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Abstract: To compare the French-as-a-second-language learning experience of anglophones (n =
187) and allophones (n = 63), demographic and background information, self-evaluations, data on
language anxiety, and final grades are analyzed for 250 students taking first-, second-, and thirdyear French courses at a Canadian university. It was found that both groups share more
characteristics than they differ in the process of learning a second language. More importantly,
they experience comparable anxiety levels and their final grades in language courses do not differ
significantly.
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I. Background
Does the French-as-a-second-language learning experience of university students differ depending
on whether they are anglophones, i.e., with English as their mother tongue, or allophones, i.e.,
without English or French as their mother tongue? Data collected for a broader study (Coulombe
2000) on the role of affective and cognitive variables in second-language learning provide some
insights into answering this question. In the context of language learning, affective variables refer
to learners’ responses to the learning situation; among others, they include attitudes, anxiety, and
motivation. Cognitive variables are linked to the process of knowing; some of them are intelligence,
strategies, and aptitude. To our knowledge, similarities and differences between the secondlanguage-learning experience of Canadian anglophones and allophones have not been researched
before.
We draw comparisons here between anglophones and allophones on demographic data, on
contextual and background information about second-language learning and on participants’
evaluations of their experience. We also compare language anxiety levels of anglophones and
allophones, language anxiety being one of the most important affective variables involved in
second-language learning (Gardner and MacIntyre 1993; Horwitz, Horwitz and Cope 1986;
Horwitz and Young 1991), and their final grades.
I.1 Demographic data
Gender and age are two of the demographic variables that have received attention from secondlanguage researchers since they can possibly influence learning. Ehrman (1996) observes that
“language courses in [secondary] schools ... are heavily populated by females “ (p. 168); we extend
this work here by establishing if there are gender imbalances in a large university sample
comprising anglophones and allophones who study French.
Concerning age, the debate centres mainly around the differences between children and
adult learners – 15 years and older (Ellis 1994). We extend this work by examining whether age
differences are present between anglophones and allophones in a university context.
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I.2 Contextual and background information
Although it is possible that contextual and background factors influence the acquisition of a second
language, such factors have received scant research attention. For example, whether participants
take French as a compulsory or an optional course could influence their motivation to learn, and
their mastery of French as reflected in their final course grades: committing to a program of studies
in French should also increase participants’ motivation to do well. Moreover, Ehrman (1996)
underlines the importance of a “mind-set that tends to develop after one has learned one or more
languages” (p. 171), a mind-set that allows learners to acquire and use self-knowledge and
preferred learning strategies that facilitate learning: thus whether or not participants had taken or
were taking other language courses may be relevant to issues of anxiety and mastery of French as a
second language. Note that data collection took place at a Canadian university where all foreign
students must pass an English entrance exam to be admitted. Thus, for some students, secondlanguage learning is in fact third-language learning. In the present research, we examined whether
these third-language learners were less anxious and better achievers compared to their secondlanguage peers. As for motivation, Pendakur and Pendakur (1997) conclude that, irrespective of
their mother tongue, “Canadians do not learn an additional [third] language to earn money – they
do it because they want to” (p. 28).1
In addition, the Canadian university where data was collected has a foreign-language
requirement for admission of students from the home province. It was thus reasonable to expect
that a number of university students would have had some French before attending the university.
Contacts with native French speakers, use of media and a sojourn to a French-speaking
environment are all aspects of exposure to another culture; Ehrman (1996) claims that the latter
“tends to promote openness to the unexpected” (p. 172) and to reduce beliefs that one is the center
of the world. More specifically regarding contacts, research shows that linguistic intergroup
contacts in Canada have positive effects on adolescents’ motivation to learn a second language
(Desrochers and Gardner 1978; Hamers and Deshaies 1981). In our sample it is likely that some
university students participated in exchange programs before they attended the university.

1

Using the 1991 Canadian Census 20% database, Pendakur and Pendakur (1997) analyze earnings in
Montreal, Toronto and Vancouver as three separate language markets. They find that in all three knowing
English or French is better than not knowing either one; that, depending on the market, being bilingual is
better than being unilingual in English or French; and that knowing a non-official language rarely
improves earnings.
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We examined these issues by obtaining background information on second-language
learning to establish whether participants were taking compulsory or optional French courses; if
participants had taken or were taking other language courses; what high-school French they had
completed; if participants had had contacts with French-speakers; if they made use of the French
media; and if they had sojourned in a French-speaking environment.
I.3 Evaluations
Since success on the English entrance exam is no guarantee of the successful use of English during
the course of their studies, allophones were requested to provide a self-evaluation of their English
proficiency. As mentioned above, prior knowledge of one second language is thought to facilitate
learning other languages. Furthermore, all participants evaluated their own proficiency in French
and their overall French-learning experience; we thought that these evaluations would be
respectively congruent with participants’ final grades.
I.4 Anxiety and final grades
Researchers in second-language acquisition recognize the importance of learners’ “individual
differences” (Ellis 1994; Gardner and MacIntyre 1992, 1993; Skehan 1995, 1998). Principally
accounting for variations in learning speed and accuracy, these individual differences comprise
both cognitive and affective variables. Some of the widely-recognized cognitive variables are
intelligence, aptitude and learning strategies, while some of the affective variables include attitudes,
motivation, and anxiety. In this paper we focus on language anxiety which is experienced by at
least one student in 10 (Coulombe 2000; Horwitz et al. 1986). The literature reports that anxiety in
language classes correlates negatively with final grades of university language students enrolled in
courses at various levels of difficulty (Aida 1994; Horwitz 1986; Saito and Samimy 1996), and
indeed is reported to be one of the best predictors of final grades (Coulombe 2000; Daley,
Onwuegbuzie and Bailey 1997; Saito and Samimy 1996). It accounted for 8 to 22% of the
variance in course grades.
In summary, with regard to participants’ background, we argue that (1) more allophones
would be taking or would have taken other second language courses, since they had already learned
English for admission to the university. Along the same lines, (2) allophones would deem their
English proficiency to be about average, since they had passed the required TOFEL exam to enter
the university. Furthermore, with the advantage of a mind-set conducive to making second-
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language learning easier for them, it seemed likely that (3) allophones would experience less
anxiety than anglophones and that, consequently, (4) they would tend to get higher grades than
anglophones. The advantage of the mind-set could however in turn be outweighed by the fact that
English, a second language for allophones, is used as the language of instruction in French classes.
II. Method
II.1 Participants
In early 1997, 250 students registered in language courses at the French Department of Simon
Fraser University, British Columbia, and participated in our study on a voluntary basis. Language
courses are those related to the ability to use French, as opposed to linguistics or literature courses
that focus on analysis and description of the language. Francophone students, who were allowed to
take third-year French writing courses, were excluded from the study. Of the 250 participants in
the original project, 248 specified their mother tongue(s). Nearly one quarter of participants, 61,
were allophones. The largest linguistic group among these comprised 26 native speakers of
Cantonese or Mandarin, while the remaining 35 shared 21 different languages from all over the
world as their native tongues. Ninety-six percent of participants had Canadian citizenship or were
landed immigrants.2 Other demographic data are presented in Table 1 for participants who have
English and those who have neither English nor French as their mother tongue.
Table 1. Demographic information on anglophones (n = 187) and allophones (n = 61)
Item
Category
Anglophones
Allophones
n (%)
n (%)
Gender
Female
140 (75%)*
51 (84%)
Male
46 (25%)
10 (16%)
Age
18-20
79 (42%)
31 (51%)
21-23
71 (38%)
23 (38%)
24 and over
37 (20%)
7 (11%)
Course level
First year
53 (28%)
33 (54%)
Second year
90 (48%)
22 (36%)
Third year
44 (24%)
6 (10%)
Program of studies
Undergraduate
177 (95%)
58 (95%)
Other
10 ( 5%)
3 ( 5%)
• Note. For gender, one case is missing for anglophones; n = 186.

2

Landed immigrants admitted to Canada belong to one of three categories: economic, refugees, or family
members. Canadian citizenship can be obtained after a minimum of three years of residency in the
country. Knowledge of either official language is neither an entry nor a citizenship requirement.
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Consistent with secondary school populations, university French-language learners were
2

2

mostly female (77% overall; χ (1) = 73.78, p < .00001) and under 20 (44% overall; χ (1) =
28.67, p < .00001).3
2

Overall, anglophones and allophones did not differ by gender, χ (1) = 1.82, p > .17, V =
2

.09, nor by age, χ (2) = 2.55, p > .27, V = .10, although, as their age suggests, allophones were
2

under-represented in third-year courses, and over-represented in first-year courses, χ (2) = 14.56, p
< .001, V = .24.4 A great majority of participants were undergraduates.
II.2 Instruments
Demographic data, background information and evaluations of various aspects of participants’
second-language learning were self-reported through multiple-choice and open-ended questions; 5point Likert scales ranging from “excellent” to “very poor” were used for self-evaluation of
proficiency in English and in French, and for assessment of French-learning experience. For
anxiety, Horwitz et al.’s (1986) Foreign Language Classroom Anxiety Scale (FLCAS) was
administered, and final grades were released through a consent form.
The FLCAS has satisfactory levels of validity and reliability, and is widely used. It
comprises 33 statements to be evaluated on a 5-point Likert scale ranging from “strongly agree” (=
5) to “strongly disagree” (= 1). Examples of FLCAS items are: “I often feel like not going to my
language class,” “I get upset when I don’t understand what the language teacher is correcting,” and
“The more I study for a language test, the more confused I get.” Factor analysis confirmed that for
the present sample, as for other samples, a single factor structure was appropriate (Coulombe
2000).
In 1986 Horwitz reported that the range of scores on the FLCAS for a sample of 108
students enrolled in introductory Spanish classes at the University of Texas was from 1.4 to 4.5 (M
= 2.8, SD = .65). Aida’s (1994) sample of 96 second-year Japanese learners, had a range of 1.4 to
4.4 (M = 2.9, SD = .67). In our sample of 248, scores also ranged from 1.4 to 4.4 (M = 2.7, SD
= .61). The similarity in reported anxiety levels suggests that American undergraduates taking

2

2

χ is used to test the null hypothesis for categorical data; p is the probability of obtaining an χ value as
extreme as the one observed in this study, assuming the null hypothesis is true. The p value is not
significant if larger than .05.
4
Cramér’s V is a measure of effect size, corresponding to the correlation coefficient. It can range from 0
to 1.00, where a value of 0 indicates no relationship and a value of 1.00 indicates a perfect relationship.
3
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first- and second-year courses experience anxiety levels comparable to Canadians taking first-,
second- and third-year second-language courses.
II.3 Procedure
Data were collected for 11 French-language courses (four first-year, four second-year, and three
third-year) in 19 separate classes (seven first-year, eight second-year, and four third-year) during
regular class hours. After obtaining informed consent, students completed the self-report
instruments.
III. Results
In this section, categorical results are presented first for background and contextual aspects of the
language-learning experience, for language anxiety levels and course grades, and then for selfratings of French proficiency and French-language-learning experience as they relate to final
grades.
III.1 Contextual and background information
The French course taken by participants was compulsory for 40% of anglophones versus 18% of
2

allophones, as shown in Table 2. This difference was significant, χ (1) = 9.47, p < .005; V = .20.
This shows that allophones, who already have a second language, are less keen than anglophones
to work towards a degree that includes French courses.
As shown in Table 3, 41% of anglophones and 53% of allophones were taking or had
2

taken a second-language course other than French, and did not differ, χ (1) = 2.97, p < .09; V =
.10. This does not support our hypothesis (1) that more allophones would be taking or would have
taken other second language courses. It may however indicate that allophones did not study their
own mother tongue at school, most likely because courses about their mother tongue were not
offered.
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Table 2. Compulsory or optional French course for anglophones (n = 187) and allophones
(n = 61)
Anglophones
Allophones
n (%)
n (%)
Compulsory
74 (40%)
11 (18%)
Optional
113 (60%)
50 (82%)

Table 3. Other second-language course for anglophones (n = 187) and allophones
(n = 60)
Anglophones
Allophones
n (%)
n (%)
Yes
76 (41%)
32 (53%)
No
111 (59%)
28 (47%)
Participants were asked to specify the last high school French completed (French 10, 11 or
12, Français 12 – for immersion, etc.), and were given the option to check “does not apply” since
some were true beginners. Answers are presented in Table 4.

Table 4. Last high-school French course completed by anglophones (n = 187) and allophones
(n = 61)
Level 5
Anglophones
Allophones
n (%)
n (%)
12
143 (76%)
26 (43%)
11
20 (11%)
11 (18%)
10
12 (6.5%)
3 (5%)
None
12 (6.5%)
21 (34%)

2

There were significant differences between anglophones and allophones, χ (3) = 37.003, p
< .0001; V = .39. Fewer allophones had had grade 12 (standard deviate – which is similar to a z
score – = -4.93), and more allophones reported to have had no high school French (standard
deviate = 5.59). This suggests that, as a group, allophones were somewhat less prepared for French
at the university level. An equal proportion of both anglophones and allophones, 33%, reported
having had personal contacts with a French speaker other than their instructor.

5

In Canada the school system is made up of 12 years of study or grades. Grade 12 is the year of
graduation.
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As shown in Table 5, French media had been used regularly by 37% of anglophones and
2

48% of allophones; these percentages did not differ for the two groups, χ (1) = 2.18, p > .13; V =
.09.

Table 5. Use of French media for anglophones (n = 187) and allophones (n = 61)
Anglophones
Allophones
n (%)
n (%)
Yes
69 (37%)
29 (48%)
No
118 (63%)
32 (52%)

There were significant differences between the two groups who had sojourned to a French2

speaking environment, χ (2) = 8.276, p < .02; V = .18. As shown in Table 6, more allophones
reported no trips to a French-speaking environment (standard deviate = -2.21), and more
anglophones reported having sojourned in a French-speaking environment for up to one year
(standard deviate = 2.87). The two groups did not differ if they sojourned for over one year, with a
standard deviate = -.95.
To sum up, French was compulsory for more anglophones than allophones. Fewer
allophones had reached grade 12 French, but more of them had no high school French whatever.
Fewer allophones had sojourned in a French-speaking environment, and fewer of them had spent up
to one year in such an environment. An equivalent number of anglophones and allophones were
taking or had been taking another language course. Both groups had had personal contacts with
French speakers other than their instructors and used the French media to the same extent. Fewer
allophones had sojourned in a French-speaking environment, while more anglophones had done so
up to one year.

Table 6. Sojourn in a French-speaking environment for anglophones (n = 187) and
allophones (n = 60)
Duration
Anglophones
Allophones
n (%)
n (%)
Not at all
91 (49%)
39 (65%)
Up to one year
79 (42%)
13 (22%)
Over one year
17 ( 9%)
8 (13%)
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III.2 Evaluations
With a value of 5 for “excellent”, the mean score for the 63 allophones who rated their own
English proficiency was 3.95, SD = .87. This means that most allophones in our sample thought
that their English proficiency was average to excellent, with only two participants rating their
English as poor. This finding does not lend support to our hypothesis (2). The fact that the great
majority of participants had Canadian citizenship or were landed immigrants points to the fact that
many students may have been born or have resided for an extended period of time in Canada, hence
their high English self-ratings.
Participants of both groups rated their French proficiency on a similar scale. Ratings for
anglophones (M = 3.33, SD = .69) and allophones (M = 2.92, SD = .73) differed, pooled t(246)
2

= 3.98, p = .0001; r = .06, as anglophones rated their French proficiency significantly higher than
allophones. Means indicate that most participants considered their French proficiency as average.
Ratings given to the French language-learning experience by anglophones (M = 3.58, SD
= .69) and allophones (M = 3.59, SD = .80) were essentially identical. Overall, participants
thought their learning experience was very good to average.
In brief, most allophones rated their proficiency in English as very good. Anglophones
rated their proficiency in French higher than allophones, while both groups rated their languagelearning experience in an equivalent manner.
III.3 Anxiety and final grades
The means for language anxiety levels as measured by the FLCAS were 2.75 for anglophones and
2.71 for allophones. Because allophones were under-represented in third-year courses and overrepresented in first-year courses (see section II.1), we examined anxiety in a two-way analysis of
variance (mother tongue x course level). Contrary to our hypothesis (3), anxiety levels did not
2

differ as indicated by the main effect for mother tongue, F(2, 242) = 1.68, p > .19; η = .01, and
2

course level, F(2, 242) = 1.44, p > .24; η = .01.6
A total of 225 participants, 170 anglophones and 55 allophones, consented to release their
final grades. There was no difference between the final grades of anglophones (M = 2.88, SD =
2

.68) and those of allophones (M = 2.94, SD = .71), pooled t(223) = -.52, p > .60; r = .001. This
6

2

η indicates the variance for which groups are accounting.
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does not support our hypothesis (4) that a particular mind-set could account for higher grades for
allophones, nor that the advantage provided by the said mind-set could be outweighed by English
proficiency, since allophones rated the latter as at least “very good.”
The expected negative correlations between anxiety levels and final grades were found to
be similar for both anglophones (r = -.21, p < .01, n = 170; 95% confidence interval: -.07  p
.35) and allophones (r = -.44, p < .001, n = 55; 95% confidence interval: -.20  p
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consistent with significant correlations found in other samples ranging from r = -.24, p < .01, n =
134 (Saito and Samimy 1996) to r = -.54, p < .01, n = 32 (Horwitz 1986). Irrespective of their
level of proficiency in the second language, learners who experience language anxiety are less
likely to do well in their second-language courses.
Since there were 26 speakers of either Cantonese or Mandarin, the most widespread
languages of the People’s Republic of China, amongst the 61 allophones, and since the Canadian
West Coast receives many Chinese immigrants, a suggestion was made to explore possible
differences between these Cantonese/Mandarin speakers (“sinophones”), anglophones, and others.
Separating Chinese-speakers from other allophones did not materially increase the strength of the
relation between mother tongue and either anxiety or grades. For anxiety, means for anglophones,
sinophones and other allophones were 2.8, 2.9. and 2.6 respectively; F(2, 245) = 1.68, p > .18; η

2

2

= .01. For marks, means were 2.88, 2.94, and 2.94 respectively; F(2, 222) = 0.13, p > .85; η =
.001. In light of these findings, differences between sinophones and the other groups were not
examined further. Overall, anglophones and allophones did not differ on language anxiety levels
and final grades, and the expected negative correlations between anxiety and final grades
materialized for both groups.
III.4 French proficiency, French-language-learning experience and final grades
Correlations between French proficiency and final grades for anglophones and allophones were
respectively r = .415, p < .0001, n = 170 and r = .245, p < .05, n = 55. These correlations do not
differ significantly, z = 1.26, p > .20, therefore our best estimate of the relation is the correlation
for the whole sample, r = .34, p < .001, n = 225; 95% confidence interval: .22  p

 

For the French-as-a-second-language experience and final grades, the correlation for
anglophones was r = .21, p < .01, n = 170, and for allophones, r = .27, p < .05, n = 55. The
correlations are not significantly different, thus our best estimate of the relation is the correlation
for the whole sample, r = .23, p < .001, n = 225; 95% confidence interval: .10  p
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anglophones and allophones did not differ on the relation between self-rated French proficiency,
French-language-learning experience and final grades.
A summary of findings in terms of similarities and differences between anglophones and
allophones is presented in Table 7 for the four aspects relevant to French-as-a-second-language
experience that were examined. The summary presented in Table 7 is discussed in the next section.
IV. Discussion
Our study provides new insights into the experience of anglophone and allophone students enrolled
in French-as-second-language courses at the university level. Our study reports that anglophones
and allophones share more characteristics than differential attributes. The differences will be
discussed first.
Table 7. Summary of findings: similarities and differences between anglophones and
allophones studying university French as a second language
Similarities
Differences
Demographics
♦
♦
♦
♦

Gender
Age
Program of studies
Course level (second year)

♦ Course level (first and third year) – more
allophones in first year; more anglophones
in third year
Background information

♦ Other language courses
♦ High school French (grades 10 et 11)
♦ Contacts with francophones
♦ Use of French media
♦ Sojourn in French environment (over one
year)

♦ Course as optional – French compulsory for
more anglophones
♦ High school French – more anglophones had
grade 12; more allophones had no French

♦ Sojourn in French environment – more
allophones had no sojourn; more
anglophones sojourned up to one year
Evaluations
♦ University French learning experience
♦ French proficiency – rated higher by
anglophones
Anxiety and final grades
♦ Anxiety levels
♦ Final grades
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Our findings that more allophones were taking first-year courses and that more
anglophones were taking third-year courses may be a one-time event that could be attributed to the
larger context of Canadian immigration.7 It may be the case that the influx of Asian immigrants
between 1986 and 1996 has influenced reported figures. Further research is necessary to determine
whether university enrolment patterns after the Spring semester of 1997 reflect new immigrant
movements and continue to impact the pattern of results in second-language acquisition.
We note a few more features. First, more allophones than anglophones were taking French
as an optional course. Already having a mother tongue other than English or French may have
lessened allophones’ need or inclination to take another compulsory language course.
Second, more anglophones than allophones had Grade 12 French. This is not surprising
given the admission requirements to this university (grade 11 in a second language) and the
possibility of getting credits for beginners courses if one does well on an initial placement test
administered by the Department of French. University-bound students in the home province of
British Columbia and Canadian schools in general are very well informed of high school
graduation and university entrance requirements. Allophones may have devoted their energy in high
school to other pursuits involving the mastery of the English language, since more of them declared
that they had no French at all.
That more allophones had not been to a French-speaking environment is consistent with the
fact that there were more of them taking first-year French courses. Generally people who want to
make the most of their travel experience acquire host country language first. It is also possible that,
if they travel at all, allophones prefer going to countries where their mother tongue is spoken. This
would also explain why more anglophones had sojourned up to one year in a French-speaking
environment. Particularly in Canada, exchanges between members of the two official linguistic
groups are strongly encouraged in the school system as they motivate second-language learning and
foster respect for the other culture.
Self-ratings of French proficiency differed between the two groups, with anglophones
rating themselves higher than allophones. In light of the fact that final grades were equivalent for
the two groups, this difference may be a cultural one: allophones may tend to be more modest
about their own knowledge of a second language. While much speculation can take place to
account for differences between anglophones and allophones, the similarities in anxiety levels and
final grades certainly are the key findings of our study.
7

Prior to study period, an unusually large surge of 50,000 immigrants yearly occurred in British
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Learning French with English as the language of instruction did not create higher anxiety
levels in allophones. Of course this is consistent with allophones’ ratings of their English
proficiency from excellent to average. In turn, this indicates that allophones had prolonged or
intensive exposure to English, perhaps at school, possibly while maintaining their mother tongue at
home, a usual occurrence where parents feel that their children should retain their mother tongue.
Further research is required to determine the exact circumstances that surround allophone students’
acquisition of English. In fact, Chiswick and Miller (2000) find that the younger the age at
migration and the longer the duration of residence, the more practice of the “destination language”
male immigrants to Canada have. Given the fact that 84% of allophones in our sample were
female, it looks as if their finding could also apply to female immigrants.
There was no difference in final grades of anglophones and allophones. This finding does
not lend support to the notion of a “mind-set” that facilitates learning other languages after a first
one is mastered, even though the language of instruction, in this case English, was not an added
obstacle for learners. It is also somewhat puzzling that overall final grades remain the same when
levels of French studies before entering the university differ between linguistic groups (see Table
4). This suggests a need for further inquiry into the relationship between high-school French
completed and final grades.
The equivalence of final grades between anglophones and allophones could also be due to
the criteria for admission to Simon Fraser University. These criteria may be very sound, in that
only very good students with very good English are actually admitted. Replication of this study at
other Canadian universities where admission standards and the immigrant influx are different may
yield different results.
Although no causal relationship has been established between language anxiety and final
grades, the two have been negatively associated in several studies over the last decade. A
comparable correlation is also present in our sample, and it adds credibility to our results regarding
final grades (see section III.4).
Even though our sample size is large for studies of this nature, simple replication could
still prove useful. Other research avenues are however possible. Would comparisons between
francophones and allophones taking English-as-a-second-language courses at a francophone
university yield results similar to ours? Would we get comparable results for anglophones and
allophones taking non-official languages, for example Spanish or Mandarin courses at a Canadian
Colombia, where data were collected.
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anglophone or francophone university? These are some of the many questions open to further
research.

References
Aida, Y. 1994. Examination of Horwitz, Horwitz, and Cope’s construct of foreign language
anxiety: The case of students of Japanese. The Modern Language Journal 78 (2): 155–67.
Chiswick, B. R., and P. W. Miller. 2000. A model of destination language acquisition:
Application to male immigrants in Canada. RIIM Working Paper #00-13.
Coulombe, D. 2000. Anxiety and beliefs of French-as-a-second-language learners at the
university level. Ph.D dissertation, Université Laval, Québec, Canada.
Daley, C. E., A. J. Onwuegbuzie, and P. Bailey. 1997. Predicting achievement in college-level
foreign language courses. Paper presented at the Annual Meeting of the MidSouth
Educational Research Association, November. Memphis, TN. (ERIC #: ED415273)
Desrochers, A., and R. C. Gardner. 1978. Cross-cultural contact = correlates and consequences.
London, Ontario: University of Western Ontario, Research Bulletin #455.
Ehrman, M. E. 1996. Understanding second language difficulties. Thousand Oaks, CA: SAGE
Publications.
Ellis, R. 1994. The study of second language acquisition. Oxford: Oxford University Press.
Gardner, R. C., and P. D. MacIntyre. 1992. A student’s contributions to second-language learning.
Part I: Cognitive variables. Language Teaching 25, 211–20.
 .1993. A student’s contributions to second-language learning. Part II: Affective variables.
Language Teaching 26, 1–11.
Hamers, J. F., and D. Deshaies. 1981. Effets des contacts inter-groupes sur les attitudes envers la
langue seconde et les membres de ce groupe culturel chez les élèves anglophones et
francophones de la province de Québec. In Actes du e Congrès de l’Association
internationale de linguistique appliquée, ed. J.-G. Savard and L. Laforge, A-16, 141–49.
Québec: International center for Research on Bilingualism / Presses de l’Université Laval.
Horwitz, E. K. 1986. Preliminary evidence for the reliability and validity of a Foreign Language
Anxiety Scale. TESOL Quarterly 20: 559–62.
Horwitz, E. K., M. B. Horwitz, and J. A. Cope. 1986. Foreign language classroom anxiety. The
Modern Language Journal 70: 125–32.
Horwitz, E. K., and D. J. Young. 1991. Language anxiety: From theory and research to
classroom implications. Englewood Cliffs, NJ: Prentice-Hall.
Pendakur, K., and R. Pendakur. 1997. Speak and ye shall receive: Language knowledge as
human capital. RIIM Working Paper #97-10.

17
Saito, Y., and K. K. Samimy. 1996. Foreign language anxiety and language performance: A study
of learner anxiety in beginning, intermediate, and advanced-level college students of
Japanese. Foreign Language Annals 29 (2): 239–51.
Skehan, P. 1995. Individual differences in second-language learning. London: Edward-Arnold.
. 1998. A cognitive approach to language learning. Oxford: Oxford University Press.

Working paper series from 2000
No.

Author(s)

Title

Date

00-01

J. Atsu Amegashie

A Political Economy Model of the Permissible Number of
Immigrants

01/00

00-02

David Ley

Seeking Homo Economicus: The Strange Story of Canada’s
Immigration Program

05/00

00-03

Chieko Tanimura

Immigration of Nikkeijin to Ease the Japanese Aging Crisis

05/00

00-04

Eden Nicole Thompson

Immigrant Occupational Skill Outcomes and the Role of Region- 05/00
Specific Human Capital

00-05

Christiane Werner

A Taste of Canada: An Analysis of Food Expenditure Patterns
for Canadian-born and Foreign-born Consumers

05/00

00-06

Don DeVoretz and
Chona Iturralde

Probability of Staying in Canada

08/00

00-07

Ravi Pendakur,
Fernanda Mata, Stan
Lee and Natalie Dole

Job Mobility and Promotion in the Federal Public Service. A
Joint Project with Strategic Research and Analysis,
Multiculturalism Program, Canadian Heritage and Research
Directorate. Public Service Commission.

05/00

00-08

Barry R. Chiswick and
Paul W. Miller

The Complementarity of Language and Other Human Capital:
Immigrant Earnings in Canada

07/00

00-09

John E. Hayfron

The Housing Market Outcomes of Immigrants in Norway

08/00

00-10

Greg Cunningham,
Daniel Hiebert and
Brian Klinkenberg

Immigration and Greater Vancouver: A 1996 Census Atlas
http://www.geog.ubc.ca/metropolis/atlas

09/00

00-11

Barry R. Chiswick

The Economics of illegal Migration for the Host Economy

09/00

00-12

Daniel Hiebert

The Social Geography of Immigration and Urbanization in
Canada: A Review and Interpretation

09/00

00-13

Barry R. Chiswick and
Paul W. Miller

A Model of Destination Language Acquisition: Application to
Male Immigrants in Canada

09/00

00-14

Jamie Winders

Immigration to Vancouver: An Analytical Review

09/00

00-15

Daniel Hiebert

Cosmopolitanism at the Local Level: Immigrant Settlement and
the Development of Transnational Neighbourhoods

09/00

00-16

David Prescott, David
Wilton, Canan Dadayli
and Aaron Dickson

Visits to Canada: The Role of Canada’s Immigrant Populations

08/00

00-17

J. Atsu Amegashie and
John E. Hayfron

Perception and Labour Supply: A Theoretical Analysis with and 10/00
Application to Immigrants

00-18

Geraldine Pratt

Studying Immigrants in Focus Groups

00-19

Allesandra Casarico and
Carlo Devillanova

Social Security and Migration with Endogenous Skill Upgrading 12/00

00-20

Don DeVoretz, Holger
Hinte, Christiane
Werner

Some Immigrant Language Lessons from Canada to Germany

12/00

10/00

No.

Author(s)

Title

Date

00-21

Don DeVoretz

An Analysis of Turn-of-the-Century Canadian Immigration:
1891-1914

12/00

01-01

Shahrokh Shahabi-Azad

Immigrant Expenditure Patterns on Transportation

01/01

01-02

Johanna L. Waters

The Flexible Family? Recent Immigration and ‘Astronaut’
Households in Vancouver, British Columbia

01/01

01-03

David Ley, Peter
Murphy, Kris Olds, Bill
Randolph

Immigration and Housing in Gateway Cities: The Cases of
Sydney and Vancouver

01/01

01-04

Gillian Creese, Robyn
Dowling

Gendering Immigration: The Experience of Women in Sydney
and Vancouver

01/01

01-05

David W. Edgington,
Bronwyn Hanna,
Thomas Hutton,
Susan Thompson

Urban Governance, Multiculturalism and Citizenship
in Sydney and Vancouver

01/01

01-06

Kevin Dunn, Minelle
Mahtani
Ian Burnley, Dan
Hiebert

“Adjusting the Colour Bar”: Media Representation of Ethnic
Minorities under Australian and Canadian Multiculturalisms
Emerging Patterns of Immigrant Settlement in Metropolitan
Sydney and Vancouver: The Need for New Concepts and
Models
Assimilation, Cultural Pluralism and Social Exclusion Among
Ethno-Cultural Groups in Vancouver
The Visible Minority Category and Urban Analysis

01/01

01-07

01-08

01/01

01-09

Daniel Hiebert, David
Ley
Harald Bauder

02/01

01-10

Johanna L. Waters

Migration Strategies and Transnational Families: Vancouver's
Satellite Kids

01/01

01-11

Dominique M. Gross,
Nicolas Schmitt

Do Birds of a Feather Flock Together? The Role of Cultural
Clustering in Attracting New Immigrants

01/01

01/01

For information on papers previous to 2000, please see our Website
http://www.riim.metropolis.net/research/policy
Back issues of working papers are available for $5 from
Vancouver Centre of Excellence: Immigration, WMX4653, Simon Fraser University, 8888 University
Drive, Burnaby, B.C, Canada V5A 1S6. Tel: (604) 291-4575 Fax: (604) 291-5336
(PDLO ULLP#VIXFD

http://www.riim.metropolis.net/

