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Abstract 

The overall objective of this field-based process-product case study is to 

examine the effectiveness of Stern' s multidimensional curriculum as it has been 

applied to teaching core French in one school district in Canada. The study compares 

the pedagogical approaches of four grade 9 core French teachers. Students completed 

tests of general French proficiency and a questionnaire at the beginning of the study. 

The same tests and questionnaire were readministered near the end of the school year. 

The four classes were observed over an 8-week period during which each teacher 

implemented the same project-based instructional unit based on the principles of the 

multidimensional curriculum. I collected observation data using the MOLT 

(multidimensional orientation of language teaching) observation scheme based on the 

multidimensional curriculum as a theoretical framework and project-based learning as 

the guiding pedagogical principle. Students also completed achievement tests following 

the observation period based on the objectives of the instructional unit. 



Two teachers were classified as multidimensional project-based and two as 

less-multidimensiona1. Statistical analyses compared student outcomes (linguistic, 

affective, cultural, strategic objectives) across classes according to their teachers' 

pedagogical approach. 

Students from the multidimensional project-based classes obtained higher test 

scores, as compared to the less-multidimensional classes, on some components of the 

French proficiency and achievement tests. Similarly, questionnaire data indicated that 

a multidimensional project-based program may lead to more satisfactory outcomes 

with respect to the general language education objectives in core French. However, 

there was no evidence to suggest that multidimensional project-based teaching leads 

to more satisfactory outcomes in terns of attitudinal and cultural objectives. 

Possible confounding variables are discussed in the final chapter. It is not 

possible to conclude with certainty that project-based multidimensional teaching was 

the single cause of superior test performance and more positive questionnaire results 

by the students from the multidimensional project-based classes. However, this study 

represents a first step in the investigation of multidimensional project-based core 

French classrooms with respect to second language and affective outcomes. 



Acknowledgements 

There are many people to acknowledge without whom I would not have made 

it to the end of my thesis journey. 

First there's Sharon Lapkin, my supervisor, for her guidance, constant 

encouragement, and unparalleled availability throughout every stage of this project. I 

will be indebted to her forever. 

I thank Menill Swain for her inspiration and superb advice throughout the 

study, and for heIping me through the rough times. 

I thank Birgit Harley for her dedication, support and sharp insights into 

multidimensional core French teaching. 

I also acknowledge and thank the four teachers and their students who 

participated in my study and without whom none of my work would have been possible. 

I am also very grateful for support from the PEI Department of Education, French 

Senices (especially Helen Lockerby). 

Thanks also to Sue EIgie and Doug Hart for their expert statistical advice: I 

could not have survived without them! Thanks dso to Iva Baltova and Rodney St. 

Pierre who did inter-rater reliability checks on my data at different stages of the study. 

And last, but not least, Wade, I could not have done it without your love and 

support. 



Dedication 

My dear friend, Reverend Lou Murphy, died suddenly and tragically while I 

was in the final stages of my thesis preparation. He planned to be with me outside the 

room on the day of my thesis defence. Although he unfortunately couldn't make it 

physically. I know he was there with me in spirit ... as he always will be. 

I dedicate my thesis to your memory, Lou. 



Table of Contents 

Abstract 

Acknowledgments 

Dedication 

List of Tables 

Chapter 1: Introduction and Rationaie 

1.1. Introduction 

1.2, Overall Goal and Overview 

1 -3. Research Questions 

1.4. Rationale for the Study 

1 -4.1. Classroom Practice 

1.4.2. Theory 

1 -4.2.1. The Development of Stern's 
Multidimensional Curriculum 

1.4.2.2. The National Core French Study: 
A Schwabian Analysis 

1 -4.2.3- Project-Based Learning 

1.4.3. Previous Research 

4 -4.3.1. Research Directions for Core French 

1.4.3.2. The Core French Observation Study 

1.4.3.3. The North York Board of Education 
Core French Review 

1 -4.3 -4. Teachers' Experiences with a 
Multidimensional f roject-B ased Curriculum 

1.4.3.5. The Alberta FSL Study 

1.5 Summary 



Chapter 2: Description of Participants and Methodology 

2.1. Research Design 

2.1.2. Program Evaluation 

2 -2. The Participants 

2.2.1. Recruitmefit and SeIection of Teachers 

2.2.2. Characteristics of the Four Participating 
Teachers 

2.2-3. Characteristics of the Students 

2.3. Procedures 

2.3.1. Pre- and Post-Tests 

2.3 -2- Student Questionnaire 

2.3.3. The Observation Scheme 

2.3.4. Coding and Analyzing the Observation Data 

2.3.5. The Teaching Unit: La Mode et la Publicite' 

2.3.6. Achievement Tests 

2.4. S u m m a y  

Chapter 3: Results 

3.1. Results: Part I 

3.1.1. Observation Data 

3.1 -2. Qualitative Field Notes 

3.1.2-1. CIassroom Set-Up 

3.1.2.2. The Uses of English and French 

3.1.2.3. Time Off Task 

3.1 -3. Summary: The Four Teachers 

3.1.3.1. Teacher 1 

3-1.3.2. Teacher 2 

3.1-3.3- Teacher 3 

3.1 -3.4. Teacher 4 



3.2. Results: Part 2 

3.2- 1. Pre-Tests 

3.2.2. Post-Tests 

3.2 -3. Achievement Tests 

3.2-4. Summary of Test Results 

3.3. Results: Part 3 

3 -3-1. Self-Assessment Data 

3-3.1.1. Self-Assessment o f  French Skills 

3-3- 1.2. Self-Assessment of Cultural Knowledge 

3 -3.1 -3. Self-Assessment of Improvement Since 
Starting French Studies 

3 -3.2. Attitudes To wards French Language and Culture 

3.3 -3. Usefulness of Activities 

3.3 -4. Strategy Use 

3.3.4.1. Speaking 

3-3.4.2. Listening 

3-3.4.3. Reading 

3.3 -4.4. Writing 

3.3.5. Motivations for Learning French 

3.3.6. summary of Questionnaire Data 

Chapter 4: Discussion 

4.1, Summary and Interpretation of Findings 

4.1.1. Classroom Observations 

4.1.2. Test Scores 

4.1 -3. Questionnaire Results 

4.1-4. General Discussion 

4.2 Shortcomings and Limitations 

4.2.1. The Case Study Design 

4.2-2. Instruments 



4.3 Implications for SL Curriculum Theory and Practice 

4.4 A Return to the Research Questions 

4.5 Directions for Future Research and Concluding Remarks 

References 

Appendices 

Appendix A: Teacher Recruitment Survey 

Appendix B: Teacher Questionnaire 

Appendix C: Student Questionnaires (Pre- am 

Appendix D: MOLT Observation Scheme 

Appendix E: Questionnaire Data 

d Post- 

Appendix F: Student Survey of Grade 7 & 8 Core French 



LIST OF TABLES 

Table 2.1 Use of a Language Other Than English or French 
at Home (Percentages): Comparisons per Class 

Table 2.2: Percentage of Student Enrolment in French 
Immersion by Grade and Class (Previous to Grade 9) 

Table 2.3: Percentage of Students Who Had Lived in a 
Francophone Environment 

Table 2.4: Core French Starting Grade (Percentages) 

Table 2.5: Students' Self-Report: Overall School 
Achievement (Percentages) 

Table 2.6: Teachers' Assessment of Students' Overall 
Academic Abilities 

Table 2.7 : Percentages of Professional and Non-Professional 
Mothers by Class 

Table 2.8: Percentages of Professional and Non-Professional 
Fathers by Class 

Table 2.9 Observation Details by Class 

Table 2.10 - A Summary of Pre- and Post-Test Measures 
(General Proficiency in French) 

Table 2.1 1 - Defining Multidimensional Features Contrasted 
with Unidimensional and Less Multidimensional Features 

Table 2.12 - Typical but Not Defining Multidimensional Features 

Table 2.13- Summary of Achievement Tests: La Mode et la Publiciti 

Table 3.1 : Percentage of Time Spent on Defining Features of a 
Multidimensional Project-B ased Approach by Teacher 

Table 3.2: Percentage Time Spent on Typical but Not Defining 
Features by Teacher 



Table 3.3: Teachersv Uses of English- and French - Average Percentage 
of Observed Time Over All Visits by Teacher 

Table 3.4: Content Summary - Average Percentage of Time Observed 
by Teacher (all visits) for Each Category 

Table 3.5: Student Modality as Primary or Equal Focus- Average 
Percentage of Observed Time Per Class (all visits) 

Table 3.6: Student Modality as  Secondary Focus - Average 
Percentage of Observed Time Per Class (all visits) 

Table 3.7: Pre-Test Scores by CZass (General Proficiency Tests) 

Table 3.8: Post-Test Scores by Class (General Proficiency Tests), 
Adjusted for Pre-Test Scores 

Table 3.9: Achievement Test Scores by Class, Adjusted for 
Pre-Test Scores 

Table 3.10 : A Summary of Significant Differences on Pre- 
and Post-Questionnaire Data (Based on Chi-square Analyses) 

Table 3.1 1 Student Satisfaction With Grade 9 French by Class 

Table 3.12: Student Report: I Wanr to Continue Studying 
French in High School (Pre-Questionnaire) 

Table 3.13: Student Report: I Want to Continue Studying 
French in High School (Post-Questionnaire) 

Table 3.14: Student Report: I Intend to Study French Next 
Year (in Grade 10) 



Chapter 1 

Introduction and Rationale 

1.1. Introduction 

Relatively few studies have been conducted in core French progms', even 

though they have been a part of most mainstream curricula in Canada for many years 

and despite the fact that about 90% of Canadian students studying French in this 

country are enrolled in these programs (see Foley. Harley & dlAnglejan, 1988, for a 

bibliographic review of about 100 studies conducted; Lapkin, 1998; Lapkin, Harley 

& Taylor, 1993). In contrast. since the establishment of the f i s t  French immersion 

program in St. Lambert, Quebec in 1965, hundreds of research projects have been 

conducted related to these programs to examine questions like the effectiveness of 

izmersion as compared to regular core French programs, the degree to which 

immersion students' French is native-like, and more recently, how to improve 

immersion pedagogy and resulting French proficiency of the students (see, e.g., 

Genesee, 1987; Lapkin, Swain with Shapson, 1990; Lyster, 1994a, 1994b, 1987; 

Swain, 1996; Swain & Lapkin, 1995). 

Core French is defined in the National Core French Study (LeBlanc, R., 1990:2) as " a 
basic program in French as a second language where French is the subject being studied and 
the language is taught in periods that vary between 20 and 50 minutes a day. " 
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Core French has indeed become "l'enfant pauvre" (Stem, 1985) of French 

second language (FSL) teaching and research in Canada. This imbalance in research 

attention is probably best attributed to the excitement created by the newer immersion 

programs. Researchers' enthusiasm increased even more after the successes of French 

immersion students had been documented. Some people have even called the 

immersion concept the most successful second language (SL) program ever (e.g., 

Krashen, 1984). Moreover, Stem (1985) refers to many observers in the Canadian 

educational scene who regarded immersion as "the only practical solution to the 

language problem [i.e., they perceive learning French to be difficult] of Anglophone 

Canadians (p.36)." The successes of immersion programs in Canada have also 

created considerable interest amongst researchers and educators from all over the 

world (e-g., Artigd, 1997; de Courcy, 1997; Johnson, 1997; Johnson & Swain, 1997; 

Met & Lurenz, 1997). This excitement and public attention, along with the Canadian 

government's OfSicial Languages Act, may have also prompted government funding 

agencies to favour immersion-related research projects. 

In 1985, however, the Canadian government granted funds to the Canadian 

Association of Second Language Teachers (CASLT) to conduct a major research 

project whose principal aim was to examine how core French programs could 

become more effective. A major impetus for this study was the groundswell created 

by French immersion programs, instilling a desire in core French advocates to learn 



from and improve on what had been discovered from immersion research and 

classroom practice in order to establish core French as a viable educational alternative 

to immersion. As a result, CASLT commissioned H.H. Stern to conduct the National 

Core French Study (NCFS), which remains a subject of much interest and discussion 

today. In fact, Poyen (1990:22) has suggested that the NCFS is "perhaps the most 

wide-scale national project to be undertaken in Canadian education." Unfortunately, 

Dr. Stem did not see the end of this national project due to his untime1y death. The 

final NCFS report (leBlanc, 1990), however, was dedicated to his memory not only 

for his role as founding director of the study, but mostly because his convictions on 

SL teaching served as inspiration for the 'soul' of the project. In fact, Stem's 

multidimensional model (1982, 1983b) for SL teaching, including four syllabuses - 

communicative activities, language, culture, general language education - was the 

principal theoretical basis of the LeBlanc report. The NCFS reflects Stem's belief 

(see, e.g., Stem, 1970, 1974, 1980, 1983a) that any understanding of SL teaching 

must be founded in the disciplines of linguistics (and related fields such as 

sociolinguistics, pragmatics etc), psychology, sociology/anthropology and pedagogy 

which consider the social and cultural, as well as the structural, nature of language. 

Since the publication of the NCFS report in 1990, a great deal of time and 

money have been allotted to the implementation of the recommendations of the report 

(see CASLT, 1994). Ministries of Education across Canada have integrated the 



4 

recommendations of the NCFS, either explicitly or implicitly, into their guidelines for 

core French teaching. Furthermore, teaching materials based on the NCFS have been 

created by provincial working committees and publishers, and these are presently 

being used in schools at ail grade levels. However, researchers and administrators 

report that teachers have implemented and accepted these guidelines and materials 

to varying degrees (see CASLT, 1994; Lapkin, Harley & Hart, 1995; Lewis, 1995, 

1998). The diverse levels of acceptance of the guidelines and materials by teachers 

may be due, in part, to skepticism about the potential of a multidimensional project- 

based curriculum to improve student achievement (see Lapkin et al., 1995). Research 

is clearly needed to investigate the overall effectiveness of this curriculum model 

related to such topics as: 1) the improvement of students' French proficiency; 2) 

students' attitudes towards SL learning; 3) students' cultural knowledge; 4) the 

amount students actually use their SL outside school. The need for such research is 

supported by Shapson (in Harley, d'hglejan & Shapson, 1990), Lapkin, Harley and 

Taylor (1993), and most recently by CASLT itself (1994). 

1.2. Overall Goal and Overview 

I believe that research which attempts to examine effective ways to reach the 

communicative, linguistic, attitudinal, cultural and general language education 

objectives of core French will help the process of implementing new curricula in core 

French. This is the overall god of the field-based process-product case study I 
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conducted in four grade nine core French classes in Prince Edward Island (P.E.I.). 

Students in these classes completed a pre-test of general French proficiency and a 

questionnaire which included questions designed to assess the attitudinal, cultural 

and general language education objectives of core French. This was followed by an 

observation period during which the teachers of all four classes implemented the 

same teaching unit (La Mode et la publicite? based on the principles of the NCFS. 

The teachers' classroom approach was documented using the MOLT 

(Multidimensional Orientation of Language Teaching) observation scheme, an 

adapted version of the COLT (Communicative Orientation of Language Teaching) 

(Spada & Frohlich, 1995). The MOLT includes indicators of multidimensional, 

communicative and project-based SL teaching (see details below). Following this 

observation period, students completed achievement tests based on the objectives and 

activities of the unit that all of the teachers used during the study. Near the end of the 

academic year, students also completed the same French proficiency tests and 

questionnaires as at the beginning of the study. 

This dissertation is presented in four chapters. The first includes an 

introduction to the research, the specific research questions to be addressed and an 

examination of the rationale for the study including the origins of the research 

questions - classroom practice, theory and previous research. In Chapter 2, I describe 

the sample and methodology for the data collection and analysis. Chapter 3 presents 
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the results in three sections: classroom observation data, test results and questionnaire 

results. In the fourth and final chapter, I discuss the findings in light of variations 

observed in the four teachers' classroom practices. The study's shortcomings and 

limitations are then discussed. This final chapter also includes a final section 

summarizing the extent to which the study responds to the research questions within 

which it was framed; research directions for the future are also proposed. 

1.3. Research Questions 

My research examines the effectiveness of two different teaching approaches 

to reach the communicative, linguistic, attitudinal, cultural and general language 

education objectives of core French. The following specific questions are examined: 

1 - Does a core French teaching approach based on a multidimensional project-based 

curriculum lead to higher language proficiency and achievement than one which is 

principally focussed unidimensionall y on grammar teaching? 

2- Does a core French teaching approach based on a multidimensional project-based 

curriculum lead to more satisfactoq outcomes with respect to the attitudinal, cultural 

and general language education objectives of core French than one which is 

principally focussed unidimensionally on grammar teaching? 

1.4. Rationale for the Study 

In keeping with Swain's (1995a) suggestion that second language acquisition 

(SLA) research is more likely to provide a relevant basis for pedagogical application 
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when the sources of the research questions are "simultaneously three-fold," coming 

from SL classroom practice, theory, and previous SLA research, I present the 

rationale for my study within this framework. 

1.4. 1. Classroom Practice 

It was following a trip to Colombia, South America, with the Canadian Red 

Cross, that I finally admitted that I did not want to pursue a career in medicine. I had 

been truly "immersed" in the latino culture and I learned Spanish because I had to 

survive so I could help the patients under my care in the refugee camps. Here I 

realized the power of experiential learning for SLA and discovered that I wanted to 

teach languages to others in an experiential way as well. 

My earliest teaching experiences in SL classrooms included my job as a 

language monitor in grade eight late French immersion in Charlottetown, P.E.I.. Also 

while attending university, I did some substitute teaching in both immersion and core 

French. Both of these experiences gave me an opportunity to observe other students 

in a learning environment where I was able to share with them some of my 

background as a learner of French and Spanish. 

While completing my Master's degree in French, I taught a fkst year French 

course as a teaching assistant. I recall being quite frustrated by this experience 

because its orientation was almost exclusively grammatical. We (all teaching 

assistants) were also required to teach for a series of quizzes set by the coordinators 
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of the course. We were constantly so rushed to f ~ s h  the required material to be 

assessed by the discrete-point, decontextualized exams that we never had time to use 

the language in authentic, interesting contexts. This was a demotivating and 

unproductive experience for me and the students. At the same time, I was hired as a 

part-time instructor at ltAlliance Franqise in Hamilton, Ontario, where I taught a 

group of interested and eager adults using a notional-functional approach devised in 

France (Suns frontiPres; Verdelhan-Bourgade, Verdelhan & Dominique, 1982). 

Although the method created unrealistic contexts and situations, I had the freedom 

to adapt them, making them more relevant to the lives and experiences of my 

students. Grammar, vocabulary and phonetics were integrated into the activities, 

taught explicitly, but in some sort of meaningful context. 

Following my studies at McMaster University, I began teaching in the Modem 

Languages Department at the University of Prince Edward Island (UPEI). During the 

first year, I was one of three instructors in an intensive French program. I was asked 

to use an audio-visual method (Dialogue Canada; Public Service Commission of 

Canada, 1972) designed by and for the Public Service of Canada. Although I stuck 

quite closely to its syllabus at first in order to cope with the three other courses I was 

teaching, strict adherence to it would have meant buying into behaviorist psychology. 

Gradually, I eliminated dl the stimulus-response exercises and memorization of the 

dialogues. Most of our class time was spent exploiting the vocabulary and grammar 
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sf.ruchlres developed in the dialogues in order to prepare the students for an exercise 

in which students applied this vocabulary and these structures to create their own 

dialogue related to a situation relevant to their lives. This was not exactly experiential 

or project-based but it was more relevant and effective than dialogue memorization. 

During the next three years at UPEI, I taught a variety of courses, some with 

a prescribed curriculum, others in which I had the freedom to design my own. In 

addition, I organized student trips to different parts of France. These experiences 

provided the students with an opportunity to use the language they were learning and 

to experience culture from one part of lafrancophonie. As a result, they returned 

more motivated to continue their study of French. 

One of my other assignments at UPEI was to teach a course in Applied 

Linguistics related to teaching FSL. In my first class, I had 15 students, most of them 

in the Bachelor of Education program. There were also two FSL consultants from the 

local school board. My approach to the course was theoretical, based mostly on a 

similar course I had taken during my year at McMaster. However, these consultants 

and future teachers pushed me to make the course more practical. In addition, they 

introduced me to professional organizations for immersion and FSL teachers. I 

started attending conferences where I learned many things about the realities of 

teaching FSL and immersion in the school system. I got excited about the NCFS 

(LeBlanc, 1990) and the multidimensional project-based teaching units that were 
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being developed by colleagues in P.E.I. and Nova Scotia. As a result, I began 

experimenting with a multidimensional projec t-based approach in my own language 

classes. Inspired by the work of the interprovincial cuniculum teams mentioned 

above, I created multidimensional, project-based units based on the following 

themes: Travel; Love, sex and union (Turnbd, 1996); and The Environment. 

From 1992-94, I taught at Lester B. Pearson College, an international school 

which offers the International Baccalaureate program. Here the curriculum was 

driven largely by the final evaluation system. Although the fxst year of the two-year 

program was much more open-ended and, as a result, I was able to implement some 

elements of a multidimensional project-based approach, the second year had to be 

dedicated to explicit exam preparation. This summative exam2 required students to 

have a thorough knowledge of the grammar system of French, especially the 

exceptions. Grammar and vocabulary were tested by a discrete-point, multiple-choice 

exam. It was necessary to train students to do these exams by prxtising old ones, 

especially because the vocabulary and idiomatic expressions taken up were often 

specialized and rarely used by ordinary hancophones. Literary analysis was also 

important The oral exam consisted of a traditional, structured explication de texre in 

addition to questions about other literature studied. The written exam required 

2 The syllabus and assessment procedures for second language instruction for International 
Baccalaureate courses were changed in 1994. The current syllabus reflects a much more 
"communicative" orientation. Assessment procedures are both formative and summative and 
I believe these are much more valid measures of student achievement. 
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students to prepare a commentary of a text with which they were unfamiliar and to 

write a literary essay, all in three hours. Teaching in this environment with motivated, 

interesting students from all over the world was stimulating, but I definitely 

compromised my principles on SL curriculum. 

In attempting to reconstmct the meaning of all these experiences (Connelly & 

Clandinin, l988), I would summarize my philosophy on SL curriculum as follows: 

To lean a SL most effectively one should be totally immersed in the 

target culture (as I was in Colombia). This should be combined with a 

formal learning experience where the focus is on the needs 

(communicative, linguistic, affective, cultural, etc.) of the learner. 

Given that total immersion is not feasible for most SL learners, I 

believe that the next best situation would be an intensive classroom 

setting in which French is learned through the medium of content (e-g., 

French immersion) or in a multidimensional project-based core French 

program. In other words, starting from subject-matter or a theme 

relevant to the lives of the students, the teacher organizes activities that 

promote the use of the target language in a meaningful and purposeful 

way. Students work towards the completion of an educationally 

relevant fmal project. Thus the activities leading up to the project are 

needs-based, meant to prepare the students for project completion. 



Grammar should have an important place in the curriculum. 

However, it is crucial that explicit focus on language (form) be 

negotiated through meaningful, communicative and project-related 

activities. The language focus should relate to the linguistic needs 

created by the project the students will complete. There may be some 

occasions, however, where a focus on f o m  may be required to prevent 

or reduce errors in students' oral andlor written production (e.g., 

French gender). 

Instruction should take place in the target language, but students 

must be taught strategies to make this possible (i-e., survival strategies, 

cognates, listening strategies: see CASLT, 1994, for more detail). 

Teachers must also use strategies to help the students understand 

(i-e., actions, visual aids, gestures, sound effects). They must also relate 

the curriculum to the lives of the students and build on what they 

already know. 

In this approach, listening comprehension will most likely be the 

first skill developed (Krashen & Tenell, 1983) but this alone will not 

ensure fluency or accurate oral and written production. 

The perspective of francophones from around the world (related to 

the themes developed) should be exploited as part of the learning 



activities. 

Collaborative learning and experiential educational projects will 

provide opportunities for oral and written production (output). This 

combined with the focus on form will enhance proficiency in the target 

language as Swain (1993, 1995b, 1997) suggests. 

As 1 learned from former teachers, hard work and perseverance are 

absolutely necessary. I believe that students should be required to do 

relevant work at home on a daily basis, be it grammar exercises. 

reading interesting magazine articles or watching television in the 

target language. 

My immersion experiences have convinced me that use of the 

language outside the classroom is also necessary. Ideally, learners (with 

the help of teachers and parents) must find opportunities for contact 

with francophones (e.g., linguistic partners, visits to francophone areas, 

internet communications, youth or special interest groups). 

My philosophy on SL curriculum is, admittedly, idealistic and some of it may 

seem unrealistic in many contexts. Nevertheless, from my teaching experience, I 

believe it is possible to implement most of the principles I describe. I am convinced 

that learners who graduate from a core French program in which the teaching 

approach is multidimensional and project-based (as opposed to a unidimensional 
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approach focussed primarily on grammar teaching) will have greater listening and 

reading comprehension skills, greater fluency and accuracy in oral and written 

production, more positive attitudes hence stronger motivation and a more sensitive 

appreciation for francophones and their culture. They will also be more aware of 

culture, language learning, how language works and the strategies they use to learn 

and communicate. However, these convictions are based on intuition and my own 

personal experience. They must be tested in a more systematic way, hence one source 

of the research questions for this study. 

1.4.2. Theory 

In 1982 (pp. 34-36), Stem suggested that cumculum organization was the key 

issue for a renewal and strengthening of SL teaching in Canada at that time. The 

theoretical framework in which my research is embedded is the multidimensional 

curriculum, proposed by Stem (1 982, 1983b) as a more effective approach for SL 

teaching than one focussed unidimensionally on grammar. In this section, I first trace 

the development of Stern's multidimensional curriculum. Second, I examine the 

application of Stem's model to core French curriculum in Canada as published in the 

NCFS (JkBlanc, 1990) and in the follow-up document, National Core French Study: 

A model for implementation (CASLT, 1994). 

It would be perhaps fitting to use Stem's (1982) definition of curriculum, 

consisting of content (what is taught), objectives (what is to be achieved) and 
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teaching strategies (how these objectives will be realized), as the fkamework for my 

analysis. However, I believe that using Schwab's (1962) four commonplaces of 

curriculum (subject matter, milieu, learner and teacher) allows for a more 

comprehensive perspective on a multidimensional project-based curriculum in core 

French while still covering Stem's content, objectives and teaching strategies. 

Schwab began his career as a teacher of biology and was known for his experiential 

approach to learning, which he acknowledges was profoundly influenced by the work 

of Dewey. Later in his career, Schwab joined the faculty of education at the 

University of Chicago where he was involved in a reform of science education, but 

he also became internationally renowned for his writing on the meaning of liberal 

education and the character of educational thoughts3 Schwab (1962) argues that 

curriculum refom, in any discipline, must consider how each of his four 

commonplaces influence educational practice. Moreover, more recent curriculum 

experts, Clandinin and Connelly (1992), suggest that any statement of curriculum 

should describe its subject matter, milieu, learner and teacher. 

1.4.2.1. The Development of Stem's Multidimensional Curriculum 

As stated above, Stem argued consistently over the years (e.g., 1970, 1974, 

1980) that any understanding of SL teaching must be founded in the disciplines of 

linguistics (and related fields such as sociolinguistics, pragmatics, etc.), psychology, 

See Westbury & WiIkof (1978) for a comprehensive review of Schwab's influence on 
cumculum reform and science education. 
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in the field 

about the inadequacy of grammar-based SL curricula (involving the presentation and 

practice of linguistic elements in artificial, non-communicative contexts) for 

developing communication skius, cultural knowledge and empathy (see, e.g., 

Grittner, 1977; Krashen, 1982; Rivers, 1981). Stem's ideas were consistent with 

developments in psychology and sociology, a rejection of the over-rigid application 

of audiolingual language teaching and a resulting embracing of the concept of 

communicative language teaching. Stem's convictions resulted in his 

multidimensional curriculum model which includes four syllabuses, reflecting the 

multidisciplinary nature of his conception of SL teaching: communicative activities, 

language, culture and general language education. 

Stern's model is an extension of Dodsonls (1976) two-level perspective on SL 

learning and Allen's (1983) three-level approach to SL education. Dodson (1976) 

proposed a medium-oriented level of language learning where formal features of 

language are the focus and a message-oriented level where language becomes the 

vehicle for real-life expression. Allen (1 983) proposed 1) a structural-analytic level, 

corresponding to Dodson's medium-oriented level, where the focus is grammar and 

other structural features of language, using formal grammatical teaching techniques 

and medium-oriented practice; 2) a functional-analytic level involving equal 

reference to language as a medium and language as communication, focussing on 
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discourse features of language, using controlled communicative teaching techniques 

and medium as well as message-oriented practice; 3) a non-analytic or experiential 

level involving a focus on the natural, unanalyzed use of language, using fully 

communicative, experiential techniques and message-oriented practice. Stem (1982, 

1983b) also acknowledged being influenced by the work of the Council of Europe 

(see WiIkins, 1976, 1980) on the functional or notional approach in which the SL 

curriculum is determined by the contexts in which the target language will be used, 

subsequently i d e n m g  the functions or notions which the speaker is most likely to 

use. The linguistic content is determined by choosing the forms which are typically 

used to express such concepts. 

1.4.2.2. The National Core French Study: A Schwabian Analysis. 

I now turn to an analysis of Stem's multidimensional curriculum as it has been 

applied to core French in the NCFS. As stated above, I use Schwab's (1962) four 

commonplaces (subject matter, milieu, learner, teacher) as a framework for this 

analysis. This description served, in part, as the basis for the development of the 

multidimensional observation scheme (MOLT) used in the data collection stage of 

this project (see description below in Chapter 2). 

Subiect Matter 

The four syllabuses of the NCFS constitute the subject matter of this 

multidimensional project-based curriculum model. I describe the objectives and 

content specifications of each syllabus separately for ease of presentation. However, 
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it is important to note that in their implementation, the syllabuses are not to be treated 

in isolation, but integrated such that they complement each other. Stem (1992) 

suggested that any of the syllabuses could be the starting point for the organization 

of the cunicdum; however, the NCFS recommends that these four syllabuses be 

integrated into teaching units in which the communicative-experiential syllabus, via 

a fmal educational project, provides the experiences and contexts within which the 

integration takes place. 

The overall general goal of all syllabuses of the NCFS is "the learning of 

French as a means of communication and the ...g eneral education of the student" 

(LeBlanc, 1990: 20). This objective was significantly influenced by Canale and 

Swain's (1980) and Canale's (1983) versions of communicative competence which 

include linguistic, sociolinguistic, discourse and strategic abilities when listening, 

reading, speaking, or writing in the target language. The objectives and content 

specifications for each syllabus are presented below: 

a) Communicative-Experiential ( C E )  Syllabus 

Inspired in large measure by Stem's communicative activities syllabus and the 

success of French immersion programs in which language is learned through content 

like math and history (see, e-g., Genesee, 1987; Swain & Lapkin, 1982), the content 

of this syllabus is derived from what the authors of this syllabus (Tremblay, 

Duplantie & Huot, 1990) call fields of experience. These are "themes" which consider 

the life experiences, intellectual development and interests of the learners. However, 
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these fields of experiences do not include just any theme. In fact, Tremblay et aI. 

(1 990) argue: 

The more we examined our list of themes, the more we realized that the very 
concept of theme was ill-suited for our purposes: a number of the themes 
listed had no place at all in a C E  syllabus. ... We, therefore, decided to define 
our content in terms of fields of experience. By field of experience, we 
understand that aspect of reality on which the individual has already 
developed certain knowledge, patterns of behaviour, and attitudes (p.26). 

The authors also argue that the fields of experience chosen must have educational 

value and should broaden the students' experience, thereby contributing to their 

general education (Tremblay et al., 1990: 25). They propose drawing from the 

following 5 dimensions for content choice: 

1) Physical: This relates to the survival of individuals and their 

physical well-being encompassing fields of experience like nutrition, 

physical exercise and self-protection; 

2) Social: This dimension refers to the students' social life including 

fields of experience like school, friends, family, relationships and 

social activities; 

3) Civic: This pertains to human rights and social responsibilities and 

includes fields of experience such as consumerism, substance abuse, 

the environment, crime and violence; 

4) Leisure: This dimension relates to students' use of free time and 

includes fields of experience like clubs and associations, travel and 

~utdoor activities; 
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5) Intellectual: This involves fields of experience relating to "activities 

of the mind" like the sciences and the arts. 

The principles of fields of experience are supported by Dewey's (1 897, 1938) 

notion of cuniculurn which draws on the interests and capacities of the learners. 

Dewey would suggest that the overall education of the core French student will grow 

out of these fields of experience. 

The general communicative objectives of this syllabus are stated in terms of 

students' abilities to comprehend oral and written messages, to negotiate meaning in 

authentic communicative exchange and to produce contextually appropriate oral and 

written messages which reflect their personal intentions (Tremblay et al., 1990, 20). 

The general experiential objectives of the syllabus relate to developing students' 

knowledge, behaviours and attitudes in relation to a variety of fields of experience. 

These objectives reflect Stem's vision (1  983b) of a non-analytic syllabus and Rogers' 

(1969) ideas about experiential learning (see also Carver, 1996; Keeton, 1994; 

Keeton & Tate, 1978; Luckmann, 1996). Rogers believes that experiential learning 

is learning through personal involvement, self-initiation, pervasiveness and self- 

evaluation in meaningful tasks (p.5). 

It is, in fact, these meaningful tasks, the methodology and the way teaching 

units are organized which characterize the pedagogical approach promoted by the 

NCFS (CASLT, 1994) and which expanded Stern's vision of a multidimensional 

curriculum model for SL teaching most dramatically. The general communicative and 
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experiential objectives of the syllabus will be met through students' active 

participation in an educationally valid project. This project is the focal point and 

defining characteristic of a multidimensional teaching approach (see Tremblay et al., 

1990, 58-59; CASLT, 1994, 8-9). The project (also called the experiential goal) is 

clearly defined at the beginning of a unit of work so that students and teachers decide 

which activities will be most relevant to prepare them to complete this project. 

Activities (a series of tasks), included in a unit of work based on a field of 

experience, are therefore needs-based (CASLT, 1994, 8) because they are meant to 

prepare students for the completion of their project. This creates an authentic reason 

for learning. 

Tremblay et al. (1990) also argue that students. especially more 

advanced learners, should be encouraged to define their projects, to make decisions 

regarding what they need to lean and research to complete their projects and to 

evaluate their progress and success (p.58). 

b) Language Syllabus 

The general objectives of this syllabus relate to students' ability to understand 

and produce correct and appropriate messages in French in authentic oral and written 

contexts (Painchaud, l99O,l9). The content of the language syllabus (see Painchaud, 

1990) concentrates on the grammatical, lexical, contextual and referential elements 

of language which are necessary to develop communicative skills in a natural context. 

The intention of the author of this syllabus was to extend the Chomskian notion 
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Widdowson's (1 978, 198 1 ) distinction between linguistic knowledge (usage) and the 

ability to communicate using this knowledge (use). 

The teaching approach for the language syllabus is analytical, but language 

study is meant to be contextualized within the situations created by the 

communicative-experiential syllabus. In other words, the language learned is needs- 

based, necessary to complete the educational project of the thematic unit being 

implemented in the core French class. This ensures a contextualized focus on form, 

congruent with the views of researchers like Harley (1989, 1993), Lyster (1993, 

1994a, 1994b), and Spada and Lightbown (1993), who argue that although a focus 

on the message in communicative-experientid language teaching is important, a 

focus on form is also necessary to ensure the learner learns to communicate 

accurately. 

c) Culture Syllabus 

In this syllabus, culture is considered an integral part of the SL curriculum. 

This view corresponds to a near-consensus among SL pedagogues who include 

culture as an integral component in any SL program (see Lado, 1957; Moirand, 1982; 

Seelye, 1985; Stem, 1983a; Valdes, 1986). Although deciding upon the "best" 

definition of culture was difficult, the authors of this syllabus (LeBlanc, Courtel & 

Trescases, 1990) decided to adopt Debyser's (1 98 1) perspective which includes the 

anthropological, sociological and semiotic nature of civilization. The general 
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objectives of the culture syllabus relate to students' understanding and appreciation 

of culture and language as well as multicultural diversity in their communities and 

in the francophone world (LRBlanc et al., 1990, 19-22). The teaching objectives of 

the culture syllabus focus on developing educational experiences to learn about 

present-day francophone culture, with an emphasis on the French element in Canada. 

In addition, the learners are encouraged to make comparisons with their own culture, 

and to critically analyze ethnic diversity and cultural stereotypes, in order to 

personalize the process of inquiry. The prescribed pedagogical approach ranges from 

simple sensitization to interpretation, analysis, understanding and finally actualization 

wherein the goal is "living" the culture (LeBlanc et al., 1990, 68-73). Students are 

encouraged, where possible, to offer a francophone perspective on the topic of their 

educational projects. Teaching units may also be organized such that the educational 

project has a cultural focus (see, e-g.: Turnbull, 1996). 

d) General Language Education Syllabus 

The general language education syllabus is an inventory of linguistic, cultural 

and strategies content designed to help SL learning as well as to contribute to the 

overall general education of the learner. This syllabus aims to develop in the learner 

an awareness of the realities of language, culture and society, and language learning 

strategies so that students understand how these realities and strategies relate to the 

students' language learning experiences. This syllabus is not only focussed on the 

French language in particular, but on all languages. The content of the general 
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language education syllabus was highly influenced by the work of Hawkins (1 98 1, 

1984) who argues for the importance of building bridges between the first and target 

language in order to foster the learner's understanding of the role of language in 

society. Hawkins seeks to reduce prejudices while creating interest for languages in 

general through a variety of activities examining the nature of language, aspects of 

linguistic structure, language in use, language varieties and comparisons, and finally, 

first and SL acquisition. The author of this syllabus (Htbert, 1990) also suggests that 

the idea of general language education is supported by a Vygotskian perspective as 

interpreted by Wertsch (1985). Wertsch clearly articulated the link between 

communication, culture and cognition using Vygotsky's ideas on the social 

development of the child. According to Vygotsky (1962), a child constructs 

knowledge fnst through social interaction and second on an intrapsychological 

(cognitive) level through appropriation. Vygo tsky ( 1 962) argues that this 

developmental process is similar for voluntary attention, logical memory, concept 

formation and the development of desires. H6bert (1990) suggests that efforts made 

through a general language education syllabus to establish linkages among language, 

culture and cognition will contribute significantly to the overall educational 

development of the SL learner. 

Hebert (1 990,73-79) suggests that the objectives of this syllabus be integrated 

within the activities which prepare students to complete an educational project. These 

activities might include reflection on learning and establishing strategies and 
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corrective measures as they arise to prepare for the educational project. Kebert also 

suggests that the General Language Education syllabus could be the starting point for 

organizing a multidimensional project-based teaching unit. 

Milieu 

Connelly and Clandinin (1988) suggest that cunicular milieu is 

multidimensional. It is comprised of layers of overlapping contexts (King, 1 994) that 

shape and are shaped by the curriculum. The ideas of Connelly and Clandinin and 

King are congruent with Schwab's (1962) reference to a plurality of curricular 

milieux. This multidimensionality or plurality of milieux in the core French 

classroom are created by the integration of four syllabuses with distinct objectives but 

a common overall goal, that is, SL communicative competence and the overall 

education of the learners. 

The living and learning milieu of the core French classroom 

The experiential emphasis of the multidimensional project-based curriculum 

transforms the classroom into a living and learning space for the learners and the 

teacher. Tremblay et al. (1990) underscore the importance of a supportive classroom 

environment which encourages respect for the opinions, feelings and problems of 

others. This creates a sort of affective haven in which the "affective filter" (Krashen, 

1982) or inhibitions are relaxed. In fact, such affective reIaxation has been claimed 

to have a positive effect upon language learning success (see also Lambert & 

Gardner, 1972; Schumann, 1978). The supportive classroom reflects the ideas of 



26 

Moskowitz (1 978) on "caring and sharing in the foreign language classroom" and, 

in a broader context, Wells' (1981) idea of "communities of inquiry." 

The physical set-up of the core French classroom: a flexible milieu 

Tremblay et al. (1990) also suggest that the physical set up of the 

multidimensional core French classroom must be flexible to allow for different types 

of activities, especially different groupings of students. In fact, they recommend 

collaborative learning as an important teaching strategy to promote interaction and 

SL learning. This use of collaborative learning is supported theoretically because it 

allows students to be exposed to more comprehensible input4 (&ashen, 1982) and 

more opportunities to tallc or produce output (Swain, 1985, 1993, 1995a, 1997). 

Furthermore, as indicated above, according to Vygotskian learning theory, 

collaborative learning promotes social interaction, which Vygotsky argues is the 

foundation for the construction of knowledge. Swain (1995a, 1997) and Kowal and 

Swain (1 994, 1997) have shown in their research with French immersion students 

that collaborative learning promotes students' language awareness which pushes them 

beyond their present level of language development. Moreover, McGroarty (1993) 

Some may argue that although students working in groups may be exposed to more or 
different qualities of comprehensible input, this input is undoubtedly less accurate than that 
of the teacher. However, many others (see, e.g., Kagan & Widaman, 1987) argue that 
allowing students to produce more language will facilitate accurate L2 production far more 
than limiting students to formal accurate input fiom only one source. Some may also argue 
that students' production will be even more inaccurate when working in groups, when the 
teacher cannot monitor and correct what they say. However, Long & Porter (1985) cite Porter 
(1383) who showed that this was not the case in a study of adult learners learning Spanish. 
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claims that collaborative groupings are superior to individualistic learning structures 

by providing redundancy that is important for language learning, cognitive growth 

and mastery of cognitively demanding content. This redundant support may indeed 

be especially important in the core French milieux where the cognitive andlor 

linguistic demands of the subject matter (or fields of experience) are Iikely to surpass 

the SL proficiency of the students, especially in the beginning. 

The authentic milieu of the core French classroom 

Dewey (1897, 1938) suggests that school must represent real life. In the same 

vein, the authors of the NCFS (LeBlanc, 1990; Tremblay et al., 1990) advocate the 

creation of authenticity in the classroom, not only through real experience in an 

educational project but also through the use of materials designed for native speakers 

of the target language which reflect their language and culture. This idea of 

authenticity includes using French as much as possible in the classroom. This 

intrdingual strategy is supported by many researchers and curriculum designers who 

suggest that L2 learning will be more effective if overt use of the learner's first 

language is avoided as much as possible (Krashen, 1 982; Omaggio, 1 9 8 6; Rinvolucri, 

1984). However, Tremblay et al. (1 990) recognize that an exclusively intralingud 

core French classroom, especially in the early stages of a learner's SL development, 

may be difficult to achieve. Consequently, they suggest teaching the learners 

communication strategies such as circumlocution (Beny-Bravo, 1 993 ; Oxford, 1 990) 
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and survival vocabulary (Cashman, 1988) as part of the general language education 

syllabus. 

Core French milieux beyond the classroom 

In addition, it is important that the activities of the core French classroom 

extend beyond its four walls. The core French milieux can include other classes (such 

as French immersion or neighbowing core classes) as well as institutions and 

individuals outside school (e.g., a £?ancophone centre, language partners). This will 

foster authentic cultural contact which is designed to be an integral component of the 

core French milieux. 

Learner 

The role of the learner in a multidimensional project-based curriculum is 

central. Like Schwab (1962), who refers to the creative child actively involved in 

enquiry. the authors of the NCFS (LeBlanc, 1990; Tremblay et al., 1990) refer to the 

learner as an active participant in the creative process of learning. As an active 

participant, the learner will become fully aware of the objectives of the overall 

thematic unit, the final project and the activities (or tasks) designed to prepare 

students for its completion. Tremblay et al. (1990) suggest that the learner is 

responsible for, and in control of, the learning process; ideally students and teachers 

negotiate choice of themes, final projects, activities and assessment criteria. The 

overall curriculum should be designed so that the learner plays a variety of roles 
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including observer, problem solver, risk-taker, team member, information processor 

and negotiator- This learner-entered language curriculum reflects a paradigm shift in 

education, recognizing the learner's input in the educational process. The concept of 

learner autonomy has been advocated by many educators, including Breen (1983, 

1989), the Council of Europe (198 1). Dickinson (1987), and Holec (1981, 1985, 

1987). Here, the learners must be accountable for their own learning, are involved in 

negotiating classroom activities, and not merely passive recipients of information. In 

a similar vein, this echoes research from an experiential (e-g.. Luckmann, 1996; 

Carver, 1996) and constructivist point of view (e-g., Delay, 1996; von GIaserfeid, 

1995); these authors all refer to the importance of students determining or negotiating 

what and how they will learn. 

Furthermore, as indicated above, the subject matter of the entire 

multidimensional project-based cuniculum will be determined by the interests, needs, 

habits and past experiences of the learners. As Dewey (1897, 1938) would suggest, 

the past experiences of the learner are the basis for future growth; school should take 

up and continue the activities with which the child is already familiar. 

Teacher 

Schwab's (1962) conception of the multiple roles of the teacher (e.g., expert, 

task-master, inquisitor, source of emotional welfare) is analogous to the ideas of 

Tremblay et al. (1990) who suggest that core French teachers have a 
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multidimensional role as facilitator. animator, negotiator, instructor, diagnostician, 

language model and stimulator. Their function will be determined by the demands 

and nature of the classroom activity. This multiple role extends therefore beyond the 

passive recipient of mandated policy and curriculum guidelines. Consequently, the 

teacher becomes what Clandinin and Comelly (1992) refer to as the "cuniculum 

maker", an active creator and integral part of the curriculum. Just as the studentsr 

interests, needs, habits and past experiences are important in the multidimensional 

project-based core French curriculum, so are those of the teacher. Their intersection 

, provides for a rich and authentic learning enviroment. Moreover, although learner 

autonomy is crucial, the ultimate responsibility for curriculum lies with teachers. 

They must manipulate the subject matter and language learning milieux so that the 

learners become engaged in educationally valid experiences. This complex role 

reflects the ideas of Dewey (1 897, 1938), who suggests that the teacher is in some 

ways a social servant, involved not only, in this case, in the SL training of the 

learners, but also in the development of their social identities. 

1 A.2.3. Project-based learning 

Project-based learning is the guiding pedagogical principle of the 

multidimensional clrniculum model proposed by the NCFS (LeBlanc, 1990; CASLT, 

1994). In 1990, Tremblay et al. offered a "working definition" of a SL educational 

project: 



A unit of work involving constructive thought and action in connection with 
learning ... including a goal, a series of actions (activities or tasks) and a pre- 
defined sequence. (pp.58-59) 

CASLT (1994:9-11) proposed a model for organizing instructionat units 

which presents a clearly defmed project (or experiential goal) at the outset of a 

teaching unit. This project creates the need to know certain language elements and 

the need to practice certain communicative situations to successfully complete the 

final project. It also provides an interesting and authentic context for the integration 

of cultural and general language education content related to the students' project. 

The activities or tasks of the units are sequenced in such a way as to lead the students 

step-by-step to the final project. The beginning step of any unit is designed to allow 

students and teachers to pool their pre-existing knowledge (linguistic and content) 

of the topic area for the unit. The goal of the beginning step of any unit also involves 

stimulating students' interests and motivation for the topic. In the beginning stages, 

students and teachers also agree on the final project and identify together which 

elements of French they will need and which activities or tasks will be most helpful 

or enriching for project completion. The final phase of a project-based unit involves 

student presentations (oral and written) of their f ind products and reflection on 

learning, successes and difficulties encountered during the unit. 

This approach to project-based Ieaming resembles and has been influenced by 

work in other second and foreign language contexts as well as by literature on 
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project-based learning in other subject areas. For example, Fried-Booth (1986) 

describes an ESL program in Bath, England, which is entered around the completion 

of a series of tasks, outside the classroom in contact with native speakers of English. 

These tasks lead to the students' final project creating a wheel-chair guide for the city 

of Bath. Fried-Booth (1986) also suggests that development of language skills and 

knowledge are not imposed by the teacher or a syllabus but arise out of the authentic 

communicative needs created by the project. 

Legutke and Thomas (1 99 1 : 160) define project-work as "a theme and task- 

entered mode of teaching and learning which results from a joint process of 

negotiation between all participants." They emphasize that project-based SL learning 

is deeply rooted in Dewey's ideas about democracy and participation in education. 

They refer to a "jointly constructed and negotiated plan of action (p. 158)" in which 

a group of learners, guided by their teacher, gathers information about the topic of 

their project, learn and practice language structures, lexis or skills they need for the 

project, prepare and present their final product (which they refer to as the target task) 

and plan and monitor the process, their progress and the product. They refer to 1) 

"Project Airport" (Legutke, 1 984) in which FL learners explore the communicative 

use of Enghsh and other foreign languages at an international airport near Frankfut, 

Germany; 2) A project in the Giessen/FrWurt area in Germany in which students 

meet with, interview and describe the experiences of Americans living in the area 
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(Legutke, 1 984). 

The research literature related to the effectiveness of project-based learning 

in SL contexts is limited. Legutke and Thomas (1991) refer to documented accounts 

of classroom procedures and project experiments in case studies reviewed (in 

German) by Edelhoff and Liebau (1988), Legutke (1988) and Schiffler (1980). 

Others offer informal teacher accounts of their experiences with project-based 

learning ( eg ,  Carter, l985b; Carter & Thomas, 1986; Petronio, 1985; Turner, 1987). 

Blurnenfeld, Soloway, Marx, Krajcik, Guzdial and Palincsar (1 991) review empirical 

research and theory related to task-based and project-based learning in other 

disciplines like science, technology and law. They link projec t-based work to student 

motivation and cognitive engagement in schoolwork (citing, for example. Ames & 

Archer, 1988; Nolen, 1989; Pokay & Blurnenfeld, 1990). They argue that project- 

based learning provides contexts for co-construction of knowledge, key principles 

and concepts. 

In summary, Stem's (1982, 1983b) multidimensional curriculum, and its 

adaptation by the NCFS (1990; CASLT, 1994) as a project-based model, make 

theoretical and intuitive sense but research is required to verify the cuniculum model 

empirically. 

1.4.3. Previous Research 

In this section, I first examine a seminal paper in FSL education in which 
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Lapkin, Harley and Taylor (1993) propose research directions for core French 

programs. I then review four empirical studies which are relevant to my thesis 

project. The first, The Core French Observation Study (Allen, Carroll, Buds  & 

Gaudino, 1987) compared the effect of experiential and analytic instructional 

techniques on French achievement. The second, The North York Board of Education 

Core French Review (Calman, 1988; Calman & Daniel, 1998), was a system-wide 

evaluation of the implementation and effectiveness of the elementary core French 

program in a large metropolitan school board in Ontario. The final two (Lewis, 1995, 

1998; Hart, Lapkin & Harley, 1996) examined the implementation of 

multidimensional project-based curricula in core French. 

Although many other studies have been conducted in core French contexts 

(see Foley et al., l988), these four are the most directly related to my study. The bulk 

of the others compare core and immersion French programs (e.g., Barik & Swain, 

1975; Genesee, 1981). A few examine issues like time allotment per day in core 

French (Lapkin, Harley & Hart, 1995; Pawley & Bonyun, 198 1 ; Stennett & Issacs, 

1979), program supplements such as cultural exchanges in a francophone region 

(e.g., Gardner, Smythe & Brunet, 1977; Hanna, Smith, McLean & Stern, 1980), 

student characteristics (Bialystok & Frohlich, 1977; Naiman, Frohlich, Stem & 

Todesco, 1 978), factors affecting enrolment in core French (e.g., Dunvard, 1983; 

Heffeman, 198 I), teacher characteristics (e.g., Marrin-McConneIl, 1978; Shapson, 
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Kaufinan & Durward, 1978), and development and validation of tests and materials 

( e g ,  New Brunswick Department of Education, 1979; Stem, Ullmann, Balchunas, 

Hanna, Scheiderman &Argue, 1980). Though these studies may be interesting, they 

contributed Little to the rationale for my study. 

1.4.3.1. Research Directions for Core French 

Lapkin, Harley and Taylor (1993) review empirical studies in core French and 

propose research directions in four main topic areas: program design, program 

objectives and outcomes, cumculurn issues and teacher education. These authors 

argue that "the traditional format of core French has imposed limitations on the kinds 

of objectives that were envisaged and the instructional approaches that could be 

accommodated .... the time has come to experiment with the structure and delivery of 

core French progams" (p.477). They suggest research to examine program designs 

which would allow for more intensive, initial exposure to French instruction. They 

question whether existing program objectives and outcomes are accurate reflections 

of what can be achieved in core French programs. This question is linked to 

investigating whether core French programs caddo provide students with a 

"threshold of proficiency and strategic competence" which make it possible and 

desirable to continue studying French or "relearn" it easily (p.494). Similarly, they 

call for studies to determine if a "strong, well implemented culture syUabusl' (p.491) 

will make students more empathetic and understanding of French Canadians. In terms 
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of teacher education, the authors call for research to study the "distinctive" features 

of core French teacher education. They also address the level of French proficiency 

required to deliver core French programs which reflect the principles of the NCFS. 

The most relevant section of the Lapkin, Harley and Taylor (1 993) article for 

my study relates to curriculum issues in core French. They call for research to 

examine the multidimensional approach as well as core French teaching techniques 

and resources. Three of the questions they posed are addressed by my study: 

Does an experientially based multidimensional core French cuniculum lead 
to improved language proficiency compared with a traditional grammar- 
based approach? (p.496). 

Does the mdtidirnensional approach lead to more satisfactory outcomes with 
respect to other core French curriculum goals (affective, cultural, strategic, 
experiential)? (p.496). 

How do teachers implement thematically organized, experientially oriented 
SL texts and materials in the core French classroom? (p. 500). 

The authors also question what is the most appropriate balance of experiential and 

analytic language content for core French programs. The study that follows next 

echoes the need for such research. 

1.4.3.2. The Core French Obsewation Study 

The aim of this study (Allen, Carroll, Burtis & Gaudino, 1987) was to relate 

instructional differences in core French classes to SL outcomes. Eight grade 1 1 core 

French classes from the metropolitan Toronto area were preselected, with the help of 

board personnel, based on the perception that they reflected a range of SL 



instructional techniques. The students in aU classes completed the following pre-tests: 

a multiple-choice grammar test, two written production tasks - a formal and informal 

letter (scored for discourse and sociolinguistic features), a multiple-choice global 

listening comprehension test and an oral interview (administered to a sub-sample of 

students £?om each class), scored using grammatical, sociolinguistic and discourse 

features. The classes were observed four times during the school year during which 

an observer coded (in real-time) Part A of the Communicative Orientation of 

Language Teaching (COLT) observation scheme (Allen, Frohlich & Spada, 1984; 

. Frohlich, Spada & Allen, 1985; Spada & Frohlich, 1995), which includes a list of 

indicators of communicative classroom activity such as a focus on meaning and 

group work interaction, student involvement in cuniculum decisions, four skills 

(listening, speaking, reading and writing) development and the use of extended 

authentic texts. A timed sample of the transcriptdtape recordings of the classroom 

observations was coded using Part B of the COLT observation scheme (indicators of 

communicative features of teacher-student interaction). The same tests mentioned 

above were administered to all classes at the end of the school year. 

Using the analysis of both Part A and B of the observation scheme, the classes 

were ranked on a bi-polar composite scale from h o s t  experiential' to 'most analytic'. 

Although none of the classes was categorized as completely 'experiential' or 'analytic', 

two classes were classified as 'high' communicative or Type-E (experiential) groups 
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and the other four were classified as 'low' communicative or Type-A (analytic) 

groups. Classroom observations using the COLT were supplemented by teacher 

questionnaires which solicited information on classroom activities during the year. 

The test results indicated no significant differences between Type-E and 

Type-A classes on any measure. When the two most experiential Type-E classes were 

compared to the two most analytic Type-A classes, the latter did significantly better 

on the multiple-choice grammar test, the use of the conditional in the formal letter- 

writing task and they provided a better rationale and closing for this letter. 

Correlations calculated between the COLT categories and the test scores were not 

statistically significant but suggested some positive relationship between proficiency 

and extended writing, infomation gap activities, students' reaction to messages and 

students' ability to incorporate topics into their discourse. 

The authors of this study (Allen, Carroll, Burtis & Gaudino, 1987) 

recommended that in future research, the COLT be combined with more detailed 

discourse analyses to view more closely how meaning is negotiated in the classrooms. 

This recommendation comes from a qualitative analysis completed of the transcripts 

of the two most experiential Type-E classes involved in this study. It was discovered 

that one of them recorded the greatest overall gains in French proficiency of any of 

the classes, whereas the other made the least overall gains. This qualitative analysis 

revealed that the high-gain Type-E class was characterized by frequent 
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communicatively-rich interaction, involving feedback and negotiation of meaning. 

The students in the low-gain Type-E class received Iess feedback and spent more 

time on stereotyped routines. 

In my thesis study, I included considerably more observation time (about ten 

classes per teacher) in an attempt to make a more reliable assessment of the 

instructional characteristics of the classrooms which I observed. In my estimation, 

observing four class periods is inadequate to make a reliable assessment of the nature 

of any classroom, even when these observations are supplemented by teacher 

questionnaires. 

1.4.3.3. The North York Board of Education Core French Review 

This evaluation study (Calman, 1988; Calman & Daniel, 1998) aimed to 

identify the strengths and weaknesses of the elementary (grades 3-8) core French 

program in this large urban school board. The scope of the study was broad, 

including questions about resources and student learning materials available to 

teachers, program implementation (focussing on program content, teaching strategies 

and student evaluation), administrative practices, staffing issues, parental perceptions 

of the program, program outcomes and professional development needs (for more 

details see Calman, 1988; Calman & Daniel, 1998). In this review, I focus on the 

following three issues most relevant to my study: resources and student learning 

materials available to teachers, program implementation and student outcomes. 
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Data were collected using a variety of techniques including focus group 

inteniews with small groups of teachers, principals and parents, teacher and principal 

ques tiomaires, classroom observation and follow-up interviews and testing of 

students' listening comprehension. The focus groups provided an opportunity to 

solicit participants' opinions related to the study's goals in relative depth. These 

sessions provided the basis for the development of the teacher/principal 

questionnaires. The latter were distributed to aU elementary core French teachers and 

to alI their principals. The questionnaires for teachers solicited opinions on topics like 

the adequacy of resource documents and student learning materials, program 

effectiveness, s tdfhg issues, supervision and support as well as professional 

development. Questionnaires for principals included many of the topics addressed in 

the teacher questionnaire as well as integration of French into the overall curriculum, 

time tabling, budget and staffing concerns as well as teacher and program evaluation 

by principals. Classroom observations were conducted in 41 grade 5 and 31 grade 8 

classes. The focus of these observation sessions was program content, teaching 

strategies, use of instructional materials, student interest as well as teachers' command 

and use of French. Each observation lasted one class period and was followed by an 

interview with the teacher during which there was a discussion of the lesson as well 

as topics including student evaluation, cultural objectives and integration of 

exceptional and ESL students into the class. The two researcher-observers used an 
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observation scheme, based on criteria for an effective core French program as 

outlined in board and ministerial curriculum documents. This observation scheme 

described a range of core French practices, ranging from ideal to unacceptable. 

Finally, the listening comprehension of the grade 8 students was formally assessed 

using a 37-item multiple choice test, based on the Ontario Assessment Instrument 

Pool for French as a Second Language (Ontario Ministry of Education, 1980). 

Information about student achievement in other skill areas was collected from the 

teacher questionnaires. 

Results indicate that the teachers were generally satisfied with the quality of 

the curriculum guidelines and other curriculum documents. They did, however, 

indicate a need to include cultural objectives in teacher resource documents and 

student learning materials. 

When the implemented curriculum, as documented through observation, 

questionnaire and inteniew data, was compared to the guidelines prescribed by the 

board and ministry, the following results were noted: 

1. Consistent with the board and ministry guidelines, more time 

was spent on listening and speaking than reading or writing. However, 

at both grade 5 and 8, the greatest difference between the prescribed 

and implemented curriculum was in speaking; students were spending 

less time speakmg than recommended. More time was dedicated to 



reading and writing at grade 8 than in the earlier grades. 

2. A majority of the teachers reported that they did not cover the 

cultural objectives in their classes. This corresponds to the results of 

observations which showed that a large majority of the classes 

observed paid no attention to culture at all. 

3. Observation data relating to teaching strategies indicated a 

wide range of instructional practices in classes at both grade 5 and 

grade 8. However, in a majority of classes at both grades (5640 at grade 

5;  74% at grade 8), students' use of spoken French was limited to either 

drill-type activities or no French was spoken. 

4. The use of a variety of student groupings was an area which 

differed significantly (especially at the grade 8 level) from the 

prescribed guidelines which suggested a balance of whole class, small 

group and individual activities. In grade 5, 37% of the observed classes 

conformed to the prescribed ideal whereas only 6% did so at grade 8. 

About half (48%) of the classes observed in grade 8 conducted all 

activities as a whole class. 

5. A wide range of student-centeredness was observed in classes 

at both grade levels. At least one indicator of student-entered learning 

was observed in 85% of grade 5 classes and in 68% of grade 8 classes. 
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No indicators were observed in 32% of the grade 8 classes and no 

classes at this grade level exhibited the 'ideal' number of indicators (9 

or more). 

6. A wide range of formal and communicative foci was 

obsemed in both grades. Only 32% of grade 5 classes and 19% at 

grade 8 presented lessons with either a communicative orientation or 

one with a balance of communicative language experiences and formal 

language experiences. An exclusive focus on formal language practice 

was observed in 22% of grade 5 classes and 42% at grade 8. 

7. Although observation data indicated a wide range in teacher 

use of French during class, a majority of teachers in the classes 

observed (589 at grade 5; 8 3 8  at grade 8) used an unacceptable 

amount of English. 

The teachers' perceptions of student progress in listening, reading, writing and 

the development of learning skills pertinent to language study indicated that they 

were in keeping with program objectives. However, teachers expressed concerns that 

students were not progressing according to these objectives in speaking and cultural 

knowledge. In addition, the grade 8 listening test results indicated that student 

progress in listening comprehension was generally on target (62% of students' scores 

fell within the pre-established target range of 74-82% on the listening test). 
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It is obvious from the data reported in this study that a wide range of 

instructional strategies existed in the core French classes observed. I presume that one 

would likely find a similar range of instructional strategies in other school boards. 

Although the criteria used to describe the classes in this study were not reflective of 

the NCFS, I suggest that a similar range of multidimensional project-based teaching 

practices exists in core French classes in which the prescribed curriculum reflects the 

NCFS recommendations. The two studies that I describe below support this 

hypothesis. 

1.4.3.4. Teachers' Experiences with a Multidimensional Project- 
Based Curriculum 

Lewis (1995, 1998) offers an interpretation of the experiences and knowledge 

of a group of nine female core French teachers, and herself over a two-year period, 

as they made sense of a new multidimensional project-based core French curriculum. 

The study was conducted in a large school board in British Columbia, Canada. The 

researcher constructed the narratives of nine teachers based on the following three 

sources of data: 1) an individual interview at the beginning, middle and end of the 

study; 2) transcriptions and field notes from five meetings with the whole group; 3) 

field notes reflecting two visits by the researcher to each participant's classroom. The 

participants also visited each others' classrooms, and articulating reactions from these 

visits became part of the group meetings. All the teachers had at least five years of 

teaching experience; six were teaching at the secondary level and the others in grades 
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5 though 7. 

Lewis reports that the implementation of the new multidimensional project- 

based core French curriculum required these teachers to continually integrate and 

reassess their beliefs about the mandated program, their personal life experiences and 

their personal theories and practices about language learning and teaching. Lewis 

(1998: 253) refers to the teachers being " a little off balance in the midst of certain 

tensions." These tensions related to the continuat challenge to their assumptions 

about what learning French was all about; working within a multidimensional 

project-based core French curriculum meant a much more complex role for teachers 

and students. Lewis and her participants conclude that working within a 

multidimensional project-based curriculum may require teachers to pay more 

attention to the affective factors in language learning. Ongoing tension was reported 

surrounding the teachers' attempts to take risks in order to create more affectively 

engaging contexts for language learning in their classes. This involved a change in 

practice for most of the teachers. They reported that this was perhaps the most 

important aspect of the new curriculum but it was also challenging to implement 

effectively. Tensions were also reported relating to the complex meaning of 

negotiation which evolved. These teachers reported recreating the curriculum based 

on real negotiation with students about evaluation processes and learning activities, 

which made the students more engaged and interested in their learning. Lewis also 
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reported that these teachers found themselves struggling with their new and more 

complex roles; they were required to take risks and commit themselves to change as 

they shared control of their classroom with students. 

This study is the fnst I h o w  of that addresses the new multidimensional 

project-based curriculum in core French since the publication of the NCFS in 1990. 

It is particularly relevant for me because it suggests that teachers are at different 

stages of acceptance of the new curriculum. Consequently, I assume that varying 

degrees of multidimensionality will be evident in different core French classes, 

depending upon the experiences and the way each individual teacher interprets the 

prescribed curriculum. Moreover, I believe that one of the reasons for this variation 

in acceptance by teachers of the multidimensional project-based cuniculum is the 

lack of research basis for it. 

1.4.3.5. The Alberta FSL Study 

The Alberta FSL study (Hart, Lapkin & Harley, 1996) evaluated the extent to 

which the new multidimensional project-based curriculum in core French (introduced 

in September, 1993, in Alberta) was being implemented in this Canadian province. 

It also identified program needs for the following five years. This study included two 

stages, the first targeted at administrators and the second at classroom teachers. The 

responses from the administrative questionnaires were used, in part, to create the 

surveys used with the teachers. 



Administrator Survey 

Questionnaires were sent to administrators in all school districts in the 

province. The response rate was 8 1 %. The following topics were addressed in the 

questionnaire: 1) Perceptions of the extent of implementation of the new curriculum 

(relating to the classroom and professional development); 2) Overdl assessments of 

implementation of the new curriculum; 3) Perceptions of teachers' views on 

workload, support, needs and outcomes as well as their assessments of the new 

curriculum and its implementation; 4) Factors affecting implementation; 5 )  Future 

changes required. The following findings are the most relevant to my study: 

Administrators in about a third of the school districts felt that most 

beginning level teachers were basing most of their instruction on the 

new rndtidirnensiond project-based curriculum. Another fifth of 

respondents indicated that some teachers were doing so. A similar 

number felt this was the case at the intermediate level. However, at the 

advanced level, reported levels of implementation were substantially 

lower (however, some school boards had not yet begun to offer the 

new program at the advanced level). 

Results from the section in which successes and problems of the 

implementation process were indicated suggest that there were varying 

opinions and stages of implementation of the new multidimensional 
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project-based program. The most frequent indicators mentioned, 

whether of success or of problems in implementation, concerned the 

satisfac tion/dissatisfaction of teachers, students andlor parents. Good 

or improved student performance was cited quite frequently as a .  

indicator of success but poor performance was rarely cited as an 

indicator of problems. 

An almost equal number of administrators reported that teachers 

believed the new program either eases or increases their workload 

(46% easier, 41 % more difficult). 

There was little consensus among administrators concerning the 

adequacy of the support documents and professional development 

provided by the Alberta Ministry of Education to facilitate the 

implementation of the new program. 

There was little consensus concerning the impact of the new 

program on student outcomes in French. 

About two thirds of the respondents thought that most teachers were 

at least somewhat positive about the new program. However, only 

about 40% of them thought that they were at least somewhat positive 

about the implementation process. 
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Teacher survey 

Of the 2000 FSL (core French) teachers in Alberta, 40% retumed a completed 

questionnaire. These participants were teaching at all levels of the FSL program in 

Alberta, with the highest proportion of participants being fiom the beginning and 

intermediate levels. Only 10% of the respondents were teaching at the advanced 

level. The following results are the most relevant for the present study: 

A majority of participants (62.5%) indicated they were very 

confident of their French language skills to meet the demands of the 

new FSL program. Only 8 8  of the participants indicated that they were 

not very confident in their skills. 

Teachers' reactions to the new FSL program were mixed. About half 

of the teachers (45-504, depending on the level) considered the new 

program a big improvement over the former program. The participating 

teachers were equally mixed in their assessment of the ilew program's 

impact on student learning; more teachers at the advanced level, than 

at the beginning or intermediate levels, disagreed that the new program 

was improving student learning of French. 

Teachers were quite uncertain about whether students liked the new 

program more than the former program. 

A majority of participants (6 1 6) reported having changed the way 
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they teach either a great deal or a moderate amount. A similar 

percentage of participants reported having changed the curriculum 

content, their evaluation practices and their expectations for students 

either a great deal or a moderate amount. 

Teaching grammar and correct usage in the new program was an 

area upon which teachers were divided. A majority of intermediate and 

advanced level teachers (52% and 60% respectively) disagreed that the 

new program puts enough focus on teaching grammar and correct 

usage. Forty percent of beginning level teachers concurred with this 

opinion. 

A majority of participants at all teaching levels disagreed that too 

much emphasis is put on oral skills in the new program. 

Although opinions varied, a majority of teachers at all levels 

assessed the implementation process positively (giving it a grade of 

either A or B). When asked to assess how other teachers in their school 

district felt about the implementation process, responses were less 

positive. At the beginning and intermediate levels, more teachers 

perceived other colleagues to have positive feelings about the 

implementation process (although not a majority). However, the 

situation was reversed with advanced level teachers: more of them 



perceived colleagues' opinions of the implementation process to be 

negative. 

The results from this study indicate a wide range of opinions on the new FSL 

program. I infer that one is likely to find that teachers in Alberta vary significantly 

in the ways their core French classes reflect the principles of the multidimensional 

curriculum. I would assume that this is likely to be the case in other provinces as 

well. 

1.5. Summary 

The rationale for my study is based simultaneously on personal SL classroom 

experience, theory and previous research. My philosophy on SL teaching and 

learning, inspired largely by the rnuitidirnensiond project-based curriculum (Stem, 

1982, 1983b; NCFS, 1990) as a planning framework for SL programming, needs to 

be empirically tested. 

The results from four previous research studies conducted in core French also 

support the rationale for the current study: 

1 )  Allen, Carroll, B d s  and Gaudino (1987) examined how teachers, whose 

approach was described as either experiential or analytical, influenced student 

outcomes in core French. They found no statistically sigmficant differences between 

the groups on any test measure. A similar study should be replicated in core French 

classes which are implementing curriculum based on Stern's multidimensional model 
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and the NCFS. Furthermore, this replication study must include more than four one- 

hour observation periods in order to capture an accurate picture of each teacher's 

pedagogical approach. 

2)  The N o h  York Board of Education Core French Review (Calman, 1988; Calman 

et al., 1998) documented a wide range of instructional strategies in 41 core French 

classrooms observed. For example, teachers spent more time on listening and 

speaking activities than reading and writing. In addition, teachers spent less time on 

speaking activities than recommended by board and ministry guidelines. A majority 

of teachers reported that they ignore cultural activities in their classes. A wide range 

of student groupings and student-centeredness was observed. In addition, a majority 

of teachers used an unacceptable amount of English in their classes. These data were 

collected in classes in which programs did not reflect the NCFS. Although it seems 

logical that a wide range of classroom practice will be found when observing a 

number of teachers following any curriculums, my study will verify such pedagogical 

variation in programs to which the principles of the NCFS have been applied. 

3) Lewis's (1 995, 19%) study reported the experiences of nine female core French 

teachers as they came to terms with the multidimensional project-based core French 

curriculum that is prescribed in British Columbia. Lewis described the tensions these 

teachers experienced as they experimented and struggled with the demands and 

See Beretta (1992) and Freeman and Richards (1993) for reviews of method comparison 
studies which support this hypothesis. 
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changes which accompanied this new curriculum. Lewis's study documented 

different levels of acceptance of this new SL curriculum, which are likely to exist in 

other jmisdictions. Furthermore, I suggest that one of the reasons for teachers' tension 

and skepticism regarding this new cuniculum is the lack of empirical evidence which 

links it to positive student outcomes. 

4) The Alberta FSL study (Hart et al., 1996) surveyed both administrators and 

teachers involved in the implementation of the new FSL (core French) programs in 

that province. These new programs are based largely on the NCFS. Participants in the 

survey indicated a wide r a n g  of opinions and acceptance of the new programs. A 

near majority of the teachers were uncertain about whether the program was 

improving student learning. Similarly, many of the teachers surveyed were quite 

uncertain about whether students liked the new p r o e m  more than the former one. 

I presume that similar attitudes exist amongst teachers in other provinces. I would 

hope that the empirical evidence provided by my study will help confirm or 

disconfirm such teacher opinion, wherever it may be found, and will contribute to 

effective program implementation. 



Chapter 2 

Participants and 
Methods 

This chapter, divided into three main sections, describes the research design, 

the participants and the methods for this case study. The first section reviews the 

research design for the study. Section 2 describes the participants. In the third section, 

the procedure for the study is described, including details about the instruments used 

for data collection (questionnaires, tests, classroom observation scheme), the coding 

and analysis of the observation data and the quantitative andyses of the test and 

questionnaire data. 

2.1. Research Design 

A case study approach i s  most appropriate to capture what Johnson (1992) 

refers to as a "careful and holistic" (p.76) view of the classes I observed. The unit of 

analysis is the core French teacher's classroom practices. In my study, I focus on four 

teachers working in their own classrooms. I describe their teaching processes using 

an observation scheme (MOLT) based on the multidimensional curriculum as a 

54 
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theoretical framework and project-based experiential learning as the guiding 

pedagogical principle. Anecdotal field-notes on the teachers' classrooms, students and 

teaching approaches complement the data collected with the observation scheme. 

Product data were collected fiom the students in these four classes, Students 

completed pre- and post-tests of overall French proficiency, pre- and post- 

questionnaires, and achievement tests based on the objectives and activities of the 

classroom activity during the observation period. Students' French proficiency and 

achievement as well as affective, cultural and strategic objectives were compared 

,across classes (using ANOVA, Tukey a, ANCOVA) according to their teacher's 

pedagogical approach. 

2.1.2. Program Evaluation 

Although my intention from the outset was not to evaluate a whole program 

but to explore the relationship between multidimensional project-based core French 

teaching and student outcomes, in considering the many definitions of program 

evaluation which exist (Alderson & Beretta, 1992; Cumming, 1987; Eisner, 1984; 

Fetterman, 1988; Guba & Lincoln, 1989; Lynch, 1996), it is possible to say that my 

study could fall loosely into one or more of them. However, I aim to establish that my 

thesis study does not meet the criteria of a proper program evaluation. Moreover, it 

is important that the results of this study are not interpreted as such. 

Lynch (1 996: 1) suggests that program evaluation may take many forms, 
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including asking students to rate their language courses, teacher questionnaires, 

achievement tests administered at the beginning and end of a program or visits from 

a language teaching expert from another institution who prepares a report of the 

program's strengths and weaknesses. 

Beretta (1992:9) examines 33 studies which he calls method evaluations. He 

points out significant variation in them, especially in terms of the duration of the 

studies, the number of participants involved, randomization of participants, research 

methods and control of the teacher variable. 

Stern (1992) and Shapson (1990) refer to differences between summative and 

formative program evaluations; the former aim at policy decisions whereas the latter 

focus on every phase of program implementation in order to help improve delivery. 

As part of the NCFS (1990:62-63), in fact, Shapson calls for "multisite qualitative 

policy research" to examine the implementation of multidimensional project-based 

core French programs across Canada. He also recommends that a number of 

descriptive, natur;ilistic case studies, which examine the same evaluation questions, 

be undertaken in a variety of core French contexts so that a strong basis for 

generalizing findings can be created. 

Both Alderson (1 992) and Lynch (1 996) set out guidelines for evaluation of 

language programs. The first step is to negotiate the purpose of the study with the 

sponsors (funding agency) who request the evaluation. From there, the content, the 
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methodology for data collection and analysis, evaluators, the Eiming and the 

communication of findings are determined. This first guideline disqualifies my study 

as a proper program evaluation. First of all, I do not have a sponsor for this study. 

Second, although I did consult staff at the Ministry of Education in P.E.I., I did not 

negotiate the purpose of the study. I arrived with a pre-determined agenda. However, 

as I explain below, I did respond to some of their concerns about test content and 

administration. 

Furthermore, since we have no way to know if the four core French classes 

(teachers and students) in this study are representative of teachers and students in 

Canadian core French programs in general, this study should not be considered an 

evaluation of these programs. Moreover, although I do use a variety of research 

techniques which are characteristic of program evaluations, my sample is small and 

not at d l  randomly chosen. 

2.2. The Participants 

This section includes a description of how the four teacher participants were 

recruited and selected for the study. This is followed by a characterization of the four 

teachers and their students. 

2.2.1. Recruitment and SeIection of Teachers 

Teacher participants were recruited at a province-wide inservice session for 

core French teachers in P.E.I. in April, 1996. Following a short description of my 
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study, the participating core French teachers completed a short quest io~aire 

designed to assess their willingness to participate (see Appendix A). The survey also 

included questions concerning their first language, amount of teaching experience, 

and a preliminary self-assessment of their French skills; teachers were also asked to 

give a global description of the format, structure, content, materials, lessons and 

activities of their core French classes. The information gleaned from this 

questionnaire helped me to make an initial list of potential participants. For this initial 

list, I wanted to select three teachers who described their teaching approaches as 

multidimensional and project-based. I wanted three others who described their 

approaches as principally unidimensional and grammar-based. From these six 

teachers, I intended to choose four participants to participate in the study. 

Pedagogical consultants from the French Services Division of the P.E.I. Department 

of Education also offered me their perspective on the teaching approaches of the 

potential participants. In addition to providing their assessment of these teachers' 

pedagogical approaches (in terms of multidimensionality), they provided an 

assessment of the general teaching effectiveness of the volunteers. It was important 

that all participating teachers be perceived as 'good' teachers (to avoid pitting a 'good' 

teacher against a 'poor' one). The ministry officials also provided an assessment of 

the participating teachers' proficiency in French. I wanted to choose non-francophone 

teachers, because a large number of core French teachers in Canada are non- 



francophones. It was also important that they have similar SL proficiency levels. The 

teacher surveys and the input received from these ministry contacts permitted me to 

create a 'short-listf of 6 potentially willing participants (out of 20 participants at the 

professional development session). The fmal selection of four (out of the six) 

participants was to occur in the fnst two weeks of the main study which began at the 

beginning of October, 1996. This selection was to be based on a two-week 

observation period in the classes of the willing participants on the 'short-list'. 

However, when September came around, I was left with only four available teachers. 

The other two withdrew either because of a change in teaching assignment or because 

of a change of heart. 

2.2.2. Characteristics of the Four Participating Teachers6 

All four participating teachers come fiom different schools in the same school board 

in Prince Edward Island. They completed an adapted version of a background 

questionnaire used in other core French research (see Hart, Lapkin & Harley, 1996). 

Teachers were asked to indicate their teaching experiences, including number of years in 

both core French and immersion, as well as teaching other subjects. They were also asked 

to describe their teacher training, focusing specifically on their specialist training in FSL. 

Finally, the teacher questionnaire included a section in which the teachers were asked to 

In order to help ensure confidentiality, I refer throughout the dissertation to teachers 
according to the number of their class. Although there were 2 male and 2 female 
participants, I use male pronouns and possessive adjectives throughout to make reading 
easier and also as another way to ensure confidentiality. This is not intended to be sexist. 
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assess their proficiency in French. In the first part of this section, they were asked to rate 

how diffkult it was for them to do certain every-day activities in French as compared to 

English. In the second part, the teachers were asked to indicate their confidence level vis 

& vis their French skills for the core French program materials currently in use in the 

province. They were also asked to indicate the degree to which they had changed their 

teaching approach and expectations of students since the new program based on the 

recommendations of the NCFS was implemented in 1990. See Appendix B for a copy of 

this questionnaire. A general description of each teacher follows, including teaching 

experience, native language and a score on a self-assessment of French proficiency:7 

Teacher 1 of Class 1 had 10 years' teaching experience in both core and late- 

immersion French programs as well as Enghsh language arts. He indicated that he was veq? 

confident of his French skius for the new core French program. He scored 30/35 on a self- 

assessment survey of French proficiency meaning that he found real-life communicative 

tasks "slightly more difficult" in French than in English (see Teacher Questionnaire in 

Appendix B). 

Teacher 2 of Class 2 had been teaching core and late immersion French programs 

as well as English language arts for 20 years. He also indicated that he was very confident 

of his skills for the new core French program. He scored 32/35 on the self-assessment 

' This self-assessment is taken from Hart and Lapkin (1 990) and asks the participants to 
assess the ease with which they would be able to complete a variety of real-life situations 
(e. g., telephone a travel agent for ski trip information, read a novel, write a memo) in French 
as compared to Engkh. The higher the score, the more positively the participants rated their 
proficiency in French (5 point scale: 5 being no more dificult than in English and 1 being 
much more dincult than in English). 



survey of French proficiency meaning that, like Teacher 1, he found most communicative 

tasks "slightly more difficult" in French than in English. 

Teacher 3 (Class 3) had been teaching in core French and English language arts for 

12 years. He indicated that he was somewhat confident of his French skills for the new core 

French program. He scored 25/35 on the self-assessment survey of French proficiency 

meaning that he found most communicative tasks "somewhat more difficult" in French 

than in English. 

Teacher 4 (Class 4) had 22 years of teaching experience in core and immersion 

French and Language arts programs in English. He indicated that he was somewhat 

confident of his French skills for the new core French program. He scored 26/35 on the 

self-assessment survey of French proficiency meaning that he reporteds finding most 

communicative tasks "somewhat more difficult" in French than in English. 

All four teachers are native speakers of English. In addition, all four participating 

teachers were invited to participate in the same insenrice training sessionsg related to the 

multidimensional curriculum and project-based, experiential program in use in core 

Although Teacher 4 assessed his French skills less positively than Teachers 1 and 
2, I believe that his proficiency in French was the strongest of all teachers in my study (based 
on personal observations). 

This professional development involved a series of workshops for core French teachers at 
the grade 7-9 level on the following topics: the NCFS and project-based core French 
teaching, the learner and teacher role in the new approach, team teaching in core French, 
h i t 6  zero: a focus on learning and communication strategy training, L2 use by the teacher, 
grammar teaching in a project-based approach, use of authentic documents, cooperative 
learning, organization and pl;mning of multidimensional and project-based modules, the 
change process and evaluation in project- based multidimensional core French. In addition, 
all grade 9 teachers were invited to participate in full-day workshops on each of the 
multidimensional and project-based modules prescribed at that grade level (Lockerby, H-, 
March, 1998, personal communication). There are unfortunately no records to indicate if aU 
4 teachers attended the same workshops. 



French in P.E.I. 

2.2.3. Characteristics of the Students 

Most of the students in these classes had been exposed to at least five years 

(approximately 540 hours) of core French at the beginning of the research.1° Student 

participants were not randomly selected but, rather, were from intact classes of the 

participating teachers. A summary of the students' characteristics appears in Tables 2.1 - 

2.5. These data come from the background information section (the first part) of the 

student questionnaire described below. In addition, a summary of the teachers' 

assessments of these students' overall academic ability is found in Table 2.6. A summary 

of the socio-economic background of the students' parents is found in Tables 2.7 and 

2.8. Chi-square analyses, using the CROSSTAB S function on SPSS, were conducted 

to compare the categorical distributions of these data per teacher group. 

It is clear that students across the four classes are relatively comparable. Table 

2.1 shows that a similar percentage (from 59% to 658)  of students across teachers 

"never" use a language other than English or French at home." Chi-square analyses 

c o n f m  that no statistically significant differences exist among the classes in terms of 

lo Core French begins in grade 4 in most P.E.I. schools. However, earlier starting points 
exist on an experimental basis in some schools. Grade 9 is the last year in which core 
French is compulsory in P.E.I. schools. 

One student from Teacher 3's class was removed from the database because grade 9 
was his frrst year studying French, having recently immigrated to Canada. This student 
speaks a language other than English or French "all the time" at home. 



use of another language other than English or French at home. 

Table 2.1 Use of a Language Other Than English or French at Home 
(Percentages): Comparisons per Class 

Frequency 1 Class 1 I Class 2 1 Class 3 / Class 4 Chi- 
Square 
(-05) 

0.65 
(ns .) 

of use 

Table 2.2 suggests that Class 2 differs somewhat from the others in that no 

student had ever previously been in an immersion program. However, Chi-square 

analyses reveal no statistically significant differences among the classes in terms of 

overall distribution of students who report having been enrolled in immersion. 

Table 2.3 indicates that no students from Classes 2 and 4 had ever lived in a 

francophone environment; few students from Classes 1 and 3 (10% and 7%, 

respectively) had had this experience. Chi-square analyses indicate that there is no 

statistically sigruficant difference across classes in the number of students who reported 

having lived in a francophone environment. 

N=2Y N=23 N=29 N=28 
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Table 2.2: Percentage of Student Enrolment in French Immersion by Grade and 
ous to Gradc 

Class 1 
N=29 

Class 3 Class 4 Chi- 
N=29 

Grade Class 2 
N=23 

Total % in 
immersion 
at some 
point 

Note: It was decided to keep the immersion "dropouts" in the database because it is a - 
reality that most core French classes have a small percentage of such students. 

Table 2.3: Percentage of Students Who Had Lived in a Francophone Environment 

Class 1 a a s s  2 
N=29 N=23 

Class 3 Class 4 Chi- 
N=29 N=28 Square 

(-05) I 

7 0 .30 ) yes 



Table 2.4 indicates that the majority of students in Classes 1, 2, and 3 started 

core Erench in grade 4. About two fifths of students from Class 4 started core French 

in grade 2, about one third started in grade 3 and 14% started in grade 4. Chi-square 

analyses confirm that there are statistically significant differences across classes in 

terms of the grade at which students report starting core French, caused by the 

different starting grades for students in Class 4. 

Table 2.4: Core French Starting Grade (Percentages) 

Note: In some cases, the sum of percentages does not equal 100% because students 
who had previously been in French immersion are included in the data. Two different 
starting points for core French exist because students often come from different 
feeder schools, some of which experiment with core French in grades 2 or 3. 

Unfortunately, no normalized test scores were available to give an overall 

Grad 
e 

2 

3 

4 

profile of the general academic ability of the students in each class. However, 

Class 1 
N=29 

0 

21 

59 

students were asked to indicate how they were doing in school in general, compared 

Chi- 
Square 
(*03 

-000 

Class 2 
N=23 

0 

9 

83 

to other students in their class. Similarly, teachers were asked to provide an 

assessment of the students' overall academic ability, compared to a l l  grade 9 students 

Class 3 
N=29 

0 

31 

55 

Class 4 
N=28 

39 

28 

14 
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they had taught in their careers. Table 2.5 shows students' mean ratings of their 

overall school achievement A majority of students fiom all classes rated themselves 

as average (from 65% to 76%). Chi-square analyses indicate no statistically 

significant differences in the distribution of above average, average and below 

average students, according to self-assessments, across classes. 

Table 2.5: Students' Se&Report: Overall School Achievement (Percentages) 

Assessment Class 1 Class 2 Class  3 Class 4 
N=29 N=23 N=29 N=28 

Above 25 22 23 16 
Average 

Average 68 74 65 76 

Below 7 4 11.5 8 
Average 

Chi- 
Square 
(-05) 

.21 
(ns.) 

Table 2.6 describes the teachers' ratings of students' overall academic abilities. 

Chi-square analyses reveal no statistically significant differences in these ratings. In 

summary, it is clear that, in general, these classes were relatively comparable in terms 

of overall academic ability (based on teacher and student self-reports). 

Tables 2.7 and 2.8 present teachers' reports of parental occupations. Statistical 

analyses conducted on these results indicate that there are no statistically significant 

differences among classes in terms of parental occupational background12. 

l2 This information on parental occupations (presented in Tables 2.7 and 2.8) was 
requested from the teachers after the study was completed and is therefore based on 
memory and may be somewhat incomplete. 



Table 2.6: Teachersr Assessment of Students ' Overall Academic Abilities 

Rating 

I Exceptional 3/32= 9% 

8/32= 25 % 
Average 

Average 15/32= 47% 

Below 
Average 

Class 2 
N=22 

Class 4 
N=26 

Chi- 
Square 
(-05) 

.84 
(fls-1 

Table 2.7: Percentages of Professional and Non-Professional Mothers by Class 

Professional n 

Socio- 
economic 
category 

Professional 

CIass 1 
N=28 

23 

Table 2.8: Percentages of Professional and Non-Professional Fathers by Class 

Class 2 
N=23 

19 

81 

Socio- Class 1 
economic N=28 
category 

Professional. 43  

Professional d 

- - -  

Class 3 
N=22 

18 

82 

Class  2 Class 3 Class 4 Chi- 
N=23 N=22 N=26 square 

(.W J 

38 21 45.5 -25 
(n.s.) 

62 79 54.5 

Note: Occupational classifications are based on Statistics Canada (1981) and Pineo, 
Porter and McRoberts (1 977). 

- 

Class 4 
N=26 

24 

76 

Chi- 
square 
(-05) 

.40 
(n.s.) 



2.3. f rocedures 

At the beginning of the study (in October, 1996) I spent two class periods13 

in each school observing informally and taking some field notes. During this time, 

the teachers and I had the opportunity to explain the general, overall obje~tives'~ and 

methodology of the study to the students. I had the opportunity to work closely with 

the students and teacher from each class to build a comfortable rapport such 

presence in the classes during the main part of the study would disturb as 

that my 

little as 

The length of the class periods varied from 40 to 50 minutes depending on the teacher 
and the day. In other words, each teacher had periods of slightly different lengths. 
Moreover, the length of each teacher's period varied depending on the day. For example, 
the periods in Class I were either 36 or 40 minutes long, depending on the day. Teacher 
2's periods were either 40 or 45 minutes long, depending on the day. Teacher 3's classes 
were either 40 or 45 minutes long. Only Teacher 4's periods were consistently 40 minutes 
long. 

l4 Before they accepted to volunteer in my study, I explained to the teachers that I was 
exploring the influence of teaching approach on students' outcomes such as French 
proficiency and attitudes. There was concern that I was "hired" or sponsored by the P.E.I. 
Ministry of Education to prove that the new muItidimensional, project-based approach 
was superior to former, more traditional methods. I clearly indicated that I was not on 
contract with or sponsored by the ministry in P.E.1- I also indicated that although I did 
have some hypotheses about the results, I wodd definitely report the results as they 
turned out, even if they did not support the mdtidimensional project-based cumculum. 
Ensuring that the participants viewed me as a trustworthy and objective researcher, and 
not an agent to misrepresent evidence in favor of the minixtry, was a priority. From a 
positivistic point of view, it is possible to suggest that the classroom observation data 
could be inaccurate because teachers did what they thought I wanted to see. From a more 
naturalistic point of view, revealing the objectives of the study was necessary to gain the 
teachers' trust so that they felt as comfortable as possible to teach "naturally" during my 
visits. See Lynch (1996) for a discussion of positivistic and naturalistic approaches to 
language research. See also Rounds (1996) and Spada, Ranta and Lightbown (1996) for 
discussions of the ethics, the pros and cons about revealing research objectives to 
participants. 
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possible the natural activity of each class. 

This was followed by pre-testing (see description of pre-tests below). Whole- 

class testing (listening, reading and writing) was conducted over three class periods. 

Administration of these tests included a five-minute pre-activity designed to activate 

students' background knowledge (see Skehan, 1996; Skehan & Foster, 1997; 

Vandergrift, 1998) of the themes and difficult vocabulary in the texts. Individual 

speaking tests were administered over two sessions in a separate room and did not 

intermpt classroom activity. Students also completed a pre-questionnaire during one 

of the whole-class testing sessions (see description of student questionnaire below). 

Immediately following the pre-testing, I conducted in-depth observations of the 

classes over approximately eight weeks (from October to December). l5 A breakdown 

of the time devoted to observations in each class is found in Table 2.9. During this time, 

each teacher used the same thematic unit (see below for description of La Mode et la 

publicite3, interpreting it in the way which reflected what he would do normally (i.e., 

giving the emphasis to each syllabus as he would naturally). During a l l  observation 

sessions, teachers wore a pouch containing a small tape-recorder, equipped with an 

external clip microphone. The MOLT observation scheme (see description below) was 

coded during actual class time. In addition, field notes were recorded during and after 

l5 The observation schedule was determined entirely by the teachers' timetables which 
were all based on a six-day cycle. It was possible for me to coordinate my observation 
schedule to visit each class an average of four of these six days. 



Table 2.9 Observation Details by Class 

"Less time was spent in Class 2 because the teacher was absent for two weeks due to 
illness, 

Number of 
visits 

Total time 
observed 
(rninutes ) 

each class. The tape-recordings were used to verify the coding of the observation 

scheme when there were questions about the coding.16 I, as the observer, sat at the 

back of the class and tried to be as inconspicuous as possible. In addition, teachers 

Class 1 

12 

440.5 

were consulted, after class, where necessary, to gain greater insight into the activities 

of some classes. The content of these debriefing sessions was included in my field 

Class 2" 

7 

301 

notes. On four occasions (one period in each class), a second trained person observed 

the classes and coded the observation scheme in order to allow for a check on the 

reliability of my coding. An inter-rater reliability check was conducted, and following 

Class 3 

11 

421 -5 

discussions after the observation sessions between the other coder and myself, at least 

-- 

Class 4 

11 

407.5 

90% agreement was reached on almost all categories of the observation scheme (two 

exceptions described below). 

l6 I did not do this verification systematically and therefore I did not conduct a check for 
intra-coder reliabilility. 
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This observation period was followed by achievement tests (December, 1 996) 

directly related to the objectives and activities of the unit implemented during the 

observation period (see description of achievement tests below). 

Near the end of the academic year, I returned to all classes and administered 

the same general French proficiency test package (post-test) used at the beginning of 

the study. Students also completed the same questionnaire as in the beginning of the 

study (with a few additions; see description below). 

The sections which follow include descriptions of the pre- and post-tests, the 

student questionnaire, the MOLT observation scheme, the multidimensional teaching 

unit used by all teachers, and the achievement tests, including details concerning the 

coding and analysis of the observation data. 

2.3.1, Pre- and Post-Tests 

AU students completed tests of overall French proficiency assessing listening 

and reading comprehension and writing skills, using a slightly adapted version of the 

Grade 8 core French test package developed by researchers at the Modem Language 

Centre at the Ontario Institute for Studies in Education (OISE), Canada. A subsample 

of eight students in each class completed the speaking tests. A brief summary 

description of the tests is provided in Table 2.10. 

The OISE test package was developed as an outgrowth of the NCFS, as part 





of a project related to the development of communicative instruments for testing 

outcomes in core French (Harley, Lapkin, Scane & Hart, 1988). However, in 

response to concern for content validity expressed by ministry officials in P.E.I., 

some of the tests used in the present study were adapted to make them more reflective 

of the core French propams currently in use in P.E.I. The administration of all tests 

was adapted to include a pre-activity phase of about five minutes, deigned to prepare 

students for the themes and difficult vocabulary in the tests; this is consistent with the 

pedagogical approach encouraged by the NCFS and the P.E.I. Ministry of Education 

(see Foster & Skehan, 1997; Skehan, 1996; Vandergnft, 1998, for a discussion of the 

pre-activity and its importance in SL pedagogy). 

The listening comprehension test required students to listen to a tape-recorded 

interview with two francophone students from Montreal. The interview covered 

topics related to student interest and experiences such as favourite pastimes, sports, 

television and vacations. The test involved students responding to 15 multiple choice 

questions based on this taped interview. 

The reading comprehension test consisted of three parts. In the first part, 

students were required to match ten objects with their owners as identified in a text 

describing the cherished possessions of four young people. Part 1 of the reading test 

used in this study was different from the OISE package in which there were a series 

of street signs and a list of possible meanings. Parts 2 and 3 were identical to the 
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OISE test package. In Part 2, students were required to answer five multiple choice 

questions about four post cards written by students on a bicycle trip in Quebec. In 

Part 3, students answered five multiple choice questions based on a sports interview 

on skateboarding between a grade 8 girl and a 13-year old boy. 

The writing test was also divided into three parts and was identical to the 

OISE version. The first consisted of a partial dictation exercise about a bicycle race 

around Montreal. It was scored for general comprehensibility as well as spelling of 

words missing from the original text. For this test component, students listened to a 

tape-recording of the complete passage three times: the f i s t  and third times at normal 

speed, the second at slower speed and in partial sentences. Students filled in missing 

portions of the passage as they were repeated. This partial dictation, a type of doze 

test, is considered in the literature as a good indicator of overall French proficiency 

(Pico, 1 990; Tomes-Schnier & Scheibner-Herzig, 1988; Young, 1987). l7 Part 2 of 

the writing test asked students to write an advertisement for a magazine in which 

students described themselves in hopes of finding a pen pal. In Part 3, students were 

required to state and justify their opinions concerning mandatory school uniforms. 

Assessment for both Parts 2 and 3 was based on students' ability to fulfil the task with 

a majority of words in comprehensible French. 

l7 See Swain, Lapkin and B a ,  1976, for a discussion of doze tests as  measure of 
overall S L proficiency. 
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The individually administered speaking test also involved three parts. The first 

part (identical to the OISE version) involved a restaurant role-play task scored for 

sociolinguistic elements as well as correct pronunciation of seven selected phonemes. 

Paas 2 and 3 of the speaking test involved two picture tasks which required the testee 

to give comprehensible instructions to a friend such that he could draw the pictures 

(information gap task). The objects used in these information gap oral production 

tasks (Parts 2 and 3) were changed from geometric shapes in the original OISE 

version of the test, to apples, people and modes of transportation, all of which are 

part of the grade 7 and 8 curriculum in P.E.I. Testees were scored for their ability to 

convey the key information (identify or describe objects, their size, color and location 

on the page) such that the friend could complete the drawing. 

This same test package was administered at the beginning of the study 

(October, 1996) and near the end of the academic year (late April, 1997). Therefore 

these tests were used to check the comparability of the pre-test French proficiency 

among classes in order to control for any differences. The same students who 

completed the oral pre-tests were selected for the speaking test in April as well. A 

second person ( a fellow graduate student with excellent French skills) scored 15% 

of the tests which were not multiple choice. At least 95% agreement was reached 

between the two raters on all these tests. 

Differences in mean pre-test scores among classes were first analyzed using 
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analysis of variance (ANOVA). In cases where the F-ratio of the ANOVA was 

statistically significant, the pair-wise Tukey a measure (.05) was used to identify 

specific statistical differences among classes. Analyses of covariance (ANCOVA) 

were conducted on the post-test scores, adjusting for initial differences on the pre- 

test.'' 

2.3.2. Student Questionnaire 

An adapted version of a questionnaire used in immersion research by Hart and 

Lapkin (1990) was completed by all students at the beginning of the study (in 

October, 1996) and at the end of the academic year (late April, 1997). The survey 

completed in October included a background information section which solicited 

information on students' family, language and educational backgrounds, including 

a general description of their core French classes in grades 7 and 8. Both versions of 

the questionnaires included a self-assessment of French proficiency, as well as 

information related to their attitudes and motivation towards learning and using 

French, cultural understanding and empathy, actual use of French outside school and 

general language education skills. The survey administered near the end of the school 

year also asked students to give an overall assessment of their grade 9 core French 

experiences as well as their intentions to continue or not to continue studying French 

18 Gain scores were not calculated because they are considered as unreliable indicators of 
progress over time. CoUins (1996) and Hurnphreys (1996) advise that gain scores be used 

* 

with caution when examznrng differences in test scores. 



in high school. See Appendix C for copies of these questionnaires. 

2.3.3. The Observation Scheme 

The Multidimensional Orientation of Language Teaching (MOLT) 

observation scheme, which I modified from Part A of the Communicative Orientation 

of Language Teaching (COLT) observation scheme (Men, Frohlich & Spada, 1984; 

Frohlich, Spada & Allen, 1985 ; Spada & Frohlich, 1999, was used in this study to 

document the classroom activity of the four teacher participants. In this section, I 

describe the development of the COLT observation scheme. I also describe the 

MOLT, including the adaptations made to Part A of the COLT. A copy of the MOLT 

is found in Appendix D. 

As indicated above in Chapter 1, the COLT observation scheme was created 

as part of a large-scale research project, the Development of Bilingual Proficiency 

study, completed by researchers (see Harley, Allen, Cummins & Swain, 1990, for an 

overview) at OISE. That study examined instructional differences in S t  classrooms, 

using the COLT observation scheme, and related these differences to student 

outcomes in the target language. Theoretical and pedagogical literature on 

communicative language teaching, centered in large part around Canale's and Swain's 

(1980) model of communicative competence, provided the framework within which 

the COLT was created- The COLT observation scheme included a number of 

variables which were hypothesized to be important predictors of success in first and 
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second language acquisition. In general, it included indicators of communicative 

classroom activity and communicative teacher-student interaction. The main 

characteristics of the COLT are embedded in the detailed description of the MOLT 

that follows. 

I created The MOLT using Part A of the COLT as a basic foundation. 

Adaptations were made, in large part, to reflect the four syllabuses of the 

multidimensional, project-based cuniculum as proposed by the NCFS (1990). Like 

the COLT, the MOLT describes classroom events at the level of activity and 

episode19 arid includes the following observation categories: 

1. Time: The time of the beginning of each activity or episode is 

recorded in this column. 

2. Activity: For this indicator, no predetermined descriptors have to be 

checked off by the observer. Each classroom activity and its constituent 

episodes are documented, timed and described separately. 

3. Content: This macro-category expands on the three sub-categories 

included in the COLT (management, language and other topics) to 

Spada and Frohlich (1995: 30) indicate that it is difficult to precisely define achvizy and 
episode. They suggest that the beginning or end of an activity is generally marked by 
change in theme or content; an episode is one component of an activity which shifts the 
focus of the classroom activity but is still centered around the theme or content of the 
activity. Spada and Frohlich (1995) also suggest that both activities and episodes are 
relatively easy to identlfy in the classroom. 
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encompass seven sub-categories including the four syllabuses of the 

multidimensional curriculum (communicative-experiential , language, 

culture, general language education), assessment, management and 

other. This category allows one to assess the extent to which a multiple 

focus in language teaching, including a balance on meaning and form, 

may contribute to differences in SL development. 

The communicative-experiential category (columns 3-6 of the 

MOLT) is an addition to the original COLT; it aims to capture 

activities which are authentic in the sense of being focused on 

communication of real messages based on definitions of 

communicative language teaching (Breen & Candlin, 1980; Brumfit, 

1984). Columns 3 and 5 of the MOLT distinguish between 

communicative-experiential activities which are project-driven and 

communicative activities which are not related to a project (Tremblay 

et al., 1990: CASLT, 1994; Legutke & Thomas, 1991). In the MOLT, 

an attempt was also made to distinguish between "real" and "unreal" 

communicative activities, or in other words, activities which involve 

message transmission but which are not likely to be or have been 

experienced by the learners being observed (see, e-g., Breen, 1983; 

Duplantie, 1986; Stem, 1992; for a discussion of the notion of 



80 

authenticity in classroom activities in language teaching). However, 

this distinction was abandoned during the present study because I 

realized that it was difficult to operationalize a distinction between real 

and unreal communicative activities. This is indicated by the fact that 

an acceptable level of inter-rater reliability on this item was not 

reached. 

The Language category (columns 7-15 of the MOLT) expands 

on the four subcategories of the COLT (form, function, discourse, 

sociolinguistics) but includes basically the same foci. First, a coder 

determines whether the language-focused activity is project-driven 

(column 7), contextualized within a communicative situation but not 

project-driven (column 8) or decontextualized (column 9). In columns 

10-15 of the MOLT. the activity or episode is classified according to 

the aspect of language on which it focusses, including grammar, 

vocabulary. pronunciation, sociolinguistics (e-g., social appropriacy, 

the use of hi versus vour), function (explicit focus on illocutionary acts 

such as requesting and explaining), and discourse (explicit focus on the 

way sentences combine into cohesive and coherent sequences). The 

sociolinguistic and discourse categories are included to reflect Canale's 

and Swain's ( 1 980) sociolinguistic and discursive competences, 
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respectively. The function category reflects notional-functional 

influences in communicative language teaching (CLT) (e.g . , WiIkins, 

1981). 

I added the culture category (columns 16-21 of the MOLT) to 

the COLT. Similar to the coding of the other content-based sub- 

categories, the coder first determines whether the cultural activity is 

project-driven (columns 16 and 17). Activities coded as cultural 

include a focus on the way of life, behaviors and beliefs of a 

community and their history, institutions and commonalities (LeBlanc, 

Courtel & Trescases, 1990). Columns 18-19 indicate whether the 

activity focuses on local or non-local culture. Columns 20-21 reflect 

whether the activity focuses on present or past cultural information. In 

the NCFS. it is hypothesized that cultural activities which focus f i s t  on 

present-day francophones from communities near the students' school 

(therefore student-centered) will foster more student interest and 

cultural empathy than cultural activities which focus on cultural facts 

from the past and from far-away francophone regions (LeBlanc, 

1990:72-73). 

The General Language Education category (columns 22-27 of 

the MOLT) was also added to the original COLT. Like the other 
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content sub-categories, the coder first determines whether the activity 

is related to a find project (columns 22-23). In columns 24-27, the 

activity or episode is classified according to the aspect of general 

language education on which it focuses. including reflection (e.g., self 

and peer evaluation), metalanguage (e-g., language awareness), 

strategies (learning and communication) and comparison (cultural and 

linguistic awareness). 

The Assessment category (columns 28-45 of the MOLT) was 

added to the oriL@al COLT and reflects the belief that a variety of data 

collection methods ( eg ,  anecdotal observation, authentic performance 

assessment, pencil and paper tests, portfolios, self and peer evaluation) 

give a more accurate picture of student performance and abilities than 

just one method such as summative pencil and paper tests (e-g., Allal, 

1991; Lussier, 1991 ; Lussier & Turner, 1995). In columns 27-28, 

formative and summative assessment are distinguished. Here formative 

assessment refers to "the ongoing gathering of information which will 

inform teachers and students about the degree of success of their 

respective efforts in the classroom" (Harley, d'hglejan & Shapson, 

1990, 3). Summative assessment differs in that it "has as its goal the 

assessment of students' performance at the end of a course of study" 



83 

(Harley, d'hglejan & Shapson, 1990,3), such as the end of a teaching 

unit. Columns 37-40 pertain to the criteria (form, function or both) 

used in the assessment method observed. Columns 41-45 determine 

whether students receive feedback from the teacher (column 41), 

whether it is oral or written (column 42), whether it is given to one 

individual or to a group (column 43), whether it is general or specific 

feedback (column 44) and whether the feedback is positive or negative 

in nature. The criteria and feedback sub-categories were added to the 

COLT observation scheme to reflect current beliefs in SLA that 

assessment and feedback should focus both on function and form, and 

the belief that feedback is more effective when given directly to the 

student requirinz the feedback, at the time an error is committed (see, 

e.g.. Lyster. 1998a, 1998b: Lyster & Ranta, 1997).20 

The Management category (columns 46-47 of MOLT) is 

identical to the COLT and is broken down into procedural directives 

and time spent disciplining students. The Other category (columns 48- 

5 1 of MOLT) expands on the COLT "other topics" classification. It 

adds a category to determine whether the activities are personalized 

'O The criteria and feedback categories were abandoned during the current study because it 
became apparent that it is dficult, if not impossible, to document such feedback patterns 
in real-time. Future analysis of transcriptions of the tape-recorded lessons will make this 
documentation possible. 



84 

(i.e., student-centered) or not. As in the COLT, this category is also 

designed to determine whether the range of reference of the content is 

narrow (the immediate classroom and immediate student experience) 

or broad (ranging well beyond the classroom and the students' lives). 

4. Student modality: This category (columns 52-56 of MOLT) 

is identical to the COLT and categorizes the various receptive 

(listening, reading) and productive (writing, speaking) language skills 

in which the students are involved during the classroom activities. The 

"other" column (56) is included to cover activities like drawing, 

modelling, acting or viewing a video or film. Coding reflects whether 

students are involved in one of these skills more than the others or 

whether the skills are being developed in combination. This category 

reflects beliefs ( e g ,  Widdowson, 1978) that language teaching is more 

effective and communicative if classroom activities focus on a variety 

of skills (as opposed to reading and writing only) and if the activities 

aim to develop more than one skill at a time to reflect a more integrated 

use of language. 

5. Participant organization: This category (columns 57-63 of 

MOLT) is broken down into three sub-categories related to the way 

students are organized during classroom activities: as a whole class, in 
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groups or alone. This category remains intact from the COLT, 

motivated by theoretical and pedagogical literature which suggests that 

ctassroom activity is more motivating if a variety of grouping strategies 

are used (Johnson, 1994). Furthermore, authors of the NCFS (e.g., 

Tremblay et d., 1990) promote group and cooperative learning as part 

of a multidimensional project-based core French approach because of 

the linguistic (e.g., Swain, 1985, 1993, 1997; Swain & Lapkin, 1995, 

in press), affective ( eg ,  Kagan. 1986) and social (e.g., Johnson, 1994) 

benefits of cooperative groupings in classroom activity. 

The Class sub-category distinguishes among activities in which 

the teacher (columns 57-59) interacts with the whole class or individual 

students and activities in which students direct the whole class or 

interact with individual students as if they were the teacher. This sub- 

category also includes choral work (students repeating a model 

provided by a textbook or teacher) by a whole class or groups of 

students. The Group sub-category refers to group work in which 

groups of students either work on the same tasks (column 60) or 

different tasks (column 61). The Individual sub-category refers to 

activities where students do individual "seat work working on either 

the same tasks (column 62) or on different tasks (column 63).  



6. Content Control: Who chooses classroom content and 

activities is the focus of this category (columns 64-66 of MOLT). The 

categories included in the MOLT remain unchanged from the COLT 

and include the possibility that the teacher controls the content (column 

64), possibly in conjunction with a text, and that the teacher negotiates 

content with students (column 65), maybe with a text as well. Students 

may also choose the classroom content (column 66). The theoretical 

rationale for this sub-category is linked to the work of some authors 

who promote student involvement in curriculum decisions and 

autonomous learning in CLT (Breen, 1983, 1989; Dickinson, 1987; 

Holec, 1 987, 1 985) and constructivist theorists (von Glaserfeld, 1 995). 

7. Materials: This category (columns 67-76 of MOLT) is 

designed to describe the materials used in conjunction with classroom 

activities. It is divided into type and source of material. Material types 

(columns 67-71) include text (written), audio, visual or real person. I 

added Real Person to the original COLT material types to indicate 

when a visitor comes to class. Also included under this category were 

occasions when a teacher, or student, read the tapescript for a listening 

activity, for example (when the tape is not available). The length of the 
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written text is distin,Mshed in columns 67 and 68 as either minimal 

(e .g., captions, isolated sentences, word lists) or extended (e-g., 

dialogues, stories. connected paragraphs). The hypothesis here is that 

more extended text will expose students to more comprehensible input 

(Krashen, 198 1: 107) in an understandable context which will promote 

incidental language acquisition. 

The source or purpose of the materials are distinguished by five 

separate sub-categories (columns 72-76 of MOLT). The materials 

couid be in  the target language and designed specifically for SL 

teaching (LZNNS). they could be designed in the target language for 

native speakers, therefore unadapted and completely authentic (L2- 

NS). They could also be designed in the target language for native 

speakers but slightly adapted for SL learners (L2-NSA), they could be 

written in the first language of the students (Ll) or they could be 

student-made. The issue here is the language and authenticity of the 

materials used in classroom activities. On the one hand, it is 

hypothesized that authentic materials in the target language will be 

most effective for SL acquisition (SLA) (see Stem, 1992: 167-1 82, for 

a discussion of authentic materials in communicative language 

teaching). On the other hand, research in SLA has shown that 
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simplified andlor adjusted input can increase a learners' ability to 

comprehend (see, e.g., Ellis, 1 994: 247-275). 

8. Target language: This category (columns 77-82 of MOLT) 

comes from Part B of the COLT and is designed to make a global (see 

Spada & Frohlich, 1995: 124-1 25) assessment, in real-time, of student 

and teacher use of the target language during classroom activities. 

Three possibilities exist for both students and teachers: exclusive use 

of the first language (L1). exclusive use of the target language (L2) or 

equal use of both the first and target languages (mix). The issues here 

are student output (Swain, 1985, 1993, 1997) and intralingual and 

crosslingual teaching strategies (see Stem, 1992: 279-299). Swain 

(1 985. 1993, 1997) has hypothesized that students need opportunities 

to "output" in the target language in classroom activities. However, 

there is some suggestion that learning can occur through collaborative 

dialogue even when students produce output in their L1 but work on 

a project or task to be completed in the SL (see Behan, Turnbull & 

Spek, 1997; Brooks & Donato, 1994). Similarly, research findings 

suggest that teachers' use of the SL leads to increased student 

proficiency in the SL (e.g.. Burstall, 1970; Carroll, 1975; Wolf, 1977). 

However, Stem (1992:288-289) argues that such research may be 
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biased against crosslingual strategies and more research is needed to 

investigate how crosslingual teaching strategies may be used 

effectively in CLT. 

9. Student production: This category (columns 83-85 of MOLT) 

is also derived from Part B of COLT and is designed to assess, globally 

and in real-time. the extent to which students engage in extended 

discourse. Swain (1 985. 1993, 1997) and others (Allen et al., 1987) 

have hypothesized that students' sustained discourse is necessary to 

promote SLA. However, Brown and Yule (1983) also suggest that 

short turns are typical of ordinary conversation and must be part of 

CLT as well as opportunities for students to engage in sustained 

speech. This category is divided into three parts: ultra-minimal (column 

83), minimal (column 84) and sustained (column 85). Ultra-minimal 

refers to utterances which consist of one or two words only. Minimal 

utterances consist of more than two words and include long phrases, 

and one or two main clauses or sentences. Sustained speech consists of 

at least three main clauses. 

10. Teacher role: This category was added to the existing COLT 

categories following what Tremblay et al. (1 990) and Duplantie (1 995) 

refer to as the "multiple roles" of the teacher in multidimensional 
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project-based core French teaching. Columns 86-89 of the MOLT 

allow the researcher to record the specific role the teacher is playing 

during classroom activity: as the expert, as a facilitator in activities like 

group work, or in a "sharing" role where teachers tell students about 

their interests and opinions related to classroom activities. The "other" 

category (column 89) allows recording of other possible teacher roles 

such as negotiator, care-giver or diagnostician. 

1 1. Pedagogy: The final category I added to the original COLT 

scheme is intended to document pedagogical strategies which are 

promoted by the NCFS (1990) and in the pedagogical CLT literature. 

Columns 90-93 target step-by-step activity development, including a 

pre-activity designed to activate students' prior knowledge or schemata. 

Column 94 reflects if teachers communicate the objectives of 

classroom activities to their students, considered by constructivists 

(e-g., von Glaserfeld, 1995) to contribute to student motivation and 

involvement in learning. Columns 95 and 96 aim to document if 

teachers provide students with a model when they ask them to produce 

a written or oral text in the L2. Boyle and Peregoy (1990), Ervin-Tripp 

(1 982) and Johnson and Milne (1995) suggest that such models 

scaffold and promote success in the students' second language. 
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In order to better reflect the purpose of this particular study, the modified 

observation scheme was renamed the MOLT - Multidimensional Orientation of 

Language Teaching obse~ation scheme. I piloted the observation scheme, on an 

informal basis, in grade 8 and 9 core French classes in Ontario in April and May, 

1996, to practice coding and to determine if refinements were required before the 

be_@nning of the main study. I decided that no refinements were necessary following 

this piloting period. 

2.3.4. Coding and Analyzing the Observation Data 

I coded each lesson observed, in real-time, in terms of activities and episodes 

(see description in previous section). The beginning time for each activity/episode 

was recorded and the corresponding descriptors on the observation scheme were 

checked off. I also specified the focus for each activity/episode as either 1) Exclusive 

- when all of the time was spent on this category; 2) Primary - when most, but not all. 

of the time was spent on a particular category; 3) Equal - when approximately the 

same amount of time and emphasis were spent on more than one category; 4) 

Secondary - less time and emphasis was spent on a particular category. Following all 

observations, I calculated the time in minutes for each episode. I then assigned a time 

value to each descriptor for that episode. For example, reading an article about the 

fashion trends amongst young people in France occurred over three episodes. This 

activity was related. indirectly at least, to the final project of the unit in which 
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students prepared and presented a fashion show. In the f i s t  episode (10 minutes 

long), the teacher led a pre-activity to provide students with some key vocabulary and 

to help them predict the article's contents based on its title and some of the pictures. 

In the content categories of the MOLT, I checked off "project" and "vocabulary" 

under the language syllabus on the observation schemz. Simultaneously, project and 

strategies under the general language education syllabus were indicated and given 

equal focus on the observation scheme. In the second episode (20 minutes), students 

worked through comprehension questions as they read the article in pairs. Here, I 

checked off "project" under the communicative-experiential syllabus as the exclusive 

content focus of this episode (a communicative activity related to the students' final 

project). In the third episode, students and teacher discussed the fashion trends of the 

youth presented in the article. They talked about the similarities and differences in 

fashion between their culture and those in France. I checked off "project" under the 

culture syllabus (as well as "non-local" and "present" or contemporary). 

Following all observations, I totalled the time values for each category for 

each class period observed, I calculated a percentage of the total time for that class 

period and then calculated the average percentage of time over the total time 

observed for each category for each teacher. 

Following these calculations, I used the National Core French Study (see 

LeBlanc. 1990; CASLT, 1994) as the basis for defining a multidimensional project- 



based approach. In order to classify each teacher's overall pedagogical approach, I 

divided the MOLT categories into 1)  Defining and 2) Typical But Nor Defining 

groups. I contrasted each Defining feature with a corresponding unidimensiooal 

feature (see third column of Table 2.11). Moreover, I created a "less 

multidimensional" category (see second column of Table 2.11) for the defining 

features to reflect the continuum of multidimensionality observed in the four teachers' 

classroom approach. Tables 2.1 1 and 2.12 summarize the defining and typical but not 

defining features of a multidimensional project-based teaching approach. I then 

determined the average amount of time each teacher spent on each of these categories 

to describe their teaching approaches as either multidimensional and project-based 

or less-multidimensional-21These results are described in Chapter 3. 

2.3.5. The Teaching Unit: La Mode et la publicit6 

The unit used by each participating teacher during the 8-week observation 

period is based on the fields of experience, fashion and advertising. It is 

21 M e r  consulting several statisticians, I decided not to conduct statistical analyses, such 
as regression or multilevel analyses, which might d o  w me to assess the impact of teacher 
variables, like project use and teachers' uses of French, on students' test scores. Stevens 
(1992:72) argues .that about 15 participants per predictor in a regression equation (for the 
social sciences) are needed for a reliable analysis, otherwise the equation will not cross- 
validate and will lose predictive power. Tabachnick and Fidell(1989) argue that a 
minimum of 20 participants per independent variable (W) in the regression equation is 
required. When the number of participants falls below 20 per IV, they argue that the 
regression analysis is meaningless (p. 128). In my case, the teacher is the participant and 
therefore the number of participants in my study falls well shon of the required minimum 
to conduct regression analyses. 





Table 2.12 - Typical but Not Defining Multidimellsional Features 

Personalized activities 

Second language use by students 

Second language use by teacher 

Group work 

Use of authentic documents 

Teacher as facilitator 

Students choose activities (content control: students) 

Teacher and students negotiate choice of activities (content conbol: 
teacher/text/s tudent) 

rn~ltidirnensional~, given that its objectives are based on all four syllabi of the 

multidimensional curriculurn(NCFS, 1990), and project driven: it is designed such 

that students prepare, at the end of the unit, either a fashion advertisement or a 

fashion show related to a line of clothing that they select or create. AU activities in 

the unit prepare students, either directly or indirectly, to complete this final project. 

The overall goal of the unit is the development of communicative competence. The 

"However, analysis of this teaching unit reveals that four out of 46 (8.78) of the objectives 
relate to culture and six out of 46 (1 3.0%) relate to general language education. It therefore 
does not give equal focus to all four syllabuses of a multidimensional cumculum (45% and 
32% of the objectives are from the communicative-experiential and the language syllabuses, 
respectively). 
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communicative, experiential, language, cultural and general language education 

objectives" are as follows: 

Communicative obiectives: 

Responding to questions on personal fashion preferences 

Expressing personal fashion preferences 

Describing in detail different styles and outfits and personal 

experiences with the fashion industry 

Expressing opinions on various fashion advertisements 

Creating slogans for fashion advertisements 

Presenting a fashion advertisement or a fashion show (oral and 

written) 

Experiential obiectives: 

Comparing fashion styles of teenagers and adults 

Analyzing clothing prices 

Preparing an inventory of popular brand names for clothing and 

analyzing fashion trends 

Analyzing and evaluating different types of fashion advertisements 

Learning about the development of fashion advertisements 

Examining the influence of the media on teenagers' fashion decisions 

2 3 Based on Ministere de l'tducation de me-du-prince-~douard, 1996: 3-5. 



and consumerism 

L a n m a ~ e  obiectives: 

Comprehending (oral and written) and using (oral and written) 

vocabulary associated with fashion and advertising: names of clothing 

items, including what they're made of, the designs and brand names; 

accessories; hair styles; vocabulary related to fashion advertisements 

Comprehending (oral and written) and using (oral and written) 

comparative structures: plus que, moins que, rneilleur, le plus ..., le 

moins.. . 

Comprehending and using regular and irregular adjectives related to 

fashion and advertising (with proper agreement and positioning) 

Comprehending (oral and written) and using (oral and written) the 

following verbs (present, passe composC, imperatif, infinitif): porter, 

acheter, trouver, regarder, influencer, attirer, voter, apprecier, 

presenter, ressembler 8, oublier, vouloir, choisir 

Comprehending (oral and written) and using (oral and written) 

numbers for pricing and dates 

Comprehending (oral and written) and using (oral and written) 

possessive adjectives: mon, ma, mes etc. 

Comprehending (oral and written) and using (oral and written) direct 
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object pronouns: le, la, 1', les, in sentences like je l'aime andje ne la 

pone jamais 

Comprehending (oral and written) and using (oral and written) 

interrogative expressions, including inversion, in the passt composC 

(e.g., Oh as-tu w cette annonce?) 

Cultural objectives: 

Recognizing popular brand names for young people in France 

Recognizing preferred fashion styles of young people in France 

Examining similarities and differences between fashion trends for 

young people in P.E.I. and in France 

Researching France's influence on the development of the fashion 

industry 

General Language Education objectives: 

Learning how to use dictionaries, fashion catalogues and magazines 

as learning resources 

Learning to use the context to better understand an oral or written 

text 

Working in small groups to develop the target language and social 

skills 

Demonstrating abilities of an autonomous learner 



Evaluating one's own learniiig and that of one's peers 

Analyzing how language is used in advertising 

The prescribed unit includes 16 recommended steps (&apes) or activities 

which prepare students to complete their final project. It is important to note that 

these activities draw on a variety of resources (including photocopies of authentic 

documents, grammar exercises and other tasks from commercial materials such as 

Entre amis 3 (Jean, 1992). Communication plus I (Boucher & Ladouceur. 1988). 

fashion catalogues and magazines). The unit is quite flexible in the sense that 

teachers can choose or negotiate with students which activities they will actually do, 

including the final project. The 16 possible activities are recommended in the 

following order: 

Sharing background knowledge (including vocabulary in French) 

and experiences about fashion and advertising 

Discussing and negotiating the final project and possible steps 

leading up to it 

Identifying different ways to dress for different occasions 

Creating a collage representing personal fashion preferences 

Describing different oudits in detail 

Examining teenager fashion trends 

Researching fashion trends among young people in France and 



comparing them to trends in P.E.I. 

Preparing a mini-survey on brand names, prices and popular fashion 

outlets 

Examining fashion trends of the past and how things have changed 

Discussing the influence of the media on teenagers' fashion decisions 

and consumerism 

Listening to, reading, watching and analyzing a variety of fashion 

advertisementdfashion shows 

Learning about how fashion adshhows are made 

Preparing the final project, in groups: a fashion advertisement or a 

fashion show 

Presenting the final project in groups (oral and written) 

Reflecting on the unit, self and peer progress and performance 

2.3.6. Achievement Tesl 

In December 1996, after the observation period and after the four teachers had 

completed the unit on La Mode et la publicit6 (both described above), their students 

completed tests designed to assess their achievement of the objectives of this unit. 

See Table 2.13 for a brief summary of the achievement tests. I created these tests and 

piloted them in a grade 9 class which had completed the same unit but which was not 

participating in my thesis study. This class was from another school board and region 





Table 2.13- Summary of Achievement Tests: k t  Mode el la prtblicitt (continued) 

S kilt area 

Rcading comprehension 
(as well as knowlcdge of 
possessive adjectives and 
comparison) 

Rcading comprchcnsion 
(Max=2) 

Writing ability (Max= 18) 

Test - 
Test dc Iccturc: Partic I 

I'W dc I C C ~ U ~ C :  PillIiC 311 

Piwtic 3h: ~ c r i t -  Task 1 

Partic 3b: ~ c r i t -  Task 2 

Test Measure 

Count of responses matcl~cd to correct 
corrcct descriptive statement (Max=6) 

Count ofcorrcct responses to multiple 
choicc questions related to an authentic 
magazinc ad for men's formal wear 

Fulfillment of description of model 
from magazine ad (scc Test de lecture: 
Partie 3a above) including correct 
identification of clothing names, cohrs, 
materials and brand names. Extra point 
given for attempt entirely in Frcnch 
(Miix= 15). 

*Task fulfillment, involving 
explanation of an idiomatic expression 
from magazine ad (from Test dc lecture: 
Partie 3a above). Points given for an 
incorrect attempt in French, a correct 
explanation in English or a correct 
explanation in understandable French 
(Max=3). 



Table 2.13- Summary of Achievement Tests: La Mode et in prihliciti (continued) 

Skill arca Tcs t 

Speaking ability (Max=78) Picturc Dcscsiption: I ,  2 md 3 

Cultural Kno wlcdgc 
(Max= 20) 

Opinions: I, 2 ilnd 3 

Tcst dc connaissanccs culturcllcs: 
Piirtie I 

Tcst de connaissalws cul~urcllcs: 
Pilrtie 2 

Tcst dc cannaissances culturcllcs: 
Pastic 3 

Tcst Measure 

Correct description of the clothing 
o 1' 3 models, including clothing names, 
colors, materials, hair type and color 
and acccssorics (Mux=69). 

Stilting and supporti~lg ;in opinion 
about thc outfits from thc picturcs ahovc 
(Max=9). 

Count of numbcr of brand natncs 
(clothing) popular in Qu6bcc or France 
(Max=5) 

Count of most popular fashion styles 
in Quebec or France. Extra point given 
for attempt entirely in French (Mu=7).  

Count of similarities and diffcrenccs 
between student's fashion preferences 
and those in QuCbec and France 
(Max=8). 
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in P.E.I.. As a result of piloting, some test items were refined to ensure an appropriate 

level of difficulty, validity and reliability. AU students in the main study completed tests 

of listening and reading comprehension as well as writing achievement and cultural 

knowledge. A sub-sample of eight students per class participated in an oral i n t e ~ e w .  

The same students who completed the oral pre-tests of general French proficiency were 

selected. A second person (the same fellow graduate student who helped score the 

general French proficiency tests) scored 15% of all achievement tests which were not 

matching or multiple choice and at least 95% agreement was reached on all tests. 

As with the tests of general French proficiency, the administration of all parts of 

the achievement tests included a five-minute pre-activity designed to activate students' 

background knowledge of the themes and difficult vocabulary in the test components. 

The listening comprehension test consisted of three parts. In Part 1, students 

listened to two telephone conversations- In the first, a teenaged girl tells a friend what 

she will wear on the first day of school. In the second conversation, a teenaged boy tells 

a friend what he will wear to an upcoming party. Students were required to write the 

initial of the name of the speaker who named clothing items beside pictures of several 

items of clothing. Part 2 was a multiple choice comprehension task based on eight short 

oral texts in which native speakers give their opinions on fashion-related issues. Part 3 

was a multiple-choice comprehension task based on a television advertisement (taped 

from TtltQu6bec5, with permission) for a store with a sale on ski and snowboarding 
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apparel. 

The reading and writing test package consisted of three principal parts. The first 

part of the reading and writing test package consisted of two doze tasks (or gap-filling 

exercises). In both cloze tasks, students were required to choose from a list of verbs to 

complete the two texts. The first text involved an adolescent French girl giving her 

opinion on fashion trends in general. In the second text, a teenage girl t a b  about her 

mother's reactions to an outfit she wore to a school dance. Students were asked to 

conjugate the verbs in the first text in the present tense and the passe' compose' in the 

second. The list of possible verbs was taken directly from the language objectives of the 

unit La Mode er la publicit&. Students received one point for choosing the correct verb 

for each blank in the text. Another point was awarded if the verb was correctly 

conjugated in the specified tense. In the case of the text in the past tense, students 

received one point for a correct auxiliary verb and another point if the past participle 

was also correct. Two points were also given for difficult accent changes required by 

verb conjugations. One additional point was awarded for correct subject-verb agreement 

in the past tense (with a female subject and the auxiliary Ztre). 

The second part of the reading and writing test package evaluated reading 

comprehension as well knowledge of possessive adjectives and comparative structure 

formation (language objectives of the unit La Mode et  la public it^. Students were given 

pictures of two models wearing similar but different outfits. The task required students 
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to indicate which model (or both or neither) most likeIy uttered each of the six sentences 

which included clothing items, possessive adjectives and comparative structures. One 

point was awarded for correctly identifying the author of each sentence. 

The third part of the reading and writing test package was based on an 

advertisement from a Quebec-based fashion magazine in which a male model wearing 

formal attire describes his ensemble, including a tuxedo, a silk shirt and polka dot bow- 

tie. Students were first asked to respond to two multiple-choice comprehension 

questions based on their reading of the advertisement. Second, students were asked to 

write a detailed description of the model's outfit based on the magazine advertisement. 

Points were awarded for an understandable message with a majority of words in French 

which correctly identified clothing names, colors, materials and brand names (maximum 

of 14 points). One additional point was awarded if the student's attempt was entirely in 

comprehensible French. Finally students were asked to explain the meaning of an 

idiomatic expression included in the magazine advertisement. One point was awarded 

for either an incorrect attempt completely in French or a correct answer in English. Two 

points were awarded to a student whose answer in French was correct but laden with 

many errors. Students who gave a correct explanation in which a majority of words were 

in understandable French wers awarded the maximum of three points. 

The individually administered speaking tests involved two parts. First, students 

were given colored pictures (from a fashion magazine) of three models wearing 



different clothing and accessories. Students were asked to give detailed descriptions of 

each model. One point each was awarded for correct descriptions of 69 items including 

the names of the model's clothing and accessories, colors and materials of which the 

clothing and accessories were made and the color and type of each model's hair. 

Students were then asked their opinion of each model's 'look". One point was awarded 

for stating an opinion in comprehensible French. In addition, one point was given for 

each reason in support of the stated opinion (in comprehensible French, to a maximum 

of two points). 

The culture test package consisted of three tasks directly related to the cultural 

objectives and activities of the unit La Mode et la publicitk In Part 1, students were 

asked to name up to five brand names for popular clothes in France or Qukbec. One 

point was awarded for each legitimate brand name. In Part 2, students were asked to 

describe, in French or ~nglish," up to five popular fashion styles for young people in 

France and/or Quebec. Points were awarded for naming different, legitimate styles. 

Students were also clearly informed that points would be awarded for responding in 

24 The authors of the Culture Syllabus of the NCFS (LeBlanc et aL, 1990) recommend 
strongly that culture teaching be done in French. However, they do not indicate in which 
language assessment of cultural knowledge should occur. I decided to offer students a choice 
of English or French to respond to questions of cultural or content-based knowledge. Like 
Genesee and Hamayan (1994), I believe that allowing students to choose the language in 
which they respond for culture or content-based tests is a p p r o p ~ t e  so that language 
production skills in the SL do not hinder the students' results. Cultural knowledge and not 
writing skills were being assessed in the tests I describe above. However, I also believe 
students who choose to respond in their SL should receive extra points. 
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French. One point was given for a partial attempt in French. Two points were awarded 

for a text written using a majority of comprehensible French words. The third part of the 

culture test required students to identify up to three similarities and three differences 

between their personal fashion preferences and those of young people in France and 

Quebec. As in Part 2 of the culture test, students were given the choice to answer in 

either French or English. Students were also clearly informed that points would be 

awarded for responding in French. Points were awarded for each distinct similarity and 

difference. One additional point was given for a partial attempt in French. Two 

additional points were awarded for a text written using a majority of comprehensible 

French words. 

As in the case of the post-tests, the achievement test scores were adjusted for 

initial differences on the pre-test using analysis of covariance (ANCOVA). The same 

pre-test measure, the dicee, was used as the covariate for the ANCOVA. This procedure 

is justified for two reasons. First, the dictee is considered as a good predictor of overall 

language proficiency (see Pico, 1990; Tomes-Schnier & Scheibner-Herzig, 1988; 

Young, 1987). Second, correlations between the pre-test dictee scores and the 

achievement test measures were a l l  statistically sigmficant. 

2.4. Summary 

This chapter described the research methods used in this field-based process- 

product case study, including descriptions of the participating teachers' and studentsf 



characteristics and of the of the instrument used to record observations of the teaching 

approaches of four grade 9 core French teachers. The general French proficiency tests 

(pre- and post-) and the achievement tests were also detailed. The statistical analyses 

described (ANOVA, Tukey a, ANCOVA) compared student outcomes (French 

proficiency and achievement, affective, cultural, strategic) across classes according to 

their teacher's pedagogical approach. The analysis of the observation data, using the 

Defining and Typical but not defining features described above, appears in the first 

section of the next chapter. These data are then related in Chapter 3 to results of 

proficiency and achievement tests in order to address the following two research 

questions posed in Chapter 1 : 

1 - Does a core French teaching approach based on a multidimensional project-based 

curriculum lead to higher language proficiency than one which is principally focused 

unidimensionally on grammar teaching? 

2- Does a core French teaching approach based on a multidimensional project-based 

curriculum lead to more satisfactory outcomes with respect to the attitudinal, cultural 

and general language education objectives of core French as compared to one which is 

primarily unidimensionall y focused on grammar teaching? 



Chapter 3 

Results 

This chapter reporting the results of the research is divided into three sections. 

The first section presents the data from the classroom observations and the 

classification of the participants' teaching approaches based on analyses using the 

MOLT observation scheme and field notes. In the second section, results of the pre- 

and post-tests as well as the achievement tests are presented. In the third section, 

results of the student questionnaires are reported. 

3.1. Results: Part 1 

In this section. classroom observation data for all four teachers are presented. 

Each participant's teaching approach is classified using the MOLT observation 

scheme and the defining features of multidimensional project-based teaching . Details 

from field notes are also presented as a complement to the classroom observation 

completed using the MOLT observation scheme, paying particular attention to 

classroom set-up, the uses of French and English, and time off task This section 

concludes with a summary of each teacher's classroom approach and their demeanor 



and behaviour with their students. 

3.1.1. Observation Data 

Table 3.1 indicates the total percentage of time each teacher spent, during the 

observation periods," on each of the features which define a multidimensional 

project-based approach. As the Table clearly shows, Teachers 1 and 2 were the only 

two participants who spent time during this observation period on classroom 

activities which were related to completing a project (the defining feature of a 

multidimensional approach, LeBlanc, 1990; CASLT, 1994. See also Table 2.1 1 

. above) during the unit on La Mode er la pubkite'. Eighty-two percent of Teacher 1's 

activities and 62% of Teacher 2's reflected the defining features of a 

multidimensional project-based approach. Neither Teacher 3 nor Teacher 4 spent any 

time on classroom activities which fall into the defining features category because 

they did not complete a project at the end of the teaching unit. 

In keeping with procedures used in similar research of this type in which 

teaching approach and ciasses were ranked and grouped according to their 

experiential or analytic nature (for example, Harley, Allen, Cummins & Swain, 1990; 

" It is important to spec* that the results represent time spent on activities when I 
observed the four classes. I do therefore not imply that more time was not spent on a 
particular category at another time when I was not present (the 4 teachers' schedules were 
based on a 6-day cycle, I was able to coordinate my schedule in order to observe an 
average of 4 of these 6 days). For example, only 2.8% of the time observed in Teacher 1's 
class was dedicated to cultural activities related to the project. It becomes obvious from 
the results of his students' culture test that he did in fact do the prescribed culture 
activities which would allow his students to complete the culture test successfullyY 



Table 3.1: Percentage of Time Spent on Defining Features of a Multidimensional Project-Based Approach by Teacher 

'reacher 2 Feature I Teacher 1 Teacher 3 Teacher 4 

0 Communicative- 
Experiential activity 
related to project 

Communica live- 
Experiential activity 
related to project 
integrated with another 
category 

Language activity 
related to project 

Language activity 
related to project 
integrated with another 
category 

Culture activity related 
to project 

I General Language 
Education activity 
related to project 

Assessment activity 
related to a project 

/ Total 

Note: The rncan percentage for all classes on the defining fcaturcs is 36% - 



Sanaoui, 1 9W), I calculated the mean scorez6 for all classes (M=36 out of a possible 

1 OO).'~ Subsequently, I divided the classes into two groups, multidimensional project- 

based and less-rnultidimensi~nal,~~ for comparisons of test scores and questionnaire 

results in order to respond to the research questions guiding the thesis research. 

Table 3.2 indicates the percentage of time each teacher spent on typical but not 

defining features during the observation period. On most features, there is no pattern 

that differentiates the multidimensional project-based teachers from the less- 

multidimensional teachers, with the exception of the percentage of French they used 

during their classes and the amount of student input to the choice of activities. 

Teacher 2 was observed using French exclusively 89% of the time and 

Teacher 1, 54% of the time. The percentage of time during which Teachers 3 and 4 

used French exclusively in their classes differs substantially: 28% for Teacher 3 and 

9% for Teacher 4. Table 3.3 presents a more detailed analysis of the teachers' 

language use. The results show that the percentage of activities in which teachers 

" I calculated the mean by dividing the sum of the total of defining features for each 
teacher by four (see Table 3.1 : therefore 82.1 + 62 t 0 + 0 /4 = 36). 

" Since all defining features of a multidimensional project-based approach come from the 
same MOLT content section, the mean score is therefore out of a possible 100%. 

28 Less -mul t i ens ion  is being used instead of uni-dimensional because although 
Teachers 3 and 4 did not spend any time on activities related to a final project, their 
teaching did have a multiple focus including activities from different syllabi of a 
multldimensio nal curriculum modeL 



Table 3.2: Percentage of Time Spent on Typical but Not Defining Features by Teacher 

Feature 

~ersonalized activities 

L2 use by students 

L2 use by teacher 

group work 

authentic documents 

teacher as facilitator 

students choose 
activities 

teacher and students 
negotiate choice of 
activities 

Teacher 1 Teacher 2 Teacher 3 Tcachcr 4 

Note: The percentages included in this table do not add up to 100% because they correspond to different macro-categories of - 
the MOLT observation scheme. 



Table 3.3: Teachers' Uses of English and French - Average Percentage of 
Observed Time Over AU Visits by Teacher 

Category Teacher 1 Teacher 2 Teacher 3 Teacher 4 
% 96 % 96 

I 

Activities with teacher 94 100 97 94 
production 

L l  only 1 22 I 11 1 37 1 63 
I F I I 

L2 only 54 1 89 1 28 1 9 

M i x  Ll  and L2 24 I 0 35 28 

actually spoke was nearly equivalent for all four teachers. Both Teachers 3 and 4 used 

English exclusively (37% and 63% of observed time respectively) during their 

classes, much more than either Teachers 1 or 2 (22% and 1 1 % respectively). In 

addition. Teachers 3 and 4 were observed to use a mix of English and French (35% 

and 28% respectively), more often than either Teacher 1 or Teacher 2 did (24% and 

0% respectively ) . 

In terms of student input to the choice of activities, Table 3.2 shows that 

students in Teacher 1's class chose their activities 12.5% of the time and negotiated 

their activities with their teacher 15.6% of the time observed (total of 28.1%). 

Although Teacher 2's students were not observed choosing any activities, they did 

negotiate activity choice with their teacher 9.4% of the time. No student input was 

observed in Teacher 4's class and only 0.4% of the time in Teacher 3's class. 

Table 3.4 summarizes the average percentage of time spent by each teacher on 



Table 3.4: Content Summary - Average Percentage of Time Observed by Teacher (all 
visits) for Each Category 

I Category 
- -- 

Teacher 2 Teacher 3 Teacher 4 Teacher 1 

Communicative-Experiential 
Project 

Communicative-Experientid - 
Project - Integrated 

Communicative 
No Project 

Communicative - No project - 
Integrated 

Language - Project 

Language - Project - Integrated 

Language - No Project 

Language - No project - 
Intemated 

Language - No Context 

Culture - Project 

Culture - No Proiect 

General Language Education - 
Proiect 

I 

General Language Education - 
No Project 

Assessment 

Disc i~he  

I Procedure 



the various sub-categories of the content section of the MOLT observation scheme. 

In addition to the categories included in the Defining Features Table (see Table 3. I), 

Table 3.4 also indicates the percentage of time each teacher spent on classroom 

activity which was either less multidimensional or completely unidimensional. It also 

indicates the percentage of time spent on classroom discipline and procedures. It is 

clear that all teachers spent a significant amount of time on procedures (including 

explaining activities). For example, Teacher 2 spent a bit more than a quarter of the 

time observed (27%) on procedural-type activities, such as explaining how to 

complete an activity. 

It is integral to my research questions to note the amount of time each of the 

teachers spent on activities which define a multidimensional project-based approach. 

Neither Teacher 3 nor Teacher 4 was completely unidimensional in his teaching 

approach; both of them included some activities which reflect a multiple perspective 

on language teaching, including communicative, language-based and cultural 

activities. Although Teacher 3 spent no time on culture activities of any kind during 

the observations, Teacher 4 spent more time than any of the four teachers (16%) on 

culturally-related activities, albeit not related to doing a project." Teacher 3 also 

29 As indicated in Chapter 2, many of these activities involved students reading the articles 
included as resources for the cultural activities prescribed in the unit called La Mode er la 
publicitk. In Teacher 4's classes, however, this involved one student reading one 
paragraph aloud, followed by translation into Enghh by the teacher. This was then 
followed by students reading other paragraphs and subsequent translation of them. 
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spent a small amount of time (3%) on general language education activities. Teacher 

4 was the only teacher observed doing language-based activities without any context 

provided (1 8%). 

Table 3.5 presents a summary of the primary focus (i-e., most but not all of the 

time was spent on this category) or equal focus (i-e., approximately the same amount 

of time and emphasis were spent on more than one category) in terms of student 

modality over all observations. Although many of the activities in all teachers' classes 

aimed to develop speaking skills, according to the teacher's guide for the unit La 

Mode et la publicire' (Ministkre de  education de l'Ile-du-Prince-gdouard, 1996), it 

was obvious that the principal student modality observed in aLI classes was listening 

or listening combined with another skill. Many of the activities which aimed to 

develop speaking were teacher-fronted, wherein the teacher would ask a question and 

one student at a time would give a short response. For example, most of the four 

teachers asked students, one at a time, to describe orally what clothes they or their 

classmates were wearing. In these cases, one student would speak for about 30 

seconds. Therefore, the majority of the students were listening in such cases, so I 

coded this type of episode as listening as the primary focus and speaking as the 

secondary focus. Listening was either the primiuy focus or an equal focus (combined 

with another skill) in 61% of the activities in Class 1, in 71% in Class 2, 52% in 

Class 3 and 79% in Class 4. Writing was the next most prominent skill practiced in 



Table 3.5: Student Modality as Primary or Equal Focus - Average Percentage of 
- - 

Observed Time per Class (all visits) 

Category Class 1 Class 2 Class 3 Class 4 

Listening 44 64 44 71 

Reading 0.4 2 2 2 

Writing 6 17 22 14 

Speaking 8 9 21 3 

Other (viewing or 3 2 0.6 0 
representing) 

Listening and Speaking 4 0 3 3 

Listening and Reading 0 0 0 3 

Listening and Writing 4 7 5 2 

Listening and Other 9 0 0 0 

Writing and Speaking 15 0 2 0 

Reading and Writing 8 0 0 0 

Writing and Other 1 0  1 0  1 0  1 3  

all classes. Writing was either the primary or equal focus in 33% of the activities in Class 

1, 24% in Class 2,2996 in Class 3, and 19% in Class 4. Speaking was either primary or equal 

focus in 27% of the activities in Class 1, 9% in Class 2, 26% in Class 3, and 6% in Class 4. 

Episodes in which speaking was the primary focus were typically group activities (except 

in Class 4) where the students shared their opinions on some topic such as fashion trends. 

Reading activities were given the least amount of time in al l  classes. Reading was either 

primary or equal focus in 8.4% of the activities in Class 1, in 2% in Classes 2 and 3, and 5% 

in Class 4. 
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It seems clear that only the teacher in Class 1 spent signif~cant time on the 

development of al l  four language skills when student modality, primary or equal focus, is 

considered (with reading taking less than 10% of class time observed). When secondary 

focus (some but not most time is spent on this category during one episode or activity) is 

considered (see Table 3.6), it becomes clear the development of dl language skills, except 

reading (Class 4 is an exception at 27.9%), was given at least a secondary focus. It is also 

clear that speaking received more attention as a secondary focus (3 1.5% in Class 1, 37.4% 

in Class 2, 54.8% in Class 3, and 59.5% in Class 4) than as a primary or equal focus in all 

classes. 

Table 3.6: Student Modality as Secondary Focus - Average Percentage of Observed 
Time per Class (all visits) 

3.1.2. Field Notes 

In addition to coding the MOLT observation scheme during the classroom 

visits, I took note of details about the teaching approach, the teacher and the students 

which were not captured by the observation scheme. The three features which 

emerged as recurring themes in my notes are discussed below in order to paint a more 
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complete picture of each class: classroom set-up, the use of English and French, and 

time off task. In a summary section about each class, I also include an overall 

personal impression of each teacher's demeanor and behaviour in the classroom. 

3.1.2.1. Classroom Set-up 

I documented the set-up of the four classrooms observed in my field notes. 

Students were seated in clusters of two to five students in Classes 1, 2 and 3. In Class 

4, students were seated in rows, one behind the other. Seating students in clusters 

does not guarantee, but facilitates, group work. The structured rows in Class 4 

indicate a less flexible and less collaborative learning environment. In fact, I 

observed no group work during my observations in this class. Moreover, the students 

changed places in all classes once during my visits, probably as one way for the 

teachers to control their class. However, in Classes 1, 2 and 3, this seating plan 

change also meant that students were exposed, during group and pair work, to 

different classmates with different strengths and weaknesses. Once during my visits, 

the location of the teacher's desk in Class 1 was changed and consequently the 

direction in which the students were oriented also changed (all students were faced 

away from the window in the latter configuration). This served principally to focus 

students' attention, preventing some of them from day-dreaming while looking out 

the window. 
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3.1.2.2. Uses of English and French 

In Classes 1 and 2, students were required to ask permission to speak English. 

In Class 2 the teacher even asked his studentsf permission to use English during his 

teaching. The field notes indicate that the teacher in Class 1 became a bit more 

permissive of the use of English when students were working in small groups to 

complete their projects. Translation was used as a teaching strategy in all classes; 

however, the amount of translation varied noticeably among the classes. For example, 

there are 17 references in my notes to significant uses of translation over the 1 1 visits 

in Class 4. In Class 3 , I  made 12 references to the use of translation over 12 visits. In 

the case of Classes 1 and 2, my field notes indicate. for the most part, that translation 

was used for a few words at a time to aid student comprehension (except for one 

activity in Class 1). There were five references to translation over 12 visits in Class 

1 and seven such references in Class 2 over seven visits. 

3-1.2.3. Time Off Task 

My field notes indicate some occasions in all classes, except in Class 2, when 

students were off task, especially during group work, but also during teacher-£ranted 

activities when only one student was interacting with the teacher at a time. 

References to off-task activity were made five times over 12 visits in Class 1, 16 

times over 1 1  visits in Class 3 and six times over 11 visits in Class 4. No references 

were made to off-task activity in Class 2. 
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3.1.3. Summary: The Four Classes 

The teaching approach of each teacher, individually, is described below 

drawing on the observation data and my field notes, including an overall personal 

impression of each teacher's demeanor and behaviour in the classroom. 

3.1.3.1. Teacher 1 (Class 1) 

Teacher 1 's classroom practice during the observation period reflected, in large 

part, a multidimensional project-based approach. His students were aware from the 

beginning of the unit on La Mode et la publicire' that they were to complete a final 

project (a fashion show) and that the activities they would do were to prepare and 

help them do so. A majority of the activities observed in Teacher 1's classes (54.5%) 

reflected objectives of the communicative-experiential syllabus, coded as either 

primary focus, or equal focus, in combination with another content category such as 

language. In fact, almost one-third of the activities in this class had a dual focus 

(3 IS%), although the principal content objective was communicative-experiential. 

Only a small percentage of the communicative activities in Class 1 (4.5%) were not 

related to the students' project. About one fifth (22%) of the activities observed were 

related to the language syllabus. All of the language syllabus activities observed in 

Teacher 1's classes were related to the students' final project. Teacher 1 was the only 

teacher observed doing cultural and general language education activities related to 

the students' project; however, this was a small percentage of observed time (2.8% 
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for each syllabus). A majority of his activities were personalized (60%), students 

were involved in group work twice as kequently as the students from a l l  other classes 

(27.9%) and his students were involved in choosing or negotiatmg the content of the 

classes much more than any sf  the other classes (28.1 % vs 9.4% in Class 2, 0.4% in 

Class 3 and 0% in Class 4). Teacher 1 was observed using French exclusively in class 

a majority (54%) of the time and English exclusively about one hfth (222) of the 

time. The activities in this class were aimed at developing all four language skills. 

The students were sitting in pairs, arranged in rows. The students were required to 

speak French as much as possible; almost exclusively when addressing their teacher 

individually. Some students were observed to be off-task on five occasions over the 

entire observation period. Teacher 1 had a positive attitude towards his students and 

the core French cuniculm. He enjoyed working with his students and frequently 

used humor with them. He rarely raised his voice during the time I observed his 

teaching. The students appeared to like him and, in general, enjoyed the activities in 

his classes. 

3.1.3.2. Teacher 2 (Class 2) 

Teacher 2's cIassroom activities during the observation period also reflected 

many features of a multidimensional project-based approach. As in Teacher 1's case, 

the students in Class 2 were aware fiom the beginning of the unit, La Mode et la 

publicit&, that they would work towards a final project. They were also aware that the 
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activities they would do were designed to prepare and help them complete their 

project successfully. A near majority (43%) of the content activities observed in 

Teacher 2's classes were part of the communicative-experiential syllabus, coded as 

either primary focus, or equal focus, in combination with another content category. 

All of them were related to the students' project. Thirteen percent of the 

communicative-experiential activities observed in Class 2 had a dual focus. 

Approximately one quarter (2690) of the content activities were related to the 

language syllabus, with almost one fifth (1 8%) being related to the project. No 

cultural activities were observed in Class 2; As I discovered during a post- 

observation discussion, Teacher 2 decided to eliminate the prescribed cultural 

activities due to his extended absence for health reasons. A small percentage (4%) of 

general language education-type activities were observed, but they were not related 

to the students' project. One of the most distinctive features of the teaching in Class 

2 was the use of French in the classroom. Teacher 2 was observed using French 

exclusively 89% of the time and English exclusively only 11% of the time. The 

students in this class were observed using French exclusively 66% of the time. I 

noted that these students were required to ask permission to speak English, at least 

when addressing their teacher, either in a large group or individually. Teacher 2 also 

asked his studentst permission to use English in class. It is fair to say that Teacher 2 

"ran quite a tight ship.". He spent considerable time ensuring that students understood 
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his explanations completely; he spent more than a quarter (27%) of observed time on 

classroom procedures. This may explain, in part, why his students were not observed 

to be off-task during the observation periods. The activities in Class 2 provided a 

large amount of time for students to listen to spoken French (71%). Writing was the 

primary or equal focus in nearly one-fifth (17%) of the activities in this class whereas 

speaking and reading received relatively little attention as a primary or equal focus 

(9% and 2% respectively). Speaking was given much more attention as a secondary 

focus (37.4%). Although students were sitting in clusters of four or five, which 

would be conducive to group work, students worked cooperatively only 13.38 of the 

time observed. There were many occasions when Teacher 2 expressed concern for 

his students' well-being and their learning. I would describe Teacher 2 as nurturing 

and protective. Although Teacher 2 rarely used humor, the tone of his voice was 

supportive and encouraging. He talked about and insisted on respect in his classroom 

(for the teacher and for other students). Students certainly respected their teacher and 

seemed to enjoy their classes very much. 

3.1.3.3. Teacher 3 (Class 3) 

Teacher 3's classroom approach was neither project-based nor completely 

unidimensional (labeled therefore less-multidimensional). During the observation 

period, he did not spend any time on activities which define a multidimensional 

project-based approach. However, a near-majority of his activities were 
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communicative in nature although not related to a project. For example, his students 

did discuss their preferences regarding different fashion trends, the difference being 

that the skills and language learned during this activity were not intended to prepare 

the students to complete a project or task In other words, many of the activities 

completed in Class 3 were drawn from the prescribed unit called La Mode et la 

publicite'but the students did not complete any ha l  project, thus they were not aware 

of a purposeful reason for doing them (unless of course they were intrinsically 

motivated to learn, despite the absence of a project). Similarly, the language activities 

(36%) were not related to any obvious communicative need which a project creates. 

Almost one-tenth (9%) of both the communicative and language activities had a dual 

focus, combined with another content category. Teacher 3 spent no time on culture 

activities during the observation period and only 3% of the time on general language 

education activities, not related to a project. Although a majority (55.6%) of Teacher 

3's activities were personalized (meaning the theme or topic of the task or activity 

was related first to the students' lives and previous knowledge and experiences), 

students actually chose or negotiated choice of these activities only 0.4% of the time 

observed. Teacher 3 used French exclusively only slightly more than a quarter of the 

time (28%) whereas English was used exclusively more than a third of the time 

(37%). Translation was observed 12 times in 12 visits. A majority (52%) of the 

activities in Class 3 focused primarily on developing students' listening skills. Almost 
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a third (29%) of the activities in Class 3 also focused on developing writing skills and 

about a quarter (26%) of the activities aimed primarily at speaking skills. Reading, 

both as a primary and secondary focus, was given little attention. Speaking was given 

a secondary focus in a majority (54.8%) of the activities in Class 3. The students were 

sitting in clusters of two or three, conducive to group work; however, Teacher 3's 

students were observed working in groups only 12.8% of the time. Students were 

observed to be off-task in Teacher 3's class more than in any other: 16 times over 1 1 

visits. Although it was not apparent to me that the students generally enjoyed all of 

- their core French classes, a large majority of Teacher 3's students (88%) reported that 

they were either satisfied or very satisfied with their grade 9 French classes (see Table 

3.1 1 below). 

3.1.3.4. Teacher 4 (Class 4) 

Like Teacher 3, I classified Teacher 4's teaching approach as less- 

multidimensional. Although Teacher 4 spent no time on activities related to a student 

project, data were collected reflecting activities from three of four syllabuses of a 

multidimensional curriculum model. A near majority (46%) of the activities observed 

in Class 4 were related to the language syllabus, including 18% without any real 

context. Nearly one-fifth (19%) of Teacher 4's activities were communicative in 

nature. Although Teacher 4 spent no observed time where the primary focus was 

general language education, he did spend 16% of the observed time on culture 
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activities. Like Teacher 3, many of these were drawn fsom the unit La Mode et la 

publicite' but were related in no way to a student project. Students were sitting in 

single-file rows; it is therefore not surprising that they did no group work during the 

time observed even though such a seating arrangement does not preclude cooperative 

activities. Only 14% of Teacher 4's activities were personalized. Moreover, students 

did not choose or negotiate the content of any activities. Most notable in Class 4 was 

the low tally for exclusive use of French. Students were observed using French 

exclusively only 32% of the time (as compared to 54% in Teacher 1's class, 66% in 

Teacher 2's and 51 92 in Teacher 3's). There were 17 references in my field notes to 

the use of translation over 11 visits in Class 4. This appears to relate to Teacher 4's 

exclusive use of French in only 9% of observed activities. In fact, Teacher 4 was 

observed using English exclusively 6 3 8  of the time. When student modality is 

considered, Teacher 4's students were involved to a large degree (79%) in activities 

where they listened to others speaking (mostly in English or a mixture of English and 

French). Writing was a primary or equal focus in nearly one-fifth (19%) of Teacher 

4's activities. Speaking was a secondary focus in 59.5% of Teacher 4's activities and 

reading was a secondary focus in slightly more than a quarter (27.9%) of his 

activities. Students were observed off-task six times over 11 visits. Like Teacher 3's 

students, my impression was that the students in Class 4 generally did not enjoy all 

of their core French classes. However, a large majority of Teacher 4's students (9 1 %) 
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reported that they were either satisfied or very satisfied with their grade 9 French 

classes (see Table 3 - 1 1 below). 

3.2, Results: Part 2 

In the following section, results from the pre- and post-tests as well as the 

achievement tests are reported. Following from the previous section, comparisons are 

based on the grouping of Teachers 1 and 2 in the "multidimensional project-based" 

category and Teachers 3 and 4 in the "less-multidimensional" category. 

3-2.1. P re-Tests 

Table 3.7 presents the results of the pre-tests, for each class, administered at 

the beginning of the study in September, 1996. Mean test scores, by class, were fnst 

compared using ANOVA. Where the F-ratio was statistically si@cant (at the .05 

level), more conservative post-hoc Tukey multiple comparisons (pc.05) were 

conducted. The following statis tically significant differences emerged on the Tukey 

comparisons: 

Class 1 outperformed Class 4 on the following five test measures 

(out of 14 possible pre-test measures): Listening Total, Composition 

2, Composition Total, Reading Total, Oral Part 3. 

Class 1 outperformed Class 3 on the Composition Total. 

Class 2 outperformed Class 4 on the following three test measures: 

Composition 1, Composition Total and Oral Part 3. 







Class 2 outperformed Class 3 on Composition 1. 

In summary, the general French proficiency of the students in the four classes 

differed in many ways at the beginning of the study, especially when the students fiom 

Classes 1 and 2 were compared to the students from Classes 3 and 4. This is an 

important consideration for further statistical analyses and is discussed below in more 

depth. 

3.2.2, Post-Tests 

Table 3.8 below reports the adjusted post-test scores (adjusted for differences 

on the pre-tests) administered near the end of the academic year in which this study 

was conducted. The post-tests were identical to the pre-tests administered at the 

beginning of the study. They are therefore one way to assess students' progress in 

general French proficiency over the academic year. 

ANCOVAS were conducted to adjust the pos t-test scores for initial differences 

on the pre-tests and to identify statistical differences among the classes. The pre-test 

score for each test was used as the covariate in each case. Tests of significance in SPSS 

were programmed specifically to compare the adjusted means for "multidimensional 

project-based" classes and the "less-multidimensional" classes (1&2 vs 3&4). These 

tests also determined whether there were significant differences in the adjusted mean 





Table 3.8: Post-Test Scores by Class (General Proficiency Tests), Adjusted for Pre-Test Scores (continued) 

'rest ' Class 1 

Oral Total 32.4 
(Max= 41) 

Oral Part 1 6 2  
(Mllx= 9) 

Oral Part 2 7.9 
(Max= 10) 

Oral Part 3 18.3 
(Max= 22) 

Class 2 Class 3 Class 4 

Note: ANCOVA conducted using Pre-test scores as covariates. I dcsigncd the tesls of significance to make the following 3 contrasts: 
Classes 1 &2 vs, Classes 3&4, Class 3 vs. Class 4, Class 1 vs. Class 2. 



post-test scores between Classes 1 and 2 and between 3 and 4, respe~tively.'~ The 

following statisticalIy signifcant differences emerged when the adjusted post-test 

score means were compared using ANCOVA (pc.05): 

Classes 1 and 2 (the multidimensional project-based classes) 

significantly outperformed Classes 3 and 4 (the less-multidimensiond 

classes) on the following five post-tests (out of 14 possible test 

measures): Listening Total, Writing Total, Dictke, Composition 1 and 

Reading Part 3. 

Only one significant difference was identified when Classes 1 and 

2 were compared: Class 1 significantly outperformed Class 2 on Part 

I of the Oral test when post-test scores were adjusted for initial 

differences on the same pre-test. 

3.2.3. Achievement Test Results 

Table 3.9 presents the results of the achievement tests, administered at the end 

30 Whereas the Tukey test makes all possible pair-wise contrasts of means in the data set, 
the ANCOVA dowed only for 3 contrasts (degrees of freedom, or the N, minus one). 
Comparing the "multidimensional project- based'' cIasses against the "less- 
multidimensional" classes is logical because this corresponds to the research questions 
posed above in Chapters 1 and 2. This choice of statistical comparison is also justified 
because pre-test results and exploratory Tukey comparisons conducted on the post-test 
data (not reported) established that trends were emerging in a multidimensional project- 
based vs. less-multidiDnensiona1 dichotomy. 
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of the observation period, in December, 1996. As indicated above in Chapter 2, these 

tests were designed to assess students' achievement of the skills and knowledge of the 

project-based teaching unit implemented by al l  teachers during the time they were 

observed. 

Mean test scores were adjusted for initial differences on the pre-tests of 

general French proficiency using ANCOVAS. As indicated above in Chapter 2, I 

decided to use one pre-test measure (the dictke) as the covariate for a l l  achievement 

test measures. The ANCOVA contrasts were programmed, in SPSS, specifically to 

compare the mean adjusted achievement test scores from the "multidimensional 

project-based" classes and the "less-multidimensiond" classes (1&2 vs. 3&4). These 

tests also determined whether there were significant differences between the adjusted 

achievement test scores Classes 1 versus 2 and then between Classes 3 versus 4, 

respectively. 

The following statistically significant differences emerged when ANCOVA 

was conducted on the achievement test scores, adjusted for pre-test differences: 

Classes 1 and 2 outperformed Classes 3 and 4 on the following 11 

test measures (out of a possible 18 test measures): Listening total, 

Listening Part 1, Listening Part 3, ReadingNriting total, Cloze total, 

Cloze presenf Cloze passt, Writing, Oral total, Describe total, Opinion 



Listening 'I'otal 
(Max=26) 

1,istening Part 1 
(Max= 13) 

Listening Part 2 
(Max=S) 

Listening Part 3 
(Max=5) 

ReadingWriting 
Total (Max=SQ) 

Matching (Max=(;) 

Cioze Total 
(Max=24) 

Table 3.9: Achievement Test Scores by Class, Adjusted for Pre-Test Scores 

Class 2 
M SD 

12.3 4.3 

0 3 , l  

2.6 1.5 

3.2 1.2 

3 5.5 

3.0 1.2 

3.9 3.1 

Class 4 ANCOVA 
(*05) 





Table 3.9: Achievement Test Scores by Class, Adjusted for Pre-Test Scores (continued) 

Test Class 1 Clrrss 2 Class 3 Clws 4 ANCOVA 

Opinion Total 7.3 1.4 8 6 3  1.4 8 5.9 1,9 8 3,5 2,Ci 8 1 &2>3&4 (,004) 
(Max=Y) 3>4 (,01) 

Culture 'I'otal 9.6 4.3 28 6.3 4.3 21 7.3 4.8 24 7.9 4,O 26 l>2 (,Ol) 
(Max=20) 

Culture Part 1 3.6 1.4 28 3.9 1.5 21 3.2 1 .C, 24 3 5  1.5 26 n.s. 
(Max=5) 

Culture Part 2 3.5 2.1 28 2.1 2.8 21 2.7 2.5 24 2,7 1.9 26 11,s. 
(Max=7) 

Culture Part 3 2.6 2.5 28 0.3 1.2 21 1.6 1.7 24 1,s 1.9 26 1>2 (,OOO) 
(Max=@ 

Note: ANCOVA was conducted using the Pre-tcst dictk score as covariatc. 1 designed the tests of significance to make the following 3 contrasts: - 
Classes 1&2 vs. Classes 3&4, Class 3 vs. Class 4, Class 1 vs. Class 2 



total. 

Class 3 outperformed Class 4 on the following five measures: Listening Part 

2, Writing, Oral total, Describe total, Opinion total. 

Class 1 outperformed Class 2 on three test measures: Cloze present, 

Culture total, Culture Part 3- 

Class 4 outperformed Class 3 on one test measure: reading 

comprehension (multiple choice). 

3.2.4. Summary of Test Results 

Statistically si_@cant differences emerged among the students' test scores in 

the four teachers' classes on some pre-test measures (using ANOVA and Tukey, 

ps.05). When ANCOVA was conducted on adjusted post-test scores, Classes 1 and 

2 (the multidimensional project-based classes) achieved statistically sigmficant 

superior scores on the following post-test measures (when compared to Classes 3 and 

4): Listening Total, Writing Total, Dictke, Composition 1, Reading Part 3. When 

ANCOVA was conducted on adjusted achievement test scores, Classes 1 and 2 (the 

multidimensional project-based classes) achieved statistically superior scores on the 

following test measures (when compared to Classes 3 and 4): Listening Total, 

Listening Part 1, Listening Part 3, ReadingIWriting Total, Cloze Total, Cloze (present 

and passe), Writing, Oral Total, Describe Total, Opinion Total. 
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3.3, Results: Part 3 

Given the large volume of questionnaire data, I report only results where 

statistically significant differences, relevant to the main research questions guiding 

the study, emerged when the pre- and post-questionnaires were analyzed. The data 

are presented in detail in Tables 3.3.1 .-3.3.20. in Appendix E. Two types of 

descriptive statistics are presented in these Tables: 1) frequency calculations 

indicating the percentage of student responses for each of the four classes on each 

questionnaire item; 2) statistical analyses of differences in the distribution of student 

responses across classes, using Chi-square comparisons (pc.05). Table 3.10 

summarizes the significant differences among classes but does not indicate where 

these differences lie among classes. In the text, below, I identify where the statistical 

differences lie using adjusted standardized residuals" on the Chi-square analyses. 

Where possible. particular emphasis is placed on differences which distinguish 

between the "multidimensional project-based" classes and the "less- 

mdtidimensional" classes (1 &2 vs. 3R.4). 

For ease of presentation. the questionnaire data (pre- and post-) have been 

31 The residual equals the difference between the observed and expected frequency for 
each item and is calculated at the cell level The residual is used to identify interactional 
effects at the cell level of the Chi-square which deviate extremely from the expected 
residual if there were no interaction or dependence. The adjusted standardized residual 
corrects for random deviation errors. Sigmficant differences on the Chi-square analysis 
are caused by residuals, at the cell level, which exceed 2 2 standard deviations. The 
assumption here is that the residuals should be normally distributed. 



Table 3.10 : A Summary of Significant Differences on Pre- and Post-Questionnaire Data (Based on Chi- 
Square Analyses) 

I Category Preques tionnai re 
Significant differences 

reading ii menu 
writing a letter to a friend 
writing an essay (environnlent) 
conducting an interview 
doing an oral prese~itation 
participating in a group discussion 

francophoncs in western Canada 
popular francophonc si ngcrs 
eating habits of local Frcncfl people 
different culturcs in  student's community 

listening 
spcaking 
reading 
self-confidence while speaking French 
motivation to l w n  French 
understanding of francophonc youth 
ability to anticipate meaning when reading 

Post-questionnaire 
Significant differences 

understanding a job ad 
wiling a letter to a friend 
understanding a film 

writing 

Note: This table does not identify where differenca among classa lie. Please refer to the text in Section 3.3. 



Table 3.10 : A Summary of Significant Differences on Pre- and Post-Questionnaire Data (Based on Chi- 
Square Analyses) (. . .continued) 

Category Pre-questionnaire Post-ques tionnaire 
Significant differences Significant differences 

Attitudes towards lcarning a second language is g o d  
French language and I look bad if I makc mistakes whcn 
culture speaking French 

Activity usefulness learning vocabulary 
0 oral presentations 

listening to videos 
doing grammar cxcrcises 

Strategy use: Speaking rephrasing what you say 

Strategy use: listening giving up and tuning out 

it's important to Icarn about Frcnch culture 
official bilingualism is good 

Q oral prcscntalions 

switching lo English temporarily 
asking for help in French 

0 using the context 
asking the speaker questions 

I I Strategy use: reading using the context using the context 
, using cognates 

looking up on1 y the ncccssary wordq in thc 
dictionary 

Strategy use: writing asking the teacher to read my writing 
using a dictionary 

I Motivations for 
learning French 

0 Frcnch is my favorite subject 

writing a rough copy and revising 
asking a friend for help 
asking a teacher to rcad my writing 
asking a liiend to read m y  writing 

French is my favorite subject 
Q intentions to study French in high school 

French in grade 1 0 

Note: This table dm. not identify where differences among classes lie (based on Chi-squarc analyses). Please refer to the text in Section 3.3. 
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divided into the following categories corresponding to the different sections of the 

questionnaires completed by all students: self-assessment (French skills, cultural 

knowledge, improvement in French), attitudes towards the French language and 

culture, usefulness of activities, strategy use, and motivations for learning French. 

3.3.1. Self-Assessment Data 

In both pre- and post-questionnaires, students were asked to assess their skills 

in French and their cultural knowledge. They were also asked to indicate how much 

their French skills had improved since beginning their second language studies. 

3.3.1.1. Self-Assessment of French Skills 

Chi-square analyses conducted on the pre-questionnaire data revealed 

statistically sigmficant differences (See Appendix E) amongst the four classes on the 

following six communicative tasks in French (out of ten self-assessment measures): 

reading a menu, writing a letter to a friend, writing an essay about the environment, 

conducting an interview, doing an oral presentation on the environment and 

participating in a group discussion entirely in French. 

Using adjusted standardized residuals on the Chi-square analyses to identify 

the source of the differences amongst the classes, these si@cant differences on the 

pre-questionnaire are attributed principally to Class 4. In almost all cases, 

significantly more students from this class indicated that all these tasks were either 

much more difficult in French as compared to English or they reported that they 
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probably couldn't do the tasks in French. In the case of writing an essay about the 

environment, Class 2 also contributed to the signifcant differences. Nearly 70% of 

the students in Class 2 reported that writing an essay about the environment was 

much more difficult in French than in English (as compared to 38% of students in 

Class 1,41% in Class 3 and 23% in Class 4). 

Fewer differences remained amongst the classes at the end of the academic 

year when the post-questionnaire was administered. Chi-square analyses on the post- 

questionnaire data revealed signif~cant differences amongst the four classes on the 

following three coinmunicative tasks in French (out of ten self-assessment measures): 

understanding a job ad, understanding a film, and writing a letter to a friend. 

In the case of understanding a job ad in French, sigmficant differences 

emerged in favor of the multidimensional project-based classes as compared to the 

less-multidimensional classes on the post-questiomaire. About a quarter (23%) of the 

students in Class 4 indicated that understanding a job ad in French was either just as 

easy or a little more dificdt than in English; this compares to a majority of students 

h r n  Classes 1 and 2 (58% and 50% respectively). In addition, nearly one quarter of 

the students from Class 3 indicated that they probably couldn't understand a job ad 

in French, whereas no students in Classes 1 and 2 indicated this. 

Sigdicant differences emerged to distinguish the multidimensional project- 

based students kom the less-multidimensional students when they were asked in the 
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post-questionnaire to assess their ability to write a letter to a friend. O n  the one hand, 

a majority of students in Classes 1 and 2 (64% and 55%, respectively) reported that 

writing a letter to a friend was either just as easy or just a little more difficult in 

French as compared to English. On the other hand, quite a large majority of students 

from Classes 3 and 4 (60% and 77%, respectively) reported that writing a letter was 

either much more difficult in French than in English or impossible. 

Chi-square analyses revealed signif~cant differences among the classes on 

students' post-questionnaire self-assessment of their ability to understand a Nm in 

French, but these differences did not distinguish between the multidimensional 

project-based and the less-multidimensional classes. A majority (54%) of students in 

Class 1 and 36% of the students in Class 3 indicated that understanding a film in 

French was just as easy or just a little more difficult in French compared to English; 

significantly fewer students from Classes 2 and 4 indicated the same. In fact, a large 

majority of students in Classes 2 and 4 indicated that understanding a film in French 

was either much more difficult in French than in Enash,  or impossible (75% and 

86%, respectively). 

3.3.1.2. Self-Assessment of Cultural Knowledge 

Students were asked to assess their level of knowledge of various aspects of 

francophone culture, including 1 3 different questio~aire items (see Appendix E). 

Chi-square analyses conducted on the pre-questionnaire data revealed significantly 
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different knowledge levels amongst the four classes on the following four aspects of 

francophone culture: fiancophones in western Canada, popular fkancophone singers, 

eating habits of local French people, and different cultures in the students' 

communities. No significant differences remained amongst the classes at the end of 

the academic year when the post-questionnaire was administered. 

Using adjusted standardized residuals on the Chi-square analyses on the pre- 

questionnaire, in the case of students' knowledge of francophones in western Canada, 

significantly more students in Class 1 (14%) reported that their knowledge was good, 

as compared to all other classes (0% in Classes 2 and 4, 7% in Class 3). Similarly, 

~ i ~ c a n t l y  more students from Class 1 (21%) reported that their knowledge of the 

eating habits of local French people was either good or very good, as compared to all 

other classes (4% in Classes 2 and 3, and 8% in Class 4). 

Significant differences which emerged among classes, related to students' 

knowledge of different cultures in their community and of popular singers, can be 

attributed to Class 4. Eighq-nine percent of students from Class 4 indicated that their 

knowledge of different cultures in their community was poor, or they couldn't say; 

this contrasts significantly with 48% in Class 1, 72% in Class 2, and 38% in Class 3. 

In addition, ~ i ~ c a n t l y  fewer students from Class 4 (8%) indicated that their 

knowledge of popular singers was either good or very good: This compares to 3 1 % 

of students in Classes I and 2 and 44% of students in Class 3. 



3.3.1.3. Self-Assessment of Improvement Since Starting French 
Studies 

In this category, students were asked nine related questions to assess how 

much they had improved, since beginning their SL studies, in different areas related 

to learning French. Many differences existed amongst the four classes on the pre- 

questionnaire (see Appendix E): listening, speaking, reading, self-confidence while 

speaking French, motivation to learn French, understanding of francophone youth 

cultures and ability to anticipate meaning when reading or listening. 

Adjusted standardized residuals on the Chi-square analyses showed many of 

the differences originated from Class 4. Sigmficantly fewer students from Class 4, 

as compared to all other classes, reported that their listening, reading, self-confidence 

while speaking French, understanding of francophone youth, and their ability to 

anticipate meaning when reading or listening, had improved either a great deal or 

somewhat since beginning studies in French. 

In the case of speaking and motivations to learn French on the pre- 

questionnaire, significant differences relate to both Classes 2 and 4. Significantly 

more students from Class 2, as compared to all other classes, reported that their 

speaking and their motivation to learn French had improved either a great deal or 

somewhat, since beginning French studies. Moreover, significantly more students 

from Class 4, as compared to all other classes, responded either "no improvement" 

or "don't how". when asked how much their speaking and motivation for learning 



French had improved since starting French studies. 

Only one statistical difference remained when the post-questionnaire was 

administered: improvement in writing. An analysis of adjusted standardized residuals 

on the Chi-square tests identified the following sources for the differences amongst 

the classes: Si@icantly more students in Class 2, as compared to students from a l I  

other classes, reported that their writing skills had improved either a great deal or 

somewhat (95% as compared to 65% in Class 1, 71 % in Class 3 and 55% for Class 

4). In addition, two fifths of the students in Class 4 reported that their writing skills 

had not improved at all since they began studying French (this contrasts signrficantly 

with 0% in Class 2, 19% in Class I,  and 13% in Class 3). 

3.3.2. Attitudes Towards French Language and Culture 

In this category, students were asked to indicate the degree to which they 

agreed with a series of attitudinal questions related to French language, fkancophone 

culture, language learning and multiculturalism. 

Significant differences (see Appendix E) existed amongst the four classes on 

two attitudinal items on the pre-questionnaire (out of nine attitudinal items): "learning 

a second language is good" and "I look bad if I make mistakes when speaking 

French. " Adjusted standardized residuals link the statistical differences in the f i s t  

case, learning a SL is good, to Class 2: Significantly more students from this class 

(91%), as compared to a l l  others, either agreed or strongIy agreed that learning a SL 
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is good (72% in Class 1, 61% in Class 3, and 50% in Class 4). Simcantly more 

students from Class 4 (39%), as compared to all other classes, strongly disagreed that 

making mistakes makes them look bad when speaking French (17% in Class 1, 9% 

in CIass 2, and 7% in Class 3). 

Chi-square analyses on the post-questionnaire responses indicated that 

siCrgnifkant differences existed among the classes on two different attitudinal items: 

"it's important to learn about French culture" and "official bilingualism is good". An 

analysis of adjusted standardized residuals on the Chi-square tests identified the 

following sources of the differences amongst the classes: Statistical differences 

emerged on the fxst item principally because of a higher number of students in Class 

1 (24%) who agreed strongly that it is important to learn about French culture (as 

compared to 5% in Class 2,4% in Class 3 and 0% in Class 4). 

Almost one third of students from Class 1 strongly agreed that official 

bilingualism is important (compared to 5% of students in Class 2, 13% of Class 3, 

and 10% of Class 4). In addition, ~i~nificantly more students in Class 2, as compared 

to all other classes, agreed that official bilingualism is good. 

3.3.3. Usefulness of Activities 

In this category, students were asked to indicate how useful a series of 11 

classroom activities are for learning French. Si@cant differences (see Appendix 

E) existed amongst the four classes on four pre-questionnaire items: learning 
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vocabulary, oral presentations, listening to videos, and doing grammar exercises. 

Significant differences, using adjusted standardized residuals on the Chi- 

square analyses, on all four pre-questionnaire items can be traced to Class 4. 

Significantly fewer students in Class 4, as compared to al l  other classes, reported that 

learning vocabulary. oral presentations, listening to videos and doing grammar 

exercises, were either useful or very useful. 

Chi-square analyses on the post-questiomaire responses indicated that 

simcant differences remained for one classroom activity only: Significantly more 

students from Class 2 (959 )  reported that oral presentations were either useful or 

very useful as compared to students from all other classes (61% in Class 1, 80% for 

Class 3. and 64% for Class 4). 

Also related to students' assessment of the usefulness of activities are their 

reports of satisfaction with their grade 9 French. Mean results of student reports of 

their satisfaction with grade 9 French by class are found in Table 3.1 1. A large 

majority of students in all classes were either satisfied or very satisfied with their 

grade 9 French classes. No statistically significant differences emerged on the Chi- 

square analyses which compared the distribution of student responses across classes. 

3.3.4. Strategy Use 

In this section of the questionnaires, students were asked to indicate which 

strategies they use, from a list, when encountering difficulties speaking, listening, 



Table 3.11 Student Satisfaction With Grade 9 French by Class 

Satisfied 

reading and writing in French. Data showing the percentage of students in each class 

indicating use of various strategies, broken down by skill, for both the pre-and post- 

questionnaires. are found in Appendix E. These tables also include Chi-square 

analyses of differences in the distribution of responses across the four classes. 

3.3.4.1. Speaking 

SiLacant differences existed amongst the four classes on only one of the six 

suggested speaking strategies on the pre-questionnaire: "rephrasing what you say". 

Adjusted standardized residuals from the Chi-square analyses indicate that the 

difference is linked to Classes 2 and 4. Significantly more students in Class 2 (48%), 

as compared to all other classes, reported rephrasing what they wanted to say when 

speaking (38% for Class 1, 26% for Class 3* and 4% for Class 4). Moreover, 

significantly fewer students from Class 4 (4951, as compared to a l l  other classes, 

reported using this strategy when encountering problems speaking French. 

Chi-square analyses on the post-questionnaire responses indicated significant 
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differences on two different strategies on the post-questionnaire: "switching to 

English temporarily and then continuing on in French", and "asking for help in 

French". An analysis of adjusted standardized residuals on the Chi-square tests 

identified the following sources of the differences amongst the classes: Significant 

differences emerged on the first strategy principally because of a greater number of 

students in the multidimensional project-based classes (69% in Class 1 and 71 % in 

Class 21, as compared to the less-multidimensiond classes (36% in Class 3 and 45% 

in Class 4), who reported switching to English temporarily (to keep the conversation 

going) and switching back to French. 

The significant differences which emerged on the "asking for help" strategy 

can be traced to a contrast between the students in Classes 2 and 4. A majority of 

students in Class 2 ( 5 7 4 )  indicated they would ask for help in French, whereas 5% 

of students in Class 4 indicated they would do the same. 

3.3.4.2. Listening 

Sigruficant differences existed amongst the four classes on only one of the five 

suggested listening strategies on the pre-questionnaire: "give up and tune out?'. 

According to the adjusted standardized residuals on the Chi-square analyses, these 

differences are attributed to Classes 2 and 4. Significantly fewer students in Class 2 

(4%) and significantly more students in Class 4 (39%), as compared to all other 

classes, reported giving up and tuning out when encountering difficulties listening 



in French (17% in Class 1, and 30% in Class 3). 

Chi-square analyses on the post-questionnaire responses indicated significant 

differences on two different listening strategies on the post-questionnaire: "using the 

context", and "asking the speaker questions". An analysis of adjusted standardized 

residuals on the Chi-square tests identified the following sources of the differences 

amongst the classes: Significantly fewer students in Class 4 reported using the 

context when listening as compared to students kom all other classes (9% of students 

in Class 4 as compared to 5 2 4  in Class 3, 48% in Class 2 and 31% in Class 1). 

Similarly, significantly fewer students from Class 4 (23%) indicated that they would 

ask the speaker questions when having difficulty understanding (compared to 67% 

in Class 2, 60% in Class 3 and 50% in Class 1). 

3.3.4.3. Reading 

Significant differences existed amongst the four classes on three of the five 

reading strategies suggested on the pre-questionnaire: "using the context", 'bsing 

cognates'' and "looking up only the necessary words in the dictionary". Analysis of 

the adjusted standardized residuals on the Chi-square tests reveals that ~ i ~ c c a n t l ~  

fewer students from Class 4 (23%), as compared to all other classes, reported using 

the context to help with difficulties in reading French (48% in Class 1,52% in Class 

2 and 59% in Class 3). Similarly, significantly fewer students from Class 4 (27%), 

and ~i~onificantly more students from Class 2 (78%), as compared to all other classes, 
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reported that they used the dictionary to Iook up only the necessary words when 

reading (62% in Class 1 and 59% in Class 3). In the case of cognate use to facilitate 

reading comprehension, significantly fewer students from Class 1 (4 1 %), as 

compared to all other classes, reported using cognates to help them read in French 

(78% in Class 2, 56% in Class 3, and 73% in Class 4). 

Chi-square analyses on the post-questionnaire responses indicated that 

significant differences remained on only one of these strategies on the post- 

questionnaire: '%sing the context to understand". The adjusted standardized residuals 

on the Chi-square tests indicated that significantly fewer students in Class 4 reported 

using the context when reading: 23% of students in Class 4 reported using the 

context when readins as compared to a majority in a l l  other classes (864 in Class 2, 

64% in Class 3. and 58% in Class 1 ). 

3.3.4.4. Writing 

On the one hand, significant differences existed amongst the four classes on 

two of the eight writing strategies suggested on the pre-questionnaire: "asking the 

teacher to read one's writing", and "dictionary use". Analysis of the adjusted 

standardized residuals on the Chi-square tests reveals that significantly fewer students 

from Class 4, as compared to all other classes, reported using these strategies: 1) 20% 

of students in Class 4 reported asking their teacher to read their writing, as compared 

to 59% of students in Class 1, 57% in Class 2, and 41% in Class 3; 2) 56% of 
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students from Class 4 reported using a dictionary when writing, as compared to 76% 

of students in Class 1, 91% in Class 2, and 85% in Class 3. 

On the other hand, Chi-square analyses on the post-questionnaire responses 

indicated significant differences on four writing strategies on the pos t-questionnaire: 

"writing a rough copy and revising", "asking a friend for help", "asking a teacher to 

read one's writing", and "asking a friend to read one's writing". Again, the adjusted 

standardized residuals on the Chi-square tests indicated the source of the significant 

differences. In two cases, sigmfkant differences emerged which distinguished the 

multidimensional project-based classes (1 and 2) fiom the less-rnultidimensiona1 

classes (3 and 4). A large majority of students from Classes 1 and 2 reported that they 

asked their teacher to read their writing (6590 and 62%, respectively), whereas only 

about a quarter of the students in Classes 3 and 4 did the same (244 and 23%, 

respectively). Similarly, a large majority of students in Classes 1 and 2 (85% and 

95%, respectively) reported that they asked a friend for help when writing. This 

contrasts significantly with 5 9 8  of students in Class 4 and 64% in Class 3. 

The source of sigmficant differences for the two other strategies can be traced 

to the students in Class 4, once again. Fewer students in this class reported writing 

a rough copy and revising it (9% as compared to 65% in Class 1.52% in Class 2 and 

44% in Class 3). Significantly fewer students from Class 4 (5%),  as compared to 

students from Class 2 (67%), reported that they asked a friend to help them with their 



writing. 

3.3.5. Motivations for Learning French 

In the motivation section of both the pre- and post-questionnaires, students 

were asked to indicate the degree to which they agreed with five different indicators 

of motivation for learning French, learning languages in general and for cultural 

integration. Only one si@xcant difference emerged on the Chi-square analyses of 

both the pre- and post-questionnaire data. In both cases, significantly more students 

from the multidimensional project-based classes, as compared to the students fiorn 

the less-multidimensional classes, reported that French was their favorite subject 

(Chi-square= -00 1 on the pre-questionnaire, and -04 on the post-questionnaire). 

Related to students' motivations for learning French are their plans for future 

study in French; the results from two related questions are presented below. The fist, 

presented in Tables 3.12 and 3.13, is a general question concerning the students' 

intention to continue studying French at high school (see results for pre-questionnaire 

in Table 3.12 and the post-ques tionnaire results in Table 3.13). The second question 

related to student motivations is more specifically related to the students' intentions 

to study French in grade 10, which is the first year when core French becomes 

optional in P.E.I. (see Table 3.14). 

Whereas no significant differences emerged amongst the classes on the pre- 

questionnaire, the adjusted standardized residuals on the Chi-square tests indicated 

that significantly more students from Class 2 (81 %), compared to all other classes, 
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reported the intention to continue studying French in high school on the post- 

questionnaire (50% in Class 1,40% in Class 2, and 36% in Class 4). 

Furthermore, when asked specifically about the intention to study French in 

grade 10 (see Table 3-14), 32 adjusted standardized residuals on the Chi-square tests 

indicated that significantly more students from Class 2 (90.5%) planned to study 

French in grade 10 compared to the three other classes in this study. 

It is intriguing to note in Tables 3.1 2 and 3.1 3 that a shift, from pre- to post- 

questionnaire, appears to have occurred in the students' desire to continue studying 

Table 3.12: Student Report: I Want to Continue Studying French in High School 
(Pre-Questionnaire) 

Class 3 Class 4 Chi-square 
significance 
level (.05) 

" I attempted to administer the post-questionnaire after the students had registered for 
their grade 10 courses. This was possible for all classes, except Class 3. The day on which 
these students were supposed to register for grade 10 was canceled because of a snow 
storm. More students in this class, as compared to all other classes, were undecided about 
grade 10 French because they hadn't yet made a decision about their course sekctions for 
the following school year at the time they completed the post-questionnaire. 



Table 3.13: Student Report: I Want to Continue Studying French in High School 
(Post-Questionnaire) 

disagree 
1 

Can't - - 32 9 
say 

Table 3.14: Student Report: I Intend to Study French Next Year (in Grade IO) 

Intention 

r 

Yes 

No 

\ Not sure 

significance 
level (-05) 

SO 90.5 32 41 
-000 

46 9.5 40 54.5 

4 - 28 4.5 

French in high school in Classes 1 and 2. On the pre-questionnaire, 62% of students 

in Class 1 and 5 2 2  in Class 2 indicated that they either agreed or strongly agreed that 

they would continue studying French in high school (and 21% and 35% of these 

students, in Class 1 and 2 respectively, reported "can't say). On the post- 
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questionnaire, administered in both of these classes after they had registered for their 

grade 10 courses, fewer students in Class 1 (50%) and more students in Class 2 

(81%), as compared to the pre-questionnaire, indicated that they either agreed or 

strongly agreed that they would continue studying French in high school. Moreover, 

in both cases, no students chose the "can't say" category. On the one hand, it is clear 

that most of the undecided students in Class 2 made a decision that they would like 

to continue studying French in high school. On the other hand, it is not clear what 

happened to the undecided students in Class 1: Whereas the "strongly agree" category 

increased from 17% to 3 1% from pre- to post-questionnaire, the "agree" category 

decreased from 45% to 19% and the "disagree" and "strongly disagree" categories 

increased from 1 7 4  to 50%.33 These students had already chosen their grade 10 

courses. including French, and as a result, their responses related to the general 

question about continuing French in high school were probably directly influenced 

by having made this decision. Furthemore, it is possible that students in Class 1 may 

have been counseled out of French or prevented fiom taking this subject because of 

scheduling conflicts. The high school which most of the students fiom Class 1 would 

attend has allegedly been unsupportive of core French (P.E.I. Ministry of Education, 

personal communication; March 23, 1998). 

'I However, the Wilcoxon signed ranks test revealed significant differences between pre- 
and post-questionnaire results on this question for Class 2 only @ = .04). 



3.3.6. Summary of Questionnaire Data 

At the beginning of the study (in the pre-questionnaire), significantly more 

students from Class 4, as compared to all other classes. indicated that the following 

communicative tasks were either much more d=cult in French or they probably 

couldn't do them: reading a menu, writing a letter to a friend, writing an essay about 

the environment, conducting an inteniew, doing an oral presentation on the 

environment and participating in a group discussion entirely in French. Near the end 

of the academic year (in the post-questionnaire), a greater percentage of students 

from the multidimensional project-based classes (1 and 2) assessed their French skills 

more positively than students from the less-multidimensional classes (3 and 4) on the 

following communicative tasks: understanding a job ad, and writing a letter to a 

friend. 

When students were asked to assess their cultural knowledge at the beginning 

of the study, significant differences emerged amongst the classes on the following 

four aspects of francophone culture: francophones in western Canada, eating habits 

of local French people, popular francophone singers, and different cultures in the 

students' communities. Significantly more students from Class 1, as compared to all 

other classes, reported better knowledge of the f ~ s t  two cultural aspects listed. The 

significant differences on the latter two aspects of fraocophone culture Listed are 

attributed to Class 4. which assessed its howledge level of these cultural aspects less 
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favorably than students from all other classes. No significant differences were found 

among the classes when they were asked to assess their cultural knowledge at the end 

of the school year (in the post-questionnaire). 

Many significant differences emerged among the four classes on the pre- 

questionnaire when students were asked how much they had improved in different 

areas related to learning French since beginning their SL studies. Sigmficantly fewer 

students from Class 4, as compared to all other classes, indicated that their skills in 

the following areas had improved either a great deal or somewhat: listening, reading, 

self-confidence while speaking French, understanding of francophone youth, and 

their ability to anticipate meaning when reading or listening Significantly more 

students from Class 2, as compared to all other classes, reported that their speaking, 

and their motivation to learn French, had improved either a great deal or somewhat, 

since beginning French studies. Moreover, significantly more students from Class 4, 

as compared to all other classes, responded either "no improvement" or "don't 

know", when asked how much their speaking and motivation for learning French had 

improved since starting French studies. Only one statistically significant difference 

remained when the post-questionnaire was administered: improvement in writing. 

More students from Class 2, as compared to the other classes, reported that their 

writing skills in French had improved either a great deal or somewhat since starting 

to study this language. 
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Few statistically significant differences appeared among the classes on 

questions related to students' attitudes towards the French language and culture. Two 

exceptions emerged on both the pre- and post-questionnaire data. On the pre- 

questionnaire, significantly more students from Class 2, as compared to all other 

classes, either agreed or strongly agreed that learning a SL is good. In addition, 

significantly more students from Class 4, as compared to all other classes, strongly 

disagreed that making mistakes makes them look bad when speaking French (17% 

in Class 1, 9% in Class 2, and 7% in Class 3). On the post-questionnaire, sigdicantly 

. more students from Class I ,  compared to students from all other classes, agreed that 

1) learning about French culture in school is important and 2) official bilingualism 

is important. 

When students were asked to assess the usefulness of various classroom 

activities on the pre-questionnaire, significantly fewer students in Class 4, as 

compared to all other classes, reported that learning vocabulary, oral presentations, 

listening to videos and doing grammar exercises, were either useful or very useful. 

On the post-questionnaire, only one statistically significant difference emerged when 

Chi-square analyses were conducted on the post-questionnaire data. Signif3cantly 

more students from Class 2, as compared to students from the other classes, reported 

that doing oral presentations in French was either useful or very useful. In addition, 

a large majority of students from all classes reported being either satisfied or very 
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satisfied with their grade 9 core French: No significant differences among the classes 

surfaced on this item. 

Students were also asked to report their use of certain strategies when faced 

with a problem in SL communication. On the pre-questionnaire, significantly more 

students in Class 2, as compared to all other classes, reported rephrasing what they 

wanted to say when speaking. Moreover, significantly fewer students from Class 4, 

as compared to all other classes, reported using this strategy when encountering 

problems speaking French. On the pos t-questionnaire, more students from the 

multidimensional project-based classes (1 & 2), as compared to the less- 

multidimensional classes (3 & 4). reported that they switch to Enghsh temporarily 

and continue on in French to maintain conversation in French; the students from the 

multidimensional project-based classes also reported asking for help more often when 

having problems speaking French. 

In terms of listening strategies on the pre-questionnaire, signrficantly fewer 

students in Class 2, and significantly more students in Class 4, as compared to the 

other classes, reported giving up and tuning out when encountering difficulties 

listening in French. On the post-questionnaire, significantly fewer students in Class 

4 reported using the context when listening as compared to students from all other 

classes. Similarly, siL-enificantly fewer students fiom Class 4 indicated that they would 

ask the speaker questions when having difficulty understanding. 
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Significantly fewer students from Class 4, as compared to al l  other classes, 

reported using the context to help with difficulties in reading French on the pre- 

questionnaire. Similarly, significantIy fewer students from Class 4 (27%), and 

significantly more students from Class 2, as compared to the two other classes, 

reported that they used the dictionary to look up only the necessary words when 

reading In the case of cognate use to facilitate reading comprehension, significantly 

fewer students from Class 1- as compared to all other classes, reported using cognates 

to help them read in French on the pre-questionnaire. Chi-square analyses on the 

post-questionnaire responses indicated that significant differences remained on only 

one of these strategies on the post-questionnaire: Si-cantly fewer students in 

Class 4 reported using the context when reading (as compared to a majority in all 

other classes). 

Students were also asked to indicate their use of various writing strategies. 

Significant differences existed amongst the four classes, on the pre-questionnaire, on 

two writing strategies: significantly fewer students from Class 4, as compared to all 

other classes, reported using a dictionary when writing and asking their teacher to 

read their writing. On the post-questionnaire, a large majority of students from 

Classes 1 and 2 reported that they ask their teacher to read their writing, whereas only 

about a quarter of the students in Classes 3 and 4 do the same. Similarly, a large 

majority of students in Classes 1 and 2, as compared to students in Classes 3 and 4, 
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reported that they ask a £iiend for help when writing. In addition, fewer students 

from Class 4 reported writing a rough copy and revising i t  Significantly fewer 

students from Class 4, as compared to students from Class 2, reported that they ask 

a friend to help them with their writing. Similarly, more students from the 

multidimensional project-based classes (Classes 1 and 2), than less-multidimensiond 

students (Classes 3 and 4) reported asking the teacher to read their writing or asking 

a friend for help. 

Few statistically significant differences emerged among the classes in terms 

of topics related to student motivation. However, more students from the 

multidimensional project-based classes (Classes 1 and 2) reported that French was 

their favorite subject on both the pre- and post-questionnaires. In addition, more 

students from Class 2 reported, on the post-questionnaire, the intention to continue 

studying French in high school than students in all other classes. In addition, 

significantly more students from Class 2, as compared to students from all other 

classes, had registered to study French in grade 10. 



Chapter 4 

Discussion 

This chapter summarizes the observation data, test scores and questionnaire 

results and offers an interpretation of these findings. Differences among classes (on 

tests and questionnaire results) are discussed in light of variations observed in the 

four teachers1 classroom practices. The study's shortcomings and limitations are then 

discussed in terms of the research design and the instruments for data collection and 

testing. Finally, theoretical and practical implications of the study for core French 

teaching are considered. 

4.1. Summary and Interpretation of the Findings 

The findings are summarized and interpreted in terms of the data from the 

classroom observations, proficiency and achievement tests and student questionnaires 

so that I can respond to the research questions which guided my thesis study. 

4.1.1. Classroom Observations 

During the observation period for my study, the four participating teachers 

were implementing the same multidimensional project-based module (La Mode et la 

pubkite^) prescribed by the Ministry of Education in P.E.I. and their school board. 

Furthermore, they had all participated in inservice training sessions on the 

implementation of this "new l1 approach. However, the observation data suggest that 
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the four teacher participants were implementing the multidimensional project-based 

approach in different ways in their core French classes. This is consistent with other 

"method" comparison research which reports similar findings wherein teachers 

modify the same method to render it compatible with their own beliefs on and past 

practices for SL teaching and learning (see, e-g., Beretta, 19%; Freeman & Richards, 

1993). 

Nevertheless, two of the teachers (Teachers 1 and 2) were following the 

prescribed multidimensional project-based approach to a si-cant degree. They 

both organized their teaching around a final project which created an authentic 

context for the activities that prepared the students to complete this project. The other 

two teachers (Teachers 3 and 4) did many of the prescribed activities of the unit and 

were therefore not completely unidimensiond in their approach. To be principally 

unidirnensional would mean that most classroom activities would focus primarily on 

only one syllabus (for example, the language syllabus) to the exclusion of the three 

other syllabuses; the teaching would also not be directed towards the completion of 

a project. Whereas neither Teacher 3 nor Teacher 4 did a project with their students 

during the observation period, neither of them focused their classroom activities 

primarily on one syllabus only (although 46% of the activities observed in Teacher 

4's classes were language-related). Therefore, the inclusion of the project was the 

main factor that distinguished the pedagogical approaches of Teachers 1 and 2 fiom 
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those of Teachers 3 and 4 (see Table 3.2 above). This tendency provides the rationale 

for the statistical comparisons done on the test and questionnaire data. I argue, along 

with some authors of the NCFS (Tremblay et al., 1990) and CASLT (1 994), that the 

project is whzt defines the teaching approach as experiential because the students are 

learning to communicate effectively in the target language while completing a series 

of authentic needs-based tasks which culminate in a find "direct experience" 

(Wurdinger, 1996) or product. Carver (1996) and Luckmann (1996) suggest that 

authenticity, active pro blern-solving-type learning, drawing on student experience 

-and knowledge, and connecting learning to students' future experiences, are the 

salient features of experiential learning. Project-based core French teaching, such as 

observed in Classes 1 and 2, does just that. 

Although the project creates two polar extremes in term of teaching approach, 

only Teacher 1's teaching was completely "multidimensional" if one considers that 

focusing on all four syllabuses is required (and even he dedicated only about 3% of 

his teaching to both culture and general language education in the time I observed). 

It is important to note here that the data reflect only the time observed in the classes, 

so I c m o t  therefore be certain that some content areas were not covered in a class 

period which I was unable to observe. Furthermore, as indicated in Chapter 2, the 

module, as prescribed by the Ministry of Education in P.E.I. (Minisere de 

lfEducation de L'Ile-du-Prince-Edouard, 1996), does not give equal attention to all 
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four syllabuses. In fact, only four out of 46 (8.7%) of the indicated objectives in the 

module are related to culture and only six out of 46 (13.0%) have general language 

education objectives. The approach in this module obviously favors its experiential, 

projec t-based nature (45% of the objectives are communicative-experiential and 3 2% 

are language-related) over an equal focus on all four syllabuses. However, the 

appropriate weighting to be assigned to any one syllabus in a multidimensional 

project-based teaching unit remains unresolved. Stem (1 986, cited in Tremblay et al., 

1 990: 84) indicated that he did not envisage the four syllabi as representing 25 % each 

in a core French course. His main point was that core and SL teaching should be 

driven by a multiple perspective thereby reducing the emphasis being placed on the 

language syllabus. Furthermore, the authors of the NCFS ( e g ,  LeBlanc, 1990; 

Tremblay et al., 1990; Hebert, 1990) offer no clear recommendation on the relative 

weighting of each syllabus in core French teaching units. Further research is required 

to determine in what ways a balance among the four syllabi is achieved in the 

multidimensional project-based modules currently in use, not only in P.E.I., but also 

in commercial materials on the market which reflect a multidimensional project-based 

approach in core French teaching. Furthermore, research is required to determine 

what theoretically might be the best balance among the four syllabuses in 

multidimensional project-based SL teaching. 

Although the project clearly distinguishes the teaching approaches of Teachers 



1 and 2 fiom those of Teachers 3 and 4, there are two other pedagogical features from 

Table 3.2 which deserve mention. Exclusive use of the SL by the teacher, a typical 

but not defining feature of this multidimensional project-based approach, also 

distinguished Teachers 1 and 2 fiom Teachers 3 and 4. Similarly, if one combines the 

percentage of activities in which students either chose or negotiated activities with 

the teacher, one discovers that this occurred 28% of the time in Teacher 1's classes, 

about 10% of the time in Teacher 2's classes but h o s t  never in either Teacher 3's 

or Teacher 4's classes. The possible impact of these factors on students' outcomes is 

discussed below in interpreting the test scores and questionnaire data. 

4.1.2. Test Scores 

The results presented in Table 3.7 suggest that several differences existed 

among the four classes on pre-tests of general French proficiency. A majority of these 

differences were in favor of Classes 1 and 2 as compared to Classes 3 and 4. It is 

unfortunately difficult to explain these differences. When I discovered that the classes 

were not initially comparable in terms of language proficiency, I asked students to 

complete a short survey in an attempt to investigate possible differences among the 

classes in terms of teaching approach to which the students had been exposed in 

grades 7 and 8 (see Appendix F). Students were asked to choose a series of 

indicators, based on their memory, which would best describe the pedagogical 

approach of their core French classes in these grades. No identifiable differences 
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emerged. It is quite possible that the indicators chosen were too general andlor vague. 

For example, it became clear to me following the administration of the post- 

questionnaire, in which students were asked to describe the activities during the 

second semester of grade nine using similar indicators as above, that what I meant by 

a "project" was not understood uniformly by the students in Classes 3 and 4. I also 

checked to see if differences emerged in students' overall academic ability or socio- 

economic background, across classes, which might help explain the differences on 

the pre-tests of general French proficiency. Although these data are somewhat 

incomplete arid based on teachers' reports, no significant differences were identified. 

It is most probable that there are many factors which affect the pre-test scores. 

Nevertheless, this discussion underlines the importance of statistical analyses (i.e., 

ANCOVA) which adjust subsequent scores for these initial pre-test differences. 

When ANCOVAs were conducted on both post-test and achievement test 

scores, the students from the multidimensional project-based classes scored better 

than the students from the less-multidimensional classes on many test measures. 

Considering principles of language testing, especially in terms of the purpose of 

achievement and proficiency tests as we11 as content validity (see, e-g., Harley et al., 

l988), it is not surprising that more differences emerged on the achievement tests 

which were directly related to the objectives and activities of the thematic unit 

implemented by all teachers during my study. As Davies (1990), among others, 
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suggests, achievement tests are designed to assess specific learning at the end of a 

period of learning (such as a teaching unit) or school year. The content and skills 

assessed in an achievement test are "a sample of what has been in the syllabus during 

the time under scrutiny" (p.20). Davies (1 990) suggests that proficiency tests are 

concerned with what has been learned but in a more indirect way: "it establishes 

generalizations on the basis of typical syllabuses" (p.20). A proficiency test is more 

related to predicting language performance on some future or general language task 

or activity. We also h o w  from other research studies (e-g., Lapkin, Hart & Harley, 

1998; Turnbull, Lapkin, Hart & Swain, 1998) that proficiency tests similar to those 

used in my study are not sensitive to increased instructional time and pedagogical 

differences. The achievement test results, compared to the results of the general 

French proficiency tests, c o n f m  that achievement tests were best suited for the 

purposes of my study. On the post-tests of general French proficiency, no differences 

emerged among the classes on any of the oral tests (except that students from Class 

1 performed sigmficantly better than students from Class 2 on Part 1 of the Oral test; 

this was principally focused on pronunciation skills which were not systematically 

addressed by any of the teachers)." However, students from the multidimensional 

project-based classes significantly outperformed students from the less- 

'' D u ~ g  informal discussions following my observations, all 4 teachers confirmed that 
they spent little time addressing pronunciation. Furthennore, no explicit attention i s  given 
to pronunciation in any of the grade 9 teaching modules prescribed in P.E.I. 
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multidimensional classes on all speaking measures on the achievement tests which 

tested the specific content and skills developed during the observation period. 

Educators who are opposed or resistant to not only the multidimensional 

project-based approach, but also to communicative language teaching in general, 

often express a concern that insufficient emphasis is placed on grammar. For 

example, Hart et d. (1996) report that between 40% and 60% (depending on the level 

taught) of core French teachers surveyed in Alberta believed that the emphasis on 

grammar is insufficient in the new multidimensional project-based core French 

programs they had been asked to implement. Similarly, many immersion research 

studies have attributed students' normative like production skills to a lack of form- 

focused instruction in the content-based immersion pedagogy (e-g., Harley, 1988, 

1993; Lyster, 1987). Harley et al. (1990) report that much of the grammar teaching 

they observed in immersion classes was unconnected to the content teaching. They 

argue that more emphasis is needed on relating language forms (grammar) to their 

meaningful use in communicative content-based contexts. In my study, the teachers 

did not ignore the language syllabus: 22% and 26% of the observed activities in 

Classes 1 and 2, respectively, were language-related and connected to the needs 

created by the final project. Furthermore, when one analyzes the scores on tests 

which are integrative in nature but which also require analytical skills and language 

knowledge to complete (dictke in the general proficiency test package; cloze test in 
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the achievement package), students from the multidimensional projec t-based classes 

outperformed students from the less-multidimensiond classes (in which 36% and 

46% of activities were related to the language syllabus, respectively). This suggests 

that multidimensional project-based teaching, with a contextualized and balanced 

focus on form, may lead to grammatical accuracy as well as fluency in the target 

language. 

When one interprets the test scores (achievement and proficiency) in terms of 

skill area, students from all classes performed quite well on tests of listening 

comprehension. This is consistent with what some researchers suggest about first and 

second language development in general: receptive skills like listening and reading 

tend to develop before productive skills, possibly due to a silent period of processing 

input (Krashen, 1981). These results are also consistent with observational results in 

Tables 3.5 and 3.6 above: Listening was consistently the primary focus in all classes 

in the study. 

It is not surprising that results on reading tests are quite low for all classes 

because this skill was a low priority in all classes, be it as a primary or secondary 

focus.35 It is therefore not surprising that few differences emerged among the classes 

on the general proficiency reading tests (except Reading Test Part 3 in favor of the 

multidimensional project-based classes). In the achievement test package, reading 

35 See the description of the MOLT observation scheme above in Chapter 2 for a 
definition of primary and secondary focus. 
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was assessed in more integrated reading and writing tasks. Students fkom the 

multidimensional project-based classes outperformed students fiom the less- 

multidimensional classes on the reading/writing total score and the integrative cloze 

test measures. In tasks which assessed only reading skills (the matching and multiple 

choice measures in the achievement test package), no differences were found among 

the classes. 

Although speaking was observed to be the primary focus in a small percentage 

of Classes 1,2, and 4, speaking was a secondary focus for at least a third of the time 

in all classes; this undoubtedly explains, in part, why students from all schools did 

relatively well on oral production tasks in both the general proficiency and 

achievement test packages. However, the reasons students fiom the multidimensional 

project-based classes outperformed students from the less-multidimensional classes 

on the oral production tasks in the achievement test is likely related to other factors 

which are explored below in the discussion (Section 4.1 -4). 

It is somewhat puzzling that no significant differences emerged between the 

multidimensional project- based classes and the less-multidimensional classes on the 

culture tasks included in the achievement test package (see Table 3.9 above). One 

could argue that this reflects the observed lack of attention given to culture activities 

in all four classes. If this were the explanation, students in Class 4 should have 

outperformed the others, which is not the case (Teacher 4 devoted 16% of his class 



178 

time to culture activities as opposed to 2.8% by Teacher 1 and 0% by both Teacher 

2 and Teacher 3). Significant differences did emerge between Classes 1 and 2, in 

favor of Class 1. This may be explained by Teacher 2's unfortunate and somewhat 

prolonged absence during the study. In an informal discussion near the end of the 

study, he indicated that, in order to make up time, the culture activities were either 

done quickly and superficially or eliminated all together. 

One other explanation for the lack of overall differences among the classes on 

the culture tests is the nature of the tests themselves, or the scoring methods I used. 

As researchers like Lessard-Clouston (1 992) attest, assessing cultural knowledge and 

skills is complex and requires further research attention. 

4.1.3. Questionnaire Results 

Relatively few significant differences among the four classes materialized in 

the questionnaire data, especially at the end of the academic year (post- 

questionnaire). Some exceptions include student self assessments, strategy use, 

attitudes towards core French and motivations. 

Near the end of grade 9, significantly more students from the multidimensional 

project-based classes assessed their French skills more positively than did students 

in the less-multidimensional classes on two communicative situations: understanding 

a job ad and writing a letter to a friend. These differences are difficult to explain 

because these tasks are not related to the unit I observed on fashion and advertising. 
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However, understanding a job ad may be linked to activities from a unit on pm-time 

work and careers that is prescribed by the P.E.I. Ministry of Education for grade 9. 

Unfortunately, I have no data to confirm this speculation. Similarly, significantly 

more students fkom the multidimensional project-based classes than the less- 

multidimensional classes reported using communication and learning strategies 

considered useful in the research literature (e-g., Chamot, KeatIey, Barnhardt, El- 

Dinary, Nagano & Newman, 1996; Rubin, 1994; Thompson & Rubin, 1996). For 

example, more multidimensional project-based students than less-multidimensiond 

students reported switching temporarily to Enghsh to maintain the conversation when 

speaking French. In addition, more students from the multidimensional project-based 

classes than the less-mdtidimensiona1 classes reported that they asked a friend for 

help when writing and they also asked their teacher to read their written work.36 Such 

s~ategies  would fall under the general language education syllabus; a small 

percentage of this type of activity was recorded during the observation period (see 

Table 3.4 above). It is therefore difficult to explain why more multidimensional 

project-based students, than less-multidimensional students, reported using more of 

these learning and communication strategies. 

Results from Table 3.11 above suggest that students from a less- 

'= Nation (1993) would argue that it is not surprising that the students from the 
multidimensional project- based classes used some strategies more frequently because 
their French skills were also stronger. Nation (1993) reports a significant correlation 
between strategy use and SL skills. 
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multidimensional approach, which is not project-based, are just as satisfied with their 

program as their counterparts from a multidimensional project-based class: a large 

majority of students in a l l  classes were either satisfied or very satisfied with their 

grade 9 French class. On the one hand, however, it could be argued that comparing 

student satisfaction among these four classes is questionable. Students' points of 

reference may be quite differen$ students fkom the less-multidimensional classes may 

not know anything else. On the other hand, it could also be argued that one may not 

know the alternatives and still be satisfied. In the case of the less-multidimensional 

students, the findings clearly indicate that they were satisfied with what they knew, 

that is, their core French classes in grade 9. It is interesting to note, however, that 

sigmficantly more students from the multidimensional project-based classes than the 

less-multidimensional classes did report that French was their favorite subject. 

It is also surprising that more differences did not emerge among the classes in 

terms of motivation for learning French. This is surprising because teachers 

following a multidimensional project-based approach generally believe that this 

pedagogy improves student motivation (Lewis, Pynchworthy-Lake, Sotiriadis, 

personal communications; May, 1996). However, it is important to note that more 

students from one of the multidimensional project-based classes (Class 2), than all 

other classes, reported the intention to continue studying French in high school. 

These findings are good indicators of student motivation. For example, Durward 
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(1 983), Heffeman (1 98 1) and Ullmann, Geva & MacKay (1 985) link enrolment in 

optional core French programs to student motivation and positive attitudes towards 

French language and culture. Unfortunately, the data cannot really explain this 

difference. It could be due to what I referred to above in Chapter 3 as Teacher 2's 

nurturing, caring attitude towards his students. 

When it came to studying French in grade 10, significantly more students from 

Class 2 also reported that they had registered for grade 10 French. An intriguing shift 

from pre- to post-questionnaire was noted above in Chapter 3 in the students' desire 

to continue studying French in high school in Classes 1 and 2. On the pre- 

questionnaire, 62% of students in Class 1 and 52% in Class 2 indicated that they 

either agreed or strongly agreed that they would continue studying French in high 

school. On the post-questionnaire, administered in both of these classes after they had 

registered for their grade 10 courses, fewer students in Class 1 (50%) and more 

students in Class 2 (81%) indicated that they either agreed or strongly agreed that 

they would continue studying French in high school. As indicated in Chapter 3, the 

decrease in Class 1 is undoubtedly related to the fact that these students had already 

registered for their grade 10 courses, including French. Therefore, their response to 

the general question about continuing French in high school was most certainly 

influenced by having already made this decision. Furthermore, students' course 

selection at the secondary and post-secondary level is affected by many factors. We 
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know from research in French immersion (Wesche, Morrison, Pawley, & Ready, 

1990; Hart & Lapkin, 1990; Turnbull, 1990) that even though students may report 

a desire to continue studying French, they frequently do not, for many reasons. For 

example, courses perceived as easier or more important (e.g . , sciences, math)  often 

take precedence. 

4-1.4. General Discussion 

Admittedly. "method comparison" research is complex. Identifying the 

source of outcome differences, with certainty, is impossible, especially with a small 

case study of four teacher participants. It is too simplistic to conclude that the 

multidimensional project-based approach was the cause for the statistical differences 

which emerged on test scores and in the questionnaire data. 

Teachers' uses of French is one confounding factor whose influence cannot 

be ignored. Teacher 2 was observed using French exclusively in class 8 9 8  of the 

time, and Teacher 1 used the target language exclusively 54% of the observed time. 

This contrasts greatly with the 28% and 9% observed for Teacher 3 and Teacher 4, 

respectively. The impact of teacher's uses of the target language on student outcomes 

has been documented in at least five other studies. In a study of American college and 

university students, Carroll, Clark, Edwards and Handrick (1 967) concluded that 

teacher use of the target language was one variable which resulted in higher student 

proficiency in that language. Similarly, in a study Carroll directed (see Carroll, 1975) 
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under the auspices of the International Association for the Evaluation of Educational 

Achievement, he examined the role of a number of factors in determining the level 

of achievement in French attained by students in eight non-Frenc h speaking countries 

in foreign language programs with short daily periods of instruction. Whereas 

Carroll's conclusions indicate that the amount of instructional time was the principal 

factor determining the proficiency attained by the students, teacher proficiency in and 

use of the target language were also important factors influencing student SL 

proficiency. Wolfs (1977) analysis of the United States' data from the same study 

revealed similar results: the percentage of classroom activities in French was 

positively related to student achievement in French whereas the frequency of 

speaking English in class had a negative influence on students' French achievement 

(based on regression analysis of teacher variables and students' scores on tests of 

reading and listening comprehension). Burstall (1 968, 1970) and Burstall, Jamieson, 

Cohen and Hargreaves (1974) report that primary school students in England and 

Wales who had been taught exclusively in French received higher ratings by school 

inspectors on tests of oral fluency in French than students from classes in which 

translation and explanations in L1 were common. 

Though teachers' uses of the target lacguage are not unique to a 

multidimensional project-based approach, it is evidently typical of the 

multidimensional project-based teachers in this study (Teachers 1 and 2). 
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Furthermore. use of the target language is an important aspect of the pedagogy 

promoted by the authors of the NCFS (e-g., Tremblay et d., 1990). Hence, although 

teachers' use of French does weaken the conclusions I can draw about the impact of 

the multidimensional project-based approach on students' test and questionnaire 

resutts, it does underline the importance of teachers' use of the SL in core French 

pedagogy. Furthemore, Teacher 1 and especially Teacher 2 demonstrated that it is 

possible to use the target language almost exclusively in core French to the benefit 

of students' achievement. 

The degree to which the teachers used French exclusively may be linked to 

their proficiency in the target language and therefore it could be argued that this is 

also a confounding factor. A study completed in Alberta (Hart et al., 1996) suggests 

that a large majority of teachers believe that the multidimensional project-based 

approach in core French requires teachers to have higher proficiency in French than 

the former more grammar-based approach. About threequarters of the participants 

in their study indicated that the new core French program requires either a somewhat 

or much higher level of proficiency in French for teachers than the old program. In 

my study, both Teachers 3 and 4, who made much less use of French than Teachers 

1 and 2 when I observed their teaching, assessed their skills in French less positively 

than the multidimensional project-based teachers did. However, there is evidence to 

suggest that French skills do not distinguish Teachers 1 and 2 from Teachers 3 and 
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4. 1 would like to suggest that Teacher 4's skills in French were not as weak as he 

reported. In fact, although no official testing of teachers' French proficiency was 

permitted by school board officials, as indicated in Chapter 2, I believe that Teacher 

4's French skills were the best of all four teacher participants (based on conversations 

with him in French and the class time I observed when he did teach in French). 

Furthermore, he reported that dthough Enghsh was his first language, French was 

also spoken at home during his childhood; this was not the case for the other three 

teachers. I believe that this contact with French during his childhood had a positive 

influence on his skills in this language. 

Students' involvement in curriculum decisions may be another confounding 

factor which deserves discussion. Although students in this study were involved in 

curriculum decisions quite infrequently overall, they did either choose or negotiate 

their classroom activities about a third of the time in Class 1 and about 10% of the 

time in Class 2. This contrasts notably with 0.4% and 0% of the time in Classes 3 and 

4, respectively. Researchers in experiential education (Carver, 1996; Luckmann, 

1996) argue that students of all ages should be active, responsible and accountable 

"agents" in their learning, often determining what and how they leam. This is 

reminiscent of Dewey's (1897, 1938) and Schwab's (1962) ideas of the student as the 

creative learner actively involved in cuniculum decisions (see also Breen, 1983, 

1989; Dickinson, 1987; Holec, 1981, 1985, 1987). Delay (1996) argues that 
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constructivist learning theory (e.g., von Glaserfeld, 1995) is an appropriate 

framework to understand experiential education. Delay (1 W6), like the author of the 

general language education syllabus of the NCFS (Hebert, 1990), suggests that 

effective pedagogy allows students to take ultimate responsibility for their learning. 

The teacher is a facilitator who assists, guides and negotiates learning objectives and 

processes with learners. Sheckley & Weil(1994) report on more than 130 research 

studies, conducted with students of all ages in many different contexts, which link 

experiential learning in which students play an active role in cuniculum decisions to 

. "better recall of material over time and improvements in student performance" (p.10). 

Although none of the studies Sheckley & Weil(1994) examined were done in second 

or foreign language contexts, we must consider that student involvement in 

curriculum decisions is possibly linked to the superior outcomes of the 

multidimensional project-based students in this study. 

Finally, a more detailed analysis of the observation data in Table 3.4 above 

reveals that both Teachers 1 and 2 integrated their communicative-experiential 

project-based activities with another syllabus during the same activity or episode -- 

mostly the language syllabus -- much more frequently (3 1.5% and 13 % respectively) 

than either Teachers 3 or 4 (0% in both cases).37 This is also a possible explanation 

for the multidimensional project-based students' superior performance on many tests. 

37 Nine percent of Teacher 3's and 3 2  of Teacher 4's communicative activities (unrelated 
to a project) were integrated with language syllabus activities. 
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For example, I observed an activity in Class 1 which focussed on two objectives 

during the same episode: While the students were expressing their opinions on 

different fashion trends, the teacher asked his students to focus deliberately on the 

choice and conjugation of the appropriate verbs for this communicative and 

experiential task during the same episode (e-g., aimer, prifkrer, dktester). Teacher 3 

approached these two objectives separately: first in an episode in which the studmts 

learned about verb choice and conjugation, then followed by an episode in which the 

students expressed their opinions on fashion trends without either teacher or students 

deliberately focusing on form. A dual focus on form and meaning, like the episode 

in Teacher 1's class described immediately above, is similar to what Harley et al. 

(1 990:20) suggest should happen more often in SL teaching, after having observed 

pedagogical practices in core and immersion French classes. Similarly, Swain (1996) 

argues that focusing on fom while doing meaningful content or thematic-based tasks 

can help students develop SL fluency and accuracy. 

4.2. Shortcomings and Limitations 

Analyzing any implemented research project will undoubtedly reveal 

shortcomings which indicate directions for future research. Similarly, such limitations 

may restrict the validity and generalizability of the findings. The shortcomings and 

limitations of the current study are discussed in terms of its design and the 

instruments used. 
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4.2.1. The Case study design 

The case study approach, by its nature, limits the generalizability of the 

findings. Ideally a future study would include at least 15 teachers so that more robust 

statistical procedures, such as regression analyses, could be used legitimately to 

assess the impact of teacher factors, like teaching approach, teachers' uses of French, 

and students' input in curriculum decisions, on student outcomes. The findings from 

this study, combined with other case studies or experiments conducted in the future, 

could lead to more distinct conclusions. 

It would be important to improve procedures for selection of teacher 

participants for future studies. I had recruited volunteers at a province-wide 

professional development workshop in P.E.I. when they were also briefed on the 

objectives and methodology for the study. The original plan was to create a short-list 

of six teachers from whom four final participants would be selected. Initial 

observations in these six teachers' classes were to ensure that those selected reflected 

both multidimensional project-based and unidimensional teaching approaches. 

Unfortunately, two of the six original volunteers withdrew from the study in 

September, 1996, for various reasons. Fortunately for my study, the four teacher 

participants reflected varying degrees of "multidimensionality" in their pedagogical 

approach. However, as noted above. none of them was completely unidimensional. 

Although no such teacher may exist, a pre-selection period, from a well defined 
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initial, large sample of teachers, would help ensure that the most multidimensional 

project-based and the most unidimensional teachers are selected. In addition, this pre- 

selection period would help ensure that the participants selected have similar 

proficiency in French. Teachers whose amount of use of French in class is similar 

could also be selected. It would be more probable to meet these requirements in a 

jurisdiction in which the pool of core French teachers is larger than it was in the 

present study. An experimental design may also be an effective way to control 

confounding factors and answer unresolved questions about the influence of teaching 

approach on student outcomes. 

4.2.2. Instruments 

The content validity of the tests selected and developed may be of some 

concern. First of all, the general French proficiency tests were developed and field- 

tested for grade 8 students who had been exposed to approximately 600-800 hours 

of core French instruction. The grade 9 students in P.E.I. had been exposed to a 

maximum of 540 hours of core French instruction. Secondly, these tests were 

developed in 1987-88 and their content validity may be questioned in terms of 

reflecting the multidimensional project-based curriculum as proposed in the NCFS 

(given that they were developed before the publication of the find NCFS report). 

Consequently, as indicated above in Chapter 2, in response to concern for content 

validity expressed by ministry officials in P.E.I., some of the tests were adapted to 
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make them more reflective of the core French programs currently in use in P.E.I. 

I believe that the use of the achievement tests, directly related to the objectives 

and activities of the thematic project-based module used by all teachers during the 

observation period of the current study, should compensate for concern about the 

content validity of the general proficiency tests. However, it may be argued that there 

are also problems with these tests because they are not tailored to reflect different 

activities fkom each of the four classes (although I do not believe that any of the tests 

favored or disadvantaged any of the classes). A more systematic validation, given 

adequate time and resources, would verify the content and construct validity of the 

achievement tests . 

It may also be argued that the timing of the post-tests of general French 

proficiency (near the end of academic year as opposed to immediately following the 

observation period) may be a limitation of the study. The hypothesis here is that more 

statistically significant differences among the classes may have emerged if the post- 

tests had been administered in December, 1996, after the observation period. 

However, it could also be argued that doing the general tests of French proficiency 

near the end of the academic year should have allowed the students to do better 

because they had more time and exposure to French which might allow the students 

to improve their SL skills, especially because the proficiency tests were not linked in 

any way to the classroom activities during the observation period. Moreover, it would 
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have been difficult to find the time in December to administer both the achievement 

and the post-tests of general French proficiency. 

Although the MOLT observation scheme did allow me to describe the details 

of each teacher's pedagogical approach at a level with which I am satisfied, the 

observation scheme is not flawless. First, as M e n  et al. (1987) indicated with respect 

to the COLT observation scheme, the MOLT had to be complemented with field 

notes to capture details in the classroom which are not included within it. For 

example, I noted instances when translation from French to English was used as a 

teaching strategy in each of the classes and instances where students were off task. 

Second, the MOLT used in this study was implemented as Spada & Frohlich (1 995) 

recommend for Part A of COLT, that is in real-time during classroom activity. As 

Zoutou & Mitchell (1 995) point out, real-time coding limits one's ability to assess a 

teacher's pedagogical approach on a micro level (discourse and interactional 

analyses). Moreover, the quality of student-student and student-teacher discourse was 

not analyzed using the MOLT. A future study might consider more qualitative 

analysis of student and teacher discourse, using transcriptions of tape- and/or video- 

recorded classroom activity. This might prove especially useful in a replication of this 

study, in terms of assessing students' and teachers' use of English and French. 

4.3. Implications for SL Curriculum Theory and Practice 

Theoretically, my research addresses the issue of second language learning and 
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the conditions that support and enhance it. Practically, my project provides insights 

into the delivery of core French programs in one Canadian province. 

The results reinforce the near-consensus in the field that SL learning is more 

effective when the curriculum is centered around meaningfid content rather than an 

exclusive focus on language forms. The results also relate to Dewey's (1 897, 1937) 

notions of the value of cunicula which draw on the real-life interests and capacities 

of the learners. Further, although this research is not a direct examination of issues 

related to the focus-on-form debates in the field, the results do suggest that a 

multidimensional project-based curriculum provides a framework in which a focus 

on form can be authentically integrated with a motivating and interesting 

communicative and experiential focus. 

As indicated above, the findings from this study are also arguably relevant to 

the recent debates in the field concerning the effectiveness of task-based syllabuses 

(see e.g., Long, 1994; Long & Crookes, 1992; Nunan, 1988, 1994; Sheen, 1994a, 

1994b; Skehan, 1996; Skehau & Foster, 1997). To support this claim, the defitions 

of both task and project must be examined. Prabhu (1987) was one of the first 

researchers to define task formally in terms of SL curriculum within his research on 

the Bangalore Communicational Teaching Project in India between 1979 and 1984: 

Ap activity which required Iearners to anive at an outcome 
from given information through some process of thought, and 
which allowed teachers to control and regulate that process. 
(Prabhu, 1987, p.24). 
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These tasks inciuded opinion-gap, information gap and reasoning-gap activities, 

which were meaning-based, as well as quite analytic-based tasks. 

Richards, Plan and Platt (1992) indicate that a task is "an activity which is 

designed to help achieve a particular learning goal" (p.373). They suggest that the 

following dimensions of task-based learning must be considered: 1) gods of the task; 

2) the procedures used to complete it; 3) the order or location of it within the overall 

curriculum; 4) the amount of time it takes; 5 )  the outcome or results of the task; 6 )  

assessment of success of the task; 7) the materials and resources needed to complete 

it; 8) the language students and teachers use to complete the task. Richards et al. 

(1992) also indicate that school cumcula are sometimes described as a collection of 

tasks. In fact, the multidimensional module La Mode et la publicite' used in this study 

is indeed a series of language tasks which were directly (and sometimes indirectly) 

related to the completion of the final project; each task prepared the students to 

complete the final project at the end of the unit. 

The organization of the multidimensional module also corresponds closely to 

definitions of project by Fried-Booth (1986), Legutke and Thomas (1991) and 

Tremblay et d. (1990), which are centered around the completion of a series of tasks 

culminating in a final project (although Fried-Booth's work implies that many of the 

tasks are completed outside the classroom, which was not the case in the 

multidimensional project-based module in my study). Fried-Booth (1 986) suggests 
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that development of language skills and knowledge are not imposed by the teacher 

or a curriculum policy but arise out of the authentic communicative needs created by 

the project. This may involve tasks which focus principally on meaning, some of 

which focus both on meaning and form, but also some tasks which require students 

to focus on language forms so that students may use these forms to complete their 

project (for a discussion of the distinction between focus on form vs. a focus on 

forms, see Long, 1991). As Skehan (1996) suggests, implementing task-based SL 

curricula should involve decisions relating not only to task choice but also to the way 

in which attention to language form and forms is directed. Although I did not set out 

originally to examine the effectiveness of task-based or project-based SL curricula, 

I suggest that the central role played by the project in my study underlines its 

relevance to this discussion in the field. It is obvious though that this question 

deserves future research attention. 

Finally, I must consider the influence of the results from this study on the 

continuing implementation of the multidimensional project-based curriculum in core 

French. My study is the first study of which I am aware that examines how the 

multidimensional project-based approach influences student outcomes in French. 

Recent occasions on which I have presented my study (Turnbull, 1997% 1997b) 

impress upon me that educators in the field are indeed hungry for empirical evidence 

which supports cumculum reform in core French and the endless time and effort 
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which have been dedicated to materials development and teacher insenice. In fact, 

I am hopeful that my findings will be "heard," at least, because core French educators 

want to hear them. However, it is important that my findings be put clearly into 

perspective such that their generalizability and the limitations of the study are not 

misrepresented. 

4.4. A Return to the Research Questions 

In this section, I will respond to the two research questions posed above in 

Chapter 1: 

1 - Does a core French teaching approach based on a multidimensional project-based 

curriculum lead to higher language proficiency and achievement than one which is 

principally focused unidimensionally on grammar teaching? 

2- Does a core French teaching approach based on a multidimensional project-based 

curriculum lead to more satisfactory outcomes with respect to the attitudinal, cultural 

and general language education objectives of core French as compared to one which 

is principally focused unidirnensionally on grammar teaching? 

This study suggests that multidimensional project-based teaching in core 

French (Stem 1982, l983b; NCFS, 1990) is an effective pedagogical approach to 

realize the linguistic and communicative objectives of core French. Test scores 

suggest that students from the multidimensional project-based core French classes in 

this study were more proficient and achieved better test results in French than 
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students from the less-rnultidimensiona1 classes. Similarly, questionnaire data suggest 

that a multidimensional project-based core French program may lead to more 

satisfactory outcomes with respect to the general language education objectives for 

this program (indicated by students' report of use of learning and communication 

strategies). However, there is no evidence from this study to suggest that 

multidimensional project-based core French teaching necessarily leads to more 

satisfactory outcomes in terms of the attitudinal and cultural objectives for the 

program. Readers must consider the following cautionary note regarding the 

generalizabilty of the findings from my study: this case study of four teachers and 

their students is exploratory in nature and no causal relationship between teaching 

approach and student outcomes can be proven. 

Although I cannot conclude with certainty that teaching approach is the main 

cause of superior test performance and more positive questionnaire results by the 

students &om the multidimensional project-based classes, this study represents a first 

step in the investigation of multidimensional project-based classrooms with respect 

to L2 and affective outcomes. The results are also encouraging for those who have 

worked on the implementation of this approach by creating curriculum materials and 

conducting inservice for teachers. 

4.5 Directions for Future Research and Concluding Remarks 

Further studies, be it other case studies or classroom-based experiments, are 
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needed so that sufficient data are available to investigate the relative influence of 

teaching approach on student outcomes, as compared to other factors like SL use by 

teachers and student input in curriculum decisions. Although a case-study design limits 

the generalizability of results, it allows for more in-depth analysis of classroom 

practices. Sufficient data may in fact be most effectively and realistically collected by 

multiple case studies using the same design and data collection instruments in different 

core French settings. An experimental classroombased design would help control for 

teacher variables such as language proficiency and SL use in the classroom. Continued 

examination of the effectiveness of the multidimensional project-based curriculum in 

core French may also contribute to debates on task- and project-based language 

teaching. 

Future studies may also investigate how culture is integrated into SL teaching 

using the multidimensional project-based curriculum as a planning framework for 

pedagogical materials. Moreover, research is needed to examine effective means of 

assessing cultural knowledge and skills. 

Finally, future studies of the multidimensional project-based approach for 

teaching core French will contribute to effective implementation of this approach at the 

classroom level. This will contribute to the improvement of core French teaching in 

Canada and will hopefully establish it as a viable option to immersion so that core 

French graduates can contribute constructively, dong with immersion graduates, to the 

multilingual nature of this country and help conPibute to harmony between the people 

of French and English Canada. 
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APPENDIX A 

TEACHER RECRUITMENT SURVEY 



Core French Research Project 

hMes Turnbull 
Ph.D. Student 
Ontario Institute for Studies in Education 
Toronto, Ontario 
41 6-922-7680 (phoneffax) 
ernail: rnturnbuIl@ oise. onxa 

The infomation kom this survey will help recruit participants for a research project on core French. 
This research project is one of the requirements for a doctoral degree in second language curriculum. 

Name 

School 

Phone (School) (Home) 

FAX (where applicable) (School) m m e )  

Email (where applicable) 

Please circle the grades you are presently teaching core French: 7 8 9 

Please circle the grades you expect to be teaching core French next year: 

7 8 9 don'tknowyet 

Would you consider participating in the research project described to you today? 

Yes Maybe Definitely not 

Please note that your participation in this study would remain confidentiaL The researcher 
would not disclose any details of the observations or testing done in your classes. Your 
identity, as well as the location of your school, would be protected in all subsequent 
publication of the research results. 



Tell me a bit about your teaching in core French! 

Please cirde the response which best describes your teaching in core French 

Do your students work on projects in your classes? 

YES NO SOMETIMES (please circle one) 

Approximately what percentage of your classes is devoted to grammar and vocabulary exercises? 

Approximately what percentage of your classes is conducted in French? 

Have you worked with the grade 7 and 8 thematic modules developed by the PEI Department of 
Education? YES NO (please circle one) 

- If Yes, how satisfied are you with the teaching approach? 

a) Very satisfied 
b) Satisfied 
C) Not satisfied 

Are you presently piloting the grade 9 modules? YES NO (please cirle one) 

How often do your students work in pairs or small groups? 
a) Frequently 
b) Sometimes 
c) Never 

Do you include cultural activities in your classes? 
a) Frequently 
b) Sometimes 
c) Never 

Do you ask students to evaluate themselves? 
a) Frequently 
b) Sometimes 
C) Never 

Which statement best describes how you assess your students? 
a) Using mostly pencil and paper tests 
b) Using a variety of assessment methods 



APPENDIX B 

TEACHER QUESTIONNAIRE 



Core French study - Teacher questionnaire 

The responses given in this questionnaire will be seen by Miles Turnbull and his thesis committee 
members only. You will not be identified in any way in the find report or in any publication. 

Name 

I, For how many years have you been teaching? - years 

2. For how many years have you taught core French? - years 

3. Do you currently teach other subjects besides core French?- y e s  no 

4.1s there a French immersion propam at your school? 
- y e s  no 

5.Have you ever taught in a French immersion program? - yes - no 

If &: 
When did you last teach in immersion?l9 - 19- 
At what grade leveI(s) was this? 
For how many years have you taucght in French immersion? 

6.In what year did you receive your teacher certification? 

7. In which division(s) and/or subjects were you initially certified? 

Primary (K-3) Intermediate (7-9) 

Junior (4-6) Senior ( 10- 1 2)  

Subject area(s) (if applicable) 

8. Did you receive specialist training for FSL during your initial certification? 

9, Did you receive specialist training for teaching FSL after your initial certification? 

10. Did you study French at university? 

Yes, as a major 
Yes, as a minor 
No 

- I attended a fiancophone or bilingud university 



1 1. Did you Ieam French as a child at home? - yes - no 
If no, what is your first language? 

12.Have you ever lived for more than three months in a setting where you had to use French to do most 
everyday activities? yes no 

13. How easy would it be for you to do each of the following activities in French compared to English? 

Scale: 5- No more difficult in French 
1 - Much more difficult in French 

Telephone a travel agent for ski trip information. 5 4 3 2 2  

Participate in a meeting on a school topic. 5 4 3 2 1  

Chat with strangers in a movie Lineup. 5 4 3 2 1  

Read a newsletter on topics in education. 5 4 3 2 7  

Read a novel. 5 4 3 2 1  

Write a letter of complaint to a store. 5 4 3 2 1  

Write a memo to a school official on a schoo1 issue. 5 4 3 2 1 

14. Do you think that the new core French program requires higher, lower or about the same level of French 
proficiency for teachers as the old program? 

- much higher 
- somewhat higher 
- about the same 
- somewhat Iowa 
- much lower 

15. How confident are you that your French proficiency skills are adequate to meet the &man& of the new 
FSL program? 

- very confident 
- somewhat confident 
- not very confident 

16. How much have you changed the way you teach since the new FSL program was introduced? 
- a great deal 
- a moderate amount 
- somewhat 
- very Little 
- not at all 



17. How much have you changed the content you teach since the new FSL progam was introduced? 

- a great deal 
- a moderate amount 
- somewhat 
- very little 
- not at aII 

18. How much have you changed the way you evaluate students since the new FSL program was introduced? 

- a great deal 
- a moderatearnount 
- somewhat 
- very Little 
- not at all 

19. How much have you changed your expectations of what students should be able to do in French since 
the new FSL program was introduced? 

- a great deal 
- a moderate amount 
- somewhat 
- very little 
- not at all 

MERCI BEAUCOUP!! 



APPENDIX C 

STUDENT QUESTIONNAIRES (PRE AND POST) 



Core French Study 

This questionnaire is part of a study on core French. The purpose of this questionnaire is to gather 
information about participants' language background and views on language learning and culture. Your 
answers will be strictly confidential. No one will see your completed questionnaire except the 
researcher. Results will be reported for groups, never for individuals or in a way which would allow 
individuals to be identified. 

Name 

School 

A. Your Family and Home Background 

I .  Does anyone in your household now understand French? 

Mother yes no 
Father Y e s n o -  
Other Y e s n o -  

2. How does their French compare to yours? 

3. Do your parents or guardians encourage you to learn French? Yes No Sometimes 

4. Do you understand a language other than English or French? 

IF YES, What language(s)? 

IF YES, how do your skills in this language compare to your French language skills? (If you 
understand more than one language other than English and French, think here about the one you 
know best.) 

-better than my French 
-about the same 
-worse than my French 



B. Your education 

I. Please check every grade you were in a French immersion program. 

kindergarten - - made 5 - 
grade 1 - - grade 6 - 
grade 2 - b grade 7 - 
grade 3 - - crade 8 - 
grade 4 - 

2. Please check the grade when you started core French. 

kindergarten - grade 5 - 
grade 1 - made 6 - 

C 

grade 2 - grade 7 - - 
grade 3 - b made 8 - 
grade 4 - 

C .  Using French now and in the future. 

1 . Please indicate how strongly you agree with the statements below by checking the box that best matches 
your opinion. 

- . . . - - - 

I have learned as much 
French as I need for my 
purposes 

Knowing French will 
give me an edge in any 
career I choose 

I want to continue 
studying French in high 
school 

Strongly 
agree 

Agree 

continued on next page.. . . 

Disagree Strongly 
disagree 

Can'tsay 



Question 1 continued: Please indicate how strongly you agre  with the statements below by checking 

you say not how you 

mispronounce words or 
make grammar mistakes 

I am learning French 

I am learning French 
because I want to b o w  
French speaking people 

I am learning French 
because I want to travel 
to French speaking 
places 

French is one of my 

Please explain your opinions if you wish: 

Can't say 

2. Please check the strategies you use when you have problems in speaking French. 

- Abandon what you want to say and move on to something else or let someone else speak 

Switch temporarily to English and then continue in French - 

Abandon temporarily what you want to say and ask for help in E n m h  - 

- Abandon temporarily what you want to say and ask for help in French 

- Make a guess at the French words you need and continue in French 

- Rephrase in French what you want to say and continue in French 



3. Please check the strategies you use when you have problems in reading French. 

- Use the context to get the general overall meaning 

- Use word friends (words that look alike in English and French) to understand 

- Abandon reading when you don't understand 

- Look up every word you don't understand in a dictionary 

- Look in a dictionary for the words that are necessary to understand the general overall meaning 

4. Please check the strategies you use when you have problems in understanding spoken French. 

Use the context to understand 

Listen for words that sound like English words 

Ask the other person to repeat or speak more slowly 

Ask the other person questions when you don't understand 

Give up trying and tune out 

5. Please check the strategies you use when you have problems in writing in French. 

Write a rour@ copy and revise it 

Ask your teacher for help 

Ask a friend for heIp 

Ask your teacher to read what you've written 

Ask a fiend to read what you've written 

Use a dictionary to find a word you don't know 

Change topic 

Consult a grammar book 



6. Please indicate how useful (if at all) you find the following strategies for learning French: 

Keeping a 

Evaluating your 
own learning 

Evaluating the 
performance of 
your peers 

Taking: notes 

Using a 
dictionary 

TransIating into 
English 

Learning about 
how the French 

Comparing how 
EngLish and 
French work 

Thinking about 
what you might 
hear or read 
before Listening 
or reading 
something 
designed for 
French speakers 

As king someone 
to repeat or to 
explain 
somethine 

Verv useful Not at aI1 usem Can't say 



C .  Your French classes 

Please indicate how usem you find each of the following activities for learning French: 

I v e v  
useful 

Useful 

Working on projects 

Learning vocabulary 

Learning about 
French grammar 

Doing pronunciation 
exercises I I 
Doing oral 
presentations in 
French I 
Writing in French I 
Listening to videos 
in French 

Working in groups 

Reading in French 

Doing grammar 
exercises 

Learning about the 
culture of French 
speaking people 
lease explain your opinions if you wish: 

i 
j Not at all Can't say 
: useful I 

D. Your Own Use of Frenc 

1. Have you ever lived in a place where French was the language used for everyday activities (eg. shopping, 
going to the cinema etc) ? 

y e s n o -  



2, Compared to other students in your class: 

2a) how well are you doing in learning French 

2b) how well are you doing in school in general? 

Below 
Average 

Average Above 
Average 

3- How much do you think you have improved in each of the following, if at all, since beginning to learn 
French? 

Your ability to 
understand spoken 

/ French 

Your speaking ability in 
I French 

Your reading ability in 
French 

Your writing ability in 
French 

Your self-confidence in 

Your motivation to learn 

Your understanding of 
youth cultures in other 
places where French is 
spoken 

Your knowledge of the 
society and politics of 
French speaking 
communities 

Your ability to anticipate 
the meaning of what you 
read or hear in French 
even if you don't 
understand even word 

Improved a 1 Improved I No I Don? know 
great deal somewhat improvement 
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4. Imagine yourself in each of the following situations- How easy would it be for you to do each task IN 
]FRENCH, COMPARED TO ENGLISH? 

Just as easy 

Read a menu in 

Understand an ad 
for a job in 
French 

Understand a 
commercial on 
TV in French 

Understand a 
film in French I 
Write a letter to 
a friend in 
French 

Write an essay 
about the 
environment in 

1 French 
I 

, Conduct an 
interview in 
French with a 
French-speaking 
Derson 

Do an oral 
presentation on 
the environment 
in French 

Participate in a 
group discussion 
entirely in French 

Create an ad for 
Levi Jeans in 
French 

A lime more 
difficult 

Much more 
difficult 

Probably couldn't 
do it 



5. PIease indicate how recently (if at all) you have done each of the following IN FRENCH. 



6. Please rank your skills in French from 1 to 4 (strongest to weakest) 

Listening - 
Reading - 
Speaking - 
Writing - 

E. Language and culture 

1. Please evaluate your knowledge about the following: 

French speaking 
Acadians 

The French speaking 
areas in Canada 

I The French speaking 
areas outside Canada 

Francophones in Western 
Canada 

I Popular French singers in 
Canada 

Famous French speaking 
people in Canada 

The history of French 
speaking Canadians 

The eating habits of 
French speaking pmpIe 
in your area 

The jobs of young French 
speaking people 

Environmental concerns 
of French speaking 
people in Canada 

The different cultures in 
vour communitv 

The different cultures in 
Canada 

Native ~ e o ~ I e  in Canada 

Poor Can't say 
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2. Please indicate how strongly you agree with the statements below by checking the box that best matches 
your opinion. 

It is important to 
learn about the 
culture of French 
speaking people in 
Canada 

It is important to 
learn about the 
muIticultural nature 
of Canada 

Official bilingualism 
in Canada is a good 
policy 

Young people 
should learn a 
second language in 
school 

It is more difficult to 
be French speaking 
in Canada than 
English speaking 

I would like to learn 
another language in 

1 addition to French 

Please explain your opinions if you wish: 

Disagree 
- -- - - - - - 

Strongly 
disagree 

Can't say 

Thank you very much! 



Core French Study - Questionnaire 2 

This follow-up questionnaire is part of the same study on core French in which you have been participating 
this year. The purpose of this second questionnaire is to gather information about participants' views on 
language learning and culture near the end of grade 9 nine in French. Your answers will be strictly 
confidential. No one will see your completed questionnaire except the researcher. Results will be 
reported for groups, never for individuals or in a way which would allow individuals to be identified. 

Name 

School 

A. Introduction 

1. Please describe your satisfaction with your French classes this year (please check one only). 

Very satisfied Satisfied Not very satisfied Very unsatisfied 

2. Did your class complete a project related to Fashion and Advertising (example: a fashion show or a 
clothing ad)? 

Yes No (please circle one) 

If you answered Yes to Question 2, please continue to Question 3. If you answered No, please go to 
Question 5 

3. Did you do present your project orally to the rest of your class? 

Yes No (please circle one) 

4. Did you prepare your project individually, with a partner or in groups? 

Individually With a partner In groups (please circle one) 

5. Do you plan to take French next year in grade lo? (please circle one) 

a) Yes, I have registered for grade 10 French 
b) Yes, but I haven't registered yet 
c) No 
d) I'm not sure 

6. Did your class do the following themes this year? 

Jobs and careers Yes No 
Outdoor activities Yes No 
The environment Yes No 
Francophones in Canada's West Yes No 

Please list any other themes your class has done this year: 



B. Using French now and in the future. 

1. Please indicate how strongly you agree with the statements betow by checking the box that best matches 
vour o~inion. 

In using French, the 
important thing is what 
you say not how you 
say it 

1 wouldn't know the 
riY&t style to speak to 

I 
I feel it reflects badly 
on me if I 
mispronounce words or 
make grammar mistakes 
when I talk French 

1 am learning French 
because I like languages 

I am learning French 
because I want to know 
French speaking peopIe 

I am learning French 
because I want to rave1 
to French speaking 
places 

French is one of my 
favorite su bjxts  

I have learned as much 
French as I need for my 
purposes 

Knowing French will 
give me an edge in any 
career I choose 

I I want to continue 
studying French in high 
school 

Strongly 
agree 

- 
Disagree 

disagree 

-- 

Can't say 



2. Please check the strategies you use when you have problems in speaking French. 

- Abandon what you want to say and move on to something else or let someone else speak 

- Switch temporarily to English and then continue in French 

- Abandon temporarily what you want to say and ask for help in English 

- Abandon temporarily what you want to say and ask for help in French 

- Make a _guess at the French words you need and continue in French 

- Rephrase in French what you want to say and continue in French 

3. Please check the strategies you use when you have problems in reading French. 

- Use the context to get the general overall meaning 

- Use word fiiends (words that look dike in English and French) to understand 

- Abandon reading when you don't understand 

- Look up every word you don't understand in a dictionary 

- Look in a dictionary for the words that are necessaq to understand the general overall meaning 

4. Please check the strategies you use when you have problems in understanding spoken French. 

- Use the context to understand 

- Listen for words that sound like Enslish words 

- Ask rhe other person to repeat or speak more slowly 

- Ask the other person questions when you don't understand 

- Give up uying and tune out 

5. Please check the strategies you use when you have problems in writing in French. 

Write a rough copy and revise it 

Ask your teacher for help 

Ask a friend for help 

Ask your teacher to read what you've written 

Ask a friend to read what you've written 

Use a dictionary to find a word you don't know 

Change topic 

Consult a grammar book 



6.  Please indicate how useful (if at all) you find the following strategies for learning French: 

Keeping a 
vocabulm list I 

Evaluating your 

Evaluating the 
performance of 

Taking notes 

Using a 
dictionary 

Translating into 

Learning about 
how the French 
language works I 
Comparing how 
EngLish and 
French work 

Thinking about 
i what YOU might 
I hear or read 

before listening 
or reading 
something 
designed for 
French meakers 

Asking someone 
to repeat or to 
explain 

/ Useful Not at all  usefuI Can't say 



C.  Your French classes 

Please indicate how usehl you find each of the following activities for learning French: 

' Doing pronunciation 
exercises 

Doing oral 
presentations in 
French 

-Writing in French 

Listening to videos 
in French 

Working in groups 
L 

Reading in French 

Doing grammar 
exercises 

Learning about the 
culture of French 
speaking people 

Please explain your opinions if you wish: 

D. Your Own Use of French 

1. Have you ever lived in a place where French was the language used for everyday activities (eg. shopping, 
going to the cinema etc) ? 

yes - no - 



2. Compared to other students in your class: Below Average Above 
Average Average 

2a) how well are you doing in learning French 1 2 3 

2b) how well are you doing in school in general? I 2 3 

3. How much do you think you have improved in each of the following. if at all, since beghing to learn 
French? 

V 

Your ab~iIity to 
understand spoken 
French 

Your speaking ability in 
French 

II Your reading ability in 
French 

Your writing ability in 
French 

Your self-confidence in 

Your motivation to learn 

Your understanding of 
youth cultures in other 
places where French is 
s ~ o k e n  

Your knowledge of the 
society and politics of 
French speaking 
communities 

Your ability to anticipate 
the meaning of what you 
read or hear in French 
even if you don't 
understand everv word 

Improved a Improved No Don't know 
great deal somewhat improvement 

3a. How much do you think you have improved in French this year (grade 9)? 
(please circle one) 

A lot Some Not much None at a11 Can't say 
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4. Imay@ne yourself in each of the following situations. How easy would it be for you to do each task IN 
FRENCH, COMPARED TO ENGLISH? 

I Understand a 
commercial on 
TV in French 

I Understand a 
film in French 

Write a letter to 
a friend in 
French 

Write an essay 
about the 
environment in 
French 

Conduct an 
interview in 
French with a 
French-speaking 
Derson 

Do an oral 
presentation on 
the environment 
in French 

Participate in a 
group discussion 
entireIy in French 

Create an ad for 
Levi Jeans in 
French 

Just as easy Much more 
cwicult 

Probably couldnr 
do it 



5. Please indicate how recently (if at all) you have done each of the following IN FIRENCH. 



6. Please rank your skills in French from 1 to 4 (strongest to weakest). Please give a different number to each 
skill. 

Listening 
Reading 
Speaking 
Writing 

E. Language and culture 

I. Please evaluate your knowledge about the following: 

French speaking 
Acadi ans 

The French speaking 
areas in Canada 

The French speaking 
areas outside Canada 

Francophones in Western 
Canada 

Popular French singers in I 
Canada 1 I I 
Famous French speaking 
people in Canada 

1 

I 
1 The history of French 
1 speaking Canadians 
1 

The eating habits of 
French speaking people 
in your area 

L 

The jobs of young French 1 speaking people 

Environmental concerns 
I 

of French speaking 
people in Canada , 

The different cultures in 
your community 

1 The different cultures in 
Canada 

Native people in Canada 

Can't say 
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2. Please indicate how strongly you agfee with the statements below by checking the box that best matches 
your opinion. 

I 

It is important to 
learn about the 
culture of French 
speaking people in 
Canada 

It is important to 
learn about the 
mu1 ticulturaI nature 
of Canada 

Official bifingualism 
in Canada is a good 

Young people 
should learn a 
second language in 
school 

It is more difficult to 
be French speaking 
in Canada than 
EngLish speaking 

I would like to learn 
another language in 
addition to French 

Please explain your opinions if you wish: 

Strongly 
- 
Can't say 

Thank you very much! 
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QUESTIONNAIRE DATA 







Tablc 3.3.2,- Self-assessment of Frcnch skills: Post-questinnni~irc 

Skill 

Reading a menu 
i 11 French 

Undcrstand a job 
ad i n  French 

Understand a TV 
commercial in 
French 

Undcrstand a 
film in French 

Write a letter to a 
friend in French 

Write an essay 
about the 
environment in 
French 

Just as casy 
A littlc marc difficult 
Much m r c  diflicul( 
Couldn't do i t  

Just as casy 
A littlc more tlifficull 
Much more difficult 
Couldn't do it 

Just as easy 
A little more difficuIt 
Much more difficult 
Couldn't do it 

Just as ekqy 
A little more difficult 
Much more difficult 
Couldn't do it 

Just as easy 
A Iittle more difficult 
Much more difficult 
Couldn't do it 

Just as easy 
A little more difficult 
Much more difficult 
Couldn't do it 

Class 1 Cliiss 2 Class 3 
N1.26 N - 2 0  N--25 

15 15 
58 60 56 

Class 4 
N=22 

Chi-squarc 
sigr~ilicancc 
level (.05) 



'l'iible 3.3.2.- Sel f-assessment of French skills: Post-rlucstiont~airc (conti nucd) 

Skill 

Conijucl an 
inlcrvicw in 
Frcnch 

Do an oral 
prescnlation on 
the environment 
in French 

Participate in a 
group discussion 
entirely in 
French 

Create an ad for 
Lcvi jeans in 
French 

Just as casy 
A littlc nlorc difllcult 
Much rnorc difficult 
Couldn't do i t  

Just as crlsy 
A little more diflicult 
Much more difficult 
Couldn't do i t  

Just as easy 
A little more difficult 
Much more difficult 
Couldn't do it 

Just as easy 
A little more difficult 
Much more difficult 
Couldn't do it 

Class I 
N=26 

Class 2 
N=20 

Class 3 
N- 25 

Class 4 Chi-square 
N-22 signi ficancc 
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able 3.3.3.: Sclf-assessment of Cultural knowlcdgc: Prc-qucslionnairc (conti 
I I I 

Knowledge area I class  I I class  2 

Eating habits of local 
French pcoplc 

N-29 Nr-:23 

Vcry good 7 
Good 14 4 
Poor 69 52 
Can't say 10 43.5 

Jobs of young French Very good 7 
pcoplc Good 10 23 

Poor 62 SO 
Can't say 2 1 2 7 

Environr~~cntal Very good 
conccrns of young Good 14 13 
Frcnc h peopl e Poor 6 9 43.5 

Different cultures in 
your comnlunity 

Different cultures in 
Canada 

Natives people in 
Canada 

Very good 
Good 
Poor 
Can't say 

Very good 
Good 
Poor 
Can't say 

Very good 
Good 
Poor 

ucd) 
rn 

Class 3 Class 4 Chi-square 
N 1-27 N: -26 sig~~ilicai~cc 

l cvcl 
(. 05) 

.02 
4 8 







Table 3.3.5.: In~provcmcnt since starting Frcr~ch studics: Prc-qucst ionnairc 

Scale 
5% 

Class 1 
Nr-12') 

5s 
38 
3 
3 

Class 2 
N--23 

74 
26 

Class 3 
N-27 

37 
52 
7 
4 

Class 4 
N-26 

8 
58 
27 
X 

A grcat dcal 
Son~ewhat 
No in~provcmcnt 
Don't know 

- - -  

A great deal 
Somewhat 
No improvcn~cnt 
Don't know 

A great dcal 
Somewhat 
No improvement 
Don't know 

A great deal 
Somewhat 
N o  improvement 
Don't know 

A great deal 
Somewhat 
No improvement 
Don't know 

A great deal 
Somewhat 
No improvement 
Don't know 







Table 3.3.6.- Inlprovenlcnt sirice starting Frc~ich studics: Posl-cluestionnairc (conti~lucd) 



It's important to Icarrl 
a hou t 
rl~ulticulturalisnl i n  
Canada 

Official bilingualism 
is goad 

Learning a second 
languagc i s  good 

It's more difficult to 
bc a French person in 
Canada than English 

Strongly agrcc 
Agrcc 
Disagrcc 
Strong1 y disugrcc 
Can't say 

Strongly ngrcc 
Agrcc 
Disagrcc 
Strongly disagrcc 
Can't say 3 26 

Strongly egrce 
Agrcc 
Disagrcc 
Strongly disagrcc 
Can't say 

Strongly agrcc 
Agree 
Disagree 
Strongly disagrcc 
Can't say 9 

Class 4 
N-26 
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Tablc 3.3.9.: Activity usefulness: Pre-queshnnuirc 

Activity Scalc 
% 

Doing projects Vcry useful 
Uscful 
Not uscful 
Can't say 

Learning vocabulary Very useful 
Useful 
Not useful 
Can't say 

Learning grammar Very useful 
Useful 
Not useful 
Can't say 

Pronunciation Very useful 
exercises Useful 

Not useful 
Can't say 

Oral presentations Very uscful 
Useful 
Not useful 
Can't say 

Writing in French Very useful 
Useful 
Not useful 

Class 2 Class 3 Class 4 
N-r23 NI-27 N=26 

39 22 27 
56.5 52 38.5 
4 22 27 

4 8 

70 44 12 
3 1 48 72 

4 12 

Chi-square 
significance 
(. 05) 
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Table 3.3.1 1 .- % students indicating strategy use by school: Speaking (pre-questionnaire) 

Strategy Class 2 
N=23 

Class 3 
N=27 

CIass 4 
N=26 

Chi-square 
level of 
significance 

move on 

Switch to 
English 
temporarily 
and continue 
in French 

Ask for help 
in English 

Ask for help 
in French 

Guess French 
words 1 
Rephrase 
what you 

Table 3.3.1 2.- % students indicating strategy use by school: Listening (pre-questi6maire) 

Class 1 
N=29 

Class 2 
N=23 

Class 4 
N=26 

Chi-square 
significance 
level (-05) 

Strategy Class 3 
N=27 

Listen for 

Ask speaker 
to repeat or 

Ask speaker 

Give up and 
I tune out 



Table 3.3.13 .- %I students indicating strategy use by school: Reading (pre-questionnaire) 

Strategy Class 1 Class 2 
N--L9 N=23 

I 

Use context 48 52 

Use cognates 41 78 

Abandon 34.5 9 
reading 

Look up 21 35 
every word in 
a dictionary 

Look up the 62 78 
necessary 
words in a 

Class 3 Class 4 Chi-square 
N./ N=26 significance 

level (.05) 

59 23 -05 

56 73 -02 



Table 3.3.14.- % students indicating strategy use by school: Writing (pre-questionnaire) 

Strategy Class I Class 2 Class 3 Class 4 Chi-square 
N=29 N Z 3  N=27 N=26 significance 

level (.05) 

Write a rough 3 1 56.5 44 24 -09 
copy and 
revise 

86 83 78 80  -87 

76 91 63 68 .12 

59 56.5 41 20 -02 

31 48 42 16 .10 

Use a 76 91 85 56 -02 
dictionary to 
find a word 

Change topic 7 0 1 1  16 .24 



Table 3.3.15.- % students indicating strategy use by school: Speaking (post-questionnaire) 

Strategy I Chi-square 
s i g ~ c a n c e  
level (.05) 

.64 

Class 2 
N=23 

Class 3 
N 3 7  

Class 4 
N--L6 

Abandon and 
move on 

Switch to 
English 
temporarily 
and continue 
in French 

Ask for help 
in English 

Ask for heIp 

Table 3.3.16.- 8 students indicating strategy use by school: Listening (post-questionnaire) 

Strategy Class 1 
N=29 

Class 3 Class4 
N=27 N 2 6  

Chi-square 
significance 
level (-05) 

Class 2 
N=23 



Tabf e 3.3.17.- '35 students indicating strategy use by school: Reading (post-questionnaire) 

Strategy 

Use context 

Use copnates 

Abandon 
readiqg 

Look up 
every word in 
a dictionary 

Look up the 
necessary 
words in a 

Class 1 
N=29 

Class 2 
N=23 

Class 3 
N----27 

Class 4 
N----26 

Chi-square 
significance 
level (.05) 

.ooo 



Table 3.3.18.- % -dents indicating strategy use by school: Writing (post-questionnaire) 

Class 3 Class4 
N=27 N----26 

Chi-square 
significance 
level (.05) 



Motivation 

French will give me a 
career edgc 

I want to know French 
people 

I want to travel to 
francophonc arcas 

French is my favorite 
subject 

Scale 

Strongly agrce 
Agree 
Disagrcc 
Strongly disagree 
Can't say 

Strongly agrcc 
Agree 
Disagrcc 
Strongly disagrcc 
Can't say 

Strongly agree 
Agree 
Disagree 
Strongly disagrcc 
Can't say 

Strongly agrec 
Agree 
Disagree 
Strongly disagree 
Can't say 

Strongly agrcc 
Agree 
Disagree 
Strongly disagree 

Class 2 Class 3 Class 4 
N=23 N-27 N=26 
% % O/n 

9 18.5 
26 22 19 
48 3 7 38.5 

15 27 
17 7 15 

48 41 19 
35 37 3 1 

7 11.5 

Chi-square 
signi licancc 
level 
(,05) 

,13 





APPENDIX F 

STUDENT SURVEY OF GRADE 7 & 8 CORE FRENCH 



French in the past two years 

Please answer the following questions about your French classes in grades 7 and 8, to the best of 
your ability and memory. The responses wiil remain completely confidential. 

Name School 

Grade 7 

1. Your teacher was (please put last name) 

2. Please indicate if you did the following themes: 

Food 
Friends 
Shopping 
Travel 

Yes No 
Yes No 
Yes No 
Yes No 
Yes No 

3. How often did your teachers give you handouts to put in a duotang? 

A1 ways Often Sometimes Not often Never 

4. Did you do projects? Yes No 

5. Did you present your projects to other students? Yes 

6. Did you use a book called Vive le Franqais? Yes No 
If yes, how often? 

A1 ways Often S ornetimes Not often 

7. How often did you have grammar Iessons? 

Every class Quite often Sometimes Rarely Never 

8. Did you translate vocabulary or reading texts? AZot Some Not much 

9. How much French did the teacher speak in class? Alot Some Not much 
10. How much English did the teacher speak in class? Alot Some Not much 

1 1. How often did you work in groups? 

Always Often Sometimes Not often Never 

12. How often did you talk about French people in Acadia/Qu&ec/France or elsewhere in the world? 

Always Often S ometirnes Not often Never 



13. How often did you speak French in grade 7 French? 

Always Often Sometimes Not often Never 

Grade 8 

1. Your teacher was (please put last name) 

2. Please indicate if you did the following themes: 

Physical exercise Yes No 
Ethnic diversity Yes No 
Artistic creations Yes No 
Clubs and associations Yes No 
French people in Quebec Yes No 

3. How often did your teachers give you handouts to put in a duotang? 

Always Often Sometimes Not often Never 

4. Did you do projects? Yes No 

5. Did you present your projects to other students? Yes 

6. Did you use a book called Vive le Frangais? Yes No 
If yes, how often? 

Always Often Sometimes Not often 

7. How often did you have grammar lessons? 

Every class Quite often Sometimes Rarely Never 

8. Did you translate vocabuIary or reading texts? Alot Some Not much 

9. How much French did the teacher speak in class? AIot Some Not much 
10. How much English did the teacher speak in class? AIot Some Not much 

1 1. How often did you work in groups? 

Always Often Sometimes Not often Never 

12. How often did you talk about French people in Acadia/Qu&ec/France or elsewhere in the world? 

Always Often Sometimes Not often Never 

13. How often did you speak French in grade 8 French? 

Always Often Sometimes Not often Never 


