the expecting
mothervwas 32 years old and had had previous difficult pregnancies.
She remained in hospital until giving birth to the children in the
following order: (a) Joseph, (b) Jack, and (c) Alice. The last one
weighed the most (5% 1lbs.) and the second one was the lightest (4 1bs).

These infants premature by one month displayed neither health nor
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feeding problems. They seemed to develop in the same manner as other
children like sitting alone at the age of 8 months and taking their
first steps with support at 12 months. Alice took longer to walk.
alone (18 monthsj in comparison with both boys (16 months). All three
had chicken pox at age 8 and the boys adenoids removed; tubes were
inserted in their ears due to hearing problems.

At an early age the children developed right-handedness. Also
the boys communicated in their own language using a limited vocabulary
whereas Alice displayed more advanced verbal skills which facilitated
interaction with the rest of the family.

When they were 3 years old the triplets attended an English-
speaking pre-school before entering the French immersion programme.
They enjoyed listening to stories rather than memorizing nursery
rhymes. Jack participated actively in art and poetry whereas Joseph
in science. The 3 children exhibited an average interest in school
and in the learning of the French language. English was the only lan-
guage through which all communication took place in the household.

Sinée Grade 2 Alice has had private lessons in French reading
mainly, and also in mathematics. From Grade 1 she has been consid-
ered Socially and emotionally well-adjusted. It appears that she
failed to develop her own expectations about school performance which
ultimately resulted in her frustration. After a period of 4 months
private tutoring in mathematics, Joseph was functioning at grade level.

‘He preferred to accomplish certain tasks provided he was going to



81.

receive a reward at the end; hence, his own interest came first.

Jack was seen as a high achiever striving to do well. As a more
. conservative subject he would be quite apprehensive at exploring new
ideas unless he fully understood the concepts involved.

From an early age the children have been taking violin lessons,
played soccer and learned Hebrew. In view of Alice's initial language
difficulties in English, Hebrew lessons had been discontinued for her
only. Constant exposure to their mother's artistic works have made
the triplets appreciative of activities related to art which they truly
enjoy.

No. particular behavior problems are seen by the parents however
Joseph appears as a very nervous and possessive child who can be
sometimes aggressive in his milieu. Jack is sometimes possessive,
bickering and manifests a tendency to‘show off.

The family as a unit offers love, security, sociability, as well
as opportunities for expanding one's horizons in various areas. The
triplets have developed differently with their specific personalities
hence similarities appear to be uncommon.

Materials

Eoth formal and informal tests were administered over a period
of four years. Beginning at the Kindergarten level, the screening
-battery is fully outlined in Appendix D. The linguistic tests in
English are included in Appendix E,‘the French :eading tests in Appen-

dix F, the psycho-educational tests in Appendix G and finally Appendix H
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describes the English tests in Grade 3.

Procedures and Discussion

The data collection- took placé over a period of three years.
All formal and informal educational test results as well as complete
analysis of performance and observations were gathered in separate
folders for each subject per grade level. Table 2 presents the list
of all thé standardized and informal tests used for evaluating the

sample during the four-year period.

Insert Table 2 about here

Year One Evaluation: Kindergarten Screening Battery

The Kindergarten screening recently introduced in the school
District usually takes place in the fall and aims at identifying child-
ren suspected to have potential difficulties which could interfere with
their success in school. It is felt that since the greatest emphasis
is placed on the assimilation and manipulation of oral language to
Grade 2 in a bilingual context, the receptive or listening language
problems of some children should be monitored. The screening process
is not designed as a diagnostic tool but rather provides some general
indications of a possible problem without determining either its
significance or its extent.

In the second year screening procedures are comprised of standard-

ized as well as informal tests. Some are selected to meet the needs of
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Standardized and Informal Measures Utilized to Evaluate the Triplets'

Performance per Grade Level, during a Four-year Period

Standardized Tests

Informal Measures

Kindergarten: Screening Battery

(Alice, Jack, Joseph)

1. Bilingual Syntax Measure (BSM);

2. Boehm Test of Basic Concepts, Form A,
Booklets 1 and 2 (BTBC);

3. McCarthy Screening Test (MST);

4. Peabody Picture Vocabulary Test, Form a,
(PPVT) .

Grade 1

1. Test in French (Alice, Jack, Joseph)
Test Diagnostiques de Lecture pour les Classes
d'Immersion, Premiére année (French Diagnostic
Reading Tests for Early French Immersion
Classes, Grade 1).

2. Linguistic tests in English

(Speech and hearing therapist)

a. Illinois Test of Psycholinguistic Abilities
(I.T.P.A.); (Alice)

b. Lindamood Test of Auditory Conceptualization
(L.A.C.); (Alice)

c. Test of Language Development (TOLD-P) (Jack)

NN e

ju—

Hearing;

Speech;

Language;

Report card ratings and
comments for the three
terms;

Notes and other observa-
tions.

Hearing (Alice § Jack)
Area counsellor class
observations (Alice)
Report card comments for
the three terms.

€8



Standardized Tests

Informal Measures

C.

D.

Grade 2

1.

Test in French (Alice, Jack, Joseph)

Tests Diagnostiques de Lecture pour les Classes
d'Immersion, Deuxiéme année (French Diagnostic
Reading Tests for Early French Immersion Classes,
Grade 2).

Psychological tests in English (Alice, Jack, Joseph)
a. Wechsler Intelligence Scale for Children,

Revised (WISC-R);
b. Beery and Buktenica Developmental Test of
Visual-Motor Integration;
Draw-a-Person;
. Motor-Free Visual Perception Test (MFVPT);
Peabody Picture Vocabulary Test (PPVT);
. Wide Range Achievement Test (WRAT: Arithmetic)

h O Q0

Grade 3
1.

Test in French (Alice, Jack, Joseph)

Tests Diagnostiques de Lecture pour les Classes
d'Immersion, Troisi&me année (French Diagnostic
Reading Tests for Early French Immersion Classes,
Grade 3).

Tests in English (Alice, Jack, Joseph)
a. Gates-MacGinitie Reading Tests
(Level C, Forms 1 and 2);
b. British Columbia Mathematics Achievement Tests
(Grade 3/4, Revised 1980); :
i. Operations with whole numbers,
ii. Sets and numbers.

Report card ratings and
comments for the three
terms.

Report card ratings and
comments for the three
terms.

‘8
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a bilingual school. All tests were given in English only.

Involved in the screening process, which began in the spring
were the school psychologist, speech and hearing therapist and
nurse, assigned to the school, the learning assistancé and Kinder-
garten teachers; and area counsellor. The schedule for administering
the screening battery is presented below:

April Hearing

April 10 Boehm Test of Basic Concepts; Form A,

Booklets 1 and 2

April 17 Peabody Picture Vocabulary Test, Form a
April 18 » McCarthy Screening Test

April 20 Bilingual Syntax Measure

May Speech, Articulation, Language

Table 3 gives the raw scores obtained by the sample on the Boehm

Test of Basic Concepts (BTBC). The maximum score for each booklet is

25.

Insert Table 3 about here

On Booklet 1, Alice‘attained a perfect score of 25 whereas her
two brothers, an equal score of 24. Booklet 2 presented more problems
to.Jack in particular, who was the weakest in all 4 categories: space,
quantity, miscellaneous and time. He was at the 30th percentile (on

middle socio-economic level) in contrast to Alice (60th percentile)



Table 3
Boehm Test of Basic Concepts:

Raw Scores Form A, April and September

Alice Jack Joseph

Maximum score 25

Form A
April
Booklet 1 25 24 24
Booklet 2 13 8 16
September
Booklet 2 | 16 14 N.A.

86.

and Joseph (70th percentile). Joseph surpassed Alice by 2 points on
total scores and was the strongest on this instrument (Table 3).

All 3 subjects had not mastered two concepts related to space
{(#29 beginning, #39 forward) and two of quantity (#47 equal, #50
least).

At that time the school psychologist, a member of the assessing
team, suggested that children achieving a raw score of 13 or under,
ought to be re-tested at a later date with further diagnosis if
warranted. Therefore, Alice was considered borderline, and Jack in

serious difficulties. A posttest given 5 months later in Grade 1
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(September) revealed an increase in the knowledge of concepts of 33%

by Alice, in English. The learning assistance teacher gave the

Boehm Test of Basic Concepts (BTBC) to Alice in French in order to
ascertain if the concepts taught in French were also unknown to her
in English. The concepts not identified in the September re-test in -

French (Grade 1) are marked with an asterisk on Table 4.

Insert Table 4 about here

Jack's score improved by 75% but upon closer examination of Jack's
errors in Booklet 2, in April (Kindergarten screening), he had a ten-.
dency to guess a number of the presented items but would rather omit
them when re-tested in September (Grade 1). It can be then assumed
that certain concepts had not yet been mastered (center, zero, separ-
ated, equal, least). Since he performed so poorly on this test it was
not known if he had a problem with a particular concept, or whether it
was a language difficulty (labelling a concept), or if the pictorial
representation was not part of his experience or none of these.

For the purpose of the school's Kindergarten screening, differ-
ences between the chronological and mental ages have been examined

rather than IQ or percentile scores on the Peabody Picture Vocabulary

Test (PPVT).

Table 5 presents the results obtained on the Peabody Picture

Vocabulary Test.



List of Unknown Concepts as Measured by the

‘Boehm Test of Basic Concepts, Booklet 2

Table 4

in Kindergarten Year

Item Description

Item no. Alice Jack Joseph
26 center center -
27* - - as many
28% side - -

29 ,beginning beginning beginning
30* - other -
31* alike - -

32 - - -

33 never never -
34* below - -
35* - matches -

36 - always -

37 - - medium-sized
38* right right -
39* forward forward forward
40 - ZET0 -

41 - above -

42 - - -

43 - separated -

44 left left -
45* - pair pair

46 skip - skip

47* equal equal equal

48 - in order in order
49* third third -
50%* least least least

88.

Note. * Concepts not mastered in French by Alice in the Grade

re-test (September).
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Table 5
Raw Scores, Percentile Ranks and Mental Ages
Obtained on the Peabody Picture Vocabulary Test

in Kindergarten Year

Alice Jack A Joseph
Raw Score 53 47 50
Percentile rank 37 16 24
Mental age 5-07 4-08 . 5-01
Chronological age 5-09 5-09 5-09

As can be seen from the above table Jack obtained a very low
mental age level of 4 years 8 months indicating more than a one year
delay in receptive language ability. Joseph who had been superior

on the Boehm Test of Basic Concepts, scored better than Jack but was

weak in comparison with Alice who had reached a mental age of 5 years
7 months. As can be seen, all three children were low on this test
suggesting that hearing acuity and/or comprehension of spoken words

in English was poorly developed. The underlined concepts as shown on

Insert Table 6 about here

Table 6 indicate the common errors in the comprehension of words made

by the children.
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List of Unknown Words on the

90.

Peabody Picture Vocabulary Test

Item Description

Item no. Alice Jack Joseph
15 - catching -
18 - tying -
22 bush - -
23 - pouring pouring
27 building building building
32 caboose caboose -
39 coach coach coach
42 - freckle freckle
45 - - shining
49 signal - -
53 projector projector -
55\ - - tackling
56 - transportatioﬁ transportation
57 - counter -
58 ceremony ceremony ceremony
59 pool pool pool
60 bronco bronco bronco
61 directing - directing
62 funnel - -
64 lecturer - -
66 archer - -




Perceptual, verbal, quantitative performance, perceptual group-
ing and motor of the triplets were assessed utilizing the McCarthy

Screening Test (MST).

As shown on Table 7, all subjects passed the 6 subtests at the

30th percentile within the age range of 6 years.

Table 7
McCarthy Screening Test Subtests Results

in Kindergarten Year

Minimum Alice Jack Joseph
raw score
Subtests (age 6-0) Raw score
Right/left orientation 5 7 8 8
(Perceptual performance)
Verbal memory 22 26 22 25
(Verbal)
Draw-a-design 7 7 9 7
(Perceptual performance)
Numerical memory 6 9 8 10
(Quantitative)
Conceptual grouping 7 8 10 7
(Perceptual grouping)
Leg coordination 10 13 13 10

(Motor)

More accurate analysis indicates that Jack was superior to his



siblings in Draw-a-design and Conceptual grouping but the lowest in
Verbal and Numerical memory. Also Alice and Joseph barely passed
the Draw-a-design subtest. Alice scored the lowest of the three on
Right-left orientation, but above the minimum raw scoré for the
corresponding age range. Joseph displayed a strength in Numerical
memory .

The results tend to indicate normal functioning in cognitive
development with little fluctuation between scores.

The screening assessment team decided to administer the Bilin-

gual Syntax Measure (BSM) which measures comprehension and production

of spoken language to the subjects as a result of their performance

on the Boehm Test of Basic Concepts and the Peabody Picture Vocabu-
lary Test.

Results showed that Alice obtained the top rating, Level S,
since she answered correctly grammatically, a minimum of 6 of 8 des-
ignated questions. Both boys were experiencing little difficulty
in communicatinglideas in English but did not fully control some
basic grammatical structures (verb endings, regular past, some ir-
regular past forms, past participles and conditional "would'). They
only achieved Level 4 proficiency. Below is a sample of errors made
by Joseph when responding to selected questions based on illustra-
tions:

Question 1 - Direction: Point to baby bifds.

-~ Question: Why do they want food?

92.
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Response: "Because they hungry."

Question 2 - Direction: Point to dog.

Question:  What would have happened if the dog

hadn't eaten the food?

Response: "eh, he might have ate it."

Hearing, Articulation, Language. Kindergarten classes were

administered a hearing acuity test as part of the Kindergarteh bat-
tery. Joseph passed the screening but Alice failed on her left ear
whereas Jack's left ear was questioned. In May of that year, screen-
ing for articulation of speech showed a tongue thrust for Jack, and
identical errors in producing the '"th/s" and "f/th" sounds for all

3 children.

On the language screening, Jack obtained a below average rating
in all skills except oral vocabulary where he rated high. Joseph had
difficulty with syntax in both comprehension and expression. Both
auditory memory and sequencing skills were below norms for age. The
speéch and hearing therapist had recommended at .that time speech
therapy for Joseph and transfer to an English programme for both boys.
Alice's case was to be reviewed in Grade 1 (early in the fall) in
viewvof her low vocabulary and poor auditory listening skills.

At the team's year end conference parents were informed of all
test results. At that time a set of specific remedial exercises was
presented and an in-depth language assessment suggested for Jack and

Joseph who had shown significant difficulties on the Peabody Picture
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Vocabulary Test and Bilingual Syntax Measure. Jack was considered

the weakest of the three on overall screening performance and the

most "at risk' because he scored very low on 3 tests: Boehm Test of

Basic Concepts, Peabody Picture Vocabulary Test and Bilingual Syntax

Measure. The school nurse referred him for further language assess-

ment. Jack was followed by Joseph although the strongest on the Boehm

Test of Basic Concepts, had some language difficulties identified on

the Peabody Picture Vocabulary Test and Bilingual Syntax Measure.

Finally, Alice achieved the highest level on the Peabody Picture Voc-

abulary Test, McCarthy Screening Test and Bilingual Syntax Measure

but was borderline on the Boehm Test of Basic Concepts. She appeared

to be the strongest on the Kindergarten screening battery.

Kindergarten Teacher's Evaluation. The Kindergarten teacher with

many years of experience in teaching French immersion at that level

had the triplets in one class. She rated Alice as being the most ma-
ture and capable of the 3. Alice was rated as self-confident, with good
coordination as well as facility to learn oral French. Good social
interaction helped her become independent before her twin brothers.

Jack was rated second by his teacher. She indicated that he had
good ﬁomprehension of spoken French though he would be hesitant in
following directions. Immaturity and lack of self-confidence made him
feel insecure in the school setting. However, a good effort was
noticed on his part to learn the language. His poor fine-motor skills

caused difficulties in beginning printing the letters of the alphabet.
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'+ Joseph was the ''slowest'" one who would prefer to.play with
calmer children. He had a "babyish' attitude and lacked some co-
ordination and spatial awareness. In the same manner as Jack, he had
difficulty in following oral directions in French.

The teacher remarked very little interaction between the trip-
lets since each was socializing with his/her own friend(s). The
_school—based team issued the Kindergarten screening results to this
teacher who did not feel any of the 3 children should repeat the
Kindergarten year.

Year Two Evaluation: Grade One Performance

Linguistic Tests. Due to personnel change there was a delay in

re-assessing hearing and language skills of Alice and Jack. Jack
was the first to be seen only in December (Grade 1) as he was esti-
mated to be seriously "at risk'" on the basis of his poor language
performance on the Kindergarten battery. He was given the Test of

Language Development, TOLD (Newcomer § Hammill, 1977). For a descrip-

tion of the linguistic tests see Appendix E (in English only).

Jack performed in the followihg fashion on selected subtests of
-the TOLD in terms of language age (chronological age was 6 years 8
monthé);

1. Picture vocabulary: 4 years 0 month (25 items) similar to
the PPVT (Listening, semantics);

2. Oral vocabulary: 6 years 3 months (20 items) similar to the

WICS-R‘(Vocabulary part speaking, semantics);
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3. Grammatic understanding: 7 years 3 months (25 items):
Syntax, listening;

4. Sentence imitation: 5 years 1 month (30 items): Syntax
speaking;

5. Grammatic completidn: 6 years 9 months (30 items), similar
to Grammatic closure of the ITPA: Syntax, speaking.

For comparison purposes, Jack had a mental age of 4 years 8
months on the PPVT Kindergarten screening battery (April) and on the
Picture Vocabulary subtest of TOLD (December) a language age of 4
years. This was his lowest ranking on the TOLD from the subtests
presented to him. An inderdental ''s/z" also persisted at that time.
At this point no other testing took place since his classroom teacher
felt he was progressing well. Results from posttests administered
at the end of Grade 1 (June), 6 months later, indicated improved
vocabulary and well developing English language skills.

Both boys who were placed in different classes had made signifi-
cant gains during their first year of formal academic training and no
particular concern had been raised as to their performance. |

On the other hand, Alice, who had been identified a§ the strong-
est oﬁ the Kindergarten screening battery showed some weaknesses.
Hearing in the left ear was still questioned. On the TOLD, given in
May (Grade 1), she achieved a low average score on the subtest of
expressive oral vocabulary. According to the speech and hearing ther-

apist during the performance on this particular task, ''She tended to
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ramble, make verbal associations, make quick guesses and try to
change the subject. 'In fact throughout the testing session, Alice
repeatedly needed to be brought back to task. Her style of constant
verbal questioning appeared somewhat attention getting and her
attentiveness varied. She seemed most anxious to do well and showed
a low tolerance for boredom and failure' (Speech and hearing thera-
pist's report, May). The therapist also commented that Alice's
language skills appear to be developing within the normal range for
her age and any learning problems would not seem to be language based.
- She did have poor listening behavior and her inattentiveness and
attention seeking behavior was Qf some concern.

Alice was also given the Lindamood Test of Auditory Conceptual-

ization (LAC) by Lindamood and Lindamood (1971). She scored at the
mid Grade 2 level on the ability to discriminate, sequence and pat-
tern auditorilly presented phonemes.

The third language test administered to Alice, was the Illinois

Test of Psycholinguistic Abilities, ITPA (Kirk et al., 1968). No

areas of auditory weakness were apparent and even strengths were
evident in visual memory and visual closure. Since all scores were
withiﬁ the auditory-vocal and visual-motor range, clustered fairly
close to the mean score, she achieved an overall psycholinguistic age
of 6 years 8 months (chronological age was 6 years 10 months) placing
her in the average scale.

A clinical psychologist dealing with personality and behavior
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problems was considered during a meeting between the therapist, class-
room énd learning assistance teachers. Alice's Grade 1 teacher ex-
pressed great concern as to her mathematics achievement, the lack of
concentration and the attention seeking behavior. Consequently, the
area counsellor observed her in class in May. During a casual con-
versation, Alice revealed she liked reading. It was found that in
mathematics she was better with addition than subtraction. Neat and
legible printing was noticed in her written work. She seemed to be
quite outgoing, alert, squirming, verbal and articulate though she was
eager to receive one's attention. No peer problem in class was seen.
She liked to do well and be approved of, but found it hard to be
second. At that time she was attending Hebrew school three times a
week, taking violin lessons and swimming.

Upon medical examination, it was found that Alice's left eye was
weak, however, the parents' main inquiry was focused on her self-
esteem. She had become aware of her brothers' progress and success and
used extensively oral expression (her strength) to convey her feelings.
At home and at school she had difficulty concentrating. The problem
was considered to be rather attitudinal and/or emotional than academic.

French Reading Test. A new series of French Diagnostic Reading

Tests for Early Immersion Primary Classes (Tourond, 1980) was given

to the two Grade 1 classes in June. This instrument does not assess
specific objectives of any reading programme but evaluates silent

reading performance. See Appendix F for complete test description.



99.

Table 8 presents raw scores and percentile ranks the subjects

- achieved on the French Reading Test.

Table 8
End of Grade 1 Results on the French Diagnostic Reading

Test for Early French Immersion Primary Classes

Alice Jack Joseph
Subtests Raw %tile Raw %tile Raw %tile
score rank score rank score rank
Reconnaissance des mots 15 10 22 70 21 60

(Word recognition)

. Lecture de mots 12 20 23 95 23 95
(Word meaning)

Compréhension de courts 9 20 19 80 17 70
textes (Sentence and

short story comprehen-

sion)

The tést author suggests giving special attention to individual
differences of percentile ranks before they can be considered sigﬁi-
ficant. As shown on Table 8 there is a substantial discrepancy
between Alice's performance and her siblings' demonstrating that her
poor listening skills mostly evident in the classroom and tapped in
the earlier formal English language tests may have had an impact on

her achievement on the French Word recognition subtest requiring the
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auditory and visual discrimination of spoken words by the teacher as
well as paying attention to detail.
The boys performed very well. Jack had made an enoTmous progress

in the mastery of French concepts by the end of Grade 1.

Teachér's Evaluations. Teacher's evaluations have been reported

on Table 9 for each of the 3 terms of the school year.

Insert Table 9 about here

At first glance there are not many "very good" ratings for the
subjects suggesting that their performance was in the average range.

Alice presented as a very sociable girl striving for popularity
among her peers by seeking the teacher's constant attention. More
effort was recommended especially in mathematics and reading, as well
as in the desire to work independently. She did improve in listening
and oral comprehension, mathematics, handwriting andApersonal develop-
ment, but in reading comprehension, she declined during the year.

Jack had shown marked improvement in oral comprehension, mathe-
matics, handwriting, art and personal development with only a slight
decreése in listening skills. He demonstrated an interest in learning.

Joseph made steady progress in oral comprehension and reading,
mathematics, science, handwriting and personal development. In fact in
no area was there a decline in academic achievement.

From the above comments it can be concluded that the two boys

outperformed the girl. All three students were promoted to Grade 2.



Table 9

Grade 1 Teacher's Report Card Evaluation*

Term 1 Term 2 , Term 3
Skills -

Alice Jack Joseph  Alice Jack Joseph  Alice Jack Joseph

French Language Arts

A. Listening skills

1. Listens attentively 2- 1 2+ 2- 2 1 2 2 2+
2. Comprehension 2 2 2- 2 2 2+ 2+ 2 2+
B. Speaking skills
1. Fluency of expression 2 2 2 2 2 2 2 2 2
2. Clarity of speech 2+ 2 2 2 2 2 VA 2 2
C. Reading skills
1. Comprehension 1 2 1 2 2 2+ 2 2 2+
2. Oral reading 2+ 2 2 2 2 2+ 2 2+ 2+
D. Writing skills
1. Spelling N/A N/A N/A
2. Sentence writing 2- 2 2+ 2 2 2 2 2 2+
Mathematics
1. Understanding of principles 2~ 2- 2 2 2 2 2+ 2 2+
2. Computational skills 2 2- 2 2- 2 2 2+ 2+ - 2+
3. Problem solving skills N/A N/A N/A
Social Studies 2 2 2 2 2 2 2 2 2
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Skills

Term 1

Term 2-

Term 3

Alice Jack Joseph

Alice Jack Joseph

Alice Jack Joseph

Science 2 2 2 2 2 2 2z 2 2+
Handwriting 2- 2. 2+ 2- 1 2+ 2 1 1
Physical Education 2 2+ 2 2+ 2 2 2+ 2+ 2+
Art 2 2 2- 2 2+ 2 2+ 1 2
Music 2 2 2 2 2 2+ 2 2 2+
Personal Development
.1. Respect for others 2 2 2 2 2+ 2 2 2+ 2
2. Sense of responsibility 2 2 2 2 2+ 2 2+ 2+ 2
3. Participation 2 2+ 2+ 2 2+ 2 2+ 2+ 2+
4. Independent work 2 2 2- 2 2+ 2+ 2~ 1 2+
5. Work Habits 2- 2 2 2- 2+ 2+ 2 1 2+
6. Self-control 2~ 2 2 2 2+ 2 2 1 2
* Note: 1 very good
2+ very satisfactory
2 satisfactory
2- less satisfactory
3 needs improvement

"Z0t1
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. Year Three Evaluation: Grade 2 Performance

Psychological Tests. Early in Grade 2 Alice was referred by

the family physician, for psychological assessment outside the school
District. While the boys were doing well in French immersion she had
poor self-image and was not oriented academically. Her reading

skills were low. Her former Grade 1 teacher was then engaged to tutor-
her in problem areas. Initially when Alice was tested and upon dis-
covery of significant discrepancies it was suggested to evaluate the
two boys as well in order to distinguish specific similarities and
differences characteristic of the triplets.

During the testing sessions, the three manifested a variation in
behavior pattern. Alice was extremely ''test anxious' requiring con-
stant reassurance while Jack was ''quite nervous'" only initially, and
Joseph '"more cool'" with greater internal control.

Psychological tests are described iﬁ Appendix 6 (in English. only),

In order to consider discrepancies emerging from the assessment
of the above mentioned skills, it is necessary to examine the trip-

- lets' results from the psychologists' report as illustrated in Table

10.

Insert Table 10 about here

On the first two tests, Alice was significantly behind her

brothers who scored identically in visual-motor integration. On the



Table 10

Psychoeducational Tests Results Obtained

by the Triplets in Beginning Grade 2
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Tests

Chronological age:

7 years 3 months

Alice Joseph Jack
Beery and Buktenica Devel- 6yr.07mths. 9yr.04mths. Syr.04mths.
opmental Test of Visual- ’
Motor Integration
Draw-a-Person 6 yrs. 7yr.06mths. 8yr.(06mths.
Motor-Free Visual Percep- - over 9 yrs. -
tion Test (MFVPT)
Peabody Picture Vocabulary 7yr.03mths. - -
Test (PPVT)
Wide Range Achievement grade level - -
Test (WRAT) 2.6
standard _
score 105 E
%tile 63 - -
Wechsler Intelligence Scale
For Children, Revised
(WISC-R)
Verbal
Information 8 10 7
Similarities 7 12 8
Vocabulary 11 10 12
Arithmetic 8 11 10
Comprehension 9 13 11
Digit span 9 10 8
Average verbal range average average average
(low end) (high end) (middle)
Performance
Picture completion 10 11 12
Picture arrangement 14 12 12
Block design 12 13 13
Block assembly 13 9 15
Coding 13 11 11
Mazes - 13 -
Average performance above average above average above average
range (high end) (low end) (high end)
Full scale split of average split of
26 points (high end) 21 points
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other tests only a few similarities are to be seen between the boys
whereas Alice and Jack are both characterized by depressed verbal
scores and considerable splits between verbal and performance areas.
Joseph was regarded as having extremely appropriate verbal and non-
verbal scores. A common characteristic was that all children had
difficulty with the Similarity subtest where they were rather con-
centrating on finding differences.

It was recommended that Jack's verbal skills ought to be moni-
tored but, so far, no intervention was required for him and his
brother. With Alice joining her brothers in the same class, she
seemed to have gained confidence, and became more receptive to re-
ceiving after-class tutorial classes in French reading. Since she
- perceived herself as different from the other two boys she found it
difficult to accept that her parents' attention had to be shared
among all children. However, there were no major impairments recog-
nized at that time though some developmental difficulties and reading
performance were to be watched closely.

French Reading Test. Table 11 shows the standings the triplets

obtained on the Grade 2 test. At this level the test measures word

Insert Table 11 about here

synthesis (Word blending and grapheme discrimination), selecting and

matching a word with a visual cue (Word meaning), filling out the
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End of Grade 2 Results on the French Diagnostic Reading

Test for Early French Immersion Primary Classes

Alice Jack Joseph
Subtests Raw %tile Raw  %tile Raw  %tile
score rank score rank score  Tank

La synthése de mots et 34 80 36 95 34 80
la discrimination de
graphémes (Word blending
and grapheme discrimina-
tion)
Lecture de mots 21 60 23 80 21 60
(Word meaning)
La compréhension de 19 50 26 95 22 60
phrases (Sentence
completion)
La compréhension de 18 60 19 70 20 80
textes (Story com-
prehension)

blank with a word chosen from a set of four (Sentence completion) and

selecting one answer from four possible ones to specific questions

related to a passage (Story comprehension). ,Again Jack surpassed his

siblings in overall scores. He showed remarkable strength in Word

blending and grapheme discrimination, and Sentence completion thus,

achieving an equal percentile rank for the two subtests.

how lower than Joseph on Story comprehension.

He was some-

Alice and Joseph ranked
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the same on Word blending and grapheme discrimination as well as on
Word meaning. - Alice was the weakest on Sentence completion and Story
comprehension. It should also be noted that a marked difference is
seen in Alice's percentile rank between Word blending and grapheme
discrimination and Sentence completion (choosing one of four words

to form a sentence).

Teacher's Evaluations. The triplets were all in the same class

with one teacher only during Grade 2. Comments regarding Year 3 per-

formance will follow Table 12 showing rankings for the 3 terms.

Insert Table 12 about here

Alice obtained very good standing in listening, oral reading,
handwriting and personal development. In fact, not one area had been
identified as in need of improvement. She performed in the satis-
factory and very satisfactory range in the remainder subjects. Her
teacher considered the year as being a very good one for Alice in that
she had maintained her level of sociability and had progressed.

Likewise Jack had very good étanding in all areas of French Lan-
guage Arts, handwriting and personal development throughout the 3 terms.
His teacher referred to him as an excellent Grade 2 student. Satis-
factory performance was only seen in social studies and physical edu-
cation even though he continued to show motivation for learning.

Joseph did achieve an almost euqally very good standing as his



Table 12

Grade 2 Teacher's Report Card Evaluation*

Skills

Term 1

Term 2

Term 3

Alice Jack Joseph

Alice Jack Joseph

Alice Jack Joseph

French Language Arts

A. Listening skills
1. Listens attentively
2. Comprehension

B. Speaking skills
1. Fluency of expression
2. Clarity of speech

C. Reading skills
1. Comprehension
2. Oral reading

D. Writing skills
1. Spelling
2. Sentence writing

Mathematics

1. Understanding of principles
2. Computational skills
3. Problem solving skills

Social Studies

1 1
1 1
1 1
1 1
1 1
1 1
1 1
1 2
1 1
1 2+
1 2+

1 1
1 1
1 1
1 1
1 1
1 1
1 1
1 2+
1 1
1 2+
1 2+
2 2

1 1
1 1
1 1
1 1
1 1
1 1
1 1
1 2+
1 1
1 2+
1 2+
2 2
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Term 1 Term 2 Term 3

i ‘ Alice Jack Joseph  Alice Jack Joseph  Alice Jack Joseph
Science. | 2 1 1 2 1 1 2 1 1
Handwriting : 1 1 1 1 1 1 1 i 1
Physical Education 2 2 2 2 2 2 2 2 2
Art 2 2 2 2 1 1 1 { 1
Music 2 1 1 1 1 1 1 1 1

Personal Development

1. Respect for others 1 1 1 1 1 1 1 1 1
2. Sense of responsibility 1 1 1 1 1 1 1 1 1
3. Participation 1 1 1 1 1 1 1 1 1
4. Independent work 1 1 1 1 1 1 1 1 1
5. Work habits 1 1 1 1 1 1 1 1 1
6. Self-control 1 1 1 1 1 1 1 1 1
* Note: 1 very good

2+ very satisfactory

2 satisfactory

2~ less satisfactory

3 needs improvement

“601
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brother in all subjects except sentence writing in French on which he
obtained very satisfactory rating. It was commented that he had
worked hard all year and had a positive approach to learning.

During that year the two boys presented a similar excellent per-
formance whereas the girl fell in the above average range. From the
results Grade 2 can then be considered the best year the triplets had
at the primary level because of the high ratings accorded by their
teacher.

Year Four Evaluation: Grade 3 Performance

English Reading Tests. Grade 3 is the transitional year in this

particular bilingual setting. For the first time the students receive
English Language Arts instruction at the rate of two hours per day.
There are some students who have learned to read on their own prior
to being formally taught at school. A natural transfer of reading
skills from French to English has indeed taken place. Nevertheless,
a number of pupils start at zero level in the acquisition of their
mother tongue.

Early in the school year, a pre-test 1s given in order to estab-
lish the level of English proficiency the pupils have upon entry into

Grade 3. The Gates-MacGinitie Reading Tests, Level C, Form 2 (Mac-

Ginitie, 1980), is administered in the fall and the posttest, Form 1,

in the spring of the following year.
A short description of these tests is included in Appendix H.
Table 13 contains the results the triplets obtained on the pre-

test given in the fall.



111.

Table 13
Results Obtained on the Gates-MacGinitie
Reading Tests - Level C, Form 2

Fall Pretest in Grade 3

Vocabulary Comprehension

Alice Jack Joseph Alice Jack Joseph

Raw score 8 200 18 9 17 21
Percentile 3 31 24 4 21 31
Rank

Grade B.N. 2.5 2.4 B.N. 2.2 2.4
Equivalent

Alice's score was significantly lower than her brothers. Both
scores on Vocabulary and Comprehension were below norms.

There was hardly any variation between the boys who like a
number of other French immersion children managed to achieve a Grade
2.5 ranking in oﬁérall performance. Jack was slightly above Joseph
on the Vocabulary subtest but at the same time a little lower on the
Comprehension subtest. The boys achieved a much higher level than
Alice on this English reading test.

By the spring Form 1 was administered. Table 14 represents
the posttest results which can be compared with the ones given in

Table 13.
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Table 14
Results Obtained on the Gates-MacGinitie
Reading Tests - Level C, Form 1

Spring Posttest in Grade 3

Vocabulary Comprehension

Alice Jack Joseph Alice Jack Joseph

Raw score 27 27 34 24 28 31
Percentile :

Rank 27 27 50 21 31 42
Grade

Equivalent 3.1 3.1 3.8 2.5 3.1 3.5

Alice had made the most remarkable progress in Vocabulary devel-
opment to the point of paralleling her score with Jack's. A discrep-
ancy occurred in her acquisition of Vocabulary and Comprehension
skills with more than a half-year delay in Comprehension. Jack was
in the medium raﬁge among this group with an equal grade level on both
subtests. On the other hand, it is Joseph who topped his siblings by
improving his overall performance by a whole year. He was found to
be relatively stronger in Vocabulary_than in Comprehension.

French Reading Test. This test, devised by Tourond (1980) for

Primary French immersion classes, evaluates silent reading perfor-
mance solely to Grade 3. At this level the two parts consist in sel-

ecting a word from a set of four to complete a sentence and finding



synonyms (Sentence comprehension), and choosing the best answers from
a set of four to questions pertaining to short stories (Story compre-
hension).

Table 15 presents the results of the testing. A disparity be-

tween Alice's scores and her twin brothers is evident. She seemed to

Insert Table 15 about here

have regressed in the mastery of French skills especially in synonyms
and finding relevant details of a story. She had attained a very low
score in both subtests. This time Jack was bettér than his brother

- in Story comprehension but equalled him in Sentence comprehension.

Teachers' evaluation. In Grade 3, the triplets had two teachers.

Alice and Joseph were together in the same class, but Jack in a dif-
ferent class.

The format of reporting to parents had changed from the 1, 2 and
3 ratings, to more elaborate written comments related to the differ-
ent skills taught at that grade level.

In French Language Arts Alice began the year with a short con-
centrafion span which had slightly lengthened by the end of this
grade. Her strength was verbal expression evident in oral classroom
discussions that went in pair with her social inclination. Some
progress had been noted in oral reading though comprehension had suf-

fered in view of the decoding difficulties she was encountering.
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Table 15
End of Grade 3 Results on the French Diagnostic Reading

Test for Early French Immersion Primary Classes

Alice Jack Joseph
Subtests Raw %tile  Raw %tile  Raw %tile
score  rank score  rank score rank

La compréhension de 20 20 27 70 27 70
phrases (Sentence
comprehension)
La compréhension de 12 20 20 80 19 70
textes (Story
comprehension)

Also, her sight vocabulary had been regarded as being limited. She
seemed to feel more comfortable in silent reading indicating that the
auditory input may have interfered with her comprehension. Through-
out the year many copying mistakes were seen in her written work
(possibly careless letter omissions) as well as poor organizational
skilis.

In all the other subjects taught in French (mathematics, social
studies, science, etc.), Alice could produce some reasonably good work
provided the presentation of new concepts and her participation were
at the oral level. It seems that her poor reading skills had a det-
rimeﬁtal effect on the comprehension and completion of written work

as well. The concept of multiplication had to be taught through the
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application of concrete material and much work had been suggested in
order to master the timestable.

The acquisition of English skills presented initially some prob-
lems to Alice in that she could not follow directions énd her basic
sight vocabulary was weak. Good progress in oral reading and compre-
hension had occurred by the last term, and as in French, silent read-
ing exercises were not as painful since she could derive meaning from
selections read. However, spelling remained at a low level which
influenced the quality of her written sentences.

Her teacher viewed her as a very verbal child who needed constant
attention and reinforcement. A certain degree of hyperactivity was
noticeable which could have hindered her acquisition of basic skills.
No referral had been made to the area ;ounsellor as to her behavior
and attitudinal problems. The assigned homework was done irregularly .
and there was no consolidation of skills that would have facilitated
academic learning. She was socially inclined and especially popular
among boys. In fact she preferred to play with her male colleagues
since she had an excellent rapport with her twin brothers whom she \
was approaching in a rather motherly manner.

Joseph, in the same class as Alice, presented more differences
than similarities when compared with his sister. Interestingly,
during oral questioning, the two children would always help each other
and when reaching a high level of frustration had a tendency of exhib-

iting temper tantrums with others and pouting to the point of sobbing.
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As with Alice,'the multiplication concept and mastery of timestable
seemed to be 2 laborious task for Joseph, too. However, he had good
concentration ability and was both courteous and considerate to
others. He possessed great internal self-discipline as well as an
iﬁterest in learning. His oral reading in French lacked fluency but
he managed to grasp the content of stories. Because of his organiz-
ational ability and greater effort he had improved in spelling,
punctuation and capitalization.

Joseph's English word attack skills and listening were satisfact-
ory from the beginning of Grade 3. During the year, oral reading and
spelling had improved significantly. His performance in éilent read-
ing although not at level in the second term, presumably caused by a
certain degree of distractibility, had progressed considerébly in the
next term. He was able to write sentences, respecting all the rules.
Joseph appeared to be more aware of his problems than Alice but, on
the other hand, there was eagerness to do better and his behavior“s
stability explained his Grade 3 progress.

Jack was on his own in a different class. He was a good listen-
er and could follow.teacher's directions without difficulty. During
the fifst two terms he was reading and expressing himself quite well
in French and his dictations had greatly improved. By the end of the
year his performance in French deteriorated because less effort had
been put in his work. In mathematics he worked élowly at the begin-

ning but end-of-year results were encouraging since he had manifested
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a special interest in the subject. His teacher had noticed creativity
and concentration in art lessons pdssibly due to constant exposure to
his mother's artistic work. Reading in English came quite easily to
Jack early in the school year. According to his teacher he produced
high quali%y work in all areas of English Language Arts.

A1l the children were promoted to Grade 4.

Statistical Analysis

The main statistic applied in this case study was the Pearson
product-moment-correlation (r) with only raw scores included in all
analyses.

In order to establish the best predictors in relation to the
questions of the study, comparisons were made between scores on the

Kindergarten screening battery and the Gates-MacGinitie Reading Tests

and the Tourond French reading test at the end of Grade 3. Also cor-
related were scores of the Grades 1 and 2 Tourond subtests with Grade
3 results. An examination of the statistical data shows a scatter of
patterns with some perfect negative and positive correlations indicat-
ing that the limitations incurred give unexpected results in this par-
‘ticular study. For example, it is unusual to have a negative correla-

tion between the Peabody Picture Vocabulary Test and the Gates-

MacGinitie Comprehension posttest, -0.5695 (p = 0.307) both of which
are related to the understanding of language. Some entries had very
high correlations but the p level was not near significance.

Table 16 presents the correlation coefficients of selected



Table 16
Correlation Coefficients of Selected Predictor Variables to the
Prediction of the Gates-MacGinitie Reading Tests:

Posttest and the Tourond Grade 3 Test

Predictor variables

Criterion variables

KB KPPVT KM 2 KM 4 WISC 3 WISC 5
Gates-MacGinitie (posttest) 0.7857 0.0 0.2774 0.8660 0.8660 0.0
Vocabulary Grade 3 (p=0.212) {(p=0.500) (p=0.411) (p=0.167) (p=0.167) (p=0.500)
Gates-MacGinitie (posttest) 0.2936 -0.5695  -0.3192 0.4271 0.4271 0.5695
Comprehension Grade 3 {p=0.405) {(p=0.307) (p=0.397) (p=0.360) {p=0,360) (p=0.307)
Tourond sentence . -0.1429 -0.8660 -0.6934 0.0 0.0 0.8660
comprehension Grade 3 (p=0.454) {(p=0.167) (p=0.256) (p=0.500) {(p=0.500) (p=0.167)
Tourond story -0.2554 -0.9177 -0.7715 -0.1147 -0.1147 0.9177
comprehension Grade 3 (p=0.418) (p=0.130) (p=0.220) (p=0.463) (p=0.463) (p=0.130)
Note. KB Kindergarten Boehm Test of Basic Concepts

KPPVT  Kindergarten Peabody Picture Vocabulary Test

KM 2 Kindergarten-McCarthy Screening Test Verbal Memory

KM 4 Kindergarten McCarthy Screening Test Numerical Memory

WISC 3 Wechsler Intelligence Scale for Children - Revised, Vocabulary
WISC 5 Wechsler Intelligence Scale for Children - Revised, Comprehension

‘811
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.predictor variables to the prediction of the Gates-MacGinitie Reading

Tests and the Tourond Grade 3 test.

Results revealed that there was no correlation between the Gates-

MacGinitie Vocabulary subtest, the Peabody Picture Vocabulary Test

and the Vocabulary subtest of the Wechsler Intelligence Scale for
Children, Revised (WISC-R). The Grade 3 Tourond test yielded negative

correlations with the Boehm Test of Basic Concepts, the Peabody Picture

Vocabulary Test, the McCarthy Screening Test and the WISC-R Vocabulary

subtest. However, the Tourond subtest (Comprehension) had the highest
correlation (0.9177, p = 0.130) with the WISC-R Vocabulary but the
level of significance was not close to .05.

‘There was a negative or no correlation between the Peabody Pic-

ture Vocabulary Test, the McCarthy Screening Test Verbal memory sub-

test and the predictor variables.
A correlation of 0.3592 (p = 0.383) was observed between the

pre and posttest Gates-MacGinitie Vocabulary subtest whereas the pre

and post Comprehension subtest yielded an r of 0.9942 (p = 0.034).

Table 17 presents the correlation coefficients of Tourond Grade 1

Insert Table 17 about here

and 2 predictor variables to the prediction of Tourond Grade 3 test.
From the analysis there appears to be a higher correlation be-

tween the Grade 1 and 3 tests than the Grade 2 and 3 tests. The



Table 17
Correlation Coefficients of Each Predictor Variable (Tourond Grade 1 and 2)

to the Prediction of Tourond Grade 3 Test

Predictor variables

Criterion
variables ONET 1 ONET 2 . ONET 3 ~ TWOT 1 TWOT 2 . TWOT 3 TWOT 4
Tourond sentence 0.9912 1.0000 0.9820 0.5000 0.5000 0.8220 0.8660
ggg‘g:eg‘e“sm” (p=0.042) (p=0.000) (p=0.061) (p=0.333) (p=0.333) (p=0.193) (p=0.167)
Tourond story 0.9998 0.9934 0.9972 0.5960 0.5960 0.8819 0.8030
ggggze}s‘ensmn (p=0.006) (p=0.037) (p=0.024) (p=0.297) (p=0.297) (p=0.156) (p=0.203)
Note. ONET 1 Grade 1 Tourond test - Word recognition
ONET 2 Grade 1 Tourond test - Word meaning
ONET 3 Grade 1 Tourond test - Sentence and short story comprehension
TWOT 1 Grade 2 Tourond test - Word meaning
TWOT 2 Grade 2 Tourond test - Word blending and grapheme discrimination
TWOT 3 Grade 2 Tourond test - Sentence completion
TWOT 4 Grade 2 Tourond test - Story comprehension

‘0zt
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Sentence comprehension subtest correlates at the same level with the
Grade 2 Word meaning and Word blending and grapheme discrimination
subtests. Similar findings were obtained on the Story comprehension
subtest.

On the basis of descriptive observations and statistical analysis
questions of the study are addressed in the folloWing text and their
possible answers are also presented.

Question 1: From the screening instruments employed at the Kind-
ergarten level, which instruments Qere the best predictors of the
triplets' academic.success at the end of Grade 37

Information as to the predictive power of the Kindergarten screen-
ing battery and other tests used, is unjustifiable in this particular
study due to the limited sample. Based on the results data, the Boehm

Test of Basic Concepts correlated the best with the Gates-MacGinitie

Vocabulary subtest (0.7857, p = 0.212); the Peabody Picture Vocabulary

Test had either a negative or no correlation with the criterion vari-

ables. The McCarthy Screening Test Verbal memory subtest had no cor-

relation with the criterion variables but the Numerical memory subtest

correlated with the Gates-MacGinitie Vocabulary posttest (0.8660, p =

0.167j.

Question 2: From the French tests used at the Grade 1 and 2
levels, which ones were the best predictors of the triplets' success
at end of Grade 37

The Grade 1 Tourond French reading test correlated highly with
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the Grade 3 test (from 1.000 p = 0.000 to 0.9998 p = 0.006) but the
Grade 2 test yielded a lower correlation (from 0.8660 p = 0.167 to
0.5000 p = 0.333).

Question 3: Were there sex differences in the predictor vari-
able?

The possibility of sex differences in the predictor variable
with only one subject as a female and twovsubjeéts as males, could
not be demonstrated.

Question 4: What other variables can be used as predictors of
success at the end of theAprimary grades?

Since a child's development is modified by his immediate envi-
ronment, a specific set of variables affecting success at the primary
level may not be possible for a genéral population.

There are children who exhibit difficulties in learning both at
the Kindergarten and Grade 1 level, but after these grades they are
able to function adequately. Reasons for success can only be tenta-
tive since they are unmeasurable. In the case study, the instruments
used in French and/or English were not good predictors.

Question 5: To what extent significant factors contributed to a
diversity in the development of certain academic and social skills
from Kindergarten to Grade 37

Factors which may have contributed to the attainment of a spe-
cific skill are difficult to identify in an objective manner there-

fore, any definite statements cannot be made.



123.

CHAPTER 1V

FINDINGS, CONCLUSIONS AND IMPLICATIONS OF THE STUDY

This chapter presénts the findings, conclusions, limitations and
implications of the study.

The purpose of the study was to evaluate the academic achievement
of a set of triplets attending a Primary French immersion school over
a period of four years. In addition the study sought to ascertain
whether any of the formal and informal measures used at the Kinder-
garten level could be identified as predictors of a student's success
in the French immersion programme. Also, non-scholastic skills cov-
ering a four-year period have been examined in terms of their impact

on overall performance results in respect to each subject.

Major Findings of the Study

‘Based on the four-year evaluation of the triplets it appears that
linguistic ability, personality factors and attitudes, and not IQ,
werebfactors affecting their success in French immersion.

Cummins' ”thfeshold hypothesis' interpreted as the minimal level
of competence in first language (cognitive linguistic skills) may have
been a factor influencing the attainment of Freﬁch and English by the
triﬁlets. Since it has been proven that French immersion pupils ac-
quire the necessary English skills when English language instruction
is formally introduced, the acquisition of French oral language ought

to be emphasized to a greater extent. Also a child's attention on
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school-oriented activities may have some ramifications for future
learning. In Alice's case, the limited attention span she has been
exhibiting throughout her early schooling seemed to be a decisive
factor in her subsequent academic performance. In focusing on Jack's
achievemenf, it is likely that his perfectionist tendency identified
already in Grade 1 has contributed to his attainment of good French
and English language skills.
AN

" For the three children of average ability, motivation seemed to
be a key factor in their success. Throughout the years, the triplets
developed differently in the area of receptive language, listening

comprehension, verbal expression and interests.

Limitations of the Study

There are three limitations of the study.

First, the study is restricted to a small sample of pupils rather
than to an entire class within a given period of time.

Second, the researcher has relied heavily on information obtained
from various sources as stated earlier since direct involvement with
the triplets only occurred at the time of the Kindergarten screening.

fhird, it becomes practically impossible to designate all the
factors that may have contributed to a differentiation in the attain-
ment of specific skills.

Hence, it should be noted that there was no control over the
following variables:

1. The instruments used (test administration);



- 2. The teachers' comments on report cards;

3. Overall evaluation during the given period of time;

4. The instruction in the classroom; |

5. Validity of observations made by various individuals (teach-
ers' commitment to express their personal opinions, etc.);

6. The fact that only a similar standardized French diagnostic
reading tesf was given from Grade 1 to 3 (one for each grade level)
may also be considered another limitation.

Discussion and Conclusions

The discussion that follows is made based on the mentioned limi-
tations of the study.

Testing measurements in French are still in an experimental stage.
In the manual of the Tourond test (1980), the author cautions that the
French test has not been utilized for a sufficient length of time,
i.e. it does not permit measures of predictive ability..

Likewise, it should be acknowledged that the sample entered a
French immersion Kindergarten with poorly developed first language
skills. They mainly lacked conceptual base and receptive language
ability. Since the test results did not indicate a significant delay
in linguistic ébilities, it is possible that the cognitive system of
these children was not yet organized in their first year of formal
schooling.

It might be hypothesized that if English language skills had

been closely monitored, with less emphasis on the acquisition of



French these children would have had a firmer grasp of one language
only. In addition, if they had attended a French pre-school there
might have been a greater interest in the learning of Ffench.

Results from Year 1 evaluation revealed that the triplets dis-
played no major strengths but rather weaknesses in various areas of
English language. The three performed below the mental age level
on receptive language. Both boys experienced difficulties in ex-
bressing tﬁemselves verbally but it is Jack who caused the greatest
concern due to his linguistic deficits and poor auditory memory. Al-
ice was already exhibiting poor auditory listening and vocabulary.
And, finally, Joseph displayed subtle language difficulties.

The prognosis for these children to remain in a French immersion

programme with the above mentioned characteristics did not appear too

optimistic. Moreover, Jack's level of functioning was so low that on

.

the basis of the screening results he was the one who would have
certainly struggled throughout the primary grades. Upon completion
of this'critical.introductory year, he improved beyond one's expecta-
tions beginning in Grade 1, and maintained a strong position in
comparison with his sister and brother.

Wﬁen he entered Grade 1 Jack's receptive language as in Kinder-
garten was still weak. In general it appears that some children
advance to Grade 1 with some difficulties on the Kindergarten screen-
ing but do improve during the summer possibly as a result of specific

exercises programmed for the home by school professional staff and/or

126.
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private tutoring. Hearing acuity was not recognized as being the
cause of his low language ability. After more exposure to language-
oriented activities, Jack's vocabulary and English skills were at a
much highervlevel by the end of Grade 1. On the French reading test
he obtained the highest score of the three.

Although he started the year with stronger English language
skills and continued to progress during that grade it was noted that
Joseph followed his brofher closely academically but not socially.

In Alice's case no specific language disability was identified
by the speech and hearing therapist though some behavior and person-
ality problems had been noticed. She achieved very low scores on the
French reading test and her yearly performance was aﬁerage. Her
attention-seeking Eehavior may have been a drawback in the learning
of basic academic skills. She indeed lagged behind both boys starting
ip Grade 1.

At the Grade 2 level, the triplets obtained the best ratings
from‘their'teacher (only one) for the four-year period. Alice was
receiving private tutoring in French reading but her overall perfor-
mance was lower than her twin brothers. Poor visual-motor integration
and depressed verbal scores could not be matched with any brother.
Similar results were observed for the attainment of French language
skills.

Jack has also a low verbal range on a psychological measure in

comparison with his performance range. He was the best on the French
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reading test by reaching a high level of French language proficiency.

Although Joseph did not meet Jack's academic level he scored
quite well on the psychoeducational tests and did not eﬁcounter any
problem in the acquisition of French language skills.

Greater variation was observed in evaluating the triplets (Grade
3) with two teacherslassessing them. All three children did not ex-
cel in mathematics but rather were struggling to keep up with the
demands of the curriculum.

Alice kept up her high verbal skills in both languages. She
entered this grade with non-existent English skills. However, by the
spring she had made more progress in vocabulary than comprehension
and her range was in the mid Grade 2 to beginning Grade 3 category.
Poor spelling skills hampered the development of French and English
sentence writing. She had also a preference to approach a problem
through the manipulation of concrete material.

Jack and Joseph started Grade 3 at an equal level of English
language proficiency. Jack had a good academic year due to motiva-
tion.and concentration which helped him improve in French oral ex-
pression and spelling. On the English language posttest he achieved
a begiﬁning Grade 3 level but no major problems had been identified
then.

Joseph, showing greater interest in academic subjects at the end
of Grade 3 level rated the best on the English language posttest.

However, he experienced difficulties with mathematics.
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In conclusion reference is made to Cummins' (1979) belief that
minimal cognitive-1linguistic skills are necessary in order to be
successful in second language learning. Since the speed of learning
is related to the rate of maturation and the children's ability to
grasp new 6oncepts was slow in comparison with other pupils it may
be that the late immersion concept might have been more suitable for
the triplets.

Implications of the Study

Implications of the study will focus on both the school level
and the research level.

School Level

The study presented a systematic developmental pattern of aﬁ
unusual sample of children by observing various individual character-
istics emerging over a four-year span.

On the basis of this case study it is suggested that early inter-
vention by school staff at the Kindergarten level may reduce the dif-
ficulties some children will experience in the primary grades. The
subjects of the study did not attend the learning assistance center
for specific remediation but were being tutored privately. At this
point, it is recommended that the Grade 1 teachers become more famil-
iar with the Kindergarten screening process and focus their attention
on children who have been identified 'at risk".

It is suggested that é test battery such as Trites' Early-

Identification Assessment Battery be administered to children who did
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not perform satisfactorily on the school's regular screening.

Also, that a four-year programme inst;ad of three-year programme
bé offered in the French primary grades fogjchildren whé have no
learning disability but need more time to learn a foreign language
and show a~high motivational level to learn French.

Finally, there appears to be a need for teachers' input in the
development of appropriate French immersion material especially in

reading content area.

Research Level

To this date research has focused on native language developﬁent,
second language acquisition and general intelligence. There seems to
be a need for research in:

1. The development of French immersion standardized and diagnos-
tic tests measuring all facets of French Language Arts at each grade
level (early and late immersion option);

2. The improvement of screening procedures taking into account
second-language learning at the beginning of Kindergarten;

3. The preparation of a study on a group of French immersion
Kindergarteners upon completion of French pre-school (effects of
longer language exposure and earlier language training);

4. A closer examination of the composition of French immersion
groups to see more characteristic traits and differences/similarities
within the group; |

5. The description of oral and written production of French
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immersion students at each grade level;

6. The evaluation of French immersion students experiencing
learning disabilities at the primary level;

7. Reasons for dropping out of French immersion at all levels
(elementary and secondary schools) of students from various socio-
economic status;

8. Psychological implications of below average pupils entering
French immersion; |

9. Examining the impact French immersion has on the school
achievement of below average pupils;

10. Special attention to socio-economic, ethnic and intellectual

factors for minority group children (third language is involved).
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ST. LAMBERT TESTS DESCRIPTION
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TESTS DESCRIPTION GRADE 1 LEVEL: ST. LAMBERT EXPERIMENT

PILOT AND FOLLOW-UP CLASSES (LAMBERT & TUCKER, 1972)

Progressive Matrices (Raven, 1956), non-verbal IQ test of gen-
eral intelligence administered at the beginning and the end of
the year.

Lorge-Thorndike Intelligence Tests, Level I, 1954-66, measure of
intelligence at the end of the schoolyear.

Home-background schedules with interviews (Bloom, 1964; Dave,
1963; Wolf, .1963) and parent questionnaire (soéio—economic status,
child's linguistic environmént attitude profile).

Metropolitan Achievement Tests (1959): Primary I Battery (word
knowledge, word discrimination, reading, and arithmetic concepts
and skills).

The Peabody Picture Vocabulary Test (Dunn, 1959): English, Form
b; French, Form a, (auditory vocabulary, receptive language).
Listening Comprehension in English (comprehension of two stories
read orally). |

French Listening Comprehension (French version of the test in
English).

Word Association Analysis: French and English (associational
latency, paradigmatic, syntagmatic, semantic clusters, idiosyn-
cratic, rhyming, transformations).

Word Discrimination in French (French version of the Metropolitan

Achievement Test: word discrimination) .
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11.

12.

13.

14.

15.

161.

Phoneme Production, in French (auditory memory: repetition of

sentences) .

' Speaking Skills in English, filmstrip story of "The Lion and the

Rat" (story retelling: overall expressive ability, grammar,
enunciation, rhythm, intonation).

Speaking Skills in French, filmstrip story of 'Le Loup et 1'Ois-
eau' (same description as in English).

Phoneme Discrimination in Russian (discrimination of phonemes
foreign to all groups).

Test de Rendement en Frangais (1969-70), reading skills in French:
word discrimination and sentence compréhension).

Test de Rendement en Calcul (1969-70), School Commission Mathe-

matics Test, in French (solving identities, addition, subtraction).
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The Elgin Study: Assessment Instruments

for Grades 1 to 3 Evaluations

Grades
Tests

Otis-Lennon Mental Ability Test
(Primary II Level, Form J, 1967) S
(Elementary I Level, Form J, 1967)

m
>
o<

Metropolitan Readiness Tests
(Form A, 1964) _ S

Stanford Early School Achievement Test
 (Level I) - SESAT (1969) | S

Metropolitan Achievement Tests
(Primary I Battery, Form A, 1958) E
(Primary II Battery, Form A, 1970) X
(Elementary Battery, Form A, 1970) X

French Comprehension Test - 1973
(Kindergarten Level) E
(Grade 1 Level) E X X

IEA Listening Test of French as a
foreign language

(Population I Level, 1970) X X

Test de Rendement en Frangais

(Grade 1 Level, 1971-1972) X  N.A.

Note: S start of the grade

E end of the grade
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PARENT DATA SHEET



PARENT DATA SHEET

Family history Mother

Motor non-coordination
Speechhdefects

Reading problems
Mental deficiencies
Health status

Frequent illnesses
Chronic disorders

Incidence of multiple births

Prenatal history
- age of father

- age of mother

- health of mother during pregnancy (when was it diagnosed that

a set’ of triplets would be born? Were there special measures

undertaken then, if so, which ones?).

Natal history

1. Premature s Postmature s At term

Alice
2. Order of birth

Weight at birth

Father

Joseph

165,
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3. Delivery:

i

head ; breech ; Caesarean

- length of hard labor

use of anesthesia ;  instruments

atypical behavior of infants:

feeding problems
respiration problems
4. General health index

Alice Jack Joseph

- ¢rying

- reaction to stimuli

D. Developmental history

1. Nutrition

- Feeding: breast ; bottle

- Gained Weight steadily

- Sensitiyity'to foods

2. Responses to stimuli: light s Sound 3
moving objects ; people
3. Age in months when the following took place:

Alice Jack Joseph

a. raising head
b. rolling over
c. first tooth

d. 8 teeth



E. Health

1.

Alice Jack

Joseph

sat alone
crept

took first steps
- with support

- alone
balanced walking
running

established laterality
(holding spoon,

crayon, etc.)

gained voluntary control

of bladder and of bowels

from what age did child

show preference for one hand

Alice Jack

Joseph

General health index
- high

- average

- low

List of diseases (note age,

severity and duration)

upper respiratory
infections (cold,

bronchitis)
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Alice Jack Joseph

b. influenza
¢. pneumonia
d. mumps
e. measles
f. scarlet fever
g. chicken pox

~h. small pox
i. whooping cough

3. Medical problems and treatment
(age and description)
a. ears
b. nose
c. eyes
d. teeth
e. surgical operations
4. Structural anomalies and
severe injuries
F. Speech and Language (date in months)
| Alice Jack Joseph

1. Random vocalization

2. Imitation of sounds

3. Meaningful sounds
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G.

Alice Jack Joseph
4. First words (when and which ones)
5. Who spoke first
6. Intelligiblé‘phrases (when, who
and which ones)
7. Rate of development of sounds
- normal
- retarded
- accelerated
8. Description of vocabulary of .child
9. Need for speech
10. Presence of speech models
- Reading and speaking to child
by others
- Imitation of baby talk by elders
Pre-school experiences
| Alice Jack Joseph

1.

2.

3.

Pre-school attendance

(dﬁration, type)

Learning nursery rhymes
(memory and listening)

Who learned them first?

Interest in learning things

heard
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Alice ¢ Jack Joseph

4. Interest in school

5. Interest in learning French

Early school experience in parents' perspective

(to comment freely)

1. Social § Emotional adjustment

2. Academic performance and private tutoring

3. Expectations in different areas

Social history and adjustment

1. Number of individuals living in home

{(relatives, servants, etc.)
2. Communication

- Languages spoken in home:

- Standard of speech proficiency

- in home: low average high

- in community: low average high
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- Amount of speech in home

- much average

- Motivation to communicate in home:

Alice:

" Jack:

Joseph:

Social interests

clubs
churches
sports
music

art
recreation

games

Behavior problems (age

began, description)

a.

b.

Nervousness
Shyness
Showing off
Negation
Rejection
Aggression

Prevarication

Alice

Jack

Joseph

Alice

Jack

Joseph
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Alice

Jack

Temper tantrums
Excessive jealousy

Extreme possessiveness

(objects, people, etc.)
Enuresis

Sleeplessness

Nightmares

Strange and persistent fears
Talking, crying in sleep
Thumb sucking

Food idiosyncrasies

Child reflects Alice

Jack

Joseph

Joseph

Stable adjustment
Excessive tensions
Great insecurity
‘Overprotection

General maladjustment

Intra-family problems of adjustment (to comment freely)
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Discipline of children
- administered by

- usual form

- most effective form

- 1éast effective

Atmosphere of home characterized by:

a. happiness
b, unhappiness

C. security

d. love

e. excess of affection
f. Qverprqtection

g. . sternness

h. rigidity

i. sociability

j . A silence

k. interest in life and events beyond home
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Boehm Best of Basic Concepts (BTBC)

According to the Manual, the Boehm Test of Basic Concepts
(Boehm, 1971) is an "Instrument designed to assess beginning school
children's knowledge of frequently used basic concepts widely but
sometimes mistakenly assumed to be familiar to children at their time
of entry into Kindergarten or first grade" (p. 4). Buros (1978b),
states that this picture test intended for Kindefgarten to Grade 2
pupils, is based on commonly found concepts in preschool and primary
grade instructional materials. It is known that-these concepts have
a direct impact on a child's early school performance since they are

repeatedly used in the directions pertaining to curriculum materials.

Peabody Picture Vocabulary Test (PPVT)

Buros (1978c) indicates fhat this individually administered test,
was standardized for students between the ages of 2.5 and 18. A set
of 4 pictures is presented to the child who upon hearing a word,
points to the coffesponding picture. The plates are ranked in order
of difficulty with a heavy concentration at the early pre-school level,
from dissimilar to more similar subjects on the plates. This test
provides "An estimate of a subject's verbal intelligence through
measu&ing his hearing vocabulary' (Dunn, 1965, p. 25). Specifically,
it demonstrates the child's ability to hear andvunderstand words. It

is suitable for non-readers and children who have a reading disability
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as well as other handicaps (physical, etc.). The extent of vocabu-
lary knowledge seems to serve as a predictor of school success which
is related to verbal intelligence. The test ”Correlates equally well
with language arts,vsécial studies, and mathematics achievement"
(p. 41). ~

In terms of predicting school success; Klaus and Starke (1964)
found a correlation between the Efyz_réw scores obfained at the begin-

ning of the year and Metropolitan Achievement Tests (1958), word

knowledge scores: 0.39, word discrimination: 0.35, and reading:

0.39, at the end of the school year (Dunn, 1965, p.41).

This test differs from the Revised Stanford-Binet Tests of Intel-

ligence (Terman § Merrill, 1937) and Wechsler Intelligence Scale for

Children (Wechsler, 1949) because no oral definitions of words is
required. The PPVT is a receptive rather than an expressive language
measure. All these tests however, measure comprehension of spoken
words. In the PPVT, the obtained raw scores are converted into per-
centile scores (percentile norms), IQ (standard score norms) and

mental age (age norms).

McCarthy Screening Test (MST)

This test devised by McCarthy (1972), is a compilation of sub-

tests derived from the McCarthy Scales of Children's Abilities

(McCarthy, 1972) which assesses the child's level in subscales of per-
ceptual, verbal, quantitative performance, perceptual grouping and

motor.
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There are 6 subtests administered individually:

1. Right-left orientation (assessmenﬁ of orientation in space
by recognizing left and right, on oneself and the reverée);_

2. Verbal memory (repeating a graded word series, concrete con-
cepts, abstract words and sentences) ;

3. Draw-a-design (perceptual ability to copying geometrical
designs) ;

4. Numerical memory (immediate memory by repeating series of
digits in accurate order and in the reverse of the order given);

5. Conceptual grouping (ability to deal logically by classify-
ing blocks on basis of shape, color, and size);

6. Leg coordination (maturity.of motor coordination in the lower
extremities, walking, standing, skipping).

Pass—fail-scofing is based on an assigned score for each subtest
as per child's age range. Depending on the number of tests failed,
classification of a child may be in the "at risk' or 'not at risk"

category.

Bilingual Syntax Measure (BSM)

éuros (1978a) refers to this oral language test as one designed
for children from Kindergarten through to Grade 2. It assesses second-
language oral proficiency in English or Spanish but the manual (Burt
et al., 1975) offers to use the test with children ffom other native

language backgrounds. It is one of the few commercially distributed
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tests that pertains to bilingual education. It iﬁdicates language
dominance and facilitates grouping of students in- instructional
programmes.

The purpose of this individually-administered test is to elicit
desired structures, a conversation that would éonstitUte a part of
grammatical structures acquired in the process of speech development.
The test analyzes only syntax as an aspect of linguistic proficiency,
since it is more stable across_idiolects and dialects than vocabulary,
pronunciation or the functional uses of language. There are seven
- cartoons on the basis of which the tester poses questions. Recorded
responses arelscored for their grammaticality of sentence structure.

The test has five proficiency levels ranging from non-speaking or

comprehension of the language to proficient speakers.
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The Illinois Test of Psycholinguistic Abilities, ITPA (Kirk et

al., 1968) is a diagnostic tool used to define a child's specific
cognitive abilities (channels of communications, psycholinguistic
processes, levels of organization) 'and deficits that require remed-
iation; it taps a variety of skills: (1) Auditory reception, (2)
Visual reception, (3) Auditory aSsociation, (4) Visual expression,
(5) Verbal expression, (6) Manual expression, (7) Crammatic closure,
(8) Visual closure, (9) Auditory sequence memory, and supplementary

subtests (10) Visual closure, and (11) Sound blending.

The Test of Language Development, TOLD (Newcomer & Hammill,

1982) is an oral or spoken language test that diagnoses a child's
strengths and weaknesses in his receptive and expressive language
.competencies. The subtests are classified into 4 broad categoiies
(composites) that serve to identify areas of concern such as listen-
ing, speaking, semantics and syntax.

The Lindamood Test of Auditory Conceptualization, LAC (Linda-

mood § Lin&amood; 1971) 1is an individually administered test which
measures auditory perception, the ability to discriminate one sound
from the other, and to perceive the order and number of sounds found
in a spoken patfern. Conceptualization of speech patterns is accom-
plished through the manipulation of wooden blocks. The authors
indicate that the '"Two categories of the LAE Test parallel the two

skills basic to reading and spelling, conceptualization of isolated
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phonemic units and conceptualization of contrasts within and between
syllabes, in respect to identity and sequence' (p. 25). This test

has the power to predict reading and spelling achievement.
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FRENCH IMMERSION PRIMARY CLASSES
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French Diagnostic Reading Tests for Early

French Immersion Primary Classes (Tourond, 1980)

These group diagnostic tests of French reading are given to
children enrolled in primary French immersion classes where French
is taught: (1) 80%-100% in Grade 1, (2) 70%-80% in Grade 2, and
(3) 50%-80% in Grade 3.

For each grade level, special consideration has been given to
the selection of subjects and illustrations such as people, animals,
nature, real and imaginative stories, familiar and unfamiiiar words
(compreﬁension), various parts of speech, specific phonic skills,
idiomatic expressions, paragraphé and dialogues varying in length.

At the Grade 1 level, there are 3 subtests: Word recognition
(auditory/visual discrimination of words, 25 items), Word meaning
(selecting and matching a word with a visual cue, 24 items), Sentence
and Short stbry comprehension (marking a picture illustrating the
meaning of a sentence and choosing the correct word to finish a
sentence, 22 iteﬁs).

The Grade 2 level foresees: Word synthesis baséd on sentences
read by tester (Word blending and grapheme discrimination, 12 items),
Selecting and matching a word with a visual cue (Word meaning, 27
~items), Filling out the blank with a word chosen from a set of 4
(Sentence completion, 27 items), and Picking one answer (out of 4) to
specific questions related to a passage (Story comprehension, 24

items).
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Finally, the Grade 3 level has only 2 parts consisting in fill-
ing out the blank with a word chosen from a set of 4 (Sentence com-
prehension, 33 items) and finding synonyms and selecting the best
answers (among 4) to questions pertaining to the short stories (Story
comprehension, 24 items).

Percentile ranks derived from raw scores give an indication of
the pupil's performance level. Once correction, tabulation and
conversion into percentile ranks have been achieved, it is recommended

to proceed to the Analysis of Errors Chart from tests which will show

in which area of reading a child will need special assistance.
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A battery of 6 psychodiagnostic tests was administered by two

psychologists. 1In some instances, there was no need to give a test

to a particular child. The Developmental Test of Visual Motor
Integration (1977) is a 'Regular screening instrument ﬁhat helps
prevent learning and behavioral disordérs through early identifica-
tion of difficulties" (Beery, 1982). Sensorimotor development 1is
assessed by having the child reproduce geometric forms, from simple
to difficult. A comparison is then made between chronological age

and visual-motor integration age equivalent.

The Motor-Free Visual Perception Test (Colarusso § Hammill, 1972)
estimated visual perceptual ability in children. Though it has little
commonality with social achievement (reading, etc.) or intelligence,
it is ﬁsed for screening diagnostic, and research purposes. No motor
involvement, only perception in the areas of spatial relationships,
visual closure, and visual memory is taken into account. In essence,
the child is required to match or select geometric shapes, letter-
like and number-like forms, stick fiéures and realistic designs.

The Wide Range Achievement Test, WRAT (Jastak § Jastak, 1978)

assessed reading word recognition, pronunciation, written spelling
and afithmetic computation. In reading, it involves recognizing,
naming letters, and sounding words in isolation. In spelling, the
éubject writes a list of words from dictation and in arithmetic,
counting, solving oral problems and written computations are required.

The purpose of this test is to identify a specific learning disability
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and the instructional level for children.

The Wechsler Intelligence Scale for Children, WISC-Revised (1974)

examined mental abilities, current intellectual capacities of children.
This individually administered test (Whitworth § Sutfon, 1978) com-
prises 12 subtests:

1. Information, which measures a student'é knowledge of partic-
ular facts;

2. Similarities, which measures ability to think and reason
logically and associatively at concrete and abstract levels;

3. Vocabulary, which Trequires the definition of specific words;

4. Arithmetic, which measures the ability to solve arithmetic
problems received auditorily through mental computation;

5. Comprehension, which measures the ability to evaluate proper-
ly a situation typical of real life and determine the appropriate set
of responses; |

6. Digit span, which measures_the retention and repetition in
correct sequence of both forward and backward numerical information
received auditorily;

7. Picture completion, which measures the ability to identify
visually a relevant part that is missing within a picture;

8. Picturé arrangement, which measures the ability to place in
correct sequence a series of pictures refleéting a real-life situation;

9. Block design, which measures the ability to look at an

abstract design, analyze it into parts and reproduce it using appro-



priately colored blocks;
.10. Object assembly, which measures the ability to assemble
individual concrete parts to make a recognizable whole;
11. Coding, which measures the ability to reproduce symbols
through pencil manipulation as a part of a set code;
12. Mazes, which measﬁres the ability to plan, use foresight

and perceptually organize according to a visual pattern.
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The Gates-MacGinitie Reading Tests (MacGinitie, 1980) are Can-

adian standardized tests which present the general level of reading
achievement of individual students by measuring reading vocabulary
and comprehension. It assists educators in grouping students re-
quiring either advanced instruction or remedial assistance. The
Vocabulary section contains 45 items from which the child is required
to choose a corresponding word, meaning the same as the test word
(synonyms). Vocabulary words ranging from easy to more difficult,
are real words representing nouns, verbs, adjectives and adverbs.

There are 22 passages in the Comprehension test followed by
questions to aﬁswer. Various subject matters taken from children's
books have been included in the passages.

The content has an international character and is suitable to
students from various cultural backgrounds.

Raw scores are converted to percentile ranks, T-scores, stanines

and grade equivalents.



