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Previous regearch on the English reading ability éf early French
Iamersion children has shown that they do not read English as well as thcir
English instructed peers until grade 3 or 4 vhen English reading instruction
is introduced. - However, previous research has not examined the strategies -
French Immersion children use while readigg English. This study deacribes -

and compares the English reading skills of 50 French Immersion (FI) and

'?567ﬁnéii§h instructed (ERG) children at the end of grade 1.
The FI and ENMG child{gn were tegted individually to assess their
reading of common worda, consonant and vowel sounds, and their spelling of
cda-on Uofis. Oral reading accuracy a;d comprehension, and ailgnt reading

comprehension were also evaluated. All classroom teachers were interviewed

about classroom langﬁage arts activities., A stratified random sample of

ﬁatencs was selected and they were interviewed about their children's
reading activities at home,. | )

The results support the previous findiﬁén that FI chil&rcnido noé read
English as well as their ENG peers. Further, they show that the FI
children use one of 3 sérategies to read English: 1) English decoding, ;
2) French decoding, 3) a combination of French and English decgding. Th;
FI children's respénseu revealed that their French reading skills both a

transfer to and interfere with their English reading. Those FI children

(24%) whose oral:reading accuracy and comprehension scores were similar to

the ENG group's exhibited a similar proficiency of decoding subskills, or

level of automaticity, to the ENG group.

iid
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The only difference in certain language arts activities betweeén the

FI and ENG classes was the language of instruction. FI teachers did not
help with English reading skills. Parent intervievs showed that the FI
parents regularly read aloud to their children in English and that most

provided direct assistance for their children in acquiring English

 reading skills.
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CRAPTER I
INTRODUCTION
French Tmme rﬂ"sI'on'Ea’s become an Important educa t’iouat*a}:ﬁmt:hrt’for ST

many English speaking children in Canada over the last decade (Shapson &

Kaufman, 1978; Stern, 1977; Genesee, 1979). French Imsersion 1is generally

___of three types: early, beginning in kindergarten; later, beginning in

grade 7; or partial, when both English and French are taught in the early
grades. TRe general goal of these three different immersion programs is |
the same. Through participating in a French I-éraiau program childrel;
should gain a high level of Fremch competency, without endangering their

native language skills, their cognitive development, or general educationalr

hY
L —

»

Early Immersion begins in kindergarten and continues thrbughout the ‘
children's sehooling. From kindergarten to grade 3 the only language of
instruction is French. Beginning in grade 3, or :l.n some school districts
grades 2 or 4, a daily lesson in English Language Arts 1s introduced to‘
the children. As these early i.-ersionv children progress through elemen—
tary school, more of the curriculum is taught 1n English until a balance
is reached between the two hnﬁuages itg the Iupper intermediate grades.

At this level, and for the remainder of their schooling, the childremre-

(Swain, 1974, 1978; Day, 1978).

Late Immersion programs generally begin in grades 6 or 7. As in an

early immersion program, the only language of instruction is French, with

* +



the exception of English Language Arts. English Language Arts is taugﬁt

as a separate -subject area to late iﬁméiaiqq students. All other subjects
_ iy :

are taught in Ffench (Swain; 1974, 1978).

In a partiél immersion program half the instructional day is given in

Frencb‘and'tﬁehbtﬁér;hélf iﬁﬂfhéiiéh. English read{ng is usually introducéd
in gfdde 1. _French‘reading is then introduced in grade 2, only after some
English reading skills have been established (Swain, 1978).

Yo Oﬂiyfthl—ﬁirst:iBEEFsieﬁ;?%egfam~4eariy:immersien~:is:e£4eeneerﬁgin::;::;:;:wz:

this, study. One unique feature of early immersion%programs is that children

l
in the primary grades are.first taught to read and write in French rather

than in their native language, English. ‘This feature of early French
» .
Immersion programs seems to contradict findings by Mondianmo (1966, 1972) and

ppo—

Gray (1969) wﬁich‘suggest that initial reading instruction should be in a

o —childts native Ianguage“QUNESCO“hﬁf ~also emphasized that the child's natlve
language 18 the best medium for initial instruction (Shapson, 1982).

However, the basis for these findings concerns a very different group.of

. ‘ cbild}en than those who participate in early French Immersion programs in
Canada. Those children s?udied by Mondiano and Gray, and of concern in the
UNESCO recommendation are minority language children, or children whose
native language is considered a "low-prestige'" language (Genesee, 1979).
In sphool, these children would generally he taughtithg majority or ;high—

prestige” language. In this case, transfer of reading skills from‘the = é

unlikely as there is little status accorded such a transfer by the community

or school, and so literacy in one's native language would rarely be achieved.

Thus, 1f the childrem are to maintain their native ianguage skills, it is



recommended that initial instruction in reading be giéen in their first
language. |

However, this is not the case with Canadian children who attend French
Immersion. These children are native majority 1anguége users; their first
language is Bnglish. Their.native language is a "high—presfige" 1anguag;;
it is highly unlikely that they will not be encouraged to b;CGme Yiterate in
English as well as in French. 1In fact, afger intial reading instruction is
introduced in French and a aignifiéant level of competence is achieved in
reading French, the children are instructed in English reading skills at
school. This is not the case with children oftﬁinprity or "low-prestige"
language groups.

Several investigators (Lambert & Tucker, 1972; Barik & Swain, 1975;

Swain & Lapkin, 1981; Netten & Spain, 1983) have studied French Immersion

‘students' ability to transfer their reading skills learned with French
materials to reading English materials. All previous research hgs shown
that as children progress through the primary grades in Frenéh Immersion
their reading skills improve. Characteristically, researchers find a large

- 8ap in English reading ability between grade 1 French Immersion students

and their English instructed peers, a slightly smaller gap between the two

groups at the grade 2 level and, finally, no gap at the grade 3 or 4 level
when approximately one hour per day of English Language Arts instruction is

introduced to the French Immersion students. All this previous research has

used standardized achievement tests (e;gi, Metropolitan Achievement Test and

the Canadian Test of Basic Skills) to evaluate reading ahility. While a

standardized test can demonstrate the cliaracteristic lag of grade 1 and

.grade 2 French Immersion students in reading English,«it cannot specify
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the differences in reading skills between children in French Immersion and
regular English classrooms. v

The purpose of this present study was to specify those differences in
English reading skills between grade 1 childrén,in French Immersion and
regular English classrooms, Further to describiﬁg these differences; thigr
study examined how grade 1 French Immersion children used those reading skills
acquired in French immersioq classes to read materials written in their
first language, English. Through a thorough examination of the children's
English reading performance, insights can be made as to how the child;en are
transferring their French reading skills to English at the grade 1 level.
Their English reading can illustrate éxactly what elements of reading French
can be appropriately transferred to reading English and what elements

interfere with reading English. o

read in Frénch; it was expected that they would often inappropriately

‘transfer their newly learnt skills to English: it was expected that these

children would often decode and encode many English words as if they were

French words and that this would result in poorer comprehension; Also,

because these children have not formally been taught any English regding

skills in school as yet, it was expected that the only strategies they

could use to read English would be French reading strategies and any

reading étrategies they learnt at home prior to grade 1. The inappropriate

transfer of Fremnch reading skills to English and @ lack of knowledge of —
English reading skills would expiain the large gap in English reading

ability found hetween grade 1 French Immersion students and their English

instructed peers.



This study also evaluated the efféct of parental involvement in‘
reéding on the transfer of French reading skills to reading English,
Because French Immersion students generally transfer their French reading
skills to reading English by grade 3, researchers have heen interested in the
influeﬁce parents of children in French Immersion have on thei; children‘s |
reading development (Edwards, 1976; Barik & Swain, 1976; Cummins, 1977).
Although questions concerning parental influence have‘arisen in the past,
and some school districts have cautioned parents of French Immersion
studgnts against teaching their children to read English at home to avoid
confusing the children (Lamberf & Tucker, 1972; D'Anglejan & Tucker, 1971),
the research to this time has not specified what kind of help with English
reading, if any, parents are givigg theif children who are in French

Immersion programs.

Finally, the relationship between certain classroom Language Arts
activities and the transference of reading skills from French to English

is considered.

[T U A T I T U |




CHAPTER IT*
LITERATURE REVIEW

The literature review which follows consists of two sections. The first
is a brief review of a model of developmental reading which describes how
beginning reading is viewed and, as a'result, how it will be measured in this
research. The second, more lengthy section, reyiews the body of research .. . . . . . _
 which concerns the English reading ability of early French Immersion

students.

Model of Developmental Reading

Reading researchers agree that reading is both decoding and comprehending:
successful reading means that one both decedes print and~def1ves~aean1ag5£{enr~~ﬁmff—f—f
print. Neither aspect in and of itself can be called reading.

Skilled readers generally use three kinds of information in order to
derive meaning from print: 1) syntactic information, 2) semantic information
and 3) graphophonic information (Smith, 1971). Beginning readers, because
they are proficient users of oral language, understand the semantic and
syntactic aspects of language. They can use this knowledge when learning to
read. However, they have had little or no experience using graphophonic
information. Thus, the first task for beginming readers is to learn how to - f

decode print.
Chall (1979) descrihes the beginning stages of learning to read. The

first stage, The Pre-reading Stage, ggnerallyreqcompggpgs ghgig;e—sqhoqlr

period where children learn oral language and become familiar with words,

letters, books, and stories. Through their oral language they also learn



ahout the syntactic and semantic aspects of language wﬁich will be applied
later when reading. Through exposure to létters, print and stories in daily
activities and while being read to, they learn that print is another method :
of communication, similar but not exactly the same as oral language.

The second stage described by Chall is the Decoding Stage. During this
stage the children are given initial reading instruction. Here children are
taught letter-sound correspondeﬁces and how letters are used to form words

which correspond to the oralnlanguage with which they are familiar. At this

stage they are learning hovrto use g;;bﬁépﬁonicr1nforméti;gwiﬂ orée; to read.
Chall's final stage of beginning reading is the Confirming, Fluency, or.
Ungluing From Print Stage. At this stage the children can use all the infor-
nétion which skilled readers use when reaﬂing; However, thej do not use this
information as effectively or as fluently as skilled readers. The children

need to practice reading at this stage; they need to practice using their

decohing skills in combination with their understanding of the semantics
and syntax of language in order to derive meaning from print.

Beimiller (1970) showed that childrem learning to read relied heéyi}y on
their knowledge of the semantics and syntax of language until they also began
to leérn how to use graphophonic information. When they began to ie#rn ho&
to decode, the children tended to chané; their reading strategies, relying
more heavily on their decoding skills than on their knowledge of language.
After decoding skills became moreiproficient,wwhen the childrép fg};méogfidgqtr

that they could use graphophonic information, they again applied their know-

i 7L - b P L s s el e b

e

ledge of language to reading but they used the graphophonic information as

well, unlike their strategy when first introduced to reading. Beimiller showed

that this progressioﬁ geﬁeralliﬂagéﬁffé& fgfrgadd'feadersﬁduring grade 1, and

that poorer readers moved through the progression -more slowly than good readers.



Th;s, bj the end of the first grade, one would eipect good readers to be
able to use all three kinds of information when reading: graphophonic, syn-
tactic and semantic. Poorer readers may have learnt certain decoding skills
but probably have not progressed to using information other than graphophonic.
The poorest readers, vne expects, would rely heavily on their knowledge of '
language but their responses probably would not reflgct much use of the

graphophonic information available to them.

English Reading Skills of French Immersion Children

Early Immersion begins in kindergarten and continues throughout thel hild's
schooling until grade 12. During the initial primary years of schooling, from
kindergarten to grade 3, the native Eaglish séeakiné child is "immersed” into
the French language. The only language of instruction from kiﬁdergarten through

grade 2 is French; no English is used by the teacher (Day, 1978). 1In

kindergarten and the begimming of the first grade the children generally

speak English amongst themselves, but by the end of grade 1, teachers expect
that French will have become the total language of the classroom in use
between teacher and student and amongst students themselves (Swain & Barik,
1973).

English Language Arts is generally introduced asia gseparate subject in
grade 3 (Day, 1978; Swain, 1974), although variations do occui. In some school
districts English Language Arts is introduced as early as grade 1 or as late

as grade 4 (Swain, 1974).

rulFrench Immersion has Become a viahle alternative form of education

simply because it does work. Children do become hilingunal without showing

any harmful effect on their native language skills (Swain & Lapkim, 1981).



There exists an extensive body of longitudinal research.yhich supports
this claim. This abundance of research which builds an unquestioning basis
in support of Early Ffench Immersion began with a group of English speaking |
parents in St. Lambert, Quebec, who believed it was essential for their
children to be bilingual in Canada (Lambert & Tucker, 1972). Although
the French Immersion pfogran ét St. i#mbert was not the first of such
programs in Canada, it is the first in a series of programs where the

children involved have been assessed yearly in French Language Arts, English

Language Arts, and Mathematics, and where this research has been well . Vj
documented. Prior to St. Lambert the first French Immersion program in o
Canada was offered at a TorohtO'private school in 19&2 (Barik & Swain,

1978). However this earlier program, unlike the St. Lambert project where .
parents and researchers took fhe opportunity to gather information abouf

___the effects of French Immersion on children, offers no such infoﬁnation.

The St. Lambert project (Lambert & Tucker, 1972; Lambert, 1974) began
in 1965 with a kindergarten French Immersion class in St. Lambert, Quebec.
This group of children and the following yeai's kindergarten class became
the two experimental groups upon which all subsequent réaearch on French
Immersion programs across Canada has been based.
These two experimental groups were compared with two control groups:
én English speaking group in a regular English classroom and a French
speaking, group in a regular French classroom. In the spring of each year,

as the children progressed through school, a battery of tests was

administered to measure and compare various areas of achievement. These

included tests of English Language Arts, French Language Arts, Mathematical k\bf

Skills, Intelligence, Cognitive Flexibility and Creativity; Of interest

El



"here are the results of the testing of English Language Arts, particularly
reading of those French Immersion students.
The parents of the St. Lambert project were urged not to teach their
children to read English at home (D‘Anglejan & Tuckef, 1971). However,
as one might well suspect'tn -an experimental program of this~nature, ‘the —— ——s
parents were concerned about their children's English Language skills. B

Because of parental concern and researcher's interest the children were

_given extensive tests in this subject area each year.

At the end of grade 1, the childrén's English reéding ability was

measured using suitable subtests from the Metropolitan Achievement Test
MAT): word knowledge, word discrimination, and comprehension. These
tests showed that the French Immersion children did lag behind their grade

%:K'fl peers in a regular English class:oon.in'reading English. However, this

However, at the end of grade 2, the year during which these children
were given two 35 minute English Language Arts %essons each day, the French
Immersion children were able to read English as well as the control group.
Again the same subtests of the MAT were administered and showed no signifi-
cant differences between the two groups in reading. .The only difference
revealed was on a'neu subtest, spelling.

As in grade 2, infg:adef37tha ehildren received,tuof35~m1nute42nglish, S

Language Arts lessons per day. When the MAT was administered at the end

of grade 3, again there were no significant differences in English Language

Arts between the English and French Immersion groups, with the exception

of punctuation. The overall English language conpetence_of the French

Immersion group by the end of grade 3 was judged to be equal to that of



the English Control group. Thus, we see that "children trained to read in
a non-native language are very efricieht stvtransferring the pasic skills
to the native language" (Lambert & Tucker, 1972 p. 36).
‘ Several similar studies have followed the inittal St. Lambert Project.
Generally,*in each*study two'or'three*cohorts of- EariyfFrench~Iunersion R
‘students are tested esch spring to determine their English Language Arts -

abilities as well as their abilities in French and Mathematics. Usually

__the French Immersion groups are compared to similar groups in regular
English and regular French classes. Eacﬁ study has served to reaffirm and
strengthen the St. Lambert findings: that by the end of grade 3, English
speaking children who have participated in an Barly French Tmmersion program
shov no detrinentsl effects on their English reading sbility . |

- The Ottawa - Carleton Study (Barik & Swain, 1975; 1978) begsn in. 1970 .

. WeandedifferedefxnnLjjuLjh;e1ammgxtelrnjecteineihateii,glg_gg; study’ only

two experimental classes of children, bst studied three cohorts of csildren
each of which contained spproxisstely 200 ehildrena Ag&iafthe~ehiidreg e
vere tested at the end of each school year to determine their English
Language Arts abilities. At the end of kindergarten, English Reading

Readiness was assessed by using the Clymer ﬁarret, Short Form and the

Primer subtest of the MAT. On both tests the French Immersiom children

were shown to be at the same level of readiness as their English,peers

ezceptwonﬂthewletter,recognitionﬁandwthemsounds,suhtestseinenhichethe _

Immersion group scored significantly lower than the English group. At -
the end of grade 1 the same subtests of the MAT as in the St. Lambert

Project, or similar subtests of the Canadian Test of Basic Skills (CTBS)

were administered to these children, and again the French Immersion group

scored well below'the English group. However, at the end of grade 2, after



_the Ffénch Immersion childreﬁ had been réceiving_éo minutes periday of
English Language Arts imstruction, reading test results demonstrated that
the dﬁildren's English reading ability had caught up.to that of their
English peers. o |
 The Offéwé"Rbﬁhn"CafﬁdiiE'Séﬁhiafé’SéthI”Bbaid”ifégfiﬁ;(EaﬁﬁiJE;” B
1976) differs slightly from the othef Immersion prograﬁs discusséd so far
in that tﬁe kinderggrten program was a full day rather than a half day
W-ﬁ,;ff;;;gggguhlgmgmg;J as_spent in French Immersion
and ;he other half was spent in regular English kindergarten. Also, unlike

the Ottawa - Carleton and St. Lambert Projects, where English Languége
Arts was introduced in grade 2, here English Language Arts was not

taught until grade 3. However, similar results were found in this study

when the yﬁT or CTBS was administered in the spring of each year. The

7

~English peers in
Engli;h‘Language Arts abilities by grade 4 for the first cohort and by
ggi&e'3 for the second cobort of children. 1In grade 4 not only did the
ffench Immersion children catcﬁ u§ to their English peers in English teqd-
ing skill, their scofes Heré significantly higher in English Language Arts
than those of the English group's. ‘

A study in Montreal, beginming in 1970, again followed three coborts

~ of children through their schooling in French Immersion (Genesee, 1978).

and Ottawa - Carleton programs where English Language Arts was introduced

~ in gréde 2, here English was not introduced until grade 3, for one hour.

per day. Again the French Immersion group scored significantly lower on
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Engl}sh reading than their Engliah peers untilvthe childrenrwere taught
EngLiah Language Arts as a separatevsubject in grade 3. At this time the
childtea quickly learnt English reading skills and, at the end of grade 3,
their skjlls were equal to those of the English comparative group.

Two cohorts of children- werefstudied in*Coquitlam' Bi—-€i- (Shapson &
Kaafman, 1978).~ This study differed from the ?revious studies in that it

took place in Western Canada, a population which can be viewed as different

:from those of Montreal or Ottawa. In‘B.Cllwlrgaey%ieiggt;gﬁgggggg_;agggagguﬁh7

in use by a large proportion of the population and, thus, French Immersion
students' only opportunity to use their French skills may be during schoel
(Wilton, 1975). The program studied in this research also differed slightly
in that the first cohort in kindergarten received 20Z% of their instruction

in English, specifically inglish Language Arts, After‘this kindergarten

)

year, all subsequent instruction, including the following year's kinder-

garten,-was in Frenchrudtil’grade 3 uhenvthe children received English
Language Arts lessons. Again the children vefefteatediinrkindergarten~aa€
found to be comparable to the English group in ﬁeading Readiness skills.

' Again, in grade 1 and grade 2, when tested using the MAT, the children's
English reading ability was significantly lower than the English conparisoﬂ
group's-reading ability.ﬂ However, the,gar between the French Immersion

group's and the English group's Eaglish reading ability in grade 2 was

‘much less than in grade 1. And by the end of grade 3 the two groups'-scores .

(R AREI)

on the MAT did not differ significantly in reading, only in spelling. So
"despite the characteristic lags in English Language skills in grades one

and two, they attained equivalence with their peers in these skills soon -

after English Language Arts were introduced into the curriculun.in grade

R T
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three" (Shapson & Day, 1982; p. 13).

The Ontario Studies (Ailenby Public Schools, Toronto; Ottawa Board
of Edugation; and Carle;on Board of Education; Swain & Lapkin,'1981) are
a culmination of studies done in three,separ;te school districts over nine

_years. Results from 38 separate administrations of the Canadian Test of .

. . . . .. )
Bagic Skills (CTBS) show that in grade 1 the French Immersion children's
reading of English was much poorer than their English peers', that in grade

2 ‘the Immergion children are beginning to close the gap between their

;eading»abiiity and tﬁe Engiish groups}, and that by grade 3 the gap is
virtually closed. By grade 3 or 4 the French Immersion children can read
Engiish as weil as: and in éome‘cases bettgr than, thei; English peers.

| The Newfoundland research (Netten & Spain, 1983) began in 1980 with

the first group of kindergarten Immersion students. In Newfoundland, as ©

in the Montreal and Coquitlan programs, English Language Arts was not -
introduced to the French Immersion children until grade'3. The Gates

MacGinitie Reading Survey (1980) was used to measure English,reading,ahil;ty,

~ and again the Bame pattegp emerged. . Fipst, in grades 1 and 2 the French
Immersion childrén scoredvsignificaqtly below those children in a regﬁlar
English classr§a§ (RE), and second, "the English Language Reading skills
of the Fi pupiis é:f-sinilar to those qf their kE peerﬁ by the end of
Grade Three" (Netten & Spain, 1983, p. 19).

. These studies all serve to confirm the same assertion: that Freach

Tmmersion does indeed work and that children do not suffer in their English

- reading ability. This current research does not question thig fact. It

attempts to 11lustrate how the children begin to transfer their skills at

Eﬁéréfgde 1 levéi”frou readihg French, the language of instructiom, to

- reading English, their native language.



_parisons could be made between different groups of children and between

Methods of Assessment
| All the major research concerned with studying French Immersion has

consistently used group standardized reading tests to assess the children's

English reading ability. Suitable subtests of the Metropolitan Achievement

-Test, the Canadian Test of Basic Skills, or the Gates MacGinitie Reading - -

Surveivﬁéve been used to make this assessment. Because these standardized

tests have been used consistently to measure English reading ability, com—

different studies, all conducted in different places at different times
(Swain & Lapkin, 1981; Swain,'1978). Spandardized testing allows large
numbers of children to be tested sinnltﬁﬁeously and is easily scored. It
alsortends té measure just those ﬁspects of reading which are easy to test

(Swain & Lapkin, 1981). Tests results have shown th#t a complete transfer

~of reading skills occurs once English Language Arts is introduced into the
curriculum. And the results show that trapsference from reading French to

'réading English steadily increases during the early grades, even before

English Language Arts imstruction is iniroduced. But,’this kind of test
cannot show specifically what elements are transferred by the children from
reading French to reading English in the first years of learning to read.

Tucker (1975), in discussing the St. Lambert Project and, more speci-
fically, the development of reading skills amongst those grade 1 Immersion
students, said that "an inspection of the Experimental pupils' performance . . .

on the various sections of the MAT was not particularly revealing” (p. 54).

The MAT showed that the Immersion students did not read English as well

as the English students but it could not reveal what they could read or

could not read because the test is not designed to reveal specifics aboﬁt

1 N -
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reading ability but rather to show group trends.

Genesee (1979) discussed the lack of information on transference from
reading French to reading English during the primary grades of Immersion
schooling. He too claimed that the trends revealed through assessments’
_using standardized tests have shown that transfer between the two languages
occurs even before English Language Arts'is introduced as a snbject; and

that once English Language Arts is introduced, the catchrup in-Bngltsh .

reading skills is done very quickly by French Immersion students. However,

rhe stated that "we do not knov, ... precisely what is being transferred"
(p.74). Genesee suggested that in transferring reading skills from one
language to another, the syntactic and semantic aspects of reading would
be easier for the child to transfer than the "technical agpects of
reading such as spelling or sonndfsynbol relationships.

Because French Immersion students are native speakers of English, one

would expect the syntactic and semantic aspects of reading English to be
readily transferable from 1earning to read in French. However, because

these children first learn the sound—synbol relationships in French, and
because much of this code would not be appropriate to transfer to Englisn -
reading due to differences in sound—synhol relationshipsrbetween thertwo
1anéuages, interferences from reading French to reading English may well

be expected on these "technical" aspects of reading..

Parental™ Attitudes

As mentioned earlier, the parents of the children-in the St. Lambert

Project were urged not to teach their children to read English at home

(Lanbert'& Tneker, 1972; D'Anglejan & Tucker, 1971). However, how their

children will learn to read English is a primary concern of those parents
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whose children are in French Immersion (Day, 1978; Swain & Lapkin, 1981).
Many of the studies cited have questioned whether parental influence and
teaching have contributed to the easy transfer from reading French to
reading English, Edwards’(l976), in the Ottawa Roman Catholic School

Study, claimed that the progress méde in English reading skills at the

grade 2 level by the French Immersion students was more than the researchers
had anticipated. He questioned whether or not this prégress was due to
parents teaching their children to read English at home. Barik and Swain
(1976), in discuésing the congiderable transfer of regding sgills to English
at the grade 1 level, also suggested that English reading may be taught at
home. Cummins (1977), in studying an Immersion pfg§ram in Ireland where
Irish was the language of instruction for native English speaking children,

also found an easy transfer in ramding skills between these two languages.

He suggested that. parents-of the Irish immersion studeats filled the gapg -

from learning to read in Irish to reading in English. Cummins suggested
that parents involved in Immersion programs of any language are generally
middle class, take an interest in their qpildren's schooling, encourage
interest in books, and read to their children before their children begin
school apd continue to do so after they are in school. He claimed that

“the rapid transfer of reading skills from L2 {Language 2) to L, (Languaée
1}, observed in virtually all immersion programs where reading is introduced

[ S .
in L2, may be, in part, a function of parental involvement in the reading

process’ (Cummins, 1977, p.49). o - L
Genesee {1979) suggested that another reason for the easy tranmnsference
of reading skills from French to English by immersion students in the

primary grades is that English is a '*high prestige language'. By this
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Genesee meant that English is not only the immersion child's first language,
but that it is a language with is highly regarded in both the home and
community. The immersion child feeds to read in English as well as French.

Genesee suggested that transference of reading skills from a second to a

[

first language may not:be as easy or as complete if the first language

is a "low-prestige language.' Perhaps this is™bgcause parents are more

likely to help their children to learnm to read their first language if it é

is a "high-prestige" language such as English. -
McEachran (1980), in a recent survey in Victoria, B. C. of parents

of French immersion children, reported that most parents did not find their

children's English Language skills suffering as a result of being taught

in French. The research reported here supports'these parents' observations:

children who attended French Immersion classes did not seem to have any

difficulty in learning to read their native language, Engligh. =



CHAPTER III
METHODOLOGY

Grade 1 frenth Immersion (FI) students in the North Vancouver School
District were tested to examine their Englisgh reading strateéies. A
compafison group of regular)English (ENG) grade 1 children was also testeé.
Both the FI and ENG groups' pre-reading skills had heen previously-assessed
at the end of their kindergarten year, May 1982 (Rauch, 1982), using the

Letter and Word Reading Test (LWRT) (McCormick & Mason, 1981). 1In this

current research the children's English reading ability was assessed in

terms of decoding and comprehension skills. Three instruments were-used:

the Reading and Decoding Test (RDT), an instrument bas;h on the LWRT but

designed particularly for-this research; an oral reading and comprehension —
teét; and a silent reading comprehension test. The teachers of the FI and

ENG groups were interviewed about their classroom Language Arts program.

A sample of ENG and FI parents were interviewed about their children’'s

reading practices at home.

Sample

Grade 1 FI children, grade 1 ENG children, their teachers and their
parents provided the information for this research, wAllgehe,ehildrenhg;gfm»ﬂ B
attended school in the North Vancouver School District. The FI children
(n=50) attended 4 different classes at 2 different schools, and the ENG

children (n=56) attende§ 7 different classes at 3 different schools.
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Ninety-eight percent of the FI group and 95% of the ENG group were native
A ,

English speakers.

Because this current research is part of a larger study which is
looking at the development of reading skilis in FI students throughout
the prima;y yvears, from kindergarten to. grade 3, thg,children who were
tested in this study were limited“to those who had been previously tested
at the end of kindergarten. The kindérgarten groups consisted of 52 FI
students and 59 ENG students. Through attri;ion 2 childrep from the EI group
and 3 children from the ENG gréup were lost from the sample.

All the children's teachers were interviewed. There were 4 FI teacﬁers
from the 2 different schools and 7 ENG teachers from the 3 different schools.

A stratified random sample of FI and ENG parents was interviewed.
This sample was chosen to reflect the number of children in the sample from
both the FI and ENG groups, and to reflect .the number of children from the

11 different classes at the 5 different schools. Twenty FI parents and

26 ENG parents were interviewed.

Meagsurement Instruments

Table 1 lists the 5 measurement instruments used in this research.
Included in this table is information about the group to whom the instrument
A

was administered and when it was administered. Each of these measurement

instruments will be fully discussed in the following sections of this report.
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Table f

Summary of Information Collected

-

Instrument

Administered to

Date of Administration

Reading and Decoding Test

Oral Readifig Test

Maze Test

Teacher Interview -

Parent Interview

Grade 1, FI and
ENG children

Grade 1, FI and
ENG children

Grade 1, FI and
ENG children

—--The-4 FI-and-7-ENG—

teachers of those
children administered

the reading tests

A sample of FI and
ENG parents of the
above children

May - June 1983
May - June 1983
May - June 1983

May - June 1983

June - July 1983

1
3

2
¢
H
°
4
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Reading and Decoding Test

The Reading and Decoding Test used in this current research was based
on Mc Cormick and Mason's LWRT (1981) and Rauch's LWRT (1982). Rauch's
LWRT was used to assess the pre-reading skills of the FI and ENG groups at
the end of kindergarten. Changes were made to this pre-reading test to

meet the following criteria:

1. The test had to be suitable for grade 1 children after one year of

reading instruction.

2. The test had to iilustraée clea?ly the iﬁstanceé Qhere:Freﬁcgu¥eading h
skills may interfere with reading English or where that skill may
transfer to reading Emglish.

3. The test had to measure the range of reading ahilities in‘both the FI

and ENG groups.

Four subtests from the original LWRT were chosen: Reading Common

.
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A Words, Spelling Common Words, Rgading Consonant Sounds, and Reéding Vowel

Sounds. The other subtests (Picture Identification, Letter Name Identi-

fication, ficture Story, Common Words in Context, Printing and Book Handling)
were omitted because these were pre-reading rather than reading tasks.

Each of the chosen subtests was modified to meet the above criteria.
This was done by considering both the ENG reﬁding progr&m, Ginn's Reading 720
{Clymer et al., 1978) and the FI reading progrﬁm, Le‘Sablier, as well as

ensuring, through phonetic analysis, that suitable patterns for grade 1

children weri being tested and that those patterns would demonstrate any

LA PR Y A e P R TN LT D
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interference or transfer from French reading instruction. Thus, more

difficult high frequency words were added to the Reading Common Words subtest;

Fthe Spelling Common Words subtest was éiﬁéﬂ&éﬁréd 1ﬁc1ud€iéiiggﬁa;fm;6wels;'»"

" several common consonant blends and digraphs and the CVCE pattern; and the




Reading Consonant sounds subtest was made more difficult by including
consonant blends and digraphs, as vell as more difficult single consonant
sounds. The Reading Vowel Sounds subtest was left virtually unchanged as

the CVC pattern, CVCE pattern, suitable vowel digraphs and diphthongs, and

the R-controlled vowels were included inltheforiginal~LE§£7~ The only changes- -
made in this subtest were in the beginning and ending consonants of the

make-believe words because, in some cases, the English make-believe words

1

were real French words (e.g., PERE changed to NERE).
This new test, the Reading and Decoding Test, was pretested in 2
different pilot tests. The first pilot test was done in Coquitlam, B.C. and
in Abbotsford, B.C. In Coquitlam 5 FI students ranging in French re#ding
ability from high fo low, as assessed by their classroom teacher, were

administered the test. 1In Abbotsford 5 ENG children, again rénging in

' English reading ability from high to low, as assessed by their teacher, were

administered the test. The FI classroom teacher was also consulted about
test items and their suitablity for assessing FI children's English reading
ability. V

The first pilot test reveale; that the range of reading aBilities of
the ENG group was not adequately measured, and that although all the desired
phonetic patterns were being tested, the test was too long and the children
became very tired. Therefore the test was shortened. 1In the Reading

Common Words subtest several items were omitted (i.e., sight words from

the Ginn Reading 720 program) and more difficult items were added in order

to discriminate between good and poor readers. In the Reading Consonant

Sounds subtest more difficult blends and digraphs were combined in single

words to maké the test shorter.



PR

A second pilot test was donérin Abbotsford. The test was administered

to 4 ENG students, one good reader and three poorer readers, and 2 FI
students, both good readers. Following this pilot test changes were again

made in 1quth, format, methods of administration and a few individual items.

These changes were made to ensure that the children would not become too

tired during the testing session and to omit iﬁems which caused confusion
(i.e., ZACH to ZAST, as CH at the end of a word has several pronunciatioms,

and removing the E from the end of the R-controlled vowels in order to test

thersiméle R;éonféoiz;grv;;;l p;étérns,:&fRE téﬁNER);i

For the final version of the Reading and Decoding Test (see Appendix
A), the order of administration of the féur subtests was changéd. In the
pilot tests the Spelling Common Words subtest was administered first

whereas in the final version the Reading Common Words subtest was

administered first. This change was made because the children were often

frustrated with the spelling-and found reading the words easier.

4

Reading Common Words Subtest

This subtest included 20 high frequency word. Each word was coﬁfirmed

as a high frequency word in The Word Frequency Book (Carroll é}’al., 1971)

and each word was also included in the Dolch List. These words were typed
in lower-case letters in primary print on 2 by 11 inch white paper and

laminated. This subtest included three sections: Fast Reading, Analysis,

and Meaning Response. In the Fast Reading section, the children were told

they were going to read a list of English words and that they were to read

the list as fast as they could; if they could not read a word they were.

siﬁply to say "ékip—iiﬁgéhd govon to read the next word. The examiner read



a different 1ist of words to illustrate the instructions. The'child was
then given the list to read. All reading was tape recorded. The number of ’

words read correctly and the?tine;iggen by the children to read the list

» - . - <
B

of words was recorded.

After the children had completed the Fast Reading section they were
given the Analysis -section of this subtest. Here the- children were instructed:
to read the same list of 20 words agaiU'only this time they were told they

could "sound out” the words. The Analysis section was included to reveal

the "&éé&ﬁﬁg’Et’féi’ég’iéé’:‘iﬁiéh’{ﬁe"?fchiid?eﬁinigi:t use. Again all the
responses were tape‘recorded. Those uurdstp;ouounced correctly were scored
as correct answers. In conjunction with the Analysis section the children
were also asked to g{ye a Meaning Response foiiowing each word they read.
After reading each word the children were to gi;e a word or phrase to

indicate that they knew what the word meant (i.e., "TOY": "To play with").

" The M Heaning Response was Included in this subtestrbecause during the pilot
tests it was found that some FI children were reading English words as French
words (i.e., CAR as /Ka:t/) and their single wor& respénse di& ﬁof indicate
if, in fact, tﬂ;y were deriving the meaning of the English word CAR even
while pronouncing it»as a Ffencb word. The Meaning Response was included
here to check this supposition: 'if a child read an English word as a French
word he may still be deriving the correct English meaning.

in each of the Analysis and Meaning Responsé sections of this subtest

the childfen could scofé a poéﬁible 20 points. A discrepancy between the

two scores, i.e., a lower score in Analysis and a higher score in Meaning

Response, would reflect that the children were making errors in pronunciation

but were still dertving the correct meaning of the words:
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Spelling Common Words Subtest

This subtest consisted of 8 high frequency words as confirmed in the

Word Freguency Book (Carroll et al., 1971). These words were chosen to
include all short vowels eicept A, which was used as an example in CAT;
single consonant B because interference from French was expected on these;
and several. consonant blends. There Haé a possible total of 37 points

on this subtest. The children's responses were recorded. Each letter was

’seé}éd”iﬁéi§i&341i§’kif2f; ﬁﬁiﬁi;;uld scdre747p61ﬂfs, ﬁﬁi 5rpoin£;::;ﬁ&77
MOOL 2 points).

To spell the words the children were given a set of upper case plastic
letters arranged alphabetically in a tray. An extra set of vowels were
also available for the children to use. The children were instructed to

use these letters to spell the dictated words. This procedure for spelling

n‘a—nt.twgml-m-mm;u-» ar A

77w§§7cg;;éé&7;;;ﬁ the pilot tests. In those test#ughe children ;ére asked
to print the words but this seemed to tire them unduly. - It was felt that
by using plastic letters a better test of spelling would result which
would not confuse encoding with pemmanship.

An extra set of vowels was included because, although unnecessary
to spell any of the words, during the pilot tests the childrem often
spelled words incorrectly using more vowels than necessary (1Ie5, MULE
as MEDOOL). Therefore, extra vowels were available so as not to limit

.the possibilities. . s

TR RN
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Reading Consonant Sounds Subtest

This subtest consisted of 20 make-believe English words. The words I

3
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were constructed to measure the children'srability to correctly read single
* consonant sounds, consonaﬁt blends and consonant dig;aphs; Each word con-
sisted of at least 2 consonant sounds, one at the heinning of the word

;and one at the eﬂd of the word (e.g., KNAJ and WRANG) . Théishort=vouel A
was consistently uséd to form the words. Only consonant sounds were scored;

the vowel sound was ignored. In order to score full points on a consonant

blend -the children -had to blend therlétiexs together correctly (i.e., "“BLASH"

scores 3 points but "BALASH'" scores 2 points as the B and L are not blended

togethery. ‘This subtest has a total possible score of 60 points.

The words were typed in lower case primary print on 2 by 11 inch white
paper and laminated. The children were told these were make-believe English

words and that to read them they could "sound them out'". The children's

responses were tape—recérded. There was no time limit. Again the children's

Y

inecorrect responses were recorded to determine- the decoding strategies which

-rﬂ—hmmma EOPRR
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might be used by FI children.

Reading Vowel Sounds Suhtest

In this subtest 26 make-~believe Bnglish,ﬁords were constructed to test
the children's ability to read various vowel spelling patterns. Tested
here wefe the CVC pattern, the CVCE pattern, R-controlled vowels and various
vowel digraphs and diphthongs which were considered to be familiaf to grade 1

English readers. There were 5 sets of vowel patterns. In each set the

‘begtuning and ending consonants ressined the same (i.e., the CVC pattern

A R AR s 10 - e

"~ " "read as VEB, VIR, VAB, VOB, VUB}. Only the vowel sound was scored; the

consonant sounds were ignored. When reading the CVCE pattefn if the final E

uaaAsuunded,Aenen.if,zheﬁothergvosslgsasAreadgco;ree:ly—(ifefrgﬁﬁi!b@HL4n;r

e A



/peith), the vo;;i sound was scored as iu;orrect.' Two pronunciations
of PUBE were scored as correct: U as in cute or U as in tube. Two pro-
nunciations of FOW were scoreﬁvzs correct:’ OW as in cow or OW as in yellow.
The words were typed in lower case primary print on 2 by 11 ikch paper
o

and laminated. The children were told these were make-believe Eng

words and that to read them they should "sound them out": There was no . -
time limit. The children’s responses were tape recorded. Again incorrect

responses were recorded to determine FI decoding strategies. There was a

total possible score of 26 points.

O;al Readiggtand Comprehension Test

This test was included in the individual testing session to assess the
FI children's oral reading of passages and their comprehension of those

passages. Also, an exanination of the children's oral reading errors was

"”éiﬁéét;aiféwg1§é fﬁi;ﬁér indication of the réﬁding”;;;ﬁiegiés used by FI

children. o ' |

In the first pilot test the Classroom Reading Inventory (Silvaroli,
1965) was ﬁsed to test oral reading and comprehension. Pre-primer, Primer
‘and Grade 1 reading passages were administered to the 5 FI students. The
results from this pilot test showed tbat>tbe comprehension questions -included
with these reading passages were not passage dependent; FI ch}léren who

could not satisfactorily read the passages were still able to answer the

comprehension questions.

Because of these pilot test results, on the oral reading comprehension

aféi.questions, Pre-primer, Primer and Grade 1 passages from the Standard Reading

Inventory, Porm A (McCracken, 1966) were chosen to test oral reading and — —~ — =
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~comprehension. A passage dependency check was conducted in Abbotsford, B.C.,
on the ceg);ehension questions given for these three passages Five grade
1 children, judged to be good readers by their classroom teacher, were
asked the comprehension questions without having read the storyt As a
result of this check only one question at the Pre-primer level was altered
because it was found not«#% be passage dependent.
The oral reading subtest administered in this research consisted of

three sections'

_1 The oral readihg of/the parsgrsphs ohich was assessed in terms of
reading rate (WPM), word recognition errors (i.e., those errors which
change the meaning of the text), and total accuracy (i.e., the sum of
word recognition errors and fluency errors whichjare all other errors

.which do not change the meaning of the text -- substitutions, repetitions,

self corrections, and some omissions)

2. The comprehension recall section where the children, when having fin-
ished reading the passage, were to tell the examiner all they could
about the passage. Items recalled by the children, which aoswered the
required comprehension questions, were checked by the %xeminer.

3; The total comprehension section which was the sum of questions answered
through recall and the children's answers to direct questions asked by
the examiner. The examiner asked only those questions not answered

through recall.

All the children began this subtest by reading the Pre-ﬁégézr passage.

.-a“u [T
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Only if the children scored above 60% on the total comprehension section

of the Pre-primer passage were they asked to go on to read the Primer

passage. Only those children who scored above 602 on the total comprehen—r



sion‘section of~tﬁe Primer passage read the‘final, Grade 1, passage.
‘mThe three paséages were typed in primary print on 8 by 11 inch white
ﬁaper and laminated.
The children were asked to read the story aloud and were toid th;t
aftér'they had finished reading they should tell the examiner about the =~

story. They were also told that they may be asked some questions. The

examiner told the childrep the name of the story. The only words the

_children were told during their oral reading were names as this information
would not affect the children's comprehension of the story (see Appendix B

for Oral Reading and Comprehension Test).

Maze Test -
The Maze Test was a test of silent reading comprehension. This test

uas,administeredﬁtowenti;ege%gsses;offchildren1fmlcfeoasiscedlaiﬁEVOAAAA—AA—AAAAA—

reading passages from Getting the Facts (Boning, 1978). Both passages

were at the grade 1 reading level according to Botel's method of calculating

readability levels (Botel, 1962). .Care was taken to choose one story about

a boy and one about a girl. . - =S
In each of these passages every fifth or seventh word was substituted

with a set of 3iwords to comstruct the Maze. One of these three words

was correct. The other two choidgé were syntactically correct. All

-~ substituted words were high fregyency words according lo'the‘WordfFrequency'~W*W***
Book (Carrol] et al.,lQleLZBESZhild;gngg:gzgzgadlhgsxnryand '

choose the correct word from each set of choices.

k1

A traditional maze test substitutes every sixth word with a set of

three choices (Guthrie, 1973). However, in the two passages used here,



when every sixth word was used to construct the maze this resulted in far
too many auxiliary verbs being used. Substituting these words with three
choices resulted in a very difficult comprehension tegt. Therefore, every
fifth or seventh word was chosen to construct the maze bécause these words
were usually nouns or wverbs, which resulted in a fairer fes:\for grade 1
children.

Each of the two passéges was typed in“primary print on 8 by 11 inch
wﬁjte paper (See Appendix C for Maze Test).

The children were instructed to read each story silently. They were
shown that in seven instances in the first story and eight instances in the
seconQ story there were places where they would have to choose a word to
complete the passage. The children were told to ci£Zle the word, in each
of these instances, that made sense in the story: bThe children were given
10 minutes to complete the task. This was considered to be sufficient time
for even the poorest readers. The time taken to complete each passage was
recorded oﬁ each child's test paper. This was done to ensure that the
children actually read the passage and did not simply circle words. If
a child scored very poorly on each passage but completed‘the task very
quickly, it was assumed he did not read the passages. However, if a child
scored very poorly and took a long time to complete the task it was assumed
he attempted to read the passages.

Fach word chosen correctly scored as 1. There was a possible total

of 15 points.
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Teacher Interview Schedule

An interview schedule was developed to collect information about
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certain Language Arts activities in their classrooms from all the classroom
teachers of the children tested in this research. The following information
was colleéted to determine if differences, other than the language of
instruction, existed between FI and ENG claSées and to determine if FI
teaéhers weré éiving the children in their classés any instruction in
English Language Arts.

1. Information about the teacher's reading aloud practices.

2. Informatioﬁ'about school library use. |

3. Information about children's silent reading practices.

4. Information about children's writing practices.

5. Information. about FI teacher's instructional time, formal or informal,

sﬁent on English Language Arts (See Appendix D for Teacher Interview

Schedule).

Parent Interview Schedule

A parent interview schedule was developed fo collect information about b
the children's reading activities at home and the kind of help pafents were
giving their children with reading. The information was collected to deter-
mine if differences existed between ENG and FI parents and if FI parents
were helping their éhildren with English Language Arts. The interview
schedule was based on similar schedules used by Durkin (1966), Mason (1977),
and Rauch (1982). Changes were made because these previous interview
schedules were used with parents of pre-schoolers, not parents of grade T
children, and because the particular in;erest here was parental influence
on the English reading skills of FI children. ‘ ] ) -

Information was collected from parents on the following topics:



1. Information about parents' reading aloud practices.-
2. Information abqut qhildren's reading habits at home.
3. Information about the family's use of the public library.
4, Information‘about the child's place in the family.
5. Information about children's television viewing habits.
A stratified random sample of parents from bbth the FI and ENG groups
was interviewed over the telephone (See Appendix E for Parent Interview
Schedule). : N

Procedure.

Administration of the Reading and Decoding Test, Oral Reading and

Comprehension Test and Maze Test

Letters seeking permission to administer the Reading and Decoding Test,
Oral Reading and Compréhéhéiﬁﬁ'Tesggéﬂﬁuﬂézé Test wéré'seht'hoﬁe to the -~
parent's of the 50 FI children and the 56 ENG children in May, 1982. (See
Appendix F for letters of permission.) All the.children returned the letter, :
and testing began in late May. The author and 2 trained examiners tested
the children individually in a quiet spot in the school using the Reading
and Decodiné Test and the Oral Reading and Cémprehéﬁsion Test. Each child's
testing session took approximately % hour.

The Maze Test was administered to class groups of children. Two

different examiners administered this test. One examiner gave it to 2
groups of FI children at one school and to 3 groups of ENG children at-2 - -
different schools. The other examiner administered the Maze Test to 2 groups
of FI children at one school and 1 grouﬁ of ENG childreh at another school. =
The Maze Test was administered after all children in a class had completed

1

the indi%idual testing session.



Conducting Teacher Interviews

All the classroom teachers involved in this study were interviewed by
one researcher. These interviews were conducted informally with‘the
interview schedule serving only as a guide. Generally the teachers were
interviewed during the time that the children in their classroom were being
tested. However, as this researcher did not test children from 4 of the
classes, 4 of the teachers' only contact with the researcher was during this

interview session.

Conducting Parent Interviews
All the parents in the sample were interviewed by this researcher.
The interviews were conducted over the telephone in June and July 1982.

These interviews were conducted in an informal manner. Most of the parents

were contacted during the day. Efforts were made to contact working parents ="

by phoning in the early evening and parents who were away on holiday by
B R
phonﬁgg over a two month period. The telephone interview took from 5 to

15 minutes. . ' , A\

\.

3



CHAPTER IV
RESULTS

The results from the testing of the French Immersion (FI) and English.
(ENG) children are reported here. Quantitative as well as qualitative
analyses were performed. }n the following section the data from the
Reading and Decoding Test, the 6ral Reading and Comprehension Test,
and the Maze Test are described. Information gathered from the Teacher

and Parent Interviews is also described.

Reading and Decoding Test

-The Reading and Decoding Test consisted of 4 subtests: Reading -
Common Words, Spelling Common Words, Reading Consonant Sounds, and
Reading Vowel Sounds. Five scores derived from these subtests were used -
to analizéthe reading performance of the FI and ENG groups. From tﬁe
Reading Common Words Subtest two scores were used: 1) a ratio of the
numbe{ of correct wo;@s per minute, calculated by dividing the number
of words read correctly by the fast reading time, and 2) the number of
words read correctly in the Analysis section. The ratio of number of

correct words per minute serves as a good indication of the children's

"relative proficiency or degree of automaticity" of decoding subskills

{Adams, et al., 1980, p.14). The MeaninéARcsponsg scores obtaingq ﬁron
the Reading Common Words Subtest were not included in this analysis

as the students' scores in this section were almost identical to their
scores on the Analysis sectiom of shis subtest.k The 3 othér scores used

in this analysis were: 1) the total score from the Spelling Common
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Words Subtest, 2) the total score from the Reading Consonant Sounds Subtest,
and 3) the total score from fhe Reading Vowel Sounds Subtest.

A one-way multivariate analysis performed on these 5 scores showed
a reliable difference between the FI and ENG groups, F(1,104)=27.07,
B.(:'001- Univariate analyses showed that reliable differences existed
between the groups on all 5 measures. An examination of the mean scores
showed that the ENG group scored‘reliably better that the FI group
{see Table 2).

Reading Common Words Subtest

As shown in Table 2, an examination of the mean scores on the Ratio
of Correct Words per minute and the number of words read correctly
through Analysis obtained by the FI and ENG groups on the Reading Common

.Words Subtest show that the ENG group's performance was reliably better

on this subtest than that of the FI group.

The reliable difference between the groups on the Ratio measure

3

indicates that the ENG group knew more words .as sight words than the
FI group, and they-were able to read the words faster.

In the Analysis section, where the children were permitted to

"gound out" the words, the FNG group read correctly about twice as many

. words as the FI group. Correspondingly the Meaning Response Scores

(FI ®.=7.62, ENG X.=14.41), which are dependent on the children reading

the word correctly in Analysis, show the ENG group deriving the correct

meaning of these words more often than the FI group. The close relationship
between the Analysis and Meaning Response scores shows that both groups

were able to give a meaning for each word they read.
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Table 2
Results from the Reading and Decoding Test; Mean Scores,
Standard Deviations, and Univariate F's :
- Mean Scores = }
(Standard Deviations)
FI ENG :
n=50 n=56 F :
Fast Reading of Common Words® %
Ratio of correct words' 14.41 47.43 20. 60%
" per minute (34.54) (39.55) ;
Time (seconds) 58.79 26.55
(28.57) (14.06)
Total Correct (max. 20) 4.88 14.01
(6.34) (4.63)
Analysis of Common Words 7.68 ©16.45% 74.69%
(max. 20) (6.85) (3.09)
Spelling of Common Words 23.40 33.20 120.60%
(max. 37) (5.94) (2.92) i
Reading Consonant Sounds 39.06 ~ 53.50 49.15%
(max. 60) (14.51) (4.82)
Reading Vowel Sounds 8.60 16.36 76.28% ‘
(max. 26) (4.97) (4.75)

*p < .001, df=1,104

3In the Fast Reading section, 14 children in the FI group were not instructed
to read the list of words as fast as they could. Because of this difference
in testing conditions, this group of children did not have a fast reading
time. In order to include this group in the analysis,: a mean time was
calculated for them. Eleven of these cliildren were not able to read any
words under the fast reading condition, one child was able to read 2 words,

required by all thoae other children in the FI group uho b d 9 or less
words in the Fast Reading section was assigned as the Fast Reading Time
for these 14 children.

PR S PRIIEYS COpTCR
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None of these results was unexpected. Ali previous research has
shown that English instructed grade 1 children read English better than
French instructed grade 1 children (e.g., Swain & Lapkin, 1981). This
current research reaffirms these findings.

What 1s of more interest in this research is the strategies the FI
group uses to read English. The reading strategies used by French
Immersion grade 1 children when reading English have not been studied
in previous research. A qualitative analysis of the children 8 errors on
this subtest show that approximatelé 622 of their errors result from their
using one of four strategies when reading English words:

1. Producing a French sounding word by using French decoding skills
(36 of the errors) (e.g., MUCH hﬁaﬁfy as ﬁnz/?*)

2. Producing a real English word by decoding consonants correctly®

(262 of the errors) and

a) using the French vowel sound (i.e., WIDE as "WEED" /\H d/)
b) using the vowel letter name (i.e., BEST as "BEAST" /bisst /).

c) guessing at the vowel sound (i.e., WARM as "WORM" /wa:m/).

* An explanation of the way in which the stimuli and the children's
responses will be reported is in order here. What the children see when
reading aloud will be written in capital letters, i.e., MUCH, what the
children read aloud will be written in capital letters with quotation marks
i.e., "MOUCHE", and, when appropriate, phonetic symbols will be given in
slaghes, i.e., / /. :

** Although there {8 a difference between how the consonants D, T, L and R
are pronounced in French and English only the differences in the pronun—

French and English pronunciations of p, T, and L are not as obvious as R,
and it was assumed that the children, when reading English words with these
letters, would recognize the word even if they were using the French

sound in their reading. o - .



An additional 5% of'the errors involved preducing a nonsense word as
a result of: |
1. spelling the word (i.e., LONG as "ELGEE" /e\d5ia/).
2. partially decoding the word, in either French or English’ (i.e., COW
as /K/, WIDE as "WID" /wid/). 5
3. partially déco&ing the word using both French and English (i.e.,
LIGHT as "LEEGET" /ii:get /).
Thirty-three precent of the errors appeared to result from the children .
having no strategy to decode a word, and thus no response was given.
We expected éhat the FI group would often use their French decoding
skills to figure out unfamiliar English wards, thus producing a French
soun&ing word (Strategy 1). Analysis of the'childredls errors show that
they did use this strategy when confronted with a word they did not know,
but only in about one-third of the instances. Notably, the FI group often
pronounced CH /E{V as "“'SH" {/(7 in the words MUCH (412 (16)* of the errors
on MUCH); I as "EE" /{:/ in reading GIRL, THINK, and WIDE (30 (32) of the
errors on those words); TH as "T" /t/ in reading THINK (362 (12) of the
errors on THINK) andlAB as /@:¢/ in reading WABM and CAR (32.5% (16) of the
errors). So although the children did use this strategy of reading English
words according to French decoding rules, this method was not a strategy
favoured over otherg.
One might expect that, although the children are using French decoding -
skills and producing a French sounding word, perhaps the correct English

meaning is being derived by the children because they are fluent speakers

of English. For example, a child may read CAR as /Ka:f/, but he may be

* The percentage of errors is followed by the actual number of children,
given in brackets, who made the particular error.



deriving the correct meaning oﬁ the word. To determine whether or not
this was the case, each child was asked to give a Meaning Response aftgr
reading each word. Thus, if a child read CAR as /Ka:r/, with the uvular
"R". the Meaning Response would indicate if, in fact, he was meaning the
English word CAR even while pronouncing it as a Frenclr word. This
happened only once. The child did read CAR as é French word but

gave a correct Meaning Response "drive in it"*. In all other cases such as
this the children did not give any Meaning Response. In a few cases the
children said they knew what the word neantrin French. For example,

when three of the éhildren who pronounced MICH as 'MOUCHE" hn317 gave

a Meaning Response of "a fly", they were quick to say that this was what
the word meant in French.

There were only 3 instances when the FI children, and 10 instances
when the ENG children, pronounced a word correctly but could not give
a Meaning Response. With the ENG group thia waa usually a result of
shyness or quietness, But, the FI group's lack of response appeared to
be for a different reason as these 3 children were not particularly shy.
These 3 children correctly pronounéed the word, by using a combination of
French and English decoding skills, but because they were not confident inr
their decoding method, they did not seem sure that they had decoded a
real word. Thus, even though a child read ONLY correctly, the pronunciation
did not trigger a meaning for him.

t

Another one-quarter (26%) of the FI group's errors in this subtest

consisted of some childrem producing a real English word by using their

limited English decoding skills. Usually they used the initial letter of

* One would expect, of course, that when reading words in context rather
tQan in isolation as in this subtest, that FI children would derive the
correct meaning and give the correct English pronunciation more often.
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a word and often the end letter, in combination with one of the following
to the decode the vowel: French decoding skills, the vowel's letter name,
or a guess at the vowel sound (Strategies 2a, b or c). Thus TOY was
read as "TOE" ( 33% (7) of the errors on TOY), BEST was read as GBEAST"
(397 (13) of the errors on BEST) and WARM was read as "WORM" (19% (16)
of the errors on WARM). In all instances the thldren>gave the appropriéte
Meaning Response for the word pronounced.

As previously mention, 337 of the errors in the Analysis section
of the Reading Common Words Subtesat resulteé because the FI group did
not attempt a word at all. The ENG group's errors also consisted of
approximately one-third (37%) no‘atte-pts. It aﬁpears that both groups

were equally as likely mnot to attempt a word when they did not knmow that

word immediately, or when they were not confident in applying their

o

limited decoding skills. . _

Spelling Common Words Subtest

In this second subtest, Spelling Common Words, the children were
asked to use plastic letters to spell 8 different words. The quantatative
analysis showed that the ENG group’'s performance was reliably better than
therFI group's (see Table 2).

Qualitative analyses of the FI and ENG children's performance on
spelling single comsonants, consonant digraphs, and short and long

vowel sounds are presented in the following sections.

vadlb i e



Spelling Single Consonants

Table 3 showa the percent¥of children %n the FI and ENG groups
who correctly spelled single consonants. The FI group gemerally found
it easy to choose the correct letter to represent a single consonant
sound. As single consdnant sounds are very siﬁilar in French and
English, it appears that the letter representing these sounds is easily

transferred, by the FI group, from one language to the other.

Table 3

Spelling Single Consonants within a Word,

Mean Percent Correct

Letter - Word oo - Percent Correct — —— -
FI ENG
n=50 ‘ n=56

H HEM \ | - 86% | é 100%

M HEM, FRAME, MULE %6z 992

P h CHOP, SLOPE 992 972

L MULE 882 962

N SHINE ' 921 : 987



Spelling Consonant Blends

The children were asked to ébell four words containing the consonant
blends SL, FR, STR, and MP.*

The SL and FR blends, both at the beginninngf a word; were relatively
easy for the FI group to spell (see Table 4). Only 3 FI children chose
c r#ther thanvé in the SL biend, which 1s far less than one might expect
from a group.of French Immersion children. One FI ch%ld, in spelling
FRAME, used PHR to represent fFr[, showing an advanced understanding of . ;
letter-sound relationships.

Table 4

Spelling Consonant Blends Within a Word, Mean Percent Correct

Letter Word ) Percent Correct
FI ENG
n=50 n=56
SL SLOPE 242 . 96%
FR FRAME 647 912 :
STR . STRING 382 75% i

MP THUMP 45% 82%

The three letter blend STR at the beginning of STRING was difficult
for both the FI and ENG groups. In the FI group, of the 47 errors made
on the word STRING, only 1 error was made on the letter S, but 667 (31) were

made on the TR blend. The children represented the blend as S, SR, or ST. ~

These errors are not a result of the children not knowing which letters

* 1In Spelling Common Words, the word or letters the children are asked .
to spell will be written in capital letters, i.e., SLOPE. The children's
Tesponses, what they actually spelled with the plastic letters, will be
reported in capital letters and underlined, i.e., SELOP, and when

appropriate, phometic spelling will be given in slashes / /.
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repfesent the individual sounds’(see Reading Consonant sounds Subtest),
but are more likely a result of their finding it difficult to segment
the 3 sounds within the blend. Although the STR blend in used in French,
it is unlikely that the children have used it in their writing and,
therefore, unlikely that they have had practice segmenting this blend.
The two letter blend MP at the end of THUMP accounted for a major
portion of the FI group's errors on this word (672)(18). The children
’correctly identified ;he P in allibqtm3 cases, bup”the E was ugu;l%y
omitted. Again, this error is probably due to a lack of practice in
segmenting blends rather than not knowing which letter represents the

individual sounds (see Table 3).

Spelling Consomant Digraphs

The letters chosen by the FI group to spell the digraphs shown in _

Table 5 suggests that they are aware that a special combination of letters
is ‘used in English to represent these sounds; they are just not sure
which pairs of letters are used for each digraph and in what order. To
represent TH /8 / and CH /tf/ the Fi group often used H in various
combinations with T, S, and C or used a single C or H (57% (39) of the
errors). These errors show that the children are aware of English
spelling patterns but have not had sufficient exposure to.these patterns
to use them correctly.

Another set of errors appear to be related to children's judgement of

phonetic similarity among sounds (Read, 1975). Sixteen percent (5)

of the children in the FI group represented CH as J, G, or JR, and GR;

18% (6) spelled TH as F or V.
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Table 5

Spelling Consonant Digraphs Within a Word, Mean Percent Correct

Digraph Word Percent Correct
FI ENG
n=50 n=56
CH CHOP 32% 897
TH THUMP 32% ‘ 91%
SH SHINE 24% ’ 96%
NG ‘ STRING 162 912

The SH (J[> digraph in SHINE was correctly spelled by only 24Z of
the FI children. The majority of the errors (73%) (27) resulted from the
children using French encoding skills: wusing CH, C or H, since CH
represents the /‘/ﬂ/ sound in French.

The %G /Z}/ digraph in STRING was very difficult for most of the FI
group. Only 8 children (16%) chose the correct letters. French does not
have this sound, so transfer from French to English is not possible in
this instance. Sixty percenr (30) of the children ia the FI group used N, G,
7, or I to represent this sound. Some (10%) {(5) just gave up trying: "I

can't remember what makes fZ]f”.

Spelling Short Yowel Sounds in the CVC Pattern

The short vowels E,I, U, and O were tested im the Spelling Common
words Subtest (see Table% ), The short vowel A was omitted because it
was correctly identified during the pilot testing by all children. 1In the
sresent study CAT was used as an example, and again all but a few children )

in the FI and ENG groups were able to correctly spell CAT.
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Table 6

Spelling Short Vowel Sounds Within Words, Mean Percent Correct

L

Vowel ‘ Word Percent Correct
nE30 5356

0 CHOP 56% \ 967

I : STRING ' 467 957

E HEM , 38% L 87.5%

|8 THUMP 167 ) 847

Short O, like A, was correctly spelled by most of the childrem. It
respresents a common sound in both French and English /[ /. ihus, here
the FI group can successfully transfer their knowledge of French to English.

1, although pronounced differently in French / i:/ and English / i /:
and often incorrectly transferred by the FI group in reading (see Reading
Common Words and Reading Vowel Sounds Subtests), in the spelling subtest
was correctly used by 467 of the FI group. This may be because the sound ’
of T /1 / within the word STRING closely resembles the I/i:/ sound in
French. N

Many of the errors on E in HEM resulted from both the FI (42%) (13) and
ENG (867) 76) group'sspelling the word HAM or HIM. Whereas these two words
are vg}y common to children, HEM is much less so. The children may have
thought those were the words dictated. Other FI children spelled HEM as
B (22.3%) (7).

The most poorly identified vowel by both the FI and ENG -groups was the

short U. The sound /A/ is not common to French and English so transfer i



is not possible. The FI group used every vowel to represent this sound,
and where it was spelled correctly (only 16% of the time), it was probably

a good guess.

Spelling Long Vowels in the CVCE Patterm

The CVCE pattern was poorly knownby both the FI and ENG groups. 1In
spelling the four words SLOPE, MULE, FRAME and SHINE, the FI group's
average scoré on the CVCE pattern was 15.5Z correct compared to the ENG
group's score of 607 correct. The ENG group has been taught this pattern,
but it obviously has not been fully learned by many. The FI group has
not been taught the CVCE pattern. The FI children either spelled the
word correctly except for the final E (36% of the errors on these words)
or made an efror on the vowel, digraph or blend as well as omitting the

final E (64% of the errors).

Summary of Spelling Common Words Subtest

As in the Reading Common Words Subtest, the FI group's errors in
Spelling Common Words suggest that there is significant transfer from
French consonants to English consonants, and that there ig significant
interference on vowels and common consonant digraphs. In spelling, we
also see instances where the children just‘don't know which letters to
choose (i.e., / A /, f?] / and CVCE patterns) because the sound or
pattern is‘not common to both languages. In these cases the FI group

nas no knowledge to transfer,



Reading Consonant Sounds

In the Reading Consonant Sounds Subtest a list of 25 make-believe
English words wAS given to the children to read. They were instructed to
"sound them out'. “Only the pronunciation of the consonants was scored;

—pronunciation of the vowelsnwas ignored.

A quantitative analysis of the scores obtained from this subtest
show that the ENG group scored reliably better than the FI group in
Reading Consonant Sounds (see Table 2). ] ’ s

Qualitative analyses again show that, as in the Reading & Spellingb
Common Words Subtests, single consonants transfer well from French to
English. Again, the consonant digraphs TH /e / and CH /tf/ show French |
interfering with English reading (see the Reading and Spelling Common
Words Subtests); and, again, consonant digraphs which are unfamiliar to
the FI group, because they are not common to both languages or infrequently
used in French, are incorrectly read as the children have had little or
no practice reading them. The FI group also shows difficulties in
blending together consonant sounds wﬁich are familiér as siﬁgle elements.
Because of these difficulties the FI group's scores Sn the Reading
Consonant Sounds Subtest are lower than the ENG group'é

‘Although the childrgn knew they were reading make-believe English
words, some other instances of the intérference of French with English
reading surface on this subtest. Some children did not pronounce the
final consonant in a word, because that consonant would not be sounded
in French (i.e., SHSAX as //r@& /). In other cases, the final consonants
were soz;nded in an extremely exaggerated manmer (i.e., MALD as /maldn/).

Surfacing more often in this subtest than in the two previous subtests
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were reading C /R as /S/, the French "J" /'b/ for ,dj/, and the

uyvular French '"R".

Single Consonant Sounds -

in 15 of 21 cases, over 70X of the FI group correctly read the single
consonant sounds (see Table 7). In some instances where the consonaﬁt
sound was read more poorly, i.e., H, J, and X? interference from French
seems to be determining the children's respoﬁses. H was often read as "SH"
i/ﬁ/ (47% (8) of the errors). At early reading levels a single H is
rarely seen; H usually appears in a CH digraph pronounced as j/ﬁ/. J t{ﬁ/
was often given its French pronunciation 4) / (61%Z (16) of the errors in
JANK, 25Z (4) of the errors in KNAJ); and X at the end of SHRAX was often
not pronounced (427 (11) of the erroré), which would be the correct response
in French.

Y at the beginning of the ‘word YAPH was the most difficult sound for
both groups (FI 46% correct, ENG 862 correcégj The FI group confused Y {J /
with "W", gave no response, or read A%b/, /¥/, or /Z/. The (} / 1is
probably not emﬁhasized in English classtooms and is rarely seen at the
beginning of a French word; the FI children may never havevhad to decode
a Y at the beginning of a word before this test. Of the ENG group who
erred on Y, 50Z (4) of the children pronounced it as /W /. Perhaps these
children are simply confused about the sounds represented by the‘iess often
used final letters of the alphabet.

C in CLAND and T at the end of several words were read correctly by

747 of the FI group. However, those children erring on these consonant

sounds show that French is interfering with their English reading:

P



Table 7

Reading Single Consonant Sounds, Mean Percent Correct

50.

Consonant at Beginning of a Word
Percent Correct

Consonant at End of a Word _
Percent Correct

FI ENG FI ENG
Test “Word n=50 n=56 Test Word n=50 n=56
B BLASH 88% 987 B SPLAB 46% 592
C CLAND 749 96% _— —
D DRANT 90% 98% D CLAND 807 1002
13 -— — F STRAF 70% 93%
G GRACK 84% 932 ’ ) _— —
H HAPT 662 987 - _— _—
b  JANK 54% 963 J KNAJ 68% 78.5%
4 _— _— K JANK
CHASK 72% 912
L —— — L PHALL 78% 100%
M MALD 947 962 _— —_—
P —_— -— P THRAMP 82% 100%
3 SWAV 93% 992 — —
STRAF
SPLAB
T -— -— T HAPT 742 932
VACT
DRANT .
ZAST
v VACT 92% 87.5% v SWAV 86% 93%
X —_— -— X SHRAX 46% 87.5%
Y YAPH 462 B6Z _— —_—
z ZAST 92% 95% — —
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c /K/ was pronounced as /4 / in 61.5Z (8) of the errors when reading

HAPT, VACT, DRANT, and ZAST, the T was not sounded in 62% (8) of the errors,.
The FI group correctly read V in VACT slightly better than the ENG

group. V, a more common letter in French than English, and representing

the same sound in both languages, transfers very well. B at the end of

SPLAB was read poorly bf both groups. Those children making errors

pronounced B as 'D" or 'P".

Reading Consonant Blends

On the average the FI group scored approximately 207 lower on

readihg consonant blends than they scored on reading single consonant
sounds (see Tables 7 and 8). All the tested consonant blends at the
?beginning of a word are also used in French, except SW. However, two
are only rarely used, STR and SPL. Perhaps because the children are just
beginning to read French, they have néﬁrheé ﬁuch experience rea&ing any of
the blends tested here.
Of the errors in reading SWAV, 59% (10) of the FI group omitted the W.
The consonant W can be pronounced as /W / or / V / in French, and this
may have confused some of the FI children. If W was decoded as /v /,
this sound would be repeated within the word and would m?ke it very
difficult to read. The blends containing R in GRACK, DRANT, and STRAF
revealed the exceptional French accent these ehi}dren are acduiring: the
avular "R" /rr/ was often used. This pronunciatien of / ¢ / was scored as
an error for two reasons: ”

1. The children were told they were reading English and when these

children are speaking English they do not use the uvular “R",



2. Some of the children changed their pronunciation from the uvular
"R" to the English "R" after decoding the word.

0Of the erro&ﬂ\gg“these 3 R blends, 28Z (18) used the uvular "R". Another 25%

(16) of the errors resulted from the FI gfoup using the letter name for

"R" (i.e., GRACK as "GARACK" /ga:a: K/).

Table 8

Reading.Consonant Blends, Mean Percent Correct

Consonant Blends at Beginning of a Word Consonant Blends at End of a Word

v Percent Correct , Percent Correct
Cons. Test FI ENG Cons. Test FI ENG
Blends Words . n=50 n=56 Blends Words n=50 n=56
BL BLASH 682 96Z PT HAPT | 647% 91%
s SWAV " 667 82% NK  JANK 627 93%
GR GRACK 54% 952 . LD  MALD 2z T96z
CL CLANB | 647 91% MP THRAMP 68% 98%
DR DRANT 58% ?8% ND CLAND 68% 89%
STR STRAF  54% 937 CT  VACT 587 84%
SPL SPLAB 58% 82% NT DRANT 66Z 89%

SK CHASK , 62% 79%
ST ZAST 60% 87.52

Lack of practice in blending letters together seems to be the most

likely explanation for the FI group's difficulty—iﬂ—readingABL; CL, and

SPL. Each of the single consonants in these blends was successfully read
by the FI group in this subtest (see Table 7). Also the children often
read the single consonant sound correctly within the blend, but they

could not blend the sounds together (i.e., BLASH as /t)ael/n 1),

s, s betponibe ol
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Consonant blends at thé end of a word showéd a similar pattern of
errors to those read at the beginning of a word. All the lefters but one,
N, were tested as single consonant sounds‘and were read well by the FI
group(see Table 7); N was only read in blends. Only on the CT blend in
VACT did the FI group score below 60%Z. Of the errors on this blend, 33% (7)
can be attributed to French interference: pronouncing C /K/ as "S" 145 /
or "CH" QJ[‘/' Other French interference surfaced when the FI group read
HAPT, CLAND, VACT, DRANI and ZAST. Of the errars when readi;g these final
consonant blends, 49% (45) of the childrén did not sound the final létter.
Other errors included inser;ing a vowel between the two final consonants or
omitting the first consonant of the blend; These latter two errors are
also common among the ENG group and indicate a lack of practice im
blending final consonants.

Reading Consonant Digraphs

Although the FI group did no; read the consonant digraphs as well
as the ENG group, the digraphs PH, KN and WR were not read well by either
group (see Table 9 ). Because KN and WR are not used in French one would
not expect the children to read these digraphs well. ?H is used only
rarely in French and many of the FI group's errors again show French
interfering, with H pronounced as "SH"'/u/n/ (33%2 (25) of the errors). The
uvular "R" surfaced again in 287 (11) of tbe‘errors on WR. Errors common to
both the FI and ENG groups were soupding outig?ch lgﬁggriof thg d%gy?ph,
inserting a vowel between the two members of the digraph, or disregarding

one on the consonants.



Table 9

Reading Consonant Digraphs, Mean Percent Correct

Beginning of a Word "~ End of a Word

Percent Correct Percent Correct

Test FI1 ENG Test - FI1 ENG

Word n=50 n=56 Word n=50 n=56

TH THRAMP 38% 95% TH WHATH ©40% 89%

SH SHRAX 64% 96% SH BLASH 62% 100%

PH PHALL 262 39% PH  YAPH 22% 32%
WR WRANG 22% 45% — —_ .

KN KNAJ 82 18% “> -— -

CH CHASK 20% 87.5% —_— —

WH WHATH 50% 98% —— —

NG WRANG 48% 867 =

CK GRACK 74% 917%

»

SH was read correctly by most of the children. This is quite different
from the Spelling Common Words Subtest where only 26% of the FI group chose
SH to spell SHINE. So, although SH, as representing Ljr/, is not firmly
established for these children, it is far easier for them to decode these
letters than to spell th;n. =

TH at the beginning and ending of a word was read poorly by the FI
group, just as it was spelled poorly. The children generaliy read TH as
the French sound "T" /1 / (in THRAMP, 68% (21) of the TH errors, in WHATH,
40 (12) of the errors). Some Tead TH as /Hf/ (5L (9) of the errors), and — - _
the uvular "R” was used by 167 (5) of the children in the THRVblend.

CH.again showed the greatestamount of French interference on reading

English: 54% (22) of the FI group read CH as '"SH" L/ﬂ/.



CK at the end of the word was read well By the FI group. There were
no consisteﬁt errors on this consonant digraph.-. Only 2 children proncunced
the C as "S" / & /. One child pronounced these letters as "'SH" é/p /.
probably confusing CK with CH. The NG digraph was read poorly, but no
cbnsistent pattern of errors was apparent.

; To summarize the children's reading of consonant sounds, the FI
group's gradeA1 reading performance shows interference on a few single
connant sounds: H,J, and X. However, in general, the transference from
French to English on single consonant sounds is very good. Blends
containing’k show some French interference, as the uvular "R" is being
used by some of the children, and, in blends where T ends the word, the T
is sométimes not- pronounced. However, difficulties in blending consonants
‘do not seem to result from French interference or from not knowing the
consonant sounds, but from having insufficient practice in blending.
Digraphs are difficult for these children; they generally read the French
sound for TH and CH: / t / and /u/ﬁ/. In any combination of letters with
H, the children often pronounce the H as ""SH" é/a/. Théx like the ENG

group, have difficulty with the less common digraphs KN, WR, and PH.

Reading Vowel Sounds

The quantitative analysis of the scores fsﬁi‘the Reading Vowels
Sounds Subtest showed that the ENG group scoreé reliably better than the
FI group (see Table 2).

Reading vowel sounds was the most difficulf subtest for the FI group

whose mean score was half that of the ENG group's (see Table 2). The FI

group's instruction in vowel sounds appears to interfere with their
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English reading, as transference of vowel sounds from French to English is
often inappropriate and results in an incorrect response. Reading vowel
sounds was also the most difficult of the subtests for the{ENG group.
In this subtest, as in the Reading Consonant Sounds Subtest, the
children were asked to sou¥dout a list of make—belie;e English words.
A qualitative analysié of the FI group's errors suggests they used one
of the following strategies to read these words: ’
1. Used English decoding skills (i.e., VAB as "VAB" /vaely)/
2. Used French decoding skills (i.e., VUB as /vybD /).
3. Used the letter name (i.e., MOIT as "MOE-ITE" /mouail /).
%, Used a combination of the above 3 strategies (i.e., ﬁOIT as
"MOE-IT" /mouil / or 'MOE-EET" /moui:t/) or, they had no strategy
to read the vowel sounds and, thus, gave no response.’

[

Reading Short Vowel Sounds in the CVC Pattern

»

As expected, when reading short vowels which have "a different ‘ ’ ;
prondnciation in French and English there is‘a great deal of French
interference: I is read as / {:/ and U is read as /-y /. 1In those words
where the vowels are pronounced the same in French and English, one would
expect a great deal of tran;ference from French to Engliéh. This trans-
ference occurred with A but not with 0. Perhaps the children in FI
classes have not been introduced toc 0 and therefore used the letter -

naming strategy most often (see Table 10). h
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Table 10

Reading Short Vowel Sounds, Mean Percent Correct

i Percent Correctt F1 Group Strategies
Test FI - ENG French Letter Other
Vowel Words n=50 n=56 decoding name (including no
: ’ response)
E VEB 26% 827 8% 43% 497
I VIB 22% 87.52 517 31% 18%
A VAB 80% 917% vowel sound is 60% 40%
* same as Eng.
0 VOB ' 18% 80% vowel sound is 85% 15%
Same as Eng. t
U VUB 142 \\842 637 26% 112

Reading Long Vowels in the CVCE Pattern

Neither the FI or ENG groups scored patticulaily well in reading

vowels in the CVCE patterm, just as ﬁg}ther group spelled this pattern well

(see Table 11). Omnce again French reading instruction interferes substantially

o~

with reading vowel sounds in PABE, PIBE, and PUBE ( see Col. 3, Table 11)..

Several children pronounced the final consonant - E as one might in French

LS

ﬁi‘e.‘, /pae bA /). The FI group generally pronounced U as /y/, which

closelv approximates the correct English pronunciation as in tube. Only 1

child in the ENG group pronounced U as ]:Y /3 the ENG group most often

read U as in cute, following the CVCE rule exactly.

0, read corfectly by many offthe FI group, may have been read by

using the letter name rather than by using the CVCE pattern. When one

considers the FI group’'s low scores on the other vowels, this seems to be the

o )
a0st likely explanation for “the FI group's correct responses.



Table 11

Reading Vowels in the CVCE Pattern, Mean Percent Correct

" Percent Correct FI Group Strategies
French Eng. Short = Other
Test + FI ENG decoding vowel (including no

Vowels Words n=50 n=56 response)

A PABE 27 77% 887% wvowel sound is 122

' same as French

I PIBE 187 667 52% 24% 24%

U PUBE 502 551 617% 13z 26

E PEBE 247 66% 4% 302 362

0 POBE 462 57% 412 vowel sound is  59%

same as French

* This 61% inéluded those children who read PUBE as /Rjt)/ and although
scored as a correct answer this response was a result of French decoding.

Approximately 20Z of all errors on this subtest seem to be a direct
result of the FI group's unfamiliarity with the CVCE pattern. These
children use the English short vowel sound (see Col. 4, Table 11), but, as
the CVCE pattern is not used in French, they had no knowledge of it to
transfer to their reading of English. Sixteen percent (8) of the FIgroup used

the short vowel sound consistently when reading CVCE words.

Reading Vowel Digraphs and Diﬁhthongs
Vowel digraphs and diphthongs were generally read poorly by both groups,
with a few exceptions (see Tablel2 ), The inclusion of MAY in this subtest

was due to an error in the test construction, and the high ENG gcore on this

vowel digraph is probably because it was read as a sight word rather than by — — —

decoding the AY digraph. MEE was read well by both groups; here, the strategy
of spelling the vowels to read the word probably greatly increased the number

of F1 group's correct responses. The ou and OW digraphs are transferable

b nd

S 43 Al el 2

T



»

from French to English as the sounds they represent in both languages are

similar. Thus, there were high scores on FOUP and FOW by the FI group.

- +

Table 12 /

Reading Vowel Digraphs and Diphthongs, Mean Percent Correct

Percent Correct 7 of errors due
FI ENG - to French decoding*
Yowels  Test Words n=50 n=56 o
193§ , MOY 247 487 167 .
g )
AY MAY 387 91% 32%
FE MEE 627 967 . 477
Al MAIT 22% 647 26%
o1 MOIT 127 217 23%
o FouUP 48% 25% vowel sound is
same as Eng.
ZA FEAP 18% 75Z . 0%
Dw FOW 27 80% ‘ 227 %% .
A FAW 16% 34% 56% -
Y FOoOoP 367 647 0%
CA FOAP 223 587 32%

*

Jmiv the Trench decoding strategy is reported here as the other errors were
o2 varied and inconsistent to reveal ®any pattern.

** Two readings for FOW were considered correct: '"OW" as in cow or as in
2w, Of the 62% of the TI group who read FOW correcty, 227 (7) read /gouJ,
n although correct, is also an instance of using French decoding

e
-3 b

w1 0 it

- 1as
Tegles.

0 pe p

Wy ke

o
P

J
in reading vowel digraphs and diphthongs some of the FI group are again

nch decoding skills, but enerallv, the errors followed no consis-
3 3 -

)
o

rent pattern. Some children read the wvowel letter name, others read English
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=

short vowel sounds, and still others read a combination of letter names
with English and French vowel souads. The children obviously were

unfamiliar with most of the vowel digraphs and diphthongs.

Reading R-Controlled Vowels

Again both the FI and ENG groups scored poorly on the R-controlled
vowels (see'Table 13y, OR and UR seem to be transferable from French.
NOR, being a French worfl, was often read as such by the children, but then
they changed their pronunciation to a more English sounding word. The same
thing was done when the children read NUR. French interfering with English

reading was also seen in their reading of NIR and NAR. The uvular "R" was

used by about 7 children (14Z) when reading eac¢h word.

TABLE 13
— Reading R-Controlled Vowels, Meap Percent Correct
Percent Correct FI Group Strategies
Test FI ENG French Letter Other
Vowels Word n=50 n=56 decoding name
IR NIR 127 30% 617% 217% 18% B
oR NOR 587 75% 197 38% 43% ’
ER NER 16% 14% 17% 55% 28%
AR NAR 487 52.52 62% 157 23% v

TR NUR 50% 467 56% 87 36%

in summ;ry, both groups scored poorly in reading vowel sounds. The FI
group read all sounds pcorly except those few letters and letter combinations
which are pronounced similarly in/?rench and English: A in the CVC pattern;
7R, UR, T ia the CVCE pattern; OU and OW. O in the CVC pattern, although

srensunced sizmilariv in Trench and English, is not read well by the FI1 group.
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Vel

The FI group appears to use several strategies for readfng the vowel
sounds tested, but use no one strategy consiétently. It appears that, with
" a few exceptions, they are not familiar with decoding vowels. However,
even if they could dé:bde the vqwel sounds using French decoding strategies,
this would often produce an incorrect English response as the vowel sounds\%&

are very different.

Oral Reading and Comprehension Test

Three passages from the Standard Reading Inyentqu,(McCracken, 1966)

were given to the children to read: a Pre-primer passage, a Primer passage,
and a Grade One passage. Only if the child scored above 60% on the Total
Comprehension section of the oral reading passage was the child asked to

read the next, more difficult passage. All the ENG group read the Pre-

primer passage. All but 9 FI.children (82%) read the Pre-primer--passage; - - -

‘those who did not either began to read it andvcould not read any words and

so were asked to stop reading, or they Qere not.asked to try to read the
passage because the testef judged, on the basis'of their pbor performanée on
the previous Reading and Decoding Test, that they would be unable to read

it. In one case, a child simply made up a story, in English, which had no
relationship to the print on the page. All the ENG group scored abqve 602%
on the Pre-primer total comprehension section, so all were asked to read the
Primer/passage. However, only 44% of the FI group did well enough on the
Pre-primer total comprehension section to go on to Lead,the,ErimetgselecLinn+
Ninety-three percent of the ENG group scored well enough on the Primer total
comprehension section tc thenm go on to read the Grade Onme passage compared to

only 40% of the FI group.

-
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Because of a misunderstanding between the examiners about the proce-
dures that were to be followed duripg the Oral Reéding test, passages were
given to both the ENG and FI groups under two different conditions. The
differené testing conditions are described below. Testing Condition I
{ENG I, n=45, FI I, n=31):

1. The children were told omnly the title.of the story and, while they
were reading, were told proper names if errors were made on names. No
other errors were corrected by the tester.

2. The rate reflects only the children's reading, without examiner
corrections or prompting.

3. Word recognition errors are those errors children made which change
the meaning.

» -

Total Accuracy is the sum of word recognition errors plus fluency

=~

errors (all other errors which do not-change meaning,-i.e., substitu— -

tions, repetitions, and self-corrections).
5. Comprehension was tested in two parts:
a. Recall, in which the children were asked to tell everything they

could about the story without the aid of the text, and

o

Total Comprehension, where the children were expected to answer
questions about information in the text which they did not give

[
during the recall section. Total comprehension is the sum of items

given during recai: zlus the number of questions answered correctly.

£

Again the child d4id act use the text tc answer comprehension
zuestions.

e2sting Condition II {FI II, n=18, ERG II, m=1lj;:

I, The children were ziven the passage to read and told the title, but if
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they made errors during oral reading or could not read a word at all,

the examiner told them the correct word.

2. The rate reflects examiner corrections and promptings as well as the

children's reading.

3. Word recognition errors: same as above. D '

4. Total Accuracy: same as above.

5. Comprehension was tested in one way only. The children were permittéd

—to- w&e;&%mkmm which the examiner—asked-—
To quantitatively compare the FI and ENG children';.;zgformance on

the Oral Reading and Comprehension Test, éix one~way multivariate_analyses
were done, one on each set of scorés from each of the tﬁree oral reading

passages administered under Testing Condition ivand Testing Condition II.

Under Testing Condition I, multivariate aﬁélysis of the Pre~primer

suuresishowed‘theré"WérE‘féitab1e differences between the FI and ENG
groups, ¥ ( 5, 66) = 12.05, p < .001. The univariate analysis showed
that reliable differences between the FI and Eﬂq groups occurred on ail
the measures obtained from the Pre-primer passage (see Tahle 14). An
examination of the mean scores in Table 14 shows that ths ENG grpﬁp

read the Pre-primer passage Setter than the FI group. On the Primer
passage which was read by only those children who successfully comprehended

the Pre-primer passage, the multivariate analysis showed no difference

T
o

between the FI and ENG groups, F (5, 5I) = 1.79, /E)f'ds’ . On the Grade One
// -

7 P
the FI and ENG group, F (3, asl/’/§.49, p{ -05. The univariate analysis -
- ' ' .
2f the scores from the Grade One passage show that a reliable differemce .

r

is found between the groups only on the total comprehension section {see

/) ;



Tablel4 ): An inspection of the mean scores obtained onrthé Total
Comprehension section shows that the FI group's scores are better than
the ENG group's scores. However, one must remember that ohly 10 FI
students read this passage compared to 41:ENG studenfs. These 10 FI

T o Stﬁdénts'aremthe’extéptionaltyﬂgbbd”Eninsh”readerS”in”thetr”group;' T

whereas the ENG group consisted of all children except those 4 poorest

readers who did not successfully read the Primer passage.

differences between the FI and ENG g;oups on all 3 oral reading passages:

on the Pre-primer passage, F (4,1205 = 6.89, p <:.01; oﬁ the Primer

passage, F (4, 16) = 9.10, p <:~001; and on the Grade One passage,

F (4, 16) = 4.12, p £ .05. Univari#qe analyses showed that reliable

differences are found on reading rate and word recognition accuracy on
- ‘all 3 passages (see Tablel4 ). The Total Accuracy scores of the FI‘and

iENG groups were found to be reliably different én the Pre-primer ;n&.

7

Grade One passages. The mean scores reported in Table 14 show that on

_each of these measures the ENG group's performance is superior to the
T} pefforuaﬂEe of the FI group.
Because the children who were teﬁted under Cond{ition II were helped
with word recognition errors, vhich affected their total accuracy anq‘
comprehension, and because they were able to use the text fo answer

- comprehension questions, a greater percentage of the group read eachoral " ————

e _Azeading,paggggg;gﬁgngunder Ig;tiﬁz Condition I. In Testing Condition I

only 38.7% of the FI group read the Primer passage and only 32X read the

Grade One passage. In Condition II 522 of the FI group read both the

Primer and Grade One cral reading passages. Many of the FI children

who read the Primer and Grade One passages under Testing Condition II

I
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probably would not have been asked to read these passages under Testing

Condition I as:their Total Comprehension scores would not have reached

oowlmiphbone Tt
|

60% without the help they were given on word recognition errors and the

aid of the text to answer questions. Because more less-able readers

”fQEﬁgi65i£6vfééﬁwiﬁéi§f1iégranqVG;gdg Ong :eading passages upder Test;*g

S ek

Condition II, their poorer scores deflated the group's mean. Thus, at : :

L

all three reading levels the ENG group is found to be reading reliably

o o

=TT —hetter—thartheFI=rogp—————————————

Mt
T

As’ well as quantitative information about the FI groups' oral
o

reading, it is interesting to consider some qualitative data based on the

© e, b b

FI children's errors in oral reading. Those FI children who were able to
read the Grade One English paasage wade errors which one would expect ?

only from good readers (Weber, 1970). Their errors generally resulted

from the children predicting an upcoming word, misreading the actual word 71

because of their predictions, and then self-correcting.

There were 21 FI children who could not read further ‘than the Pre-~

primer passage. Of these 46 read the passage aslif it were French rather

¥ rorta R siabnk

than English text. For example, one child read MOTHER LOOKED UP as
jretiziat luked YP /. These ‘children read with a French accent and
used French decoding skilils. Other chifidren in the FI group who found it

verv difficult to read the Pre-primer passage, attempted to uae the initial

letter in a word to produce and English word; this usually resulted in an —

read I SEF SOMETHING YOU PLAY WITH, SAID MOTHER as "I SIT SO MUCH YOU

feisorenid

PLAY WILL, SO OB MM."

I ’"‘“i”bi e -:;:ifgﬁrgm;gq‘wu w
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The kinds of English decoding errors seem in the previous Reading and
Decoding Test which were due to FI children inappropriately tramsferring

French decoding skills to English words also surfaces in the Oral Reading

Test. French decoding particularly interfered in reading the vowels U

and I and in reading the consonant digraphs TH and CH. Thus, UP was often .

read as /yp /, WITH was often read as /wi:l/ and CHILDREN was read as

1 faildra ;. ’

Maze Test
A one-way muyltivariate analysis done on the scores from the Maze
Test showed that the FI and ENG groups’ performance on this test was

reliably different, F k3, 102) = 22,49, p <:.001. The univariate analyses

showed that reliable differences were found between the two groups on

T Ry " PN?

their scores from page ! and page 2 and on the total time taken to complete
the task {(see Table 15). The mean scorea from this teat, reported in
-

Table 15, show that this difference is due to the superior performance of
the ENG group on the Maze Test.
"Most of the FI group scored very poorly on this measure of silent

reading comprebension. All the FI children appeared to attempt to read

the passages and do the task, but for most of the'children it proved to

wtondll ubtin sl anb il 1 abop

A B LA A e et

RERSp—y

be far too difficulc. Fifty percent of the FI group used the maximum

time, 10 minutes, to do this Maze Test, whereas only 1 child in the ENG

i

group required the full rime. And, although many of the FI group took the

maximum time, 27.5% of their responses in the second passage were omissions

compared to only 7% omissions by the ENG group on the second passage.

%

e 1o SR
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Table 15
Maze Test Results; Means, Standard Deviationms,
Univariate F's, and Range
Mean Scores ,
(Standard Deviations) : :
= - " e F
. .. .. . .. on=50 n=552. ,
Mean Score, Page 1
(max. 7) 3.34 . ,5.69 41.15%
. 4 (2.28) (1.43)
- Mean Score, Page 2 T o
(max. 8) : 3.06 6.24 47.56% - . v
\J (2.72) (1.99) . i
Mean Total Score ' j
(max. 15) 6.4 11.92 ;
Mean Total Time _, LI i
{max. 10 min.) 7.98 5.02 40,30%
' (2.52) (2.28) S
Mean Omissions - '
(Max. 15) , ©3.52 . V.62
Range , : ‘ 0 - 15~ 3 =~15 ’§
? change in n due to a child's absence over 3 testing ‘sessions ' o
*p < .001 LI
S I _ : -
5 ’ bt

-
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7 Teacher Interview
All the teachers of thé*EI and ENG children were interviewed to examine
some of their Language Arts activities. There wereAA,FI teachers and

7 ENG teachers involved. Each wvas extremely cooperative and willintho

~

give information about their Language Arts program. fﬁeﬂggsultgiwerelas

foliows:

1. Reading Aloud

c1as§ in the language of 1nstruction. One F1 teacher d;d not read aioud
because éhe felt the vocabulary in’ a French story was toovadvanced for the
children in her'gra&e 1 FI élass. Two of the FI teachersroccasiona;ly |
read to their class in Eng%é;:-becauge the‘ghildreﬂ'requeéted it. Ome

FI class exchanged with an : gradé 1 class in the school twice a week

4

" .
ot et Bt eng s Bl

et

B for stories in English:

2; Use of the Library
All the children used the school library. Iﬁ'bﬁe F1 séhoolAthg‘childfen

borrowed French books only, one per week,'whilé'in the other Flrschodl the
childrenAborrowed one French and‘one'English book pe?;week. These :teachers
reported that the FI children preferred the English books, and éhen given
a choice hy the librariam as to which she would fead to.thén, English or:
French, they generally'cboée English.

i [ . [

3. - Siltent Readtng e

N4

¥

their classroom. Three of the ENG classes did not have a scheduled silent

reading period, but these teachers reported that the children in their .

classes read silently everyday. All other FI and ENG classes have. silent .



reading periods every da&iin the language of instruction. .In alléclasses

the children read library books and readers during this tine

. -« . : R . n . - v" < " - - - :
4. H‘riting - ) ) AN '

All but one of thevFI classes spent instrnctional tiné on Hriting.

v R

e Tﬁo‘FI’feacHErs‘had ‘hildren‘lﬁ-fheir classes who write stories once a _

- e e

week. Six of the NG - teachers had their classes write daily . journals,

~

and 4 of the ENG teachers had the children write stories occasionally. :
% ..

e _Oply 1 mmmmmm%wmnmm P

very often. o e e
- o 5. FI1 teachers instructing inm English Language Arts - v” ’3§,r

None of the FI. teachers give help or. instructian in either reading

Lo, P

“or in writing—English. As onéd tea rher said "Yhis is French I-ersion. BN ?'
-
They get English all the tine outside of school "o S Co A
- 4 P e
_ ) - v
Ry : ~ ) : Parent Interview : o “

A random sample of barentskfron both the FI and ENG groups was

interviewed over the telepnone. " This was dome to deternine if there were

any differences between the parent's attitudes about reading or in haw they

help their childen with reading. All parents were willing and eager to.

‘talk with the researcher, and seemed supportive of the research broject‘and,

¢ . . x

most interested in their child's reading development. The results were

as follows:® - — -~ e R **R
,,@Q, 1. Do you read aloud to vour child?

All but one FI parentrread aloud to'her/his‘child The one parent who

did not read aloud used to do 8o but now her child is an independent

reader and reads for himself. Sixty-five percent of the FI parents read

aloud daily, and 302 said they read aloud on wmost days.
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0f thes ENG pareﬁts, 787 read aloud to their'children. Of those parents
| i .
who did not‘read,aloud,,only one of the parents used to do so but does not

any longer because'her'child‘read independently now. The remaining parents

said they didAnot read aloud to their children.

" Only 23% of the ENG parents read aloud everyday to their child; 15%
“geé& aloud most days, 23% -read aloud about twice a week and 15% rarely’

reéd aloud{

S 2; %Lm%ﬁm&aﬁga&g&ée#aﬁead%mw ehild?2
: 7 ' The 95% of-the FI parents who read aloud to their child were asked

ot ~whether they read in French or in English. Forty-t;o percent of the'
. pa?ents read only in Eng}ish, lﬁz’réad only in French, and 42% read aioud-

in both languages.

3. Does_your child read at home?

407 said their child read only a little at home because their child was

7

just beginning to learn how to read; and 152 of'thé”FI'péfeﬁts'said'théif"’

¢child did not read at home, bﬁt these parents added that their child did-

look at books and that the reason why their child did npt read at home was’

because he/she coull not read yet. -
) Ninety~tﬁo:§erce of the ENG groups' parents said their child read at -

-home . ,Oﬁly 4% of the’ pareénts said their child only read a little and

LY

~ another 4% gaid their child did not Tead at home,

A‘The FI  parents were asked if their child read French or English

P k books at home, Of those children who do often read at ho;e, 662 read only

S »

* English books, 22% read only French books, and 12X read both French and

3



English books. Of those children who read a little at home, none read
only English; 37.53% only read French books{ and 62.57 read both French
} and Englisﬁ books.
5. Do you and your child use the Public Library?

- Thé—majorityrofﬂparentsrinrboth groups- used the~public—librarf~with—;fo' o
their child. Of the FI parents,.6OZ used it often, 10% used it rarely,‘and
30% did not use the publicvlibrary at all. Of the ENC‘parents, 547 used

it often, 47 used it rarely, and 427 never used the public library with

their child.

&. FI parents: In what language are the books you borrow from the’library?

e

If the parents used the library they were asked if they borrowed
French or English books. Fifty-eight percent of the parents said they

borrowed only English books, 42%Z said they borrowed both French and English’

~

L9

7. The child's place in the family.

This question revealed no interesting results.
8. Television habits.

The results showed that the majority of children in both the FI and

-«

NG groups watched television.

Most children in both gfoups watched.cartoons and public teleyision
children’s programs. Most of the childreﬁ watched Sesame étreet when they
were younger., Some children now watch situation comedies and advénture

#

shows’

Most parénts in both groups felt their children had received some

valuable learning from watching television (80Z of Fhe F1 parents and

A9% of the ENG parents). -
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9. FI parents: Does your child watch French Television?
According to their'pgrénts, 40% of the FI group watched some French
television while 60Z of{the FI group watched only English television.
10. Do you help your child with reading? ] . J"
- --The majority of parents in both groups said they helped their-ehild- - - -~ - -
with reading. Of the FI parents, 80% helped their child a ldf, 5% a little
and'ISZ did not help their children with reading. When asked why they did
not help their childrenwith reading the parents said their child was "not
keen' on readiné, did not need help because he could read himself now, or
because their child was not reading yet and so they could not help yet, but
that they did continue to read aloué to their child. “
Of the ENG parents, }6Z_said they helped their child alot with reading,

-

127 helped a little, ‘and 127 did not help their children with reading. Those

-

wh; did not help tﬁeir children.with readingrdid not feel_they needed to

because their children were independent readers or their children wére

highly motivated and practicedvreading alone without their parents' help. -
Most parent; in Soth groups ;elp their child with reading by helping 7

fg sound out woras, or by telling the correct word if'Eheir child could not

sound it out.

11. FI parents: In what 1anggfge do you help your child to read?

The majority of FI parents helped their child to read English (52%).

'} s
Only 18Z of the parents helped their child only in French;énd 30Z helped o

their child in-both languages. Many of the parents said they could not
read French well enough to help their child,
At one FI school, pa;enﬁs were urged not to teach their children how to

read English at home tc avoid confusing the children. Perhaps even more of
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the FI parents would have helped their children to read English if this

T~

req&est had not been made by the school.

"Good English Readers'

-

A subset of the FI and ENG groups was able to read successfully the __ _
grade ! oral reading passage with 60% or berter total comprehension. These
children, tested at the end of grade !, demonstrated their ability to read

grade 1 material and thus were labelled "Good English Readers'. (Quantitative
o . s

and qualitative analyses were done to compare the performance of the FI

and, ENG "Good English Readers™.

«
1

L

- The 10 FI and 41 EMG children who read the Grade One passage under
Testing Condition I were included in this group. Those 2 FI and 4 ENG
children in Testing Condition II, who successfully read the Grade Ome

cassage without help or prompting from the examiner, were also included

because their performance was independent of the examiner. Table 16
séfws the.results from the Oral Reading and'COmprehension Test for the ‘
12 FI and 45 ENG "Good English Readers".
A one-way multivariate analysis was pefformed on the scores obtained
by the "Good English Readers’ on the Reading and Decoding Test. This~analysis

showed that there were reliasble differences between the FI and ENG _groups,

F {5, 51) = 6.11, p <:.001. Univariate analyses on the five measures s

examined showed that there were reliable differences beté;th\e'éaups

off the Spelling Common Words Subtest,Ag (1, 55) = 20.62,‘2<:.001, and on the

Reading Vowel Sounds Subtest, F (1, 55) = 5.43, p (:.OS. Inspection of the
mean scores showed that this difference was due to the better performance of

3 .

the ENG group (see Table 17).
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Table 17
Results from the Reading and Decoding Test, "Good Eriglish Readers",
Yean Scores, Standard Deviations and Univariate F's
- e e e i SCOTeR L B
{Standard Deviations)
F1 - ERG .
n=12 n=45 P
©
Ratio of Correct Words 53.56 54.52 . 004 T
per minute (55.56) (40.84) ) -
Analysis (max. 20) 17.50 - 17,07 T (197 - - - .
: (3.18) (2.96)¢ X )
“Spelling Common Words 28.16 33.29 20.62% - :
(max. 37— (4.68) —(3.09) 7 — - -
. * »
Reading Consonant Sounds 53.00 53.87 . - .327 B
(max. 60) R T L S
- , , ' ’ H
Reading Vowel Sounds 13.00 _  16.64 C5.43% | g
(max. 26) - (4.71) . (4:84) : E
- #p .05, daf = 1, 55. ‘ ' - ‘ , .

-

© 7 UA'qualitative analysis to determine the stritegies used by the FI "Good .

fourd between the FI and ENG groups. In the Spelling Common Words Subtest, . -

\ analysis revealed manyof the sane errors seen in the total FI group.

A

Particularly, these 12 FI children found it difficult to spell the congonant .

-

bigﬁds ‘MP (332 correct) and STR (501 t:‘orrect)v; the consomant digraph NG . r
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(417 correct); and the CVCE pattern (25% correct). Errors on the consonant
digraphs SH; CH and TH also occurred (66X correct).i Sg—gqu ;hiq;grgyp's

spelling errors resulted from their téading instruction in Ftehch interfering

- with their English spelling ({.e., SHINE as CHINE) but more often their errors

‘(i.e., the CVCE. p‘a;:t'ern)

reéﬁi;gd_iznu4an;unfa-ilia;itygnizhgeneedinggaagzngiiéhgspeiiinggpstte
N\

Examination of the performance of the FI "Good English Readers” on the

Reading Vowel Sounds Subtest showed that these children seem to be more

consistent in the strategies they use to read vowel sounds than the total

FI group. Of the errors made when reading the CVC patterm, 44Y resulted from _

pronouncing the make-believe words as French words. When reading the CVCE
pattern, these children either réad~it~corréct1y'(181};"prouounted'it'as a
French word (47%), or tead the CVCE pattern as the CVC pattern (351) The

children scored quite well on the 11 nake-believe words containing thegnnxgg.ggggggggg,

~are asked to reagfnakefyelie;eyuords constructed from more difficult spelling - -

unfamiliar vowel digraphs and diphthongs, reading them correctly 597 of the

time. When errors occurred, ;hewstrategyugenerallygqsedluns~&ewseundfoutfeachW~4*”“*T;

letter ofbthe digraph or diphthong. Pifty-fhree percent of the children

correctly read the R—controlled vowels. Of the errors on this set of voueis, é
612 resulted‘from the childreun pronouncing the words as a French word. Imn . é
sSummary, on tl;e R;zadit.xg Vowel Somds Subtest we see some mterf_ereﬁce from

Frenchrreéding instruction even for these ""Good English Readers”" when they

wheer- bt

patterns. >
[ 4

A multivariate analysis performed on the scores obtained by the "Good

—

English Readers" on the”Haze Test showed a reliable difference between the

P
L

FI and ENG groups, F (2, 54) = 3.176, p = .05. Univariate analyses of :

¢

.
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the total scores obtained and the total time taken to complete the test
showed no difference between the two érpups on ﬁhgrtbgal,acp;e,ﬁ,il R
F (1, 55) = .65, p'» .05, but a reliable difference between the groups on

the total time taken, F (1, SS) = 6, 47 2( .05. Inspection of the mean

———‘——/—f—ffétotai—ti‘nes mwrtharttta—crtffffence is due to the shorter :im needed _

by the ENG group to co.plete this task (sae Table 18) Rather than :

1ndic,ating a differenc;e in reading ability, this difference can be 'explained

-

i

as a result of the FI group's

in English. = -

Table 18

Maze Test Results for "Good English Readers"; Mean Scores,
Standard Deviations, and Univariate F's . N\

c (Standard Deviations) , E'v \

Mean Scores .
T X
FI ENG
=12 n=45
_ Total Time ) L i
(Max. 10 ainutes) 6.33 4.49 6.47%
(2.64) (2.11)
Total Score - 7 = , ) : s
(Max. 15) & € 11.75 . 12.53 .66 .
(4.88) (2.25) :
. *pL .05 df =1,55 /f 7 7

LaBerge and Sammels in their Model bf Automaticity in Reading (1974) A

state that in the process of becoming a fluent reader, reading subskills

hecome automatic and thus, the fluent reader needs to pay attention only

o



to meaning. In contrast, children who are just iearnipg io réhd'inat‘giver
a majority of their attention to decodiug the vigual ay-bols ag their-
'dncodingsub-kills are not yet auto-atic.' Both the FI and ERG children

involved in this research are beginning :éaders. ‘One would not expect

- many children in either group to have reached a level of automaticity in

-~ decoding subskills a8 yer: ~Oue wight also expect that, because the FI :
children are learning to read in French and do not have iastructicnal t

in reading English or practice'iﬂ,readinngnglish at'shhool, their decoding

subskills may not be as proficient as those of the ENG group.
One way to Qeahure the préficiency of decoding subskills, or level of
automaticity, is through reading rate. A slower rate suggests that

children are less proficienc"grdecodingAsubskilla,and ‘thus must pay
»
closer attention to decoding the visu11 symbols. A faster rate Buggests

a greater proficiency of decoding subskills.r

A multivariate analysis was performed on all the rate measures

.obtained fron the ”Goo& English Readets - This was done to aacertain

S P — —

vubether a difference in the level of profigiency of decodiﬂg subskills-
existed between the "Good English Readers” in the FI and ENG groups. These
rate measures were: B 7
1. Fast reading time in the Reading Common Words éuhtest
2. Total Time qakqn to con#lete the Maze Tést 

3. Oral readiug rate, Pre-Primer passage

5. Oral reading rate, Primer passage .= ' N

5. Oral reading rate, Grade One passage.

The analysis revealed no differences between the two groups on these

k4

measures, ¥ (5, 51) = 1.97, p ».05. Further, the analysis reported
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of the groups' ﬁerfor-nnce of the Reading and Decoding Test (see Table 18)
revealed no differences on the Ratio of Correct Words per Minute. These .
results suggeit that the FI iroqp of "Cbod—Bngiish Readers" are as pfdfici;ni

in decoding subskills as the ENG group.

”*Proficteucy'or'aututatictty‘of'decoding’suﬁsktlta*is’inéteaseawthroﬁgh** T

pracri¢ 1ﬁ'gr‘"dé'éﬁdfﬁg"§wg“€”ﬂﬁlﬂ'ﬁj "TWA‘): . ncéilmhéﬂ“g'ﬂﬁi'p“ —
has obtained a level of proficiency in decoding subskills very similar to

that level reached by the "Goaod English Readers" in the ENG group, one

must conclude that, in order for them to have reached this level of
proficiency, they must be practicing a substantial amount of English

reading at home as they are not practicing Englishi:éading in school. As

the results of the parent interviews show, all FI children are read to at

C )

hane,'usuaily in English; many of the children rea& at in English and

ipst F1 pé}ents help their children wifhrﬁiglflh'readihg‘skills.




DISCUSSION

" "This WWTEfu@WEWpWYEWr€GearCH which shows :nac ,

'grade 1 French Immersion (FI) children do not read English as well as their

English instructed (ENG) peers. The pufpose of this present study was not

these two groups of children, but to delineate this difference. The
difference between the FI and ENG groups can be described as a difference -
in reading strategies which grade 1 FI and ENG children use to read.

English materials.

Not unexpectedly, in this study those children uhé were taught to read

Engliéh reading strategies. In contrast to the ENG group, the FI children

can be chAracterized’asﬂusing three different strategies when reading
English materials, 1) English reading strategie;, 25 French reading stratégies,
3) a combination of French and English Treading strategies, or as having no
- strategy to use. | Z 7
‘ A number of the FI children tested here (24X) généralLy read English
very veil, using English reading strategies veryrnuch like those used by
“the- EHGfgrouv~mh¥hese44Goedh8ngiish—xeaﬂefs——pri-arily—ﬁaedgﬁng}ishgfea&iﬁg——f

iar o unfaliliar word nresented in context.

However, when reading real or make-believe words in isolation, some inter-

ference from their French decoding skills was seen. This group of FI

thildren are learning to distingunish when and for what materials their

*
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Fremch deéoding skills are hﬁpropriate and when Ehéir Engiish &ecédiﬁg sﬁillsrr

[y

should be used. ’ o e
: _ S . S - .
As expected, other childrem in the FI group (22%) used only French

decoding strategies to read English materials. When reading English words

aloud they pronounced them as French words. These childrem are "Fremch- =

"~ decoders”, Unlike the "Good English Readers' who can use both Freanch and
English reading strategies, these children appear only to be able, to use

French reading straiegies.

A third group of FI chiidren (38%) seemed to be using a combination
of Frencﬁ and English reading str#tegiea to read English materials. '
However, their English reading skills are not as advanced as those of the
"Good English Readers'. ,Ihexe,childr:n_qaadwxhatAcnpldghe.cniladwinglinh.
pre-reading skiils {i.e., letter names and guessing at vowel sounds). By

using their limited English teading skills in combination with their French

reading skills, this group of children usually Tead real Emglish words,

but rarely read the correct English word. These children are not Iimited =

to pronouncing English as French when resding English materials because
‘unlike the "Prencp—decodern", they can use some English reading strategies.

The final group of FI children (16X) usually'gsve no response. These

children had very poor French reading skills. They could not-use those skills

vhen reading English materials because they had difficulty in using French

skills on French materials. They seemed to have no reading strategy to use.

-+

The FI children's errors on the Re#&ing;and Décoding Test éieaii;héﬁbvi

that elementa of their French reading skills are appropriate'to transfer to

English reading and that other elements intérfese with their English reading.

This research shows that single consonant sounds transfer well from reading



French to readingrEnglish, that A in the CVC pattern, U in the CVCE pattern

. .  and the vowel combinations UR, OR, OU and OW, transfer well from French to -
English. This research also shows that significant interference from

French reading insPtuction to reading English occurs on the consonant '

digraphs SH, TH, and CH; the single consonant sounds R, X, and J; and on

I and U in the CVC pattern. These elements interfered even when the

FI children who were "Good English Readers" read make-believe or real words

———cut—of—contexts

In fact, those elements of French reading which actually interferevwith
English reading are very few and, in themselves, are not enough to explain
all fhe diffiéulties observed here. The pérfornance of the three gioupé

of FI children who had problems reading English, and some of the "Good -

English Readers", also seems to be affected by a lack of knowledge of

sounds, they do not know certain consonant digraphs, and chey are not sure.

of the sound represented by O in the CVC pattern. These reading skillg, .

common to b;thrFrench and English; will iiprove through instr;ction and
practice in Prench, and this-i-prove-ent should be reflected iﬁ‘:he F1
children's English f?ading performance. . S

There are, of course, English reading skills that some FI children

viti not have, even when they do become good'French féaderi. These skills-

7T 77 7 iTeé wot common to French and English, and to read English well the children

vowel sounds). Also, of course, to read English véll,>the chiidren will need

+

to he taught about those elements of French described earlier, which

interfere with readipg English.
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tbe school library, and a11 teachers, except one , FI teacher, readraaily to

The .teacher interviews showed that the FI and ENG classes are very
sieilar except for the Ianguage of instruction. All'the classes*but one ;' .
FI class read silently daily in their. language of instruction; all but

one FI class and one ERG class often did vriting tasks Hhich the teacher

their class. Not unexpectedly, FI teachers did not give ve the children in

. their claeses instruction in Engl#sh Language Arts, except that two FI L
teechers occasionally regd English stories te their classea; ’
Because resea}chers h&ye quesfioned vhether parental involvement in
the reading process has facilitatediéhe transfer of reading skillg from L.

French to Engliah'(Edberds 19761733ri£m& Swaia,~1916;~Cu-lins;,1377;

Genesee, 1979) this research has attenpted to identify, through/parent

interviews, some features of this parental 1nvolve!ent; The parent inter-

views did show an interesting difference between the FI and ENG groﬂpa:

Fl parents read to their children more of,temthax:g,ﬁliﬁ,p,axen,ta;,In,i,aCt . _
all FI1 parents, except one whose child was an independent reaeer,>regular1§

read aloud to their children, and usually in English, Most PI parehts-

helped their children with English reading skills at home, even though ome

F1 school asked parents not to do so. Also, many FI children practice

reading English at home. For some children, "The Good English Readers",

" this practice appears to have been substantial, as they have reached the -

same level of proficiency in their decoding subskills as those "Good English

Readers" in the ENG grq?p. ‘ . oL

Researchers have known that French I-nersion c¢hildren begin to transfet

-~

) the readlng skills they have learnt through French reading instruction to

. -
.= - - " .



‘Lapkin 1981) Bowever, research to this time has not shown 'precisely*"7 ’

reading English even before English Language Arts is introducéd as a - e

subject—(Edwards,-1976; Shapson,& Kadfnan,;1978;:ﬂeneeeg,-1979;rSéain &,i ;H

-

what is being tra‘gferred" (Genesee, 1979, P 74) The research described e

”here has atteapted to show how grade 1 French Immersion.children aTte A

e et et 3 e

trédhferring their reading skills to their native language. T

This research has found that by the end of grade 1 some Fredch.Imnersién:;

as well as those children instructed in English they can use graphophonic,
semantic and syntactic information to derive meaning from print. “Other

French Ixsersion children have not yet learned to reed 1in French and so

have no decoding Sdiiis fo'trddsferitb‘rEEJiEEMEﬁéiiéhff‘éwiﬁirdﬂérdﬁﬁfmwﬁ i

of French Immersion childrenlinappiopriately‘crqngfer Frenehudeeodingji

~ decoding skills are not appropriate'to use Ghen reading English.

Because their reading then sounds Iike “French, mot English, Ehei“ﬁlso""“;f‘**"”**‘**"

do not apply their knovledge of “the se-antics and syntax of English Hhile
reading. AAfinal group of French Immersion children‘are beginning to - ~fs
determine when French, decoding skills dre app;éptiareﬁto’dée and when they
are not.A This last grbup offehiidren oféen'rely on theéir se?anﬁéi and‘"r 1

syntactic knowledge of English to compensate for .their 1ac§ of English

decoding sKills. . A

French Immersion children who are Good English Readers” an& those French

Immersion children who are mot. - Whén these children reach grade 3, the

e .

grade when English reading instrue ion,ishintroduced, one would expect

i
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that these two ability groups would still exist. Oune would also expect

that the number of chiqu;en who are in the group of "Good English Readers”
—

would-increase. At this grade level, then, if these two groups of FI

children's instructional needs‘l are to be met, each group will require

substaﬁéially different English Language Arts instruetion. - . — -

=7
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TEACHER TESTER
SCROCH. DATE

I'm going to tape it and I will be writing some things down while you are

reading.

A. I am going to give you a list of some English words to reasd. 1 want
you to read them as fast as you can. If you can't read the word say .

"skip it" and then read the next ome. I don't want you to try to sound

~ the words out now. You can do/thuhter, I will show you what I want
you to do: Examiner reads m;:het 1ist of words quickly inserting 3 or 4

"skip 1ts". (skip "day").

B. Analysis and Word llean:lng
Now I am going to ask you to read the words again. This time you
don't have to be quick; you can sound them out if you need to. After you

have read a word I want you tell me what the word means. -

Example: You read "cat" and then you could say "animal”, "dog", "fluffy",

or "My cat says meow.”" Now read this word "no". What could you say to
show me that you knov what tb.a{:’ word means?

child to tell you more; i.e., I have a cat.)

*
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- FAST READING . ANALYSIS MEANING RESPONSE
Ea
. DAY

-

L 4
TOTAL CORRECT TOTAL CORRECT TOTAL CORRECT

- POSSIBLE 20 TIME




Here are all the letters .of the alphabet and one extra of each of
these letters (point to vowels.) I am going to ask you to spell some

words using these letters. Make the words right here (point to werking

t respbhse.j‘

incoe&c - - - '

HEM FRAME
... CcHOP —  MOE —
THUMP STRING
SLOPE SHINE
POSSIBLE 37

. TOTAL CORRECT -

3. READING CONSONANT SOURDS

Now here are some make-believe English words which I want you to »

read. You can sound them out to help you read them. (Check if correct.

»

Ty

Write out incorrect response.)

(3) BLASH S (3) _ VACT
(3) HAPT (2) YAPH®
(3) _JANK (2Y ENAJ
(3) MALD - (4) _ DRANT
(3) SwWAV (4) __ STRAF
(4) THRAMP (3  cHASK
(2) WRANG (2) PHALL
{3) _ GRACK (3) ZAST
(4) CLAND ' (2) WHATH
(3) SHRAX - (4) SPLAB

POSSIBLE 60 TOTAL CORRECT
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4. READING VOWEL SOUNDS 2
, Here are some more make-believe English words for you to read.
Again you can sound them oQut. (Check correct response. Write out incorréct
. response.) . - -
 ¥EB _ PABE oY  NIR.________ _FOUP. . .
VIB PIBE MAY ‘MR FEAP :
VAB PUBE MEE NER FOW
VOB PEBE MAIT R oemw
D VTU; 7;::17;7;;;)Tf7 MOIT ] RUR . FOOP
) FOAP
S ox
,;J POSSIBLE 26
TOTAL CORRECT
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Appendix B
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» Oral Reading and Comprerension Test T
.



ORAL READING AND COMPREHENSION TEST: DIRECTIONS

- Now I'm going to ask you to read a story for me. I'd like you -
. ] ’

- to read it out loud, and after you read it you should tel%_me'about it.
‘ 1 maj ask you a few questions, too. Okay?ﬂf' |

This iéraistofy about a bdy'ﬁéﬁéd Johﬁ;r(ﬂggﬂrﬁoréﬁiid)r(ﬁa;k
comprehension AUestions as child retells, in’sééﬁiﬂééaif possible.

Ask any questions missed.) ”'fuu

A

If comprehension above 60Z:
Now I'd like you to read one more story for me. Again I'd like
you to read it out loud and then tell me about it when you're finished.

Okay? This is a story about a trip.

§
“7§i:;; .

-— - -~ -~ If c¢omprehension above 60%:

- _ v
Now I'd 1like you to read one last story out loud for me and then

again tell me about it when you are finished. OKay? This is a stor&

about a boy nameﬂ Bi11.

i
>
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ORAL READING AND COMPREHENSION
Pre-Primer .
John
"1 want to play" said John.
A
"1 want something to play with."”
Mother looked up. Mother looked ? e
down. "I see something you play
with,” said Mother. "It 18 red -
" and blue. It is mot lietle.” -
John loocked. "1 see it," said
o John. "It is a big ball."
(47 words)
WORD RECOGNITION ERRORS
o msons __
TIME
WPM
’ ____What did John want?
_____Bow did Mother help?
. ______What did Mother see?
______ What did it look like?
- what did John see? -
comprehension unaided .
total cmieﬁ@sim
A1



Total comprehension

- 2. N = 101,
Primer o B \\) .
- A Trip | -
The children are- at school. - )
They are going to a farm.
Mr. White is going, too. ¢
: . They went on the school bus. > . e
"1 see the bé*ne,"x said Jack.
"I see a cow," %said one of
the children. ;l'lhere is a . .
black horse," saidglxry .
"Can I go for a ride(.'{\" "No," N
- ~ said Mr. White. "You \Eile»i;,,,
the horse. But you can{"éot ride 1it." .
. ‘ i (65 words) E
WORD RECOCNITION ERRORS N |
TOTAL ERRORS . W . s -
— b - S )
____Where are the children? Hhat\d@d one child see? > 4
__ _Where are they going? - _ t did.— !lary gsee? - - ] S i
____Who is going with them? _What did Msry want? 3
___How did they go? ‘ ____Would Mary get'a ride? j
3 ___What did Jack see? ____What did Mr. White say? - E
cmv;;;;;on unaided _ a

LRSRSIRN]
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3.
Grade 1
Bill -
. o
Bill had a toy cat. He took it
outside to play. Night came. !
Bill did not bring in his toy L
cat. It rained that night. The ’
next day Bill looked for his cat.
"Mother," he called. "I lost my ] e
cat. Will you help me?
"Whede do you think it 1s?" said ’
Mother. Bill did not know.
"Let's look outside," said Mother.
Bill found his toy cat in the
street. ) (69"”171317:7:!1)7 777777
WORD RECOGNITION ERRORS
TOTAL ERRORS
TIME
W v
____What did Bill have? ______What did he ask his mother?
____What did he do? ____ What did Mother say?
____What did he forget? _____ Where did Billl think his toy was?

___What happened that might?  _ Where did Mother say to look?

___What happened the vext day? — Where did Bill find it?

Comprehension unaided

Total Comprehension
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Appendix C

Maze Test




} Name _____ __________
\ make
Mary wanted to jump a cake but
o *”'”'**35h L
thlnk | - o
she did not look how. 'Mother, will
know :
O *"#BL} S — — e s S ——
you feed me" asked Mary. Mother sald |
help
he _
that she would help.
we
Mother
B _Mary and Father made %he‘vake
brother
- came
Then Mary s friends dug to her house
: cried
he
They all said she was a good - cake
it

\

. - -
;
N e -
t
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‘ house
Stay inthe table, said Father.
o 7 cookie L
slide
When I hop back from the store, I will
. come S -
~ cut ' flew
bring you a surprise. Bill rained in
tie - stayed
T Bill
the house. When Mother came home,
. Father
Bill |
~he gave Mother a new toy. . It was a
Father
lost | crying
red truck. Bill had fun eating with
sad playing

his toy truck.
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Appendix D

Teacher Interview Schedule

*




School

1. Do you read aloud to the childrem in your class?
2. Do you read daily?

How many minutes per day?

FI only
Do you read aloud in French? minutes per day

Do you read aloud in English? minutes per day

3. Does your class use the school library to take out books?

F FI only
Do the children only take French Books?

Do the children only take English Books? ; :

Is there control 6jer the books borrowed?

Which do the chiié%ﬁﬁ'prefer?

‘5. Dogs your class write often?

4. Does your class have USSR?

How often? minutes per day

A

, ¥1 only
USSR in French only?_

USSR in English only?
Free choice of English or Prench?

Which is preferred?

7rhbu often?

What do they write? (stories, journal, notes)

F1 only

r 4

o]

-~
LS

-

Ve

7. Do the children ever uritéJ{; English? =~ o you hnip them?

¢

do you help with Eaglish words? _
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Appendix E

Parent Interview Schedule 7

o




FI ENG ' o ' School
1. Do you read to your child?
How often? (Everyday, Most days, couple of times a week,:

What kinds of books do you read? (stories, magazines )

geldom)

In what language do you read to your child?

2. Does your chiid read at home?

“What kinds of materials does he read?

FI only
In what language does he read?

3. Do you taﬁe your - child to the library? How

F1 only
In what language are the books borrowed?

often?

Which are preferred?_ N

4. Child's place in the family?

FI only
Other children in FI?

5. Does your child watch TV? Hours per week/day?

What kinds of shows?

Sesame Street? Electric Co?

FI only
" Does your child watch French TV?

Did your child watch

“Any valuable learning from watching TV?

7. Do you give help with reading? Bow much?

FI only. Help in which language?
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Appendix F
Letters of Permission




May 11, 1983

Dear Parem: :

I'am planning to carry out a research study in your child's classroom.
The purpose of this letter is to explain the study to you and ask you to
give permission for your child to participate.

The 1ntent of this study is to gather informat ion tbout the tbility of

Prench to English ‘ro do this we propose to follov groups of children in
French immersion and regular English classrooms from the end of grade one
through grade four and compare the development of reading skills of children
in the two groups. This information is; important becsuse it caa be used by
.teachers to improve reading instructioa‘in the future when reading is v
introduced in English to children in the Pranch immersion progranm, .

The study will take approximately 30 minutes. Your child will be asked
to do several reading tasks which will be given individually by a trained
administrator in a qniet relaxed atwosphere. )

~The study has been given approva1 by the school district and your child's
principal and teacher. I hope you will permit your child to participate in
this very important study. Please indicate your consent belov and have your
child return this letter to his/her teacher tomorrow. o

Thank you for.your 'kind consideratiom.

S fncer‘e.ly s ‘

‘Janet Ross Kendall
' Associate Professor
N 291-3796 or 291-3395

My ehild o nay participate in this study. —

yes . no

Signature of Parent




>

May 11, 1983

\ , _ | .

Dear Parent:

I am pianning'to~carry”outnéﬁrésearch*stuﬂy"inwyour"chiid‘s;classroom;'ﬂ”””""
The purpose of this letter.is to explain the study to you and ask you to give -
. permission for your child to participate.

In 1978 the Ministry of Education published a new Language Arts
Curriculum Guide, including a scope and sequence, for grades K-7. In the
_ same year two reading programs were prescribed for use in British Columbia '

" “schools. These new curriculum materials are now well in place. It would be
very useful to examine the reading skills children in the primary grades
are acquiring under this new curriculum.

To do this, we propose to follow a group of children from the end of grade
one through grade four. We will use a newly developed instrument which appears
to accurately describe children's acquisition of various decoding and com-
prehension skills. The children will be asked to complete several reading
tasks individually by a trained administrator in a quiet, relaxed atmosphere.

The results from the longitudinal study will also be used to compare the

_ . progress of children in French immersaion classes in learning to read English
with that of children whose language arts instruction is entirely in English.
- This, too, has valuable instructional implicationms.

This study has been approved by the school district and your child's ‘
principal and teacher. I hope you will permit your child to participate in
the first phase of this important study. Please indicate your consent below
and have your child return this letter to his/her teacher tomorrow.

‘Thank you for your kind consideratiom. -

Sincerely,

Janet Ross Kendall ‘
R e s s - Associate Professor - -
' - o 291-3796 or 291-3395

My child - ' ' may participate in this stuﬁy.

yes no

i

Signature of parent -





