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¥ - Abstract v
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The interactions of a linguistically mixed teaching staff of an immersion

v i
v
» .~

school in Montreal were explored to determine theéir influence om the integra- *

. t ' o

tive objectives of immersion progrdms. Teachers' formal and informal inter- '

.

actions were bbee;ved to feature the predominant use of. English and the use-
I} [y

of silence to avpid code switching and fqnctioﬁed to manage conflict.to the

1
‘ 5 . ] e

détriment of integrative immersion godls. Conflict among the staff arose

# . ' \
from disagreements about immersion programs, conflicting societal and pro-

o . ' .
e

fesdional norms and, the school's organizational divisions. A projective .

[ ! >,
“~

technique was Used to determine if perceptions of Iinguistic norms of 176

grades 1 to 6 pupils reflected theﬂinteractions of eight immersion and four

English stream teachers. The etudy uhderlines the]importance of the inter-

3

actional context and o}ganization of .schools with,Lixed staff groups for

- achieving biliﬁgual education éoals. Attainment of 'integrative objectives

' ] . & [N “
may hinge on the degree of correspondence between stated aims and actual |
. g’ : ‘ Lk .
practice.
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L& intéractions d'un groupe d'enseignantes d'apparterdance .
v ™

s

4 “ -~ -
ethnolinguistique mixte, d'une &cole d'immersion & Montré&al ont
’ - C N

été étudides par,1'entrgmise d'une &tpde ethnographique. Le

[
‘ i 4

but.de cette &tude &tait d'&valuer l'influence de ces relations

sur les oszgctifs'\d'intégration sociale des programmes d'immersion.

'On\s'est servi d'une technique de projection pour évaluer-si les

. v

pgrce-ptioris des normes linghistiques de 176 éléves de la ﬁremiére

o L. , ) " , , &
8’ la sixidme reflétaient les "interactions" de huit enseignantes

du programme d'im;‘fersion et quatre dp programme d'anglais. Les

rs

principales caractdristiques des "intera‘ction“s:’/'(comporg:emen:t
. . [

. . ~ - - S
.. interpersonnel) des ‘enseignantes &taient 1'egploi deal'anglais-l '

v

. ¢ . R Y ' .
et le silence afin d'éviter 1le passage i un autre code (de compor-

}g’me‘nht); ce$ médanismes servaient 3:contenir'le conflit, mais au

T

détriment des objectifs

>

d'intégration soclale du programme d'immersion.

Les conflits entre les enseignantes étaient dus aux désaccords

‘
v

concernant les,programmes d'immersion, aux normes sociales ou

professionnelles contradictoirés, et aux divisions de 1'organisation

de 1'Bcole.

L'étade. souligne 1'importance du contexte interactionnel
. ) .

et de la structure administrative des écoles dont les groupes

“d'ensei

ants sont mixtes pour la réalisation des objectifs de
1'éddgagion bilingue. La r@alisation des buts d'intEgration

'

4 ~

pourrait dépendre du degré de correspondance entre les objéctifs |
. c i .

- '

* énoncés et la réalité.

> - «
L . .

'
o

V4



LAl

N | ;
S
. 111
' Ackh

[ )
.11

|
’l'be authot appt‘ecia{es }:h{e agsistance of t:he many peoiale who helpeld

1

\\\ o, (
‘\ B 4 o -
S
\

i

L ledgments " . “
l v 1
|

o with this study and is patt%cufarly indebted to her advisor Professor

. 'I'hom.as 0. Eisemon and acting advl'isor Professor F'red Genesee for their

1 l
\L~

expert guidance in writing the'dilssertacion.

The study coled not have b enl carried out without the principal, \

(

t:eacher's and pupils of "Park Schokl" in: the Protestant School Board of

)

Great:er Montreal.: Their names !ang been changed in appreciation of their

I
. trust and thei; candidness. ’ f’;
'I'he study was supported ftom h.978 to 1980 by a doctoral fellowship
« H
received from the Social Sciences! and Humanities Research Council of
A x i X

Canada (No. 453-794510) .and "in ' part from McGill University Social Sciencves

Researc Grant No.9430399 held b Professot Michel Lafen'iere.
/

H ]
i * {
L I |
. | — {! I
\ | .\ ’ }i; |- .
|
|

i

| ) '
:
.




v

——
. P
—

‘ +
lll) l\ " -
i ’ ;
- iv +
- A ‘1 Table of Contents
‘ , " ~
\ ‘ Page
Acknowledgments .............. serrer e, e 1id
r I o
List of jTables . P Ceerce e )\ ........... vi
) ' ‘
List of I%’Lgures ...................... T e s 0T et e e e ‘\\ e vii
CHAPTER 1. BACKGROUND TO THE STUDY +evvirvvenrvanan 1 ........... 1
l
A. Hi’storlcal Background to the Language Issue 1
: in Canada and Quebec .vviveenann, e e e rre e et e 6' ;
. L. The language issue in education in Quebec ............ 9
! 2. The developmént, of 1mmersr'ton in Montreal ............. 19
B. Sociology of the Immersion School ..vevvienenernnennnanss . 24
1. Theoretical perspective ...,...... ieean Ceiae e seens 24 ~
2. Formal organi%ation ..... .\. A -
3. Social.notms governing teacherd v.vevvevernncenransons 33
4, Organizational goals .............. Pee ettt aan ‘e 39
5. Means of goal attainment .....cevevvee.. O T 41
8 ° 6. The role of language in interaction .....ivteeereneass 50
. .- AN :
CHAPTER II. RESEARCH QUESTIONS AND METHODOLOGY .24 evvvreonon cese e 61
\‘ A. Research Questions,..... B P 6l
‘1, General statement Phe e s raire e atbathes 61
2. Teachers' role conflict ...iiiveiiineinniiinoecnnnnns 62
3. Teacher interactior in the formal context ...... s 62
4. Teachers' informal Interactions ....e.osecee.. cecsnenaar 62
5. Students' language use perceptions .... Wpreeesecssiees 63
_ B. Methodology ............ e e e e Y - I
1. General statement ... &_ . 63
‘ 2. The role of the Investigator .uv.iieeeroeerennennnnnns 65
3. Phases of the study and procedure ........ heereen e 67
N 4. Materials ...otiveniinn.. G ieis e aiiie st ir e aeaa . 72
5. The setting ..iceeevvn.. crieaenes RPN 77
CHAPTER III, PATTERNS OF TEACHER INTE'RAC"I‘ION I..... csersrenvovsrenme 83
_ A, Sources of %1& Conflict Among Teachers; Teachers' Views
of Immersion Programs and Other Language Attitudes e..i.oe. 83
1. English stream teachers' .wviews towards
imTXErSiOn progra‘ns ..-..-an..a.c..'o.o’oo'lcocooo'oo.on 84
2., Tmmersion teachers' views towards immersion - 5
progra‘ﬂs ."..-......‘l‘.'l.l......'.I.l.‘...""'...' 87
3. Other staff members' views of immersion v
programs oouittvoooo.oooloonc'.l-vo-c-ttccot-‘-.vl"li 91
4, Teachers' perspectives, toward the teacher group se.... 93

"



. . ' - ) ’\
» < v
- ’ ‘ Page
B. Teacher Interaction in the Formal Context i .... EERRERREE . 104 .
e L. The principal . .iviimiiiii it i it e e it 105 -
.2, o External influénces on the teacher group . ............ 110
. N Birthrate-.decline ......7........ s el e e e 110
. English language Arts Program ....... i 113
- Politics and the teacher group ............... e 117
* Open dissengion in the group ...... s e o 120
A glimpse of change e e e e s veo 122
. C. Teachers': Informal Interactions Ceiiena S T 124
1. Subgroup structure of the teacher group .......... 125
2. Use of language in and between subgroups ............. 128
3. Use of language in and out of the classroom .......... 134
4, Extracurricular activities ......covviveinninnnnenenes 147
) \ i c “~
D. Students' Perceptions of the Use of Language "
. In and Out of School it ieii ittt tnnrneneans 150
‘ 1. Subjects ......... e e e e e e 151
2. Materials and Procedures et e e e PR . 152,
\ 3. Results ......... e n e e e e e %153
Overall Resul B8 ittt it e e e W53
Stpdengs perceptions of language , ‘§5\(
use in-the-classroom ......covvvvnnn. e eeireeaa . 156
N - Students' perceptions of language -
. ' : - use o‘uth'of the-classroom ......... D Ciereeeate. 162
- ' Students' perceptigas of language "
* - USE AWAY-FTOM=SChOOL vt verrenes merrneeannantnnns,s 167
> Discussion of results ....... vvviveiienn. Cieseeaann 174
. Y ’ .
’ SUMMARY AND DISCUSSION . .t.virnrvnrennrnnnnenninnnnnns 177

‘ CHAPTER 1IV.

. P4
Reference Notes

5 References v
’ Bi‘blik:graﬁhy
Appenaices
" A. Teacher Interview Guide .
co . B. "Projective Instrument 9 -
7 i C. Procedures used in selection of 12 pict:ures
a . , for analysis of grade and program differences
- PO in students' language use perdeptions
b . D. Teachers' Background Information Questionnaire
. “ ) . N [ .
- . ’ n

.y




-

List of Tables ’ ; }
|

Table

1. Tedchers' Linguis%ic Group Aéfiliati&n and Second
Lquuage ?acility ......................... e i e

2. ﬁ;I‘eaching Stream Structure at Park School .......,;....:,..

3. Student Sample Populgtion for the / ;
Projective Test .......... J .................... Cere e .

4. Chisquare Values for érade/and Program Differences )
in Languag; Use Perceptions .o.eevvevsseneses ..a::.ﬁ{l\...

5. Frequen;y With Which Projective Instru#ent Pictures

N

Perceived as IntenSqd.In Appendix C ....... Cea et e

' T

S T

&

e

e . k . ,
. / T \\J/@age

81

82

151

161

241



o

Figurg

/ , :

(% B

List of Figures

3

N o

. Studenfs' Perceptions of" the Use of French

. Percentage

v AL

in Three Contexts by Grade ...

-------------

.| Students' Perceptions of the Use of French

s

in Three Contexts by Grade and Program .....
-Percentage of Students to Perceive French as

Language of Use in Picture 1 by Grade and by

¢ [
Percentage og Students to Perceive French as

Language of Use 19 Picture 2 by Grade and by

Percentage of Students to Perceive French as

Language of Use in Picture 3 by Grade and by

Percentage of Studeuts to Perceive French as

Language of Use in Pictsre 4 by Grade and by

Percentage of Students to Perceive French as
ge

LanguEge of Use in Picture 5 by Grade and by

&

as
| \

Per%enfége of Studenks to Perceive Frenc
Langﬁage of‘Use in Picture 6 by Grade and by
as

by

Percentage Pf Students to Perceiv% French
Language of n RBicture 7 by Grkde and

\
OS;\
\

of Students to Perceive French

|

as

Rangﬁage off Use in\Picture 8 by Gr?de and by

ercentage of Students to Perceive French as

by

vii
, Page
i .
................ . 154
]
e et . 155
the
Program ........ 157
‘the i
Pfogram ........ 158
the
Program ....... . 159
the ' '1
Program ...... . 160
the |
Program ........ 165
the ‘ »
Program ........ 164
“the
Program ...... : 165
the | ) 4
égogram ..... . 166
the "
Program ....... . 168
cx/e \
169



viii

) Figur'e ) /,/ / Page
T I3. Percentage of Students to’ Perceive French and/or English
P as tﬁe Langyage of Us~e in Picture 10 by Program and Grade ... 1:70
. 14. Percentage of Students to Perceive French as the
Language of Use in Picture 1l by G;ade and By Program ....... 171
15. Percentage of Students to Perceive French as the °
Language of Use in Picture 12 by Grade and by Program ....... 172
& .
> t »
N .



CHAPTER ONE
BACKGROUND TO THE STUDY
The role of the school in a homogeneous, politically stable society is
to socialize the young in the ways of Ehe domine:nt cultural traditioms in ;KE?»

paration for adult participation in that society fCremin, 1953). The role of

the school in societies with heterogeneous and politically divided or shift-

ing pofmlations is more complex. Societies undergoing change and development

e i)

are often characterized by an interplay between formerly dominant cu}tural .
patterns and emerging new ones, by shifting traditions as w'ell as by change

in the power relationship between diffgrent ethnic or linguistic groups.

These patterns ar; reflected in the school (Masemann, 1976) which 1s entrusted,
tmplicitly or explicitly, with the dual task of perpetuating the tradirional
culture and of implemen;:iizg socia‘l change (A.nderson, 1970) .. Bilingual educa-
tion 1s one means by which mau&r heterogeneous societies throughout the woirld
try to achieve both ends. To the extent that bilingual education serves lto
facilitate interaction between'speakers of dif\ferent languages,; its general
purpose is to reduce existing social t‘aoundaries;becween th;a groups or to
prevent such boundaries from developing. The present study 1is concerned

with bilingual education in Quebec,v a society in tﬁrat’zsition where the relati‘on—
ship between ‘anglophones and francophones'has been characterized by the now
popular term "two 'soltitudee," (Maclennan, 1944).

The development of Freﬁch immersion ‘bilir'lg.ual education program; foir
Quebec anglophone children in 1964 was one manifestation of the "Quiet’
Revolution", during whic;h' Quebec society began to change \;\'apidly. hA key
aspect of this change was the effort of francophones to g;in greater control

of the economy. With this effort, the issue of language use came to the

forefront as a means of asserting majority status and of bringing about



society and have touched the lives of all who participated.in this study.

socio~economic change. Anglophones began at this time to lose yajority—like
control (Magnuson, 1980), while francophones, who had long been a numerical
majority in Quebec, began to assume the power of a majority group as well.

These changes, which are still occurring, altered the role of the school in

“

Bilingual programs have pedagogical and social objectives which vary

from one social context to another.. Pedagogical objectives havé to do with

the desired -academic outcomes that are related to curriculum and to instruc-

,tional methods. Theapedagogical outcomes of bilingual programs have received

/)

\

-

considerable attention from researchers who have concentrated largely on their
- < b -

ilinguistic or cognitive results. The pedagogical obJectives of immersion .

programs in Quebec are well defined and the outcomes have been thoroughly

‘

documented (Geneseé, 1978; Lambert & Tucker, 1972; Tucker, 1977). Pedagogical

~

'outcomes,afe not in question here, but,will be reviewed later in order to

giVe a profile of a txplcal immerSLOn school

Social objectives refer to the attitudinal and other social changes that
a bilingual program-is intended to produce In contrast to pedagogical ob-
jectives, the social objectives of blllngual education are less explicit and
lee?’amenable to quantitative methods of enquiry. Consequently, less research &

has been carried out in this area and the known outcomes are few and sometimes
h 4 ¢

'

‘contradictory. Recently, some investigators have called for qualitefive

¢

studies to demonstrate the relationship of the social objectives of bilingual
education to the social context, and the relationship of both factors td the ‘
interaciional proceésee that occur within the Schog} (Bruck & Schultz, 1977;

Mehan, 1978; Paulston, 1977b). There is now increasing interest in how a num-

ber of interacting variables influence educational experiences and resuiﬁsf

R 1

_The present study is an attempt to add to the small body of research in this

2



area by examining the interactions of an ethnolinguistically mixed teacher
, &«

group and their possible influence on students' perceptions of language use

i
i

in and out of school.

The social context of education has been determined to have an influence

on educational results (Coleman, 1966). Also, knowledge ébéut the)éoéial con-
‘“text has been recognized as important for udnderstanding bilingual programs

(Fishﬁan, 1977; Gumperz & Hymes, 1972; Mackey; 1967). Social context is

~ .

here defined as the totality of historical, attitudinal and cultural factors

which account for the fdrm that an educational system takes withrin a society.

N

Few researchers have demonstrated how the social context relates to the speci-

=

fic interactional context of the bilingual school. For example, the inter-
actions of an ethnolinguistically mixed’ teacher group may be stromgly -in-

fluenced by the social context. In turn, teacher interactions may influence

. -

~

the attainment of stated program goals as well as the educational experiences

of the students. However, the detalls of these.complex interactional pro-
cesses have yet to be documented. -

: o °
Several investigators have tried to understand the relationship of the

/ i i T
social context to bilingual education by identifying different tyPes of
bilingual program. Programs have been classified on the basis of many dif- - -

ferent griteria, one of which is the political need of a society to align it~

uself with a particular world power where the presence of a different language

N

necessitates the deveiopgent pf a bilingual program to facilitaﬁq ;haé align—'

& IS o

ment. Bilingual programs have also been classif;ed in tgrms—of a society's

internal political need to assimilate diverse groJ%s through bilingual pro-

grams that stress thqylanguagé of Ege majority. Other societies use bilingual
o

education.to maintain mi;ority languages becauge linguistic diversity is per—‘

celved as a political asset. In otherhcgses, the promoﬁion of’Second

. &
i



e,
~. / 4
language acquisition has served thejéﬁﬁs of a power-&lite, and has been
. &
classified accordingly. Mackey (1972) identified 54 types of bilingual “

education along such lines, whilé'Spolsky (1972; 1974) distinguished between

8

programs that ﬁurportf%o rescue the linguistic-miﬁority child by developing his/

)

her facility in the %anguagerof the majority (transitional or compensatory
& = ! &
bilingual education)-and programs that try to keep a minority group's language

in use (maintenance bilingual education).
. 4
Typological terms such as "enrichment", "additive", "subtractive",

1
"submersion", “"marked and®unmarked languages" characterize the bilingual ed-

ucation literature (see Bilingual Fducation: Current Perspectives, 5 Vols.,

1977) and fe}iéct efforts to analyze differences<in soclal contexts and the
bilingual programs that are part of, them (Parker, 1977). However, to the
extent that typelogies fail to ask fundamental questions about how and why

a particular program develops, or how a social context influences a bilingual

program on a day-to-day basis, their analytical value is limited. In fact,

typologies tend to describe the social results of biliﬁgual education: the

participants are éuccessfully "integrated" or "enriched" or suffer "sub-

S

tractive" effects because of "submersion”. TFor this reason, a lengthy
, .
enumeration of existing typolagies does not throw much light on our under-

standing of the process of bilingual education or on\the complex manmer in
=
which a program is continuously affected by the broad soc¢ial context.

" A more«fruitful approach to understandiqg the rédationship of the social_

context to bilingual education combines an analysis of the particular his-

’

fér;cal bacﬁground'with a sociological perspective on the -bilingual school.

Historical »factors may account for the emergence of a specific form of bilingual

education, and may help to explain the presence-of attifudes that support one

°

kind of bilingual education as opposed to another.” In addition, an 4nalysis

% of social processes, as well as of the sociological features of the bilingual

«

1
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*school is necessary to-demonstrate how the social context is reflected i1n the
8 .

funetioning of the school. Accordingly, the rest of this first chapter des-
cribes the historical events qsurrounding the issue of languige in Canada and

Quebec which led to the development of the first immersion bilingual education

’
> $

° ' Rrogram in Montreal. A sociological perspective which combines functional and

9
[

conflict theory of social change is_then used to’ show how bilingual education

1
can be'viewed in terms of process, that is, as a function of a' constellation

.

of interacting variables (Paulston, 1977b). Thigﬂqérspective illuminates

typological differences between bilingual programs, using the eéxample of.

Canada and the United States, and serves to raise questions concerning the . A

'
-

analysis of a F%énch immersion school. The rest of the first chapter thed"
describes a ''typical" immersion scRvol in terms of school organization,
sociaL\norms of the teaching profession, program objectives, teéching methods,
pedagogical and social outcomes, and the role of language in interaction.

Chapter 2 presents a number of research questions pertaining to the

0

folldowing themes: (1) attitudinal differences, and role ¢onflict in a tgacher

group; (2) the influence of the formal organization of the immersion school
on teacher interaction; (3) the functions of inﬁprmal teacher Interaction
regarding role conflict; (4) the influence of teacher interaction on pupils'

. perceptions of the use of English and French in and out of school. The

! NN

ﬁ;thodological approach, materials and precedures used durdng each phase of

a

¥ the study are also described in this chapter. .
. -

P

Chapter 3 presents theufindiﬁés of the study in four major sections. The
first section provides data on thexkubject of role conflict by examining

teachers' perspectives on immersion programs and other language related

) ,
attitudes, The second séction explores patterns of teacher interaction that

demonstrate how the group functions as a teacher group in the formal context

of the school, particularly when influenced by outside events. The third'

1)
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+

w
w

section  gives data on informal pattérns of teacher interaction .and focuses -

. - v
~N

on the subgroup structure of the teacher gfoup, on teachers' management of * i~

. &
conflict and on their use of language. The fourth section presents the re-

& '
.9, , .
sults of a projective instrument administered to a sample of students to ob-,

tain their perceptivns of the situational use of language in and out of

.

school. R ' S
1

A discussion of the findings is given imr the fourth and final chapter.

Historical Background of

The Language Issue in Canada and'Quebec

™~ (.
Issues surrounding langsage differences have been an important theme
throughout Canada's history since the country was created from former French
and English coioniesz There have been frequent official attempts-to sanction

the equality of the French ard English founding groups. A preoccupation with

group rights and in particular the rights of each group to its own language

in the gourts and in the schools has been reflected in various legislative
acts and charters. Officialfsanction of the presence and preservation
of cultural and linguistic differences between Canada's f;unding . .
peoplesvpredates Confederation - 1867. Despite official, policy a;d
\

rhetoric however, there exists a history of competition and ‘conflict between
the groups and attitudes heve not always reflected official multicultural
ideology. "~ ' : - e

. o ) \\,

The British North America (BNA) Act of'1867,J{£; countryis constitution, -

" included clauses designed to insure the preservation of the cultural and

e

li?gﬁistic rights of the English and French. Thus the‘Act established the
. ;

use of French and English in the Canadian parliament, in all Federal courts,
and in the legislature and courts of the Province of Quebec. The BNA Act

represents, of course, only one point along the line of linguistic conflict .

+



Ilinguise}ﬁ and religious

cabinet. This, cabinet paved the way for autonomous g

that really- began with the Frehchddefeat on the Pldins of Abréham in 1759.

@

The one hun%fgg/yeérs before the BNA Act were marked by several major —

evénts with 1ﬁ€1Lcations for the use of language in Caqua. ?he Royal

[

Proclamation o£\<763 instituted an assimilative policy by imposing English

law and customs ok -all, by ekcluding éatholics {who were mostly French) from

.
public office, and by reducing the size of the territory of the former French

colony. In response \to the threat of the American Revolution, these harsh

measures were reversed by the Quebéc Act of 1774, which reestablished French

/

ights_and restored the previous borders. The

pendulum then swung -the other way with the Durham Report of 183§, which revoked

the official status of the French language. One ultimate intent of' the °

"Patriotes' in, 1837, was the assimglation of French Canadians into what was

.

seen as, the ‘British mainstream of Canada. The British Parl#%ment was then

forced to restore the official use of French in 1848, again in the face of

4 ) ,
, o c r. . .
an American threat and French Canadian, regtiveness. This time was also

marked by ihcreasing demands for respoﬁéfﬁle\§:vernment in Canada. 1In response
to these demands, the English Canadian reformer\Baldwin and his French

Cénadian cdunterpart Lafontaine were invitedrby the British to form a joint
{

§

vernment and established
\ .

the ﬁrinéiple of a dual majority for the first time. This principle was

reafﬁirﬁeq by the BNA Act some twenty years later. \\\

The pattern of alternately strengthening and curtailing laﬁgpage rights

in Cadada has persisted. 1In 1870, Manitoba recognized English and ?rgnch as
official languages but revoked the status of French in 1890 in reaction 'to

. 9 . .
the Métis Rebellion led by Louis Riel in 1885. The Northwest Territories

o -

-
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- ' L , 8
. ,
’ .

(later Saskatchewan and Albefta) Qi& the same in 1875 and ‘1892 ﬁssbectively._ '

In Quebeg, the trend‘io cﬁrtaii laﬁéuage rights has concerned the use of

3

¢

- . . )' ’ M
English. The first hint of attempts to control the official use of English
- , R “ ~ s . .
came in 1910 when, the Quebecylegislaturé\passed~a law requiring public util-

itlies to serve customers in‘EréncH as well qé in English. A second attempt B

later under pressﬁre.from the then powerful Engligh’ minority.

Despite the terms of the BNA Acg, which officially confirmed the equal

P

evel, it was Aqg until 1927

[

status of French’ and English at. the national
that bilingual stamps were issued. Bilingual currency was issued for the

first time as late as 1926, and bilingual/ cheques drawn on the Federal

~N
treasury appeared as recently as 1962,/ Clearly, attitudes and even official

actions did not match official policy.

The langpage issue in Canada eventually became centered inJQuebec and om

education,”* despite the Federal govermment's periodic claims that the issue is

-

a broad national one. Thus, in 1963 a Royal Commission on Bilingualisﬁ\ang

El

' Biculturalism (REBB) was formed to make recommendations for promoting the

kquélity of French and English id many spheres of life. "The establishment of
this Commission was in response to the initial stirrings of the,Quiet. ‘

Revolution in Quebec, which Wwere perceived as a potential threat to national
. N .

unity. Published in 1967, the RCBB Report recommended the establishment of
I ’ '

bilingual districts where warranted by population size, the creation of

French speaking units in the federal public service, and, most importéntly,
. o

v federal recognition of t?e right to education in. either Ffench'or Enélish'for

all Canadians kArnopqulos & Clift, 1980; Buteau, 1972; Henchey, 1972;

-

Magnuson, 1969; 1971; 1980). Key recommendations of <he RCBB Repért were in-

C

:
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corporated into the landmark federal OFfficial Languages Act of 1969f Language
rights, particularly the entrenchment of French minority rights outside of
’V 0
Quebec, are among the key issues of the present (1981) constitutional debate.

»

’l ~ . S 1
The RCBB was not successful,in its recommendation to establish rights régard-
ing language of education. . ) : -

The Language Issue,in Education in Quebec

PV . . . - .
The language issue in education in Quebec can be viewed against the broad

socio historlcal background of cultural differeneés’ between the French and

. 5 t

Engllsh speaklng groups. These differences, in part responsibfe for the develop-

ment of dual and separate systems of education for each group in Quebec also

help to explain certain reactions.to recerit social changes there, such as the

development of bil%ngual education for anglophong children. Historicafly

based cultural differences, including language differences, have played a
, particularly important role in Quebec. According to Arnopoulos and Clift

(1980), French Canadians have had, and still have, a collective orientation

to society that combines ideas of: a common "race" with roots in France; .
. AN -

a cémmon destiny for over 300 years; a common religion, and a strong at-
tachment to the new land. I&portant aspects of life 'were the éamily and the
Church. Mobtlity of fndividuals out of Qqebec»forHoccupatiopalcadvancement
was rare. These cglturai values affected occupaticnal choice and the form
that the educational system Eook——French, Cgthokic.and classical.

In contrast, English Canadians held an individualistic and secular oriéntas

9

tion to society, relinquishing attachment to the new land in favor of senti-

-

mentality over ties to Britain. They perceived society as a collection of in-

| ~

dividuals with i%dividual rights. The notion of group or collective rights
was_quite foreign to English Canadians, perhaps because these ideas are gen-

erated when a group has been treated as a minority. Anélophone§ living in
‘o q

\
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did not view themselves as Quebecois or as a mfgority but as part of
e v 7

Amefjcan industrial societylghd therefore oriented to change, possess-

.

{ - ' . .
ing [loose family ties, and accepting the mobility (Arn&Qoulos & Clift, 1980).. .

S N N ~ i
Thege cultural-values similarly influenced occupational choice and led to an

ediicational: system modelled in. the British and American tradition.
. =~ .

»
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The role of the Roman Catholic Church in French Canadian society and in

) -
[

ducation has been partjcularly imertaBt. The Church had gained full control

3 N '

over education i Quebec under the terms of the Quebec Act of 1774 and the

Constitutional Act of 1791. Exceptions were made for the non-Catholic British

B

minority, and as a result separate educational systems along confessional

t
i

lines evolved. The Churc¢h, with its unwillingness to .adapt to economic change,
" * . N\

A

1

industrialization.and urbanization, placed severe constraints on educational
) ' ]

N . *
development in Frerch Quebec. Adaptation would have meant secularization,

v
a

whiéh francophones associated with the English Culture and with cultural
v .
disiﬁ\egration. The role of the Church in "handicapping'" French Canada has
, .

! ¢
f

been much criticized, but scholars have.embhasized that until recenptly Quebec ¢

was largely rural and poor, and perhaps was only able to support an educational

-

system that relied on poorly paid religious teachers (Magnuson, 1980) .
Open anti-clerical dissent first appeared in Quebec during the 1950s,

mainly in the writings of P.E. Trudeau, in the periodical Cité Libre, and in

)

Les Insolence du Frére Untel, then an anonymous book *(Desbiens, 1960). By

1960, -there was widespread recognition(among ffancophones that the educational
¥ s /I

system needed vast reform in order to catch up with the rest of the world

(Maguson, 1980). The goal was*to implement educational change without

disruption to the French Cij?dian culture. Thus, two major social changes had to

take place at the same time. TFirst, the status relationship of francophones -

‘ !
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. Al . .
and anglophones had to undergo a dramatic "shift so 'that francophané§ no longer

occupied a minbrity—like position in the society. Next.and simultéhkously,

[y

LN “
the French language had to receive protection and reinforcement to prévent

b T

cultural d;sintegratlon in a largely English speaking contlnent., That\ls,

changes had to take place while ethnol;ngulstic boundaries were being m%in—

tained and even reaffirmed by.action on the part of the ftancophone and v

reaction on.the part of the anglothne. The time during which this process
i

occurred has become popularly knowp as the Quiet Revolution. The extent to

e 1

which the preservation of the Fr #h lahguage was considered imperative” for \
5 .

. \ .

cultural preservation helps to Lgin the legal measures taken by the Quebec

government and the reactions of anglophones to these measurgsf' The stegf N
) P -

N .
leading up to the most recen# /educational and languag%/légt are summarized-

i

below. N

province. It guaranteed only the right t@ edugation in the religion of 9né's

7
s

Section 93 of the BNA ?ct defines gducatioﬁ s the responsibility of each

choice. This provision was the legal ?ésis/ﬁor separate Protestant apd
- ) / \/’
Catholic systems of education in Quebec where the Protestant system happened

to serve the English and the Catho;ic sz;tem happened to serve the French.
In reality, the separation was th ds désolute since the English Protestant

system developed a small Frencp sector while the French Catholic system

developed a small English sedtori It should be added that trends in the rest

3
A

of'Canada contributed to thé s%tu;tion in Quebet. Until recently, the pro-

vinces shéwed little concern for bilingual education. Ontario eliﬁinaged .

the use of French in the public school system in 1912 (“Regulation 17"), but |

restore& it in 1968/’ Manitoba removed the right to French tublic,education

in 1890 but reingtéted/that right innl§7b. In 1969 New Brunswick, a province

with a sizable;Acadian m{gority, retognized the official status of‘French and
s
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English in the government, the courts aQ§ in education. Each of, these

recent events in other provinces ¢an be séen as responses to .the recom-

mendations of the RCBB and‘;s attempts to ayoid the kigj/bﬂuﬁingulstic— .
i

edugational conflict that arose in the Montréal suburb of St. Léonard in

1968, iLysons,‘l973). Riots broke out in St.\Léonard, a community with a

: , P

high proportion of immigrants, when the provindial government first tried .

“nt

to restrict access to-English Catholic schools.\\Most affected were the

- . N
non-English, non-French-speaking immigrant families of the area whase

Eninsh—medium school was closed. -Open expression of polarized aFtitudes,

public debate$ and bagely concealed hostility between French, English and

=
e
’

others were the result. This event was both the result and the cause of
» P

"legal éﬁd other ch;ngés designed to improve education, while’ensuring the -
survival of the French languagg ané'culthre.

Recommendations put forth by the Parent Commission krown as.the Magna
Charta of Edycation of 1961 was the firsf official action taken in Quebec t%

set the stage for refdrm in education. It recommended the formation of a
Ministry of Education, as called for in the‘Bﬁ; Act. Whereas in Ontario such a
ministry had been created as early as i876, in Quebec education had been -
~

regarded as the business of the Church, not gf secular authorities (Magnuson,
1971) . The Magna Charta of 1961 also suggegﬁéd thgt seecondary school fees be
abolished to help reduce the high drop-out rates associated with then cur;ent
economic hardships. échool boards were to be regionalized and other means were
to be used to increase levels of schooling and to make schooling available to all.

The Quebec Ministry of Eduéation was established to 1964, and opened the
way for p;ovincially apﬁ53n£éd officials to take“control of education from the

Church. —As=the central role of the Chutch in education came to an end| so did,

the total separation between the English Protestant agdd French Catholic school

\
bl
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tional pglicy, prescribed ¢ rr}culum, chose tgxtbooks, set finAdl examinations,

4
! «

approved hudgets, issued deldmas and, most importantly, coantrolled the, train-

ing and certification of teachers. Teacher education was,to take place within

N
H

1 v
the universiiies. In ordetho accomplish this, there was a merger of English

Catholic and pon—denominat nal teacher training institutions at McGill

University. ncreasingly, |the separating element in education became lan-

v

guage, although the defominational aspects have survived to the present day

i

deépite parentisupported efiforts to deconfessionalize some French Catholic

\
schools (The Montreal Gazeftte, June 14, 1980Q).

+

- One of the!conseque

es of the establishment of an education Ministry

Y - i
wds the new possibility of hiring teachers across school board lines and,/qﬂ

therefore, across langlage lines. Prior to this time, cross-board hiring

was not possible becafise training wds not standardized and employee benefits

-

roved second language teaching in each sygteﬁ. Specific-

language classes in the English schools, where French had previously been .

taught by anglophones. It should be noted that it took several years before such

<

'cross-hiring took place perhaps because a degree of social change was necessary I

.
-

to permit other barriers between the two systems to be reduced. No similar
development occurred in the teaching of English in the French schools because

of the increased emphasis on protecting the French languagé from angliciza-

tion. 4 i )

The thrust of Quebec educational policy was to mcdermize the system and
&
to reinforce the French culture by increasing the use of French. To this end

several language laws were passed. Three major language laws were passed

S

¥,
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between 1969 and 1977 (Magnuson, 1980). The first, called Bill 63 was an
immediate responge to the St. Léonard crisis., B%}l 63 gave parents the right
to choose~the language of schooling for their 'children, against the opposi-
tion of francophone teacﬁersa intellectuals and nationalist\politicians

wha saw the Bill as a contradictioﬁ'of tﬂe government's stated inten&ion

to enhanée French culture and language. On'thégother hand, Bill 63 was

8

welcomed at the federal level és being conéistent with the spirit of the L

, N
-

Official Languages Act pasée&\Iﬁ\the same year. This federal law'embod;gg/////

the concept af a bilingual Canada, and provided for federa}-servicgs in
both}French and English anywhere iﬁ'Canada<whefe both groups are present
in sufficient numbers. These federal measures Werehins;fficient to placate
the forces of Quebec nationalism. The dissent gqnerat;d by fillk63 led
instead té the formation of the Gendyon Commiséion whiéh investigated the
istatus of the French langu;ge and the éu;stion of language rigﬁts\in Quebec.,

Some of th; main recommendations of the Gendron Commission (1972) were
incorporated into a second language law, "Bill 22", passed in 1974. -Bill 22 re-
voked the right of choice in the language of schooling and restricted access
to English schools to anglophones and immigrant children who could pass an
Enélish proficiency test. Bill 22 led to the administrative and pedagogical
nightmare of assessing the English language proficiency.of. five year old
children whose first %gnguage was neitherlFrenéh nor English. The Bill'also
resulFed in parents.establishing an gnderground English nurséry school where
their- children might acquire the facility in English necessary to pass the
sghool entrance e;amination (Arnopoulos & Clift3“l980).

The most %Pportanp and comprehensive attempt to make "Quebec as French
as Ontario is English" came in 1977 with the third 1anguage‘1aw, JBill 101,

This Bill was introduced by the Parti Quebecois government which had come to

y
v
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power the previous year. The election of this govermnment marked the culmina-

N

tion of two hundred years of French Canadian nationalism. It was theTirst -
~

govermment elected in Quebec to openly challenge the notion of Canada as a
- N ‘I

nation formed of a pactﬂbetween francophepe and anglophone settlers. IQ

advocated outrigh£ separation of Québée gs .a sovereign nation. )
» . N \
Bill 101 made French the sole official language of the Quebec.legisla— .
ture and of the courts, French was Lo be the language of work and of most \
other activities, incluging education. Bil11-101 restricted Eﬁglish languaée
schooling to anglophon? children whose parent(s)lhad been schooled in Quebec.kl
Entry to English language schools required documentedlproof of pgrengps
schooling. In other words, English language education was seqﬁ as an ex-

! I

ception or privilege restricted to thereside;t(Englisﬁgmincrity of Quebec,
not as a right avaﬁlable to all English speaking Canadians. As B{i11l 101 s
ran counte; to federal policiles on language the federal gové%nment attempted
to weaken it by having the Supreme Court of Canada rule that Manitoba's
revokation of the status of French in 1890 was'unconstitééional. Thus by
analogy the govérnment tried to Qake unconstitutional thoge parts of Bill 101
that made French the sole laﬂguage of the courts. of Quebec. However,:the
federal government was not able to affect the language issue inieducation as
education was ana is clearly a provincial matter (Henchey, 1972; Magnuson,
1980).

o

R A
The historical everits summdrized so far provide only an outline of the

T

social forces that have helped shape Quebec's edhcaLiohal system. Some of

the events described are reflections of deep attitudinal shifts as wgll.?s

trends in themselves. As described they do not convey the extent to which

individuals felt that their lives were affected’” The recent past in Quebec
has been characterized by a highly emotionally charged social climate.

° R '

.
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+Two aspects of ‘this climate have already been hinted at by the histori-

o
cal events described above. One 1s the tendency of francophones, gith their

strong collective sense, to regard anglophones as a single collective. One #
il o + '

result is that the francophone education Ministry restricted access to English

schools on the basis of linguistic differences. The other aspect of change

that has elicited strong emotional reactions has to do with the extent of

seculdrization and centralization of education. As education was modernized,

2

clericalism was replaced by a degree of techfocratic centralization of educa-

tjgﬁ not found elsewhere in North America, modelled as it was after the system

0

in France. Moreover, the issues of language of edycation, language use and

language rights have repla:ced religion ’as the core of French Canadian na-.

o ; s

tionalism. Social debate and reform focus there. ]
Population changes, the expansion of mass communications.and the increasing

strength of migorities in the United States in the 1960's Zzontributed to the

'

political and social changes in Quebec in the last 20 years. The need to

strengthen French culture and to curb access to English schools is partially

- .
’ Y

explained by the drop ink the *francophone birthrate below the national average and
by the resistance of immigrants to integrate into the Frerch community. Ed-
lcation became a key instrument of Quebec public policy for coping with these

trends. Government intervention was also seen as essential to counter the

influence of the Fnglish dominated media. Some insight into the pressures

felt by French Canadians can be gained from the following remarks made by a
French Canadian school principal. -

Modern means of communication have defeated the resistance to foréign °
T S~ -
influences that ... isolation offered. The frontiers are abolished

\

and 0everyone comes together in the same public square. Children ...

are incapable of improving their language because they are coutin-
) ' . Lo
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ually under the influence of a lanéﬁage often neglected 1in

!

the family ...and bastardized 1in the society. The  govern-
ment is the only means capable of advancing French Canadian
people lost in the middle of an anglophone ocean (Lambert &

Tucker, 1972, p. 5).
3+

Anglophones and other minorities in Quebec have reacked to language laws
and other restrictions by deféﬁding the status Auo and by claiming that in-
;ividuals have rights, particularly to choose the language of schooling.
These attitudes were prevalené when immersion prograés first developed, and
persisted at the time the present study w;s carried out.

Long used to freedom of educational choice, many anglophones reacted

to the controls impodsed by the Ministry of Education by leaving the province.

o

In turn, the reduction of the English language school population confirmed
the fears of some anglophones who remained ‘that the English culture of Quebec

<

was threatened. Public expressions of these fears jbecame more frequent over

S~

time and served further to define and solidify ethnic boundaries, as indi-
a -
cated for example, in the following stateflent: ) ,

How can anyone living i§ Quebec today be unaware of the deeply
emotional need of people, not only to”be educated in their own

\ n “ .
language, but to have rights to their language securely est;%ﬁish—

ed in societal institutions? Primary.among these institutions,

of course,” is the school system (The Montreal Gazette, December 12,

~

1979).

The reaction of anglophcnes toog.anSther form;\ Some had been qugk to
}or;see, in the early 1960s, that the ability to use French was soon going to
be a necess?ty for anglophone survival in Quebec. Acquisition of French may
have been pérceived by some anglophones as a way to maintain their position in

1

Quebec sdciety. French language classes for adults proliferated, and it be-

v
Id
w

T
»
War
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v

came fashionable for young adults to spend summers at Trois Pistoles near
‘Quebec City, where they could live in a French milieu and attand intensive
French Lang'uagé classes. However, these efﬂfc;rts were not of ten successful
in producing proficienc.:y i'n French. Apart from the difficulties encountered
by many adults in leérning a second language, geographical sepa;ation_of
anglophones and francoph\on‘es in different neighborhoods, especially in

Montreal, reduced the opportunity to practice newly acquired language skills.

, v

Social distance also played an important role in preventing linguistic

Integration. Contact between anglophones and francophones was governed by

ki

«deeply entrenched traditional social norms which affected the use of lanoguag‘g,e

between members of the two groups. Moreover, the division of labor and*
° N . \

w

t

occupational ranking in soclety was still closely linked to ethnolinguistic

gi‘oup membership, with anglophones occupying higher status positions (Pérter,
1965). Rules of language use in the society were tied to the rules of dis-
wcourse between people who have different status (Hymes\,\ 1972) . Thus English

remained the language of authority and the predominant language of use in -

business. An important part of the minority status role was that the franco-
phone ngeded to know both léngugges so that he could switch to English in

situations requiring a show of déference (Genesee & Bourhis, Note 1). Anglo-

-

phones have not really needed to know French to live-and work in Quebec.

The rules of language use began to shi/ft with the social changes that

1

Eoo_k place in Quebec in the 1960s. As francophoneé gained in power and began

to occupy positions vacated by anglophones, and as language laws were passed, the ‘

~

overall attitude of anglophones towards the new rules of language use shifted from-

1

resistance to'atquiescence and perhaps by 1981 to acceptance. Individual attitudes

varied, however, . for many anglophones who chose to remain in Quebec, the hopes

of bilingualism were passed on to the next generation. Thus the climate was
s s . ¢

v

-9 i
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ripe for an innovative approath in educatfqn that would bring this about.
A movement bégan in the Montreal suburb of St. Lambert in 1963 to develop
a program of bilingual education for anglophone children that came to be

called "early French immersion'.

The Development of Immersiod in Mantreal

In October 1963, a group of 12 English speaking parents living in the
Montreal suburb of ‘St. Lambert met to discuss ways in which their cpil@r;n
could become bilingu‘;l. Somg parents had placed their children in French
scho’ols, anci had been impressed with~t;he ease with which their children ac-
quirgd French and handled the subject matter. French school pr;ltncipals vere
reluctant however to enroll many anglophone pupils in their schools because
of the feeling that the French language needed protection from English. The par-

ent group sought ways to institute effective French language education within
the finglish school systen;. )

The parent group devei_oped a progranm called ez;rly French immersiow. They
. designed a program beginning in Kindergarten in which PFrench would be tile 3o0le
language of instruction for the first few years. briginally English language
larts were to be introducéd in "grade four. The primary goal of the program was

4

to m‘ake children functionally biliﬁgual by then end of high school. This was ~°
acknowledged as a nedessity for living in Quebec in the éuture. The parents
believefi that if their children learned French early from French speaking.
teachers it mighé pre:;ent the formation of negative attitudes’ towax;dé. franco-
phones, and might ultimately help to reduce the tensions between the two ethno-
linguistic groups. A corollary of ,this belief v;ag that negative attiltudes
gf)wards»the speakers of another la‘nguage thwarted adult attempts to. learn

‘that language. (The validity of this idea was confirmed by Gardner and

Lambert (1972) in their study of the influence of different kinds of motiva-
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tion and attitude in adult second language learning.) Thus we see that from

the beginning immersion programs had distinct pedagogical and social in-

-

tentions. They sought -to give the participants proficiency in a second lan-
Ty

guage and théy sought to reduce tensions between anglophones and francophones.

The St. Lambert parént gro&p met with considerable resistance in their

T

efforts to establish the first early French immersion class. They presente&f
their proposal to the local school board and were told to return if they
could gather enough pupils for one‘class.b When they returned with the names

of several hundred pupils the matter was turned over to the central board,
- :

~

which was in charge of innovative educational policy. : Here the proposal was

refused outright. Next, the parents prepared briefs and sought publicity.

Interest among‘parents and in acadeﬁiC'circ}es grew but official support was
not forthcoming. Ip\thé\absence of this supégrt, the first cléss was openqé
an a private basis in rented space in the fall of 1964\(Melikoff, Note 2).

The efforts of the parent group continued when the first group of early
immersion pupils enteved public school in grade ome with?a noticeable head-
start ‘in French speaking ability. Using pqlitlcal pressure tactics, the
paredé group then gained a seat on the school board. As well, they publicized
the support of prominent citizens, including members.of the RCBB ,
in the English newspapers. The school board 'finally agreed to open one immer-
sion kindergarten class in the fall of 1965 amd reluctantly agreed to open an-

1

othe; the following year. The first kindergarten’group then formed an Early
. 7 g * «

' - ' A
immersion grade one, Parents were made responsible for finding teachers and
for overseding every aspect of the program. To assist them in these tasks and

to insure continuation of the program, the parents enlisted the services of

°

social psychoiogisﬁs and psycholinguistic researcherssap McGill University who

.

were to evaluate the children's academié and cognitive progress. Evaluations




N
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.

? .
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were carried out for the duration of the first and second group's’schooling,
and later with more students in other school boards. 'The findings of ,these

evaluations are given in the next section which describes a typical immer- .

sion school. ‘ ‘ - .

-

The resistance among educators to early French immersion that the par-
3 . a4 oo

ents and their sufporters encountgred’was slow to diséppear. At ihe time

that the immersion movement began, the Quiet Revolution was already #n pro=-

gress, and the Quebec government's efforts to enhance the power.of f;anco- \
phones and the role pf %rench in society were underway. Anglophones react%d

in somewhat contradictoryways to francophone efforts to secure their language

€nd culture. Some anglophones feared the lbss‘of majority group szatus and

with 1t the integrity of tHeir institutions. School officials were lookgd to

to protect thg‘eéclusivity’of English schools. Otherg, such as the St.

Lambert group were prepared\to meet social change with action designed .to

~

secure a place for their children in Quebeci At the same time they professed

-

;a-desire to improve relations between the two groups by means of better French

’.ngguage teaching. Thus the c@anges and the reactions to them created an

atmosphere by'the mid 1960's that was marked by heightened attitudinal and

cultural‘differenges between francophones and anglophones as well as by con-

sigeréﬁiﬁ polarization of views within the English community itself. School

. ,
officials were caught between the opposing demands to change and to maintain
1

.
>

past traditions.
&

Nkgative attitudes towards the development of immersion also stemmed
from concerns regarding the possible harmful effects of learning jn a second
language. Some feared that cognitive development might be hampered if basic

skills were taught first in a second language. In particular, there was con-

cern "that English language skills might fail to develop properly, eventually
. . )
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leaaing to school failute. The idea of '1earning to*read in French first was

very disturbing\t:o some. The int:gfxsity of these worries resulted in a change
1

A S

to the original immersion plan whereby English language arts would be intro-

.

duced in grade two instead of grade four.

«

- Although fears about the scholastic effects of immersion served for some

pe

:to_vent feelings of threat to the anglophone culture :and schools, the fears
wére justified by the fact that in the early 1960's there was little empirical
evidence to indicate thgt such a program of instruction could be succesyful.
On the contrary some stﬁudies had claimed that early bilingualism was harmful
(Prator, 1950; West, 19265. Notwithstanding such prior negative ll’:esults,
positive f:@ndings concefning the benefits of learning in a second language
were reported by Peal and Lambert (1962), Vygotsky (1962) and Williams (1963).
These results encouraged the St. Lambert parent group t:o, persist in their

plans (See Note 2). ' : ‘

.

Perhaps the most important factor behind the resistance of the school of-

ficials to the idea of immersion concerned the role of -thé school in society

P

during social change and the locus of responsibility for school failure. The

school was implicitly being asked to pei‘form a dual role: to perpetuate the

k3

traditional culture and to implement social change. However, a program of
instructic)r} that is designed to ‘implement social change 'is dlso an ~e.xperi-
meqtél one. In’ experimental programs, the responsibilitly for failure shifts
to those 5:n charge of making educational chang»es, whereas school failure in
North America has traditionally "be’l'ongeci" to the child (Dlleeben, 1970). in
the case at hand, the sghool board insisted thaé, the parent group assﬁme all
| responsibilit.:y .for moni:t:or\ing the program, and %n this way managed to shift

the responsibility for failure to the parent group.
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The reasons given so far accounf in part but not entirely for the long
delax in obtaining official appfoval of immersion programs. Instead they .

retained experimental status and approval came only after many yeérs of

-

indlsputable g051t1ve results that accumylated from the evaluatlve studies

v v

that were conducted to assess their .pedagogical outcomes. Before;then there

- . r
were repeated objections about costs, materials and difficulties in finding

qualified teachers. Even after approval was received the position of im-

- mersion programs within the larger English school system remained precarious.
For example, by the late 1970s, school board officials claimed in press state—

ments that the institution of‘English langus ge education in Quebec was threat-

~

ened. Some favored thg curtailment of the immersion movement because it

threatened the jobs of English teachers. Still others saw the continued

growth and popularity of immersion programs as threatening to the maintenance

of well defined ethnic boundaries in Quebec. 1In 1979, there Qé}e rumoré that
?early immersion programs would be ended. “

After the first difficult years of immersion in St. Lambert, parents else-
where in the Montreal”area found it easier to persuade school authorities to

v

introduce this type of instruction. In 1968, a similar program began in one

?

“«

-
school of the Protestant School Board of Greater Montreal (PSBGM). Immersion
classes soon opened in other schools, and by the mid-1970s these classes had

become an informally institutionalized part of the English school system, with

[}
t

about one quarter of the kindergarten population enrolling each year. By 1979,

one quartér of the schools in the PSBGM had immersion classes at some or all
~ ,

grade levels (PSBGM statistics, Rote 3).
It should be mentioned that by 1969 two other forms of immersion haa _'J

evolved. Both forms, grade four and five Partial Immersion (see Swain, 1978 for

o
description) and grade seven Total Immersion (see Genesee, Polich &.Stanley, 1977

.\
v

N
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for description) served to offer immersion to pupils who had, for reasocns of

»
- choice or late transfer to Quebec missed out on early immersion. Grade seven

immersion is a major program and’ 44% of PSBGM grade seven pupils were enrolled
' %

SR in these classes by 1977 (PSBGM statistics, Note 4).

Fl

“ Sociology of the Immersion School

!

Theoretical Perspective ’ . I

[y

The theoretical perspective used in this studp brings togetner a theorly of

conflict in interethnic group relations with a conventional sociological analy‘-

sis of the immersiomn school as a formal organizatilon. In this way the ‘rela-
) . .

'

s /
tionship of the immersion school to its social context is illuminated and the

7w

- -important ways in which immersion schools differ from non-immersion or regular

schools are brought forth.. Usiné this. perspective|a profile of a "ltypica]i"

\ \immgrsion school is providec‘i. The discussion includes reference t?‘ the formal
organization of the school, social norms governing teachers, goals, methods,
results and the role of language in intergction“ig bilingual settings.

This theoretical approach allows bilingual education to be trea'tfed either
as é’n intervening variable or as a dependent variable. Bilingual education or

'3

=+ its specific outcome.s‘ are viewed in terms of a nuxiiber of related factors such
N as the social context, the interaction between the participants in the school
and educational treatment. The emghas'is is‘ on ;;Eeractional events or pro-
cesses in the school that reflect ’the broader social dir’nensions of the soéiety
.:Ln ,wliii:h the school is located. Such an apl;roach has been called for recently
by several inyequ;:'igators (Bruck & Schultz, 1977; Cummins, 1979; Mehan, 1978;
Pa.‘glston, '1977b;, Swain, in Paulston, 197‘7a)\who think tﬁat bilingual educatdion
research ought to move away from the \somewhat static. '?-input—out})ut" model
used for many years to e:;plore pedagogical results @r\'uck, Lamblért & Tucker
- 1974; Cohen, 1974; Genesee, 1978Ia; Lambert, Tucker & d'Anglejan,‘\l973). To

H
£
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date most studies have treated bilingual educatioq as an 1ndependent vari- -
able--a perspective that had prevented adequate interpretation of some re-
sults because of the absence of process information. . . :

Paulston (1977b) Borro;s from the interethnic group relations theory of
Schermerhorn (1970)and from R.G. Paulsftg{g's (1976a; 1976b) conflict theory of
social and education 'change to provide'a model for bilingual education research.
She uses this approach to explore t‘he nature of typological djffer‘;nces in
bilingual programs in the United States and Canada. By going far beyond
\c’ategorizing and labelling she provides unde[rstanding‘ of the different bi-
lingual education types and the manner in which they reflect their respective
social contexts. For example, bilingual education in the United States and
Canada is segn as having the same lo(ng range goals of avoiding interethnic ‘ I

$

group conflict and‘ of producing ha.rmony bet;ween the speakers‘of dif;ferent 1ir;—
guipstic groups. However, fundamental differences |in so;ial philosophies are
seen to account for the emergence of very d&fferent forms of bilingual educa-
tion in efich social context. 3
Paulston states that immersion programs in Canada emerged and persisted
because of a value on preserving cultural differences and boundaries and
that‘ the primary function of immersion programs is to maintain these dilf—
ferénces. The value on cultural differences is considered an outgrowth of
the fact 5;f two féunding groups--the French and the English (Porter, 1;66;
Richmond, ~1970; 1972) while tixe idec;logical policy of multiculturalism v
(House of Commons Debates, October 8, 1971, Note 5) attests to its persistence.
As evidence for her _pos'ition,.\Paulston cites "the heavy emphasis in imme;:sion
programs o‘n native (English) langusge maintenance after the fir;t three years
(Kindergarten, grades one and two) of t‘otal immersion in French. She feels

that social harmony in Quebec depends on the preservation of the traditional

.soclal status quo, and that immersion programs help the arlglophoné group to
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A

maintain a position of power in the society by providing bilingualism without

- N
°

any degree of assimilation.

Paulston further substant;iates her position with the observation that
in immersion sfchools French is used in the classrooms only, wl.'xile English
is the predominant language of use otitside of the classroom: She alludes

to the possibility that, if a Solicy of linguistic integration in the in-

B

formal context of the 'school were adopted, structural change in the society

might eventually result. ’'In fact, the separation between the groups in society

at large is reflected in t@e immersion school by keeping French’ and English\
sepa}:ated by person as well as by sftuation. To extrap;olate further for a
moment, it is suggested that a policy of linguistic .integration would change
tlhe language use models that students are exposed to providing t};em with daily
examples of integrated interaction between members of both groups. The effects
of‘ this are open to conjecture, However, there is some evidence from studies
of i'acially integra;:ed s‘chool.s that modeling and imitation are important
mechanisms in~ the educational process, acting as mediators between the stated
objectives of a program ’o{f instruction and what is actually learned (Cohen,
E., 1979; Gerard & Milier, 1975). 1In a bilingual school, we might expéct that
interactional processes and use of language may influence the development of
.students’ attitudes towards the different groups in the society as well as. ~
their perceptions of the manner in which that sbciety is ordered.

Paulston uses the same theories to explain the development and persistence

of transitional bilingual programs in the United .States. In transitional pro-—
- i

grams, the child is taughf: in his own language for the first years of school.
The assumption underlying this approach is that it provides a "linguistic .
bridge" to learning in English. The intention is to allow the child to join

. . ¢
the American, English taught mainstream as quickly as possible. Paulston

or




notes that in the United States the perpetuation of ethnic or linguistic dif-
ferences is considered undemocratic and unAmerican. Not:l.ons of equality are
closely related to the degree to which assimilation of groups or individuals
has o'ccurregi. Ethnolinguistic and other differences are thought to result .
in educational disadvantages (Coleman, 1968) which must be compensated for
in order to comply with democratié: ideals. and to give equ;l access to thel'
benefits of the .American culture. The main concern in- American education has
been with the rfeduction of linguistic and cultural boundaries as cne part of;
a larger effort to reduce or avoid conflict between groups. Hence the
emergence and persistence o'f transitional bilingual programs there.

Additional support for this pesition regarding transitional programs is
found in the history of transitional-maintelna;ce programs. Some educational
researchers reported that the $oss of a child's native language in transi-‘
. tional programs had detrimental educat;’.onal and social comsequences. 4s a
result, some attempts were made to establish true bilingual prograu;s that
would both teach English and maintain the child's n;tive tongue ("tragsi-
tional-maintenance'). These programs have failed to persist (Velasquez, 1973;
The New York ﬁmes, May 13, 1980), despite their established improvement over
transit%onal progrlams: (Troike, 1978). The reason for this:fa'ilure lies in a
yalue system that does not support the idea of maintaining ethnolinguistic
differences and boundaries. |

The perspective described above is well suited to large—scale process
.analysis that illuminates the relationship of the social context to the type
of program within a s:chool. Paulston"s work pdints to the implicaticns of *

A

this relationship fdr educational results, but the model ddes not adequately
. ; o
fit the analysis of smaller-scale, in~school processes. In order to examine

how societal processes are played out on a daily basis in the school, and in
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order to determine what their effects might be on the attainment of social or
pedagogical._objectivés, the perspéctive is combined in this study with a con~=
ventional sociological analysis of the school as a formai organ;{;at;'dn (Johnson,
1960) . Accordingly, a "typical" immersion school is described below and. con-

trasted with non<immersion ''regular' schools in terms of formal organization,

social norms governing teacher groups, organizational goals, means of goal at—

>tainn;ent, results and the role of language in interaction. Using this approach
and methods . advocated especially by Meha_m’(l977; 1978), this study attempts to
shed more light on the processes that are part\icular t:.o the immersion school and
due in part to its unique sociological profile. This combination of .appreaches
thus permits an examination of. the way an ethnelinguistically mixeq téacher group
functions in a unique formal organization and also allows for an exploration of
-the ways the teachex.: group interacts informally. A majbr concern is with teachers'

patterns of language use during formal and informal interactions.

The School as a Formal Organization .

'

\\
3 "
The term "formal orgarnization' may be defined as“an interaction system that

v

5 ),
relates to the attainment of erganizational goals. The term implies.a level -

y

‘of agreement between’ the participants about objectives. I@"é,‘l,so implies that
there is a contribution to a common effort and that there is some form of lead-

o B
© 5

ership over the participants who form one or more groups. The goals \6‘ﬁi an

x
LY
!

organization are to be dist inguished from individual motives for partici;‘)‘ating

1
bt

but individual motivations are important for the success'ful functioning of the ™,
- organization. Individual mot-iveS\ may include the need for remuneration, the
desire to practice professionél skills, the wish to maintain social connections
incidental to the organization or personal 1identification with stated organi-
zational goals. 4n organization is best able to attain its goals if the

participants identify strongly with it. Strong identification can occur if

° . §
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the’ organization meets a number of individual needs, if the participants per-
i ‘ .

ceive the goals as shared, if they perceive the work of thé organization as
! . . B

{
N

im{)ortaari‘t: and prestigious, and if interaction between them is frequent, N
/
!

friendly and not too competitive (Johnson, 1960).

An important factor affecting the success of an oréanization is social ’
change. Organizational goals change over time as social‘ change occurs. The
survival of the orgaﬁ‘ization t}}us depends on its abiliaty to adabt t'o social
change and, in turn, on the ability of the participants to adapt to changes

within the organizatioﬁ.
) o
The position, or role, that a person occupies in an organization and the

relationship between role occupants 4s said to be normative. A norm is a

shared idea that defines the acceptable limits of behéviorﬁ-l Norms may be .

explicit, as in the c;se of rules for carrying out g partidplar task, or they
) ‘ .

may be implicit, as in the case of the "rules" governing th’e interaction between

people occupying positions of different sqcial status, race or language group.
When a person occupies a role in one group that is incompatible with the

role she/he occupies in another, there is said to be role con‘flict:. Inter-

group conflict is likely to occur when all or most members of the group or

s‘ubgr.OUp in the orga;nization experience role conflict. The result of role

conflict is' departure from conformity'td the ﬁorms of one or both roles.

When norms are violated, group cohesion isT tﬂre;tened as 1is the functioning

of the group as a. whole and the attainmenﬁ of common goals. K TRere is a need

for agreed upon social arrangements for managing overt or covert conflict for

©

the continued functioning of an organi\zatﬁion. ot
Evety formal\organizaition develops an informai interaction system.

Patterns of informal relations are based on social differencds, 'personal

N
a

attributes (such as race or ethnolinguistic group membership) or position
!

w

9 -
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. in the organization (formal status). Formal.subgroups (such as schoel

v

depdartments) .vithin the organization, between which there nray be ¢ompeti-
- 13

tion, contribute further to the informal system of interaction. The ins

formal relations that develop &ay or may not be functional as far as they

]

affect the.attairdment of organization goals (Johnson, 1960).

v
>

Several researchérs in educationallsociblogy have explored the influ-,

we

3 s -

ence of the school's formal organization on the informal organization and

B ~

intighctions of the teacher group. Martin (1975; 1976; 1978) ,who carried

W t .
out observational studies in open structured, 'schools that use team Ty

) -

teaching, provided information on the manner in which teaching norms

.

can vary in schools that are organized in unusual ways. In more regular—

ly structured schools Greenberger and Sorensen (1970) demonstrated the
influence of formal attributes such as departmental affiliation on teachepé’

informal interactions, and contrasted these influences on the group with

the influence of teachers' personal attributes such as age.
- , i o @

. L7 .

Martin found that normally grade level taught, teaching experience and

¢ -

age promote teacher interaction and contribute to the informal lines of com-

1

N

- ~ . ¢
munication from the principal down. Where there is more than one class per

A ~

grade’and‘where graﬁes‘form the major structural divisions in the school

(as contrasted with depart%entalcdivisions) teachers of the same grade tend

to form subgroups based on their common experience with the same age group

of pupils, on shﬁred beliefs concerning the kiqu of problems thatbthey

are presented with and on sharé; program objectives for the school year.
Martin coumgred open structured and.traditionally structured "closed"

. . .
schools in terms of normative expectations governing teachers.In open structured

q
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schools. children are grouped according to performance level or interest and

s o .

o . ~

teachers @ork in teams of two or more. Pupils, space and materials are

- 1 -
shared. Members of the same teaching team must agree on specific instruc-

-

tional goals for their group.. Teachers on the same teaching team were foundi
g group F g

L 3

to regard themselwes as an in-group and«imﬁéxqgtion within these subgroups was
' ! i
) \ )

cooperative. Primary loyalty was to thisﬂgioup rather than to the larger

teacher group. Disagreements threatened the cohesion of the formally related

“ »
subgroups and were taken very_.seriously. ®

'
i

In'regular elementary schools the entire teacher group is comparable to

. o ™
a single team and is expected to be in agreement over general program goals.
. ~

Loyalty 1s towards the entire grohp. o ;

The rolé of the principal in a school that is organized into teaching

.

teams 1is more diffuse than in regular schools.. The principal becomes the
9
‘manager,of and major link between teams. The team members occupy a com—

blex set of roles _and teachers may experience a sense of divided loyalty be-

.

tween their team and the teacher group as a who}e.‘

., «
.

s - -
Formal organization theory and Martin's work, in pafticular, are relevant

a
By

to a discussion of immersion schools because these schools are structured in

such way t#at they exhibit features of regular schools and schools where team

teaching’is the norm. Immersion schools have some of the same characteristics

I

as regglar schools. They are public, open to all and have the same overriding

organizational goals: to teach in am effective manner so that the pupils can

proceed successfully from one grade to another. They are classified as English

medium schools and do not constitute a formalized subsystem within the English

school system in Montreal. Qualification for attendance is the same as entry

to other schools under the terms of Bill 101. They are of average size and

N

“their location is not unusual in any way. Their physical structure "is that of
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the typical traditional "closed" school, however., immersion schools dif fer

.
from other schools in important ,ways.

The pattern-of develophent of immersion programs, which has becn similar

in each immersion school, has affected the organization of thaose schools. Im-

. mersion schpols are characterized by the presence of two teaching streams
which are like teams: an immersion stream and an English taught stream. (In
some schools parent demand for immersidn has been so great over a number of

years that the English stream has been eliminated at some grade levels.) Im-

mersion stream classes are taught by francophone or bilingual teachers who iR

may or may not be able to épeak English while English stream classes are

taught by anglophone teachers who may not be able to speak French. The
teacher group of an immersion school is, therefore, an ethnolingusitically

mixed group. Teachers' membership in one teaching stream or the other parallels

their membership in groups in the larger society.
The immersion and English teaching streams do not share the same program

objectives and.in fact constitute de facto teaching teams that cut across

B

grade level in a vertical manner. One stream is primarily concerned with
bilingual education while the other possesses the same goals as regular, non-

immersion schools. Teachers of the same grade level, therefore, do not share

’

the same objectives, nor do they encdunter the same kinds of problems in the

~

classroom. However, both streams come under the authority of one principal
and are subject to the same curriculum guidelines. Thus from an organizational

point of view, the staff is regarded in the same manner as the staff of a regu-

c

lar school, as a team, subject to the regular norms of the teaching profession.’

- v

Because teachers’ roles as members of one stream or the other parallel their

membership ih subgroups within Quebec society, the stage is set in the immer-

. sion school for teachers to,occupy conflicting roles, td experience role con-

\
! % "\\

o
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flict and to recreate through their idteractions the dominant features of the

¢

society with which they are fost familiar.

Social Norms Governing Teachers

Teachers are governed b¥ norms of hgrmqg?’and gooﬁerati&n. They dre ex-
pectaed to share common perspectives with regard to program objectives and to
present a united front to the outside world. The ideology ;E\the teaching
profession emphasizes the importance of élpse working relationships and
feelings of group cohesion, despite the fact that teachers u;uaIly wérk in
isolation fr;m théir colleagues and rewards.are cla;sroom centered. Teachers
are expected to share ideas, supplies and chores. Time is an important issue
to teachers. Their day 1is marked’by frequeﬁt reminders of it, and free time
in particular is to be shared equally. Discussions in teacher groups tend to /
be student centered, taking the form of anecdotal accounts of classroom events.
Controversial issues are avoided (Jackson, 1968; Lortie; 1975).

~

In immersion schools, divergent attitudes towards the methodg and ob-
jectives of‘the immersion'programs may undermine the ideal of com-
mon perspectives, harmony and coop;ration.‘ Immersion and English stream
’teachers' perspecgives on immersionr programs were explored by Campbell, Ta&lor
and Tucker (1973). 'Teachers' attitudes towdrds immersion programs were com-
pared to their attitudes towards regular programs in whichifrench is taught
as a sgbject;gor about an hour per déy. The study was car;ied out after im-
mersion programs had become an acceptéh part of the English school system in
Montreal< A questionnaire was adpinistered to, three groups of teachers:
19(f£ancaﬁhone immersion stream teachers; 18 anglophone Enélish stream teachers;
and 17 anglophone teachers from regular English medium schools. All three

groups agreed that an hour per day of French was inadequate for anglophone ~

children living in Quebec.- The francophone teachers believed that immersion -
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pupils acquired good French sklils, mastered subject content, developed

sensitivity to the/ values of French Canadians and suffered no harm to native

/

language skills. / In contrast, both groups of .anglophdne teachers disagreed

with¢these views. All three groups expressed reservations about the develop~

N

ment of sensitivity to French Canadian values in immersion pupils.

In the same studf, Campbell et al. tried to explore the inter-

action of ij%ersion and English stream teachers in immbrsion schools.

Their findifgs again indicate that in immersion schdols there is 4 departure

from the general norms governing teacher groups. Both groups of teachers

reported /initiating contact with English speaking teachers but immersion

teachers were found to initiate contact with other immersion teachers more

than did English streéam teachers. The determinants of teacher interaction

-

were not explored by this study. For example, the authors did not ask 1if
second language facility influenced teacher interaction, nor did they question

the ways teachers managed their attitudinal differences with respect to im-

mersion programs. Also omitted were the kinds of social arrangements that

,

the teacher group aéreed upon so that the school could continue to function
~

towards the attainment of its various goals. Finally, the questionnaire used

.

may have inadbertently elicited teachers' feelings about how they ought to

1}

interact. N \

Friendship patt;rns amoné\teachers are likely to be based on personal at-
tributes such as e or sex, or to stem from membership‘in the same formal sub-
group, such as grzze level Eaught or departmental affiliation (Greenberger & -

Sorensen, 1970). Older teachers in a school normally enjoy considerable status/

among their colleagues. Their opinions and advice are sought by younger teachers

because of their longer teaching experience. However, in the case of the PSBGM,

statistics show that as the immersion system grew, the older anglophome teacher

i @

v <
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has been displaced by the recently grad;ated, younger, bilingual or franco-
phone teécher: Thus, in this case the advice éf older 'teachers would, at .
least, be irrelevant tb the teaching needs of the younger immersion teacher.
This ;hift in the status relationship in the immersion school between young
and éiq teachers has inevitably lowered the’status of the older anglophone

© teacher: The shift has its parallel in the ;ociety where francophones now
cccupy important positions formerly held by anglophones. As a consequence
of these social chaﬁges, Ei is unlikely that immersion and English st;eam .
teachers hiave the same sense of security about their jobs and this may in-
terfere with a sense of group colleagueship.

Norms sEating thaﬁ’teachers ought to work as a single harmonious group
are likely to cause disqomfort:if éhargcteristics of individual teachers in
fact have a segregating effect. For example, if the nétive languages of the
teachers differ,thenthey are mo;e likely to choose to interact with tho;e
who share.theﬂsame language'(Homans, 1961).° Similarly, decisions or ‘events
may affect the members of one teaching stream but not the other and result
) in further separate functioning of the group. >

Teachers' management of csmflict.® Information on how teachers managé con-~

flict ig particularly important in the immersioq school, where it iﬁ thougnt
that teachers occupy conflicting roles, do not share the same program per-
spectives, and are known to differ in other important ways.’ In a study of’
conflict between teachers, Corwin (1965) found that the thrust of teachér
,i;teraction is in the direction of preserving or recreating harmony. He
noted a number of interaction strategieg employed by teachers éo prevent
interpersonal conflict from quscallizing and to recreaté a sense of har-

mony when disagreement .became overt. These strategies included bargaining,

persuasion, fraudulent expressions of affect or denial that a problem existed. .

|
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Teacher interaction duriﬁg di%agreement ?nd prébiem solving can also be
analyzed using é negotiation framework (Martin, 1975). This approadh em-
phésizes the conﬁent_or subje:‘\of negotiation, the direction of nggotiagion

,.(éuch as patterns of influencé), and the intensity, duration and outcome of
dégoﬁiation. The process of coming to agreement may include such strategies ,

-as impression managemernt, ingratiation, and expressions of affect or solida-
rity. The stages of negotiation cah.be identif?ed and may include defining
the problem, stating the goals, redefining the problem in the light of con-~
fli{xting goals, bargaining, reaching a working agreement, implementing the
agreement. Negotiation may become fixed at any of these st;ges or é;z by
not impiementing a final decision. The outcome may be viewed variously by
the participants in terms of winning, compromising or efriving at a new
respect for wﬁat was previously seen as an opposing view. This model} in-
tended for the studxﬁof teachers' management of conflict, raises questions
as to the strategies used in teacher groups that are,marked by a fundamental
lack ,of cohesion dde to societally-based ethnolinguistic or otﬁeq{diffefence§.

In all teacher groups, but partiéularly in those organized into team like

situations where program goals are not shared b& all, the principal 1is con-

v
°

sidered to play a pivotal role in teachers' management of conflict (Lprtie,

1975). £ ‘ )

The role ‘of the principal. A complex set of norms governs the rfole of

tﬁe principal, He/she plays a key role in the decision making procegs of the
séhool and has an influbnce on the relationship of the teachers to the world
outside the classrébm. The princip;l also has an important role to play in
teachers' management of conflict.

Teachers normally enjoy a high degree of privacy and auténomy in the

_classroom but as the room, the pupils and the supplies are "owned" by vthers,
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‘real autonomy is tenuous. Teaghers feel their role gives them the same rights

as parents to be exempt from evalpuation, but this view is mitigated by their
- b
recognition of the principal's authority to eater the classroom at any time.

¢ i

Teachers want the most autonomy.they can get, but they also want as much

{
help as possible. For this -help, they look to the principal (Lortie, 1975),

and in so doing, Lhey give up some of their’autonomy. ) o ;

¢ The principal is expected to deal with diffieult pupils and with téachers
who fail to do their share aof éhe school's ;hores. ‘Although the priﬁci@al
is accorded the authority to enter the classroom at anyutime, teachers have
particular ideas about the amount and ways principals should supervise their
work. Any behavior on the part of the principal that can be construed as
quthoritérian meets with strong resistance and acts to unify the teacher
group (Martin, 1978). Lortie (1973) observed that #f the principal by-passes
the teacher and deals directly with pﬁpils, t@is is acceptable té teachers as
it allows unsatisfactory work to be identifiea with the child'é pgrformance
rather thag with the.teacher's. In this way, the“principal e;e:ts authority

a o A

over‘classroom matters by giving "help'" to the teacher.

Teachers and principals have been found to differ in fheir perceptions
oé thg desirable level of teacher participation in the @écision makin; pro-
cess (Martin, 1978). Teachers see thelr role in the clafsroom as gore
important thaﬂ the decision making role'of formal staff*éroups;.the role
' of the principal or of program ésnsulcaﬁts. They prefer to have the staff
as a whole or the principal make decisions regarding school.organization
or the proérams of {nstruction; at the same time, however, strikt democra-
tic or anti-authoritarian norms govern this process. Teachers wanﬁ to be

'

consulted. They accept the authority of the principal but hold definité

’

ideas about how it is to be used. Above all, teachers view that authority as

X ~

’
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being in the seivice of their needs (Martin, 1978).

One acceptable wa¥ for a principal to exercise authority |is in consulta-
ccep p p 5
. /

- /
tion with a3 formal staff council. Formal staff groups are a familiar part

of the organization of schools in general, and consist of a voluntary com-

kY

mittee of teachers who represent tle entire staff. One teacher is voted

'

head of the staff council, and this position normally goes to a teacher with
Prad

seniority. The position is largely a ceremonial one, as it is the principal

who presides over staff council meetings.

The function of the staff council is to discuss the implementation of
school board policy changes with regard to program(s) of instruction, and to
raigse and discuss issues of concern to the entire staff, such as persistent

discipline problems encountered dutsifle the classroom. The primary function

.

of the staff council is, however, to provide the principal with/a/way o

1 ’ .

' - // R
exerting authority in accordance with democratic morms. In couneil meetings,

his/her wishes are made known, negotiation takes place, agreement is reached
and the. entire staff is "consulted" about ‘the decision.

u

The principal is ‘expected to protect teachers, and to act as a buffer
between them and -the world ou&side the schOol—vpa%ents, school board deménds,
thé effects of social change. The autﬁgrity‘and powef of the principal lies
in the tacit agreement between teachers and principals that, in return for

protection from outside influences, the principal is to receive the loyalty

and respect of the teachers as well as team-like cooperation from the teaching

staff (Bell & Stub, 1968; -Lortie, 1975; Martin, 1978). The question

here  is how does an anglophone principal mobilize authority over an ethno-

linguistically mixed teacher group that may be organizationally and otherwise

kY

divided in the ways suggested so far?
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Organization Goals

'

The goals of immersion schouls reflect the dual natuve of the school's

. formal organization. At ode level, immersion schools are subject to the
organizational geals of regula; schools. For example, all pupils in the
school take standardized achievement tests at regular intervals. At
‘another level, immersion schools differ from regular schools.

Different program objectives are associated with the immersion and
~

Engliéh streams, however , immergion program objectives exist in addition to,
rather than in place of, regular schooling goals. The objectives of immersion

programs of instruction are the primary interest here. Statements expressing

¥

the objectives of immersion programs vary, but certain common elements ,ake
found in most. In particular, statements about immersion program goals tend

to combine pedagogical with social objectives:
2

Immersion programs ...seem clearly formulated to foster equal

facility in both languages with a concomitant development of

appreciation for the values and traditions of both gethnolinguistic
groups.... A successful bilingual education program...must not be
paid for by deficits...in 'important skills or content subjects.

Unless it can be reliably demonstrated...pupils equivalent to

)

or significantly ahead of their traditionally instructed counter-
parts...the program should be terminated (Tucker, 1977, pp..6-8).

The objectives of immersion programs as defined in a 1977 PSBGM report (Note 6)

+

are stated as follows:
S

(a) to develop a superior proficiency in the use of the French °

§

language; ,

AN

(b) .to develop sensitiuity to and an understanding of the French

'
’

Canadian culture; and ; .

s
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. . .
(c) to develop positive attitudes towards. the French Canadian

i ’
language and culture as a result of extensive interaction with

«

mwembers of thef&ench.éommunity. N
Both statements place considerable emphasis on the social objectives of immer-
- e

=S

slon programs by coupliﬁg”t em with or’ tying them directly to pedagogical ob- .

jectives. As stated'earlie_, most of thg empirical data available about im-

mersion programs pertain to pedagogical- outcomes and very:little research

‘

has directly focused on social outcomes. Moreover, descriptions of the ip-
p
mersion method of instruction imply that the desired social outcomes are re-

r

lated to instructional methods or to curriculum content, if only because of

»

the absence of specific directives for achieving social objectives. The.

tendency has been for researchers to draw conclusions about social outcomes

from the results of pedagogical evaluations. Few data exist on the processes

that lead to social oufcomes.

The pedagogical objectives of immersion are explicit and clearly related to
- !
. the methods of instruction. They are described im the next section. Social ob-

jectives are not as explicit and hppear to be of two types. One is to inculcate
positive attitudes towards Frenéﬁmgbeakers and towards the use %f French so
that ultimately French and English people will,intéract more easily. This

| .
can be called an "integative' attitude or an attitude that internalizes the

.idea that groups are ethnolinguistically mixed and bilingual. The other social .
objective is more complex. Its identification is based on an analysis of state-

'ments that insist that bilingual education mnot be "paid for"‘through any kind
. ) , ‘ \
.of deficit to native language skills. Although at ene level this is a peda-—

£

gogically sound concern, its persiséence, in the light of solid evidence
that immersion programs do no harm, suggests that there may be

present an anxious and powerful preoccupation with native language and cultural



maintenance. It is evident that immersion program.goals contain inherent con-

)

tradictions. .
Itlis suggested that English language maintenance constitutes an important

though latent social purpose of immé}éipn programs and is reflective of the

current socio—historical prefesses which presently see the power position of )

the anglophone in Quebec society dvindling to that of a social minority as well -

as a numerical minority. This view is supported by several observations and will

be documented further by the present study. One observation is that the pedago-

. . ¢ . 3
gical evaluations of immersion programs were characterized for many years by a
i .

preoccupation Qith the English skills of immersion pupils, long after there was
a conclusive‘body of evidence tjo show that these skills suffered no ill effects.

Another observation is that thd English language component of immersion- programs

ﬁas,from the beginning ,a major one and con;iﬁued thus, despite objective criteria

!

/ .
to suggest that neither the English language.nor culture was, in reality, at-risk -

»

or in need of so much school-based attention. In addition, despite more than 15°
years of proven success and continued expansion, immersion programs of inmstruc-
tion have served from time to time as, a focal point of public and school board

criticism whenever it appeared that the anglophone culture of Quebec was in jeop-

¢ -

"ardy. This suggests that the success of immersion programs: is sometimes perceived

as.a source of potential-disequilibrium and that consensus over the

[y

stated Integrative goals does not exist.
%? N

v A2

Means of Goal Attainment

The methods of instruction used by immersion teachers in their classrooms|

1

'

are to be found in many publications and are described here in order to il- -
lustrate further a "typical" immérsion’school (Genesee, 1978; Lambert & Tucker,
1972; 'Swain, 1978). The immersion method of instruction is sometimes referred

to as a ''natural" method of teaching subject content through the French medium.

P

o
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The instructional aim in the first three grades (kindergarten, grades one
N -
and two) is to provide pupils with a working knowledge of spoken French and to
\

teach the regular curriculum through the use of French. A primary feature of

P

the method is the exclusive use of French by the teacher in the classroom
with pupils who begin school with no facility at all in French. - The kinder-
garten teacher uses every means possible to communicate meaning to pupils.

She/he does not use any English but does communicate to the pupils that she/he
”~ - -

understands them. Songs, plays, word games, Eestures are some of the ways used

to build the vocabulary of the pupils. The Balf day of instruction is marked

by several short periods of direct instruction during which the teacher speaks -
F. -

slowly and in simple phrases. At these times, the use of any language at all

-

between the pupils is suppressed, but the use of English begyeen students during

N

informal play in.ihe classroom is not suppressed. Thus the needs of the chil-

\

dren at this age to interact with their peers are respected. 9.

EY
o

The same method of instruction is followed inugrade one, with the teacher

N\

using short simple phrases. However, now the school day is a full ome, and by |

the second half of the year the students have acquired emough facility in FrencL

for the teacher to insist on its use by the pupils at all times in the class-’
room. The use of English between pupils is then suppressed. The use of French

’ 7
by the teacher in grade one and then in grade two becomes increasingly complex
‘ N

as the‘pupil's ability to understand and use French becomes more sophisticated.
Reading reddiness exercises are purposely prolonged witﬁ reaaiqg not actually
taught until gradé two. Then it is taught. in French. .~

The;immersion method emphasizes.tbé ﬁecessity to encourage pupils to build
first an‘;gility to communicate in the second language.\ Thus their efforts to

use French, even if ungrammaticaf, are not interrupted. Rather, the teacher
“ v ) }

supplies the necessary vécabulary when a child is at a loss, or reﬁhrases the




child's sentence one he/she hascfinlshed.v Then. the teacher supplies the cor-
. ’
rect chabulafy and grammar. ’
By grade three, immersion pupils have acquired good fluency in French and
can read French at grade level. Acquisition of writinggskills in French has

also begun. The immersion pupil is introduced to instruction in English for

the first time for about 40 percent of the day. Grades four, five and six fol-

low much the same format, but by grade six instruction in English takes place

* for the greater part of the day (60%Z). At the%e grade levels the immersion

half of the day is taught by one teacher, and the English part of the day is
A  taught by another. The purpose of this procedure is to keep the languages
separated so that the pupils are discouraged from using English with immer-

sion teachers.

Pedagogical outcomes. As already noted, the pedagogical objectives of

immersion programs are well defined, and the outcomes are thoroughly documented.
Immersion pupils are expected to master the basic skilis and subject content
in French without loss to the6development of the same skill; in their nétive
language. They are exﬁeéted to perform as well as (or better than) their o
English taught peers‘iq all aca&emic areas. There are now over 15 years of °
- evaluative reseé?ih reports that show ccnsistené and successful pedagogical

f . ’

/ results frow the "St. Lambert Project", in the PBSGM and other school boards
R . "

i in MSﬁtreal as well as in othef parts of Canada (Genesee, 1978; Swain, 1978;

/ ' . .

/ Tucker, 1977). . .

[ - .Standardized achievement tests, as.well as tests especially developed for
/ N - .

use with immersion pupils, were used to assess listening, reading and writing

skills. In general, there has been no evidence tg suggest detrimental effects

. to children who remain in ffmersion programs. They have been found to perform

as well as or better than children taught in the /regular English stream: In

—
—_—
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‘most evaluations English and French speaking control groups have been used.
o~ "{(:\ . R

“

Immersion pupils were found to perform better than their English‘taught

. peers in Fremnch listeniné comprerl?ension tests, and as well as French speak-

ing children on auditory decoding tasks (éarik & Swain, 1975; Bruck

et al., 1974; Geneseg, Morin\&’Allister, Note 7; Lambert:&-Tucker, 1972;

Swain, 1974),. The evaluation of immersion pupils' reading skills in French .

and in English showed that by the end of eiementary school they scored above

grade level on all sect:{or’).s of the Metropolitan Achievement Test and as, well

as French controls on the Test dé Rendement en _Francais (Bruck et al. ,'

19745 "Tucker, 1975). Some investigator; focused on the possibility

of detrin\xent:al effects causedgzy the in.troduction of English language arts

as late as grade four. They found no adverse effects to this'practic;e and

reported that immersion pupils.frequently transfer geading skills to their ,

native language spontaneously (Cameron, Feider & Gray, Note 8; Czico, 1976;

XS

Swain, 1974). ’ . -

r\\%&aggssment of immersion pupils' writing skills has been hampered

—_

—

by the lack of approp;ﬂate standardized tests. eHoi«ever, using a number of in-

* novative procedures immersion and Englism\wne:ols' compositions were evalzated

-~
~

for spelling, punctuation, grammar and originality (Bruck et al., 1974;
Génesee, Note §; Swain, l97§). None of the assessments of writing skills
confirmed the anecdotal reports of some English lar{guage’ arts teaciaers that
the E;nglish writing skills of immersion pupils were invariably impaired. <How-
,evéé, as Tucker (197]) noted, writing skill assessment was noatl done until
immersion pup;l.l"s' reached grade five and teachers' opinion; may -have been
formed on thebasis of pupils' performance prior to this time when transitory

deficits may have been,present.
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The assessment of immersion pupils' sp aking skills has been complex
because of the variety of research questiofps posed. Thgir English-speaking
skills have consistently been-found to be indistinguﬁle from those of
their Engligh'taughc counterparts (Lambert & Tucker, 1972; Lambert
et al., 1973). With regard't$ French speaking sk;%ls, the research -
focus has been on communicative performance (Bruck et al., 1974) although
some researchers have investigated grammatical and pronunciation error pat=
terns at different grade levels (Hamayan, Note 10; Spilka, 197651 Although
linguiéticallyvimmature in comparison to native French speakers, immersion -
pupils participated with ease in a debate with francophone pupils at the

-
grade seven level.

‘In the first few years after immersion pwograms began, the major concern
of ghe evdluative studies was to insure.that theré were no native language
cognitive or othe} détrimental effects to the participants. The focus of re-
search interest was as much on English language mddntenance as it was on
French language acquisit;on, and the success of immersion programs was often
defined in terms of the extent to which English l;nguage skills were-maintained.

- Once the general pedagdgical success of immersion was established, a few

fesearchers turned their attention to the reasons for success and the appli-

cability of this method of instruction to different types of learners. Genesee

(Note 11) examined the importance of certain learner characteristics and fOundl\\‘

that neither socio-economic background nor intelligence were of any greater

' ¥

importante in the immersion classroom than in the regular English taught class-

room. Bruck, Rabinovitch and Oates (1975) and Bruc%‘Note 12) explored the per-

formance of learning disabled children in immersion classrooms and reported
similar styles of learning there as: would be expected in an English taught

classroom; they did not feel that learning -disabled children were hampered

&g

\
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by the immersion experience. Frasure-$mith, Lambert and Taylor kl975) stress-

ed that parents who'opt for immersion schooling for their children are likely . ’
to be strongly motivated to have theirlchildren become bilingual and to pass

this motivation on to their children. The implicafion here ié Fhat there is

a voluntary selection factor regarding the composition of immersion classes

despite the fact that there are no school determined selection procedures.

The immersion programs are open to all.

\

Cohen (1975a; 1975b), who developed a Spanish immersion program‘in California

that was modelled after the St. Lambert project, identified ten conditions
neceséary(for the success of this type of program. Three of these conditions

are most relevant to the Quebec social context. First, the immersion method

a

allows spoken fluency and understanding of the second language to occur before

réading instruction begins. Second, English language instruetion is delayed
P '

until grade three, giving time for French skills to become firm. Third, the
languages are kept sggﬁrate by teacher so that children develop linguisfically
consistent relationships with teachers. Perhqps most important to the over-
all success of these programs is the wide societal support that the partici-

pants' native language, English, receives (See Note 12)., Together these con-

. ‘

ditions may account for the fact that immersion pupils do not suffer the detri-
mental effects that~%Imority speaking children experience when they are ''sub-

merged" in English taught dlassrooms without regard to their need to be taught
8

¢
. ~
in special ways.

Social outcomes. In‘recent years, a few researchers have turned their at-
D

v

- tention to the social outcomes of immersion programs of instruction. Interést

'

has been in the development of "integrative' attitudes among immersion pupils as

'

compared to the development of such attitudes “in English taught controls. Inte-

-

grative attitudes are defined as positive attitudes towards the use of French

‘
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and towards francophones., Suchrattitudes»are taken as indicators that inter-
action between anglophones and francophones and bilingualism——linguistic.
integration--would be welcomed (Gardner & Lambert, i972).

A certain vagueness marks the purposes of some sgudies that explored the
social outcomes of immersion programs, and thus the findings were sometimes
contradictory and inconclusive. On the one hand, it was hoped to demonstrate
that the social (integrative) objectivés of immersion programs were being
achieved. To this end, identification of the development of integrative at-
titude differences between immersion and English taught pupils was inter-

A\
preted as 5 positive program‘{ssult or social outcome, For example,

i ]
1

Lambert et al.l(l973) exaﬁ%ned pupils' views of English Canadians,
French Canadians, European French and qf self. The students were asked to
raée each group on a scale of adjectives—sucﬁ as intelltgent-stupid, géod—
looking—uéiy; happy—séd. The investigators found that grade five iﬁmersion
pupils' views of French Canadians were more favorable than those of English
taught controls, and concluded that these views represented "as important a
R byproduct of the program as the de;elopment of language and cognitive sk%lis"
(p. 159). e/ ' |
On the other handi‘&t was also important for résearchers to be able to
demonstrate thaf immersion programs did not affect the cultur;l identity of
+  the participants. Though not explicit in written statementsaconcerning im~
mersion objectives, it can be Fonclu&ed from some of the research statements
as well as from public pronouncements that the idéa of disruption or change
in immersion pupils' cultural ideﬂtity was included tinder the-g?neral heading
of "harmful effects". Tﬂus, any difference in the immersion pupils' attitudes .

from those of their English taught counterparts could be interpreted as a

shift-in cultural identity and, hence, as a harmful effect. Using similar
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explcratory p5bcedures as the gtudyg;encibded above, Bruck, Lambert and "

Tucker (1976) found that the attitudes of immersion pupils and their .

English taught peers were similar aﬁd c;ncluded\that:
\\The-experiﬁéncal children show{ﬁo symptoms cof personal mal- )
adjystment or a sense of not belonging to éhe English Canédian
cultufe (p. 31). .

\

The studies menfioned so far did not use methods that c?uld explore
&irectly groups of interacting var%fbles that are now con;idered to account’
for the kinds of complex qualitative social ocutcomes thﬁc these authors

were interested in, .Factors relating to the sociolinguisfic environment of

the school, such as, teacher interaction, teachers' use of language and

bilingual role modeling--that is, proceés data--could only be alluded to in

. assertions about social outcomes based on pedagogical outcome iéta. Research

D :
on social outcomes was more successful in obtaining data that ¥as reflective
. i

of processes following Paulston's critique of bilingual education research

/ (1977b) and the theoretical-methodological suggestions put forth by

Mehan (1977; 1978).

In a series of éoliaborative gtudies éenesee and B&drhis (see(Note 1)
anleenesee (1978;_i§78#l979) fake aggouht of the cumulative immersion |
experience and avoid making Ethigsions about social 0u§comes~fr°m"
pedagogical data. These authors examined older imm;rsion pupils‘ attitudes

\to’the French language gnd to Prench people.\They explored students' \
feelings about. speaking French, the frequency of use of French
outside of school, the students’ motivation for 1earn;ng French, their

-

perceptions of their own competence in French and their attitudes towards

<

the i{mmersion programs in which they had patticipited. It was found that im-
mersion pupils did not use French more often than did their English taught _

o ¥

-

p—
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peers. Immersion pupils were horg willing to use F;ench 1f the situation arose,
but they were inhibited about initiating conversations in French and about seek-
ing out situatioms in which French could be used. The subject; gave.instru-

/
mental as opposed to integrative reasons for learning French. 'Ihét 1s, rathe;
than stating that they hoped eventually to live in a linguistically integrated

socieﬁy they said that they learned French in order to be able to find jobs.

They did not perceive their facility in French as enough of a tool to permit

social integration with francophones. o

Genesee and Bourhis also 1nve:tigated immersion pupils' perceptions of :
-
the? rules that gdvern %anguage use between anglophones and ff%ncophones in
Quebec. To do so, the researchers solicited immersion, francophone and Eng}ish
taught studénts' reactions to tape recorded conversations between a salesman
and a customer in whicg French 'and English were used. 1In one recording, the
salesman used French exclusively to an aﬂgléphone customer, while in another

he was heard to use accented English in response to the customer's use of

English. In another situation, the customer used French but with an English

v

accent. ~

The findings of this gro;p of studies have lea to the conclusion that tra-
ditional rather .than new social norms“governirg the use of language are still
influencing immersion students' attitudes despite the immersion éxberience of
geveral years duration. Genesee suggests that ﬁaﬁterns of language use méy
change when broader social norms have undergon; change, when more francophones
are in positions of control and wh;h immersion gradugteé work in positions that
‘bring them into, more frequent contact with francophones.

The assertion that, as second language facility devel$ps, attitudes towards

the speakers of the other group become more favorable (Gardner & Lambert;'1972)»has

recéntly been questioned by Lambert himself (Note 13). 1In the first place, know-
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Jedge of hov attitudes are formed is still incomplete. In addition, it is
questionabie how English and French speaking Canadians can learn)\to think in

<
ery schools

terms of living in an linguistically integrated society when the
“

+ they attend are segregated along religious and linguistic lines. ambert sug-

-

gests that the separateness of society is not only replicated in the\dual

o

school'systea\bdt also within the immersion school itself. ,The rules\of the

immersion method dictate that the languages are to be kept separate by\subject
and by teacher, and these rules ;;event the teachérs from using both la gu;ges
in front of pupils and from acting aslbilingual role models. Through such
:processes, immersion schools ma; not only perpetuate the traditional norms of
language use, but may ultimately function to reinforce and maintaiﬁ the social

status quo between francophones and anglophones. These observations add further

. .
support to Paulston's position that immersion programs function,

~

in part to maintain the social status quo.

The social outcomes described above impliciti& pertain to the interaction-

I

al cohtext of the school, which is seen to reflect the larger social context. |

3

There is already some evidence that the inter&étional context of the school is.

important for the kinds of perceptions that pupils come to hold about their
_Bbciety. Speecifically, it has been found\that schools with integrated staffs

in which Blacks hold high posicions have influenced pupilsk'perception; of

power and the roles ¢ Blacks in the society at large (E. Cohen, 1979). There

is reason to believe that models of interaction between speakers of\d;fferent

languages, though more subtle, may'be similarly important to pupils’ per;eptions

of the role of language in their society.

- The Role of Language in Interaction

In the immersion school, the subject of language use itself may be an emo-
tionally charged Iissue. Language differences are responsible for the formal

organization of the school into two teaching 'streams and language differences

vy

Y
/

o

3
7
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characterize the teacher group. The relationship between the p;lﬁ\:ipal

N I3

and the teacher group, the decision-making prtocess and the inter-

actions between the teachers may be colored by social norms pertaln-

ing to the use of\ language between francophones and anz}o?hones as weli as by -
differences in te’achgrs_' abilitiés to use each langu‘;ge. As it is I;nown that
immersion and English stream teachers te;nd to ciisagree about the benefits of

immersion programs, language of instruction is likely to present a contro-

-

versial éubject to the teacher group. For these reasons, s:he role of language

in teacher interactionm in the immersion school is considered the most.salient
[ ° ’

aspect of a tonsideration of the influence of the interactional context of the

S

school on students' learning experiences and ultimately on the social outcomes

of immersion.

N,

.
“...In contrast, in regular schools language use, per se, is not an lssue be-

yond orci“inazf\y pedagogical considerations of proper grammatical use, of stan-

~dard second lanéﬁagg teaching, or social studies curriculum content that ad-

Y

<,

dresses cultural or ling{iiﬂatis_ differences: Pupils and teachers normally

~

- BN X
come from the same ethnolinguisti?*’oa\g:ligrounds, the teacher group is linguis—

tically homogénous, and the relationship of the princg’.\pal to the teachers is
~
) ~ N .
a clearly defined one of authdrity and status, in line with. the regular norms
. N

~,
AN

of tﬁe teaching profession.’

The ijﬁortan,ce of the interactional context and its role

as an intervening variable between program objectives and achievement r}N&ts
AN
was demonstrated empirically by several sociclogical studies conducted in the ™

1960's and early 1970's (Boocock, 1973; H.S. Coleman, »"5961). In the
2

~

present study a socioclogical perspective and the methodology. -

}
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of ethnography permit the analysi, of the rules and patterns of language

o

use at the highly detailed psycholinguistic level or at the level of social

» . L ad

" life itself. The present study explored language use in the social life

(interactional context) of the immersion school. TIdentification Of'languaga use
patterns was C(Qsidered important, but so was their function for the

participants, their imp‘act on the "climate' of thé school and their possible
- J
influence on students.
4 . . \
Several researchers have contributed to our understanding of the role

that language plays in bilingual situations in communicat'ing attitudes, be-~
liefs, differences of opinion or fL:iendship pattern;. Hymes (1964; 1972)
reéards the study of language in bilingual education as one case in the study
of languaée in the social ’context. He asks if the use of language in a bi-
lingual school 1is dictated by social norms governing the relationship of the
speakers in the society at large, or, if ‘the use of a language in a part'icular
school setting®is governed by policy making its use obligatory. For

example, Mze use of French by the teacher in the immersion classroom is an ob-

ligatory element of the program of instruction. In contrast, in other types of

u

bilingual schools, the use of language in the classroom between teachers” wi*h dif-

ferent native languages may be subject to choice or untonscious preference.
nyr;es, asks to what e\xtent communicative competence in each language determines
which members of a group interact. He stresses primarily that the interpre~
tation of the meaning éf ‘language use lies beyond use“in the narrow sense,
the;t is in situation, tone, gesture, or refusal to use a l,a}flguage.'
The choice of a specific pattern of language use is also determined by
.

many factors such as where the speakers are, the relative status of the speak~

ers .and the topic of conversation (Blom & Gumperz, 1972). Whether one speaks
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and in what language are elements of-choice as are silence, speaking out of

turn, and dominating comversation. Thes® are language behaviors that com-

municate the participants' attitudes and beliefs about each cther and about

. b

their agreements and disagreements. In the immersion ‘school an imporﬁant
question pertains to the interéace between éocietal norms regardlng language
use which state the ''rules" of language use bet&een French and English
sbeakers and the norms of the teaching profession which stress thé.importance
of harmony and cooperation in the teacher group. Do ghese norms conflict in
the immersion school and if so, how 1is this conflict managed? Most iur',
portant is what is conveyed to pupils by the ways teachers act as

language use role models and by the attitudes that they communicate

about each other through the subtleties®f their interactions. -

. 3

The work of Genesee énd Bourhis referred'ﬁo earlier increases our under-
stgnding of the strength of traditional norms of language use énd, @y impli-
cation, their influence in the iﬁmeréion gchool. Thése‘authors demonstrated
the values that immersion and non-immersion students attached to different ex-
amples gf language use. The\finding—ihat immersion and non-immersion students

1 - “f, . 1
reactions to the recorded verbal samples differed little attests to the pre-

valence and dominance of trad;tiéﬁ;i language use norms and perhaps té‘the
resistance people feel to the disrpption of~establishéd patterns. ‘Aécordiné'
1
to Hymes (1972) v
Auch of our communicative conduct is regular in such respects,
and disfuption of these accustomed regularities can affect our
bell-being, from‘momentary annoyance to avoidance of persons or

situations as disturbing or disturbed (p. xvi).

The influence of teachers' language dominance on language use and on in-

structional outcomes was explored in a study of the influence of in-class lan- —
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guage usé@ on two grade onme children in a Spanish-English bilingual classroom ’
, N ’ ' 3
(Bruck & Shultz, 1977). The focus of the study was on the teacher varlablé{

-

. and in particular on the questiodn of teachers' language dominance, language

. . proficiency and use of language in affecting ipstruhtional outcomes. Video-

tape recordings were used to capturé the totality of interaction during three
clas; pericds in a year. At the same t;me, large scale observaffions assessed
the linguistic atmosphere of the classroom as revealed, for example, by each
teacher;s language use in formal versu; informal contexts. Uhfortunateiy,
-Bruck and Shul;z’did not include obsérvations o% teachers' language use with

puplls outside the classroom or during transitional times when children were

entering the class. Information about teachers' use of language with each

I

‘ other in front of pupils was not provided either.
|\ . Background data gathered\by Bruck and Shultz on the teachers prior to
their study indicated that one téacher was Spanish-dominant and spoke English

, with a heavy accent, while the other teacher was English-dominant but fluent

\

.in Spanish. The classroom aide-was Spanish-dominant. These investigators

found that a teacher's language dominance was important in determining choice

K o of language in formal versus informal contexts. Teachers' language dominance
seems also to have affected the amount of each language used b& pupils in the

. classroom. The English~dominant teacher's use of language was tied more closely
: . . ]

to instructional purposes ﬁhan,that'of’the Spanish~dominant teather, and these
{

' g patterns were reflected in thé pupils' performance on language testg. The
pupils of the Spanish-dominant teacher performed better on Spanish language
testg than the pupils of the English-dominanf’teacher. These findings confirm
the i1mportance of such data for determining the extent to which a program com-
'plies with stated imstructional methods. More importantly, they point to the

critical role of informal patterns of language use between teachers and pupils
) ; p
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in the attainment of program objectives. Moreover, there is no reason why these

v . N

observations mdy not be as important for teacher-pupil interactions outside of -

t

.the clagsroom, too.

:

Several authors have poted the importance of bi;ingual role modeling, but
the findings on this subject are not well documented yet, nor is it clear Jhich =
program objectives are thought to be positively influenced by bilingual role
modeling. For instanéq, the findings of Brﬁck,aﬁd Shultz (1977) indicate that -
when a teacher uses both langhéges in front of pupils, there are negatlve ef-
fects for instructignal outtomes, Moreové:, closer examinati;n of a teacher's

use of language and choice of language under various circumstances would no

doubt show that the choice of language used for various purposks conveys at- ‘\\_d//

‘titudes, about the importance qf each language, and, by implication, its speak-

ers. Such matters require careful consideration in the light of the stated

social objectives of immersion programs, notably the development of integra- '
tive attitudes.

.The compiexity and importance of the subject of role‘queling can be de-

A ~
1

duced from further reference to E. Cohen's work on mixéd race schools (1979).
Pupils' perceptions of which racial groué has power and status'apparently de-

fend on the extent to which minoriéy g?oup.members occupy importa;t positions

in the organigation of the school.: These percepgions are not simply influ-

enced by the presence of a mixed pupil populatioh. “then links this finding

to interactional process in the classroom an@ tg instructional outcomes in

the following way. In pupils' simple judgments of théir peers' reading abilities —
higher status was éccorded to better readers. However, as reading ability is
related to social class, which in a mixed setting often corresponds to minor- g

ity group status, children's perceptions of ability were linked to their per-' '/

ceptions of power. Attempts are now Being made by Cohen and her colleagues to
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experimentally vary the proportions of Black adults in power positions in public
. p.] ’ ’ )

schools in an effort to influance the social and other outcomes of desegregated

schooling. ‘Similar, though less obviou‘s, processes may exist in immersion
schools that Purport to promote bilingualism and the development of inteégra-
, tive attitudes. Important positions (the prinLcipal) are occupied pror-
mz:ily by anglophones and tho system segregates ;francophones from anglophones
and sephrates the uso of French from the use of Engl\ish. .

¢

The literature on program and sociolihguistic envirommental factors that
are thought to account for success in immersion programs contains contradic—
tions that bring to light ghe\ question of blllngual role modeling in particular, ¢
and the sociology of 11111nex:51onn schools in general A. Cohen (1975) states
that teachers must .act as bilingual role models if children are to receive
the message that ’r;ilingualisui is desirable. This suggests that teachers \shouﬂld
speak both languages in the classroom and when interactlng Yit;héeach other out- '

side the classroom where they can be observed by pupils. If\thls were to occur,

children in both the immersion and English streams. would be e\x\posed to models

' by .

of integrated,interaction as well as to the billnghalism of thelr teachers.
However, as described earlier, immersion teachlng methods are designed for
maximum pedagogical success. They dictate that, in order to maximize the pupils'

exposure to the target language, languages are tﬁ‘ be kept strictly separate

e

) . by teacher and by subject, and that consistent Fiench spéaking relationships

between teachers and pupils are to be encouraged. Adherence to such practices

thus might promote the linguistic success of thel program but thwart the develop-
ment of integrative attitudes. ’ - ’
J
Although immersion educators do not believé that it is good for immersion.
. . a | .

5

: |
pupils to.witness their teachers talking in English, board offictals refuse to

.create pelicy dealing with the question of teachers' language use outside the

- .
o
i \
. N t d
!
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- formal curriculim, in the classroom as well as outside the classroom. What is

- 57
classroom. According to the pr;’.ncipal 1n the present study, ifmersion school
principals do not belifeve it is in their realm of authority to try to gentroil
teachers' use of language with each other. Moreover, it is Anot possiblér. ‘ )
to provide i integrative goal sgpport by integrating native French speaking
pupils into immersion programs, because the schooling laws' of Quebec restrict the

1
access of francophones and others to English schools. Thus 1d is left to the
voluntary efforts of teachers to use French with pupiis outside ~the c.lassroom,

and to extend the practice to their pupils in suﬁseqnent years. The absence

of policy regarding language use outside the ¢lassroom leaves the way open

for teacher interaction to be gov.erned by: the soclety's traditional language

use norms; ‘teachers' ethnolinguistic group membership; teaChian stream .
affiliation; teachers' language dominance; attitudes to immérsion &
programs, and position in the hiérarchy of the school. If the norms

of the society determine the patterns of interaction :;.n the teacher group ,then
the English language and culture may predominate‘ there, adding support to what

has previously been suggested as a latent English\language maintenance pur-

pose to immersion programs.

Students' perceptions of 1&nguage use. There has\been little doubt since

the soci\ologlcal studles of the 1960's that tne 1nteracticma1 context (or .

Qv

"climate") of the school affects a number of edugational outcomes (Boocock, 1973;
|

H.S. Coleman, 1961). Children are known to learn 1Inany things outside of the '

\ ‘ . |
learmed from teacher attitudes and expectations, from contradictions between ped- .
agogical and social educatiomal goals or from discrepancies between the rheto‘

7

and. reality of school life is communicated ip interaction and is sometimes re-

.

ferred to as the "hidden currigulum" (MacDonald, 1975).

E
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‘' Much of the available literature on children's perceptions of the inter-

R .
actﬁgna} context is indirect and is based on conclusions drawn from repeated

Observagions in different school settings. Case studies that have compared the

academic performance of pupils in one school climate as opposed to another,

’
.

succeed’ in making an association between g¢limate and educational results,
. .

However, these studies suffer the ggﬂ%traints of the case sﬁudy,gpproach

in that their findings are of limited generglizability (Halpin & Croft, '

1963). More pertient information comes from studies cdtried out in

non-regular school environments such as desegregated schools or bilingual

.

- . *

\

*schools.

.

Several studies focus on the relationship/ﬁétween teachers' expectations

S * .
and attitudes and pupils’ academic performaﬁﬁe (Conn, Edwards, Rosenthal’ -

v

Crowne, 1968) Notable among such studies.are those that explore differendes

in Black and White teachers' views of Blaéﬁ and White pupils’ capabllitles

and the relatlonship of these views to pupils academic performance (Gottlieb,

1964). The assumption underlying these studies is that children are sensitive

.

to and react to implicit or unstated teachers' viéws, for example. In attempts

to explain how pupils are thus influenced some authors have suggested that the

N
’ s ©

psychological processes involved in childrenép acceptance of teathers as role mod-
N . [

els and their consequent imitation of those models hay be the mechanism. through

. 1&
which the interactional context intervenes between teaching practices “
- ——

4
on the one hand and educational results on the other (@erard & Miller, 1975)._
However, with the exception of E. Cohen's work summarized earlier, few re-~
searchers-have done more than theorize'from educational results and actually

focused their studies on these processes. ,

In the field of bilinpual education, a few recent studies have examined

~ 4 . . A 4
the influence of process variables on educational outcomes and have, again,

SOt ~
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v

‘assumed that the children's perceptions of ‘these processes are tﬁe factors
accounting for their influence. ,As noted earlier, Bruck and Shultz (1977)
established that children's performance is influenced by patterns of language
use in the classroém.as these patterns reflect teachers' language dominance.
Children perceive which language is more important by.the amount of ‘use each
reCeibes and by Ehe relative importance of ‘the situations each language is
used in. Unfortunately, these authors did ﬁo& directly assess the children's
. ) L
views of the situational use of language nor the children's tendencyf if any,
to generalize féom their classrooﬁvexperience to out-of-class or out-of-school
situations. Similarly, the studies referred to earlier by Genesee and Bourhis-

(See Note 1) on pupils' reactions to verbal samples representing emerging versus

traditional language use norms provide, by implication, information about

C }
‘children's perceptions of the use of language in the interactional context of

the school. Apart from considerations of the influence of the immersion pro-
gram&yfself on pupils' attitudes, it can be infefred that patterns of language

use in the immersion school did not differ sufficiently from the society's tra-'

\

ditional patterns of use to affect immersion pupils' attitudes in an integra-
tive way. That is, interaction in the immersion s$chool can not be considered

reflective of a microscopic model society of the future where linguistic in-

:',' B
tegration has already occurred. ! ‘

4

Whereas desegregated schools offer an opportunity to explore (and change)

gpildren‘s perceptions of power, for example, the immersion school offers an

opportunity to examine the ways-societal processes are replicated in the school;
and how these processes influence the stated social®aims of a program of in-

struction. Specifirvally, the immersion ééhool allows a detailed assessment

‘

of differences between immersion and English stream children's perceptions

of the use of language and an examination of grade level differences in this

! -

3
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regard, too. Moreover, it is also possible to explore pupils' generaliza-

tions dbout language use from their schooling experience to the broader

social context outside the school.
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v CHAPTER TWO

RESEARCH QUESTIONS AND METHODOLOGY = . =

Research Questions

- 14
General Statement

~action between the groups. However, a tendency for interaction to reflect

A model of conflict is considered fhe most adequate for describin the
q g

‘

salient features of teacher interaction in the immersion school.. On the one

hand, teacher interaction. is expected to reflect current social trends in

. Quebec which exhibit social conflict. On the other hand, teacher interaction

is also expected to reflect the traditional norms of a politically more stable
time in Quebec when the relationship between anglophones and francophones was
clearly defined. Althéugh social change is occurring in Quebec, suggesting
new rules for interaction between the groups, there are, as yet, no new in-
stitutionalized norms for guiding the interactions of an ethnolinguistically
mixed g?dup;

Teachers in an immersion school, as in regular schools, are subject to
professional norms dictéting thﬁ maﬁ;g; iq‘which the group should inteyact.
In order to maintain a degree of harmonious functioning in the graup, social |
change, which would see teachers interacting ﬂilingually, will be resiéted,

with interaction reflecting primariiy the traditional patterns of inter-

the present social upheaval of Quebec will also exist, In either case, teacher
interaction will not manifest the stated objectives of the school which pro-
mote social change by bringing about bilingualism.

The primary function of teacher interaction will be to ménage conflict
arising from the fact that teachers’occupy conflicting roles and are subject
to confliecting sets of:hgrms. It is expected that as a major aspect of

teachers' management of conflict that there will be a tacit agreement among
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teachers to allow the English language and culture to predominate 1n the in-

teractional context of the school. This agreement:-will<be part of a more

. general resistance to social change and will provide normative clarity

to the many formal and informal situaticns in which the teachers interact.

Teachers' role comnflict. It 1s expected that teachers will bé:found
to experience role conflict. Role conflict will stem mainly from an absence
of agreement between immersion and English stream teachers about immersion
goals and results and‘from conflicting norms associated with teachers'
ethnolinguistic group membership and with their professional roles. The
presence of considerable role conflict will also give rise to a high
potential fpor intergroup conflict in the teacher group. Observation and
formal and |informal interviews will provide the data for this question.

Teachers' interactions in the formal context. It is expected that

n

teachers' [role conflict will necessitate conflict management efforts and
these interactions will influence the functioning of the group in the for-

mal context of the school. Specifically, it is expected that the teacher .

group will function in a divided way, reflecting ethmolinguistic, teaching
gtream and attitudinal differences.-  An examination of teachers' inter-—

actions as a group during formal meetings when teachers are confronted with

7 '

a number of controversial issues whose source 1s outside the school, will

provide data for this ques%}on. .

Teachers' informal interactions. The third question will investigate

ko

whether teachers' role conflict and conflict management efforts are also

reflected in their informal interactions. Specifically, it is expected

that teachers will be found to form ethnolinguistically based subgroups and

~
that interaction within and between the subgroups will primarily function

L]
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to manage conflict. To provide information about this question an examim-

ation of the informal structure of the teacher group will take place. In
‘particular, focus will be on the manner in which teachers use language
. with each other and with pupils. Contrasts in teachers' language use in

and out of the classroom are considered a salient source of information

[
i

about the operation of linguistic norms in the school.

Students' language use perceptions. Finally the study will investi-

"

gate the question of the influence of teacher interaction on students' at-

" titudes about the use of language in and out of school. It is suggested

that students perceive societal reflections in the interactiéns of the

teachers and that these processes are communicated to students especially

°

tﬁrough teachers' use of language with each other and with pupils in, as

contrasted with, out of the\classroom. To explore this question an assess-

ment will be made of grade an&’pf&gram differences in students' perceptions

- of the use of‘lanéuage in—thgldlassroom, out-of-the~classroom and away-from-

e

school.

Methodology

General Statement

’

, In the present study, an ethnographic approach was considered the most ap-

-

propriate method for exploring teacher inte%actiég as it relates to the broad
social context of the school and to the social outcomes of bilingual educa-
tion. The ethnographic method used i1s close to what Mehan (1977; 1978)
refers to as ”congtitutive ethnography'. Constitutive'ethnography oper—

ates on the premise that social structures are interactional accomplish-
ments: that objective social facts such as acédemic achievement or rout;ne

\ v

patterns of behavior are accomplished in the interaction between the partici~

pants. The.ethnographic method is a way to proceed, and is not a system for .

i

cataloguing findings. Wolcott (1970) does not distinguish between ethnography

.

¥y



and field studies, as does Mesin, and defines the method as follows:

4 -
The ethnographer's task is the selective recording of human

\ N
»

behavior in order to construct explanations of that behavior.

2

in cultural terms. The standard ethnography thus provides an
account of the way wf life of some special human process

(Wolcott, 1970, p. 115).

Wolcott stresses that attention is to be focused on actual behavior,

spoken or otherwise, and on real situations that influence professional or

personal lifé. The assumption 1is that every aspect of what is observed has
relevance. Mehan states, on the ofher hand, that the use of video-tape is
necesgsary to fapture the totality of interaction. This may be so in a micro—
ethnographic Stﬁdthhat uses time sampling (see Bruck & Shultz, 1977), but

was not consldered feasible in this study. The ‘concern of this study was with

<

large-scale, on-going interactional sequences, requiring several months of ex-
tensive observation before interpretations could be made.

Several procedures were used in this study to insure data retfievability,

coﬁprehensiveness of data treatment and convergence between the researcher's
and the participants’' views of events. All are considered necessary compon-
ents of the ethnographic methoed. In-depth observational techniques and in-
formal interviews were first used to o@tain general impressions of patterns of
teacheé‘interaction ,'of norms influencing the teacher group and of teachers'
attitudes towards organizational goals ang other matters. In time, the re-

peated occurrence of similar events clarified the investigator's initial in-
terpretations and provided walidity to earlier observations. ., After several

~
months, it was possible to narrow the scope of observation to focus on issues

s

\ ‘ .
that had emerged as being particularly important in that setting. More highly

i

structured observatioh was then combined with other data collection techniques.

’
’
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Informal interviews continﬁed to be held. Formal interviews were conducted

witH”tﬂé teachers in order to elicit their personal views on issues that had . - ~
emérged as important,hon languag@—relate& mat;ers arid on socio~politica£

events. A teacher background questionnaire was used near thé énd of the stud;

“in ordFr to focug more precisely on seni}tive issues and to g¢ather important,
background information on each teacher. Information thus gathgred and :
analyzed as the study proceeded helped to guide further observation so that

omprehensive data was collected by the end of the school year when observa-
tions ceased. |
Iﬁ addition 'to the above mentioned methods of data collection, relevant
documents such as office memoranda and meeting agendas were gathéred. Finally,
a projective~type instrument wés developed b¥ the 4nvestigator in order to ob-
.o taln students' perceptions of the situationa% ufe of "language in and out of

school. All materials will be described in detail.in the materials section.

" The Role of the Investigator

, The role of the investigator in an ethnographic study differs substantial-
ly from that of a researcher who, for example, investigates the academic per-
formance of pupils in a particular program of instruction. "The successful
completifiofi of an ethnographic study is closely tied to the manner in which the
investigator carries out his/her role.

. The etﬁnographic researcher in a school has to find ways to legitimize his/
her presence, and to seize or create situations in which possible benefits of

the study can be communicated. Ways must be found to help teachers, or to

create Some bargains (Bogdon & Taylor, 1975). Theiprocess is long-term because .
not only must entry to the field be gained, but thg investigator must be per-
mitted to remain for many m?nths. He/qhe has to search continuously f;r ways

to reduce the reactive effects of her presence. Teachers' fears of being

N
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evaluated are' heightened by the constant presence of an investigator in the
school and their suspicions are.intensified by the nature of the material -
. A -

gathered, especially if an air of secrecy surrounds the purposes of the -

study., It is necessary, therefore, to balance the ethical requirement to

communicate information_hones§ly with the need to gain.the interest and co-
operation of the participants without destroying the spontaneity of the in- ’
teractions being observed.

» In contrast, the investigator of program resultssgan legitimize his/her,
presence in the school by communicating that the overall intention of the
study is to make the job of teaching easier, to suggest ways to imp§ove the
program of instruction or to ‘lend approval to the st;tus quo. The nature of
the material gathered is not as likely to be controversial or touch on sensi-
tive attitudes or beliefs. Most importantly, the researcher of program results
can usually offer the teacher time off while testing is taking Place.

The role of the field researcher can be classified into three types: °
the participant as observer; the observer as non—participant, and the observer
as limited participant (Lutz & Iannacgonme, 1969). With the first type, the
researcher has the advantage of gnggp membership and full acceﬁﬁance, but has
the disadvantage of. sharing the perspecfives of the group too much and, hence,
its biases. Moreover, the researcher in this position may experience difficulty
with rega;d to personai loyalties and'with regard to;protecting the partici-
pants' anonymity.

With the second type of role the observer is c#mpletely outside the group,
and control of access to events is entirely in the Aands of tke group. que

. |
risk of gathering incomplete and biased data is higﬁ because of the lack of
opportunity to check observations and intefpretatioTs of interactional events

against the views of the participants. In most studies where the researcher
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began as a true outsider, he or she had to work hard to become a part icipant
in the group or c?mmuﬁity being studied (Mead, 1977; Varenne, Note 14).

The third type, the role of a limited pérticipant, was adopted for the
present study. With this role, the observer retains the freedom to stand
apart, to maintain some objectivity and distance from-the group, and tu hLe

v

s ~ective regardiné which events ?ré to be observed and when. The researcher
is‘freemﬁo come and go and is not bound by the same professional norms that
govern the part;cipants. However, the disadvantage of this role is that ac-
ceptagcé by the group may be tenuous, and therefore, the investigator may not
succeed in gaining full access to all activities of the group. An?ther dis-
advantage iIs that when the study itself cadges concern among the participants,
then the investigator can become a focus of interaction and thereby part of

the dnteraction network. In this study, the investig;tor'had the opportunity
to develop the role of limited participant during the entry phase in the Spring
,of 1978 when the pilot study was being carried out.

\ ’

Phases of the Stﬁ@z,and Procedure

The phases of an ethnographic study overlap and create a dynamic process,
with analys;s of data in progress from the fifgt day in the field. Several pro-
cedures ma}, therefore, be utilized simultaneously. However,/in this‘section,
the procedures are described in the order in which they were used and in re-
ference to the specific kinds of data that they were inteﬁded to gather.

Phase one. The pilot phase of this study took place over a period of six
weeks in May and June of 1978. Formal interviews were held with the principal
to obtain demographic and bacﬁground information about the school gnd teachers
and to assess the possibility of carrying out the pilot phase of the study in

the target school, hereafter referred to as "Park School". A meeting was held

with the stdaff of the school, in order to explain the general nature of the
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study. Field notes were taken during the interviews with the principal, but

not during the meeting with the teachers. Rather, in the latter cases, notes
A : N
were recorded afterwards, registgring teachers’ questions as well as choice

o

of laﬁguage during the mepffng. These procedures were followed by three to
. y P
) \

five visits of éever%kjhour's duration to the school per week for five weeks.
. .
y
During these visgré, observations were carried out in the staff room, informal
o+ .

_J .
conversatiogg”&ith the teachers were. held, and the investigator familiarized
' N

t

herself witﬁ/the rhythm of events of the school day. Attention at this time,
focused od the role ol the principal in the aecision—making process, on gen-

2,
eral patferns of teadheé interaction, such as apparent friendships, on topics

'

of conyersation, on 1aqguage used, on the role of bilingual teachers in the
! ;

interaction network and on expressions of attitudes towards events in Quebec

'

or towards program-related matters in the school. Rapport was established

with several teachers, and opportunities were found to ¢onduct informal in-

\

terviews with teachers who had expressed reservations about the researcher's

o

presence in the school. This phase of the study ended with another meeting
at the end of the school year, during which teachers were asked if the study

itself could be carri%ﬁ out there. After questions were answered, permission

was granted. . : .
|

Phase two. The study proper began in September 1978 on the teachers'

first working day. This phase of the study lasted four montﬁs, until the‘

3

Christmas break.” An average of four hours per day, five déys a, week, were

spent in the school. During this phase of the study, the most important ﬁ%e—

>

liminary data on the normative and organizational structure of the school
: ~

)

were obtained., Early evidence concerning the importance of the role of lan~

guage use between teachers in formal decision-making situations was also ob-

- ——
"

tained at this time. . P
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Observation was broad in.scope, and focﬁéed on teachers' statements that
expressed attitudes towards events external~to the school, and illustrated
how socio-political, school-board or parent-related events affected them.
Teachers' statements about the immersion or English stream programs of in-
struction were of particular ietegest. All staff planning meetings were at—\
tended, during which topics of discussion, épisodes of disagreemént and \
teachers' use of language were observed. ”Informal:inﬁerview% were held Qith
teachers to help confirm oese;vational data, and to obtain their views of
-events. ' General -Impressions were formed concerning the norms governing this
teacher group and the implications of formal organizational features of the
school for their fermal and informal interactions. Some issues, suéh as theh
role of the principal in discussions at meeting, emerged as very import%ge and
‘were identified as nee&ing more precise exploration as the study progressed:

Following each observational session field notes were recorded, noting
which teachers had been present, how small groups formed, how language was
used, what topics were discussed or a;oided.‘ Ae ip Phase one, info;mal inter-
views were held to obtain teachers’' views of events, and in this way convergence
between the investigator's views of events and those of the participants began

to take place. Issues beginning to emerge as important were noted for follow-

up through more precise observation and formal interviéws. Attention gradually

1
'

narrowed'to focus on conflict regarding teachers' roles, norms, organizational
goals, attitudinal differences /informal interaction and use of language.

;haSe three. During the third phase, from January to March of 1979, the
same procedures as described for Phase two were followed. However, less time
was .spent in the school, approximately thrke half-days per week. Observation
was again focused primarily on the speeific issues listed above. While general

4

observations and informal interviews continued, the focus of inquiry shifted
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to the teachers' use of language with each other and wi pupils in and out of
g N ' 3

the classroom. The, specific purpose of these obs vations was related to the . \\\\

use rules in and out of the class-~

z

question of bilingual role modeling, languag
room and possible grade and program diff€rences in pupils' experience in the in-
teractional context of the school;//fﬁese data were important Ior the inter-

pretation of the responses to ¢ ’projective instrument which explored pupils’

perceptions of language use and out of the classroom.

Each immersion class/from kindergarten through grade six was observed for

approximately four houps 'each between January and March 1979. All English .

\

strean\classes wer% bserved twice during their French lessen with the French
ﬁ

The Znvestigator entered and left each class at thé same time as
| ~ /

at language use and particularly langnége switching from the
/ z

special

t.
the pupil;\ég

. / '
halltays to 'the classroom by.teachers and pupils/ﬁﬂﬂld be observed. Once in
4
the classroom, the [investigator took an ‘unobtrufive position at the back. In-

formation was gathered on the amount each laﬁéuage was used in the classroom at
each grade level, for instructional as“well as for informal purposes, the lan-

guage of informal communication between pupils, and the extent to which their

N N\

language use behavior conformed to teachers' implicitly or explicitly stated

language use rules. The overall, linguistic atmosphere of each class was ob-
, “ .

N\

served to establish the dominant language in each.

»

The extent to [which teachers' use of language with pupifs corresponded to

pupils' level of competence was examined with reference to the questign of the .
way in which teachelrs' use of language supported pedagogical or social goals.
For example, a gradge one immers%?n teacher might use French with her pupils in

and out of the classroom, despite their still limited facility t¢ use French

-

with her, whereas a |grade six immersion teacher might use French for instruc-
d I'd

tional purposes only|despite her students' facility for complex informal in-

,
0 g ' ©

~
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i - ! -
e - teraction. It was assumed. that it is through such language choices that chil- - :

dren learn about .teachers' attitudes towards the importance and purpose of

each language.

.

Additional data on the question of. teachers™ acting as. bilingual role

- ’
.

- models were obtained by observing 25 teacher encounters in the hallways while
class teachers led pupils to gym, to music, to French, to Art or to the library.
Language used with pupils in the hallways was noted, as was language used by

teachers in greeting or inconversing with each other while transferring pupils
/

i

| 3

to the other teachers.

-

e

Analyses of language use between teachers who were known to ber observed

A .
@aily by particular classes of pupils were also considered Important in order

. . \
+ to understand responses to the projective instrument. Immersion pupils from
i

‘ b
grade three to six had the opportunity each day to obserVéTiﬁEE;Qction and «

' // ,“1anguage use between French, English or bilingual teachers who shared their

2

- classes. English-stream pupils could observe language use between teachers
. . /

more generally, as well as specifically between the French specialist and

-

their class teachers.

Phase four. During this phase, which lasted from March until June of

" '1979, further teacher interviews were held, ipe projective instrument was ad~

- \
.

ministered to’pupils and teachers were asked to fill out a questionnaire on

‘ their background. These pfocedures came late in the study because the questio?s

they explored represented issues thdt had emerged as sensitive. The investi-

¢

.gator wanted to avoid raising the teacherst! level of awareness of the impottance

for the study of the question of language use between the teachers themselves

and between teachers and pupils. The aim was to protect the sﬁontangity of

interaction and to- minimize reactive effects. v

(' ’
,
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Phase five. The final phase of the study was that of data analysis.

o~
4 -

Ddba analysis had béen in progress from the beginning, but became more

. A -\
systematic after all procedures were completed and the -school ;ear ended. °
The only event during ,this phase that -added mere data was a briefing of

[ 3

tgéchers in the fall of 1979 conterning the findings of the study. The
teachers had requgsteq this briefin;_z,, ‘;nd had been particularly intef‘éstedv
in the r~espo;ses to the projegti\;'e instrument. The-findings were presented
to them.

) The field notes were analyzed and suﬁxmarilzed in terms of the main cat-
. i .

egories' of data recorded. As noted earlier, these cat%gories‘ included in-
forgation on no‘rms infl.ul’encing acher ' interaction during mee{&ggs\, e};pres-
sions%f teacher attitudes to sevefal igsues int:e;gnal and external to the

school, observations concerning the formal ahd informal organization of the

teacher group, ‘and the use of language in.and out of the classroom. In the

case of formal meetings, the notes sometimes recorded entire conversations; in in-

-

¥ *
formal gatherings,, teachers' comments were sometimes memorized and recorded as soon

-

» - - H
as possible. At:/ times, dinteraction was so complex and rapid that specific com-

>~ ’ Y R .
ments could not be heard. At these times, special attention was paid to the

proportion of French and English used , and to the general tone and atmosphere
of the gathering.

The responses to the project;ve instrument were coded and analyzed by com-
put;ar during the‘summer and fall of 1979. Twelve of the original 23 pictures

were selected for final anal}fsis‘. Students' language use perceptions in three

"

contexts—-in-class, out-of-class and away-from-school--were analyzed with re-

jférence to grade and program differencKes.(

£}

Materials

.

Teacher interview. Formal interviews were used to gathér information on,
-~ ’

—~

e

il
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.t

» teachers' professional backgrounds, their assessments of general

échopling goals as well as of the pedagogical and social goals of immer-—

.

sion programs, their attitudes towards the r%sults of immersion programs)

their feelings about working in an immersion school and their sense of

. job security. ’ .

- LI

~

The interviews were held at the convenience of each teacher in the

- home-rooms. Each interview took about an hour to complete. In some inter-

views the guide '(Appendix A) was adhered to closely. In other cases, the

interviewee took the initiative and the desired information was provided
] s .
spontanecusly in expr§§sedA&ttitudes, opinions, complaints, fears and

‘confidences. ‘When thisroccurred, it was necessary to probe only for
- 4
clarification or detail. In some cases, teachers offered additional’

'

information pertaining to their friéndships with other teachers, while
at the same time, mentioning thelr reasons for disliking a particular
teacher. The interview guide contained 28 questions, not all of which

were applicable to all teachers.

7 J

The first three questions of the interview were intended to gatEZE‘

English stream teachers' feelings about changés in Park School since the

.

" advent of the immersion program. Eleven ‘questions (4-12, 14, 16) were

designed to obtain data on teachers' views of the pedagogical goals and
% , .

results of immersion programs while questions 17-20, 23 and 24 weré\ﬁean;

. Q
. to dbtain their views of immersion social objectives. Questions also

probed. teachers' opinions of the general educational experience of immersion

versus English stream pupils. Through such questions teachers' feelings

N 12
about being on gne tegching stream or the other found expression.
LN

»
General attitudes towards language learning were explored in questions

27 and 28, which elicited teachers' feelings about the educational system, in

3

“
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Quebec and their attitudes towards the language of instruction for non-English
and non-French pe;ple. Teache;s' attitudes towards working with members of
the other group were probed with a number—of general, openrended questions
which at times elicited the desired information and at other times did not:
The last question (28) was meant to gather attitudes towards the general at-
mosphere of the school as a working environmentl This‘qpes;ion aften eliéited
comments about the principal: | . : v

Projectives instrument. The projective instrument developed to assess

stJ::ﬁ%sﬂ percept%ons of the use of languagé in and out of school consisted of
23ﬂéimple line drawings depicting everyday situatiouns in three contexts: in-
class; out-of-class; %ﬁay—froﬁ-school (Appendix=B). Twelve pictures were even- -
tually uded in the assessment (Appendix C).

Projective techniques aré based on the assumption that an individual will

ascribe to others experiences similar to his/her own or will interpret situa-

tions by generalizing from his/her own axperience. hccording to Semeonoff

°

(1976), projective instrw%ents can serve different purposes. The stimulus,

the desired kind of response and' the underlying intention of the test~-can vary.

In the present study, the test had a visual stimulus and was intended to elicit
¢

descriptions rather than diagnostic data of the kind-éssociated with psygho- /
logical ;rojective tests. Students were shown the pictures one at a timg, and
were asked to describe what was.happening in ea;h pigture and to state what
language the people show?‘were using.

Previous studies have tended 'to rely on the usého% attitudinal
scales developed originally for use with older childrgn or adults to, -
assess a variety of affactive outcomes of equcation (B;uck et al., 1974;
Lambe;t.ét al., 1973). In the light of a persisgent lack of kn;wledge
about attituéini} developmeﬁt (see Note 13) such scales may be inappropri-

~
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ate tools to‘use with young children. Apart from the successful use of taped

"

conversations to elicit %égguage_usghperceptions (Genesee & Bourhis, Note L,
little empirical work has been done to deéshqgrate how children perceive
language use models at different ages. Nor ha;\the concrete influence of role

modeling on educational outcomes been adequately documented. Therefore, for
-
_this study, a projective indtrument was developed b%’the investigator as a

prelimindry effort to explore such factors. The use of this instrument is

. not intended to provide an accurate statistical measure of any one process,

o \

nor is the population sampled determined to be statistically repfeseﬁtative
of immersion school students in Montreal. Mass testing of thefinstfument on
a representative sample selected by proper sampling procedures would be neces-

sary to validate this insgrﬁment.

One purpose of this part of the study, was to try to develop a test for

¥
demonstrating empirically the influence of educational processes on students'’

Y
e

learning experiences.. Specifically, the intention was to show that children

perceive patterns of language use and formulate ideas about their surroundings
. i . .

on thebasis of their observations. To this end, grade and program”differences

'

in student s' perceptions of the use o}\language }n the three contexts listed.
above wefe éxé;ined. The ultimate.purpose of the test was to throw light on
the importance of the interactional conte#t of ghe school on the formation of
attitudes and the;efore, for the attainment of the social goals of thé program

v 4

oé instruction.

The projective instrument was pre-tested on a grade four immersion class
in another school in January 1979. 1In the pre—test situatioﬂ, children were
- asked to write th;ir angwers to the questions regardiné what was happening in

each picture and what language the people depicted were using. No suggestion

was made to the childrem that they should choose English or French or both

‘n
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L4

languages. The question was left open, although by posing it at all, a choice

. o

was implied. Grade four students found the test tooc difficult to.complete with-

.in an hour because of the amount of writing involved. It was decided, there-
’ ) !

fore, to administér the test individually to a sample of children’ in

grade one through grade‘four, and on a group basis to pu;;%s in grades five .
and six. The instrument was finally administered betweé? March and May of 1879
to 176 pupils in grades one through six ,v inlboth the immersion an& English
streams of the school. The procedures that were used to select 12 pictures for

final analysis, are found in Appendix C and details about the student sample

and results are contained in the fourth section of Chapter 3.

-

Teache:,ﬁ%ckground questionnaire. The last dnstrument administered in the
study was the Teachers!' Background Information Questionnaire (Appenaix D). The\

purpose of this questionnaire was to explore issues that had emerged as particular- .

1y sensitive during ob§ervétién‘periods and during interviews with the teachers. It

obtained background information on each teacher that the researcher felt might

., "

have prejudiced observétion if gathered earlier in the study. 'Specific questions
. were asked about ethnpliniuistic backgrbuné3 languages spoken at home ‘while ,
growing up, andaaée of first contact wigh speakers of»LHe other group. Ethqo— K
linguistic attitudes were~probed through questions pertaining to prefefred_wérk
setting or choice of type of schoofing if the tea;hers‘had children of their
ownl atténaing school in Quebec at the time of the study. A question was asked
about job security, while another probea the teachers' fgelings of cultural or
linguistic.threat. As well, teachers were askgd to rate their facility in tﬁe ‘
secbnd language generally, and spécifically Qith regard to such areas aé read-
ing, speaking and writing. An opeﬁ ended questién was included at the end to

elicit comments about the present study. Responses to this questionnaire

verified and clarified a number of uncertain issues—-such as teachers' acttal
s . ¥
- 3
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'

&
facility with their respective second language--that ohservational methods had
t ' . * - ' . ~N
not completely answered.

The Setting

Park-School is located in a middle class residential suburb of\Montrpal.

ousing two classes for every grade

It is a brightly lit, one story building

from kindergarten to grade six. The entrince to the school is at the juncture.

of two wingglthat partially enclose a'playground. The office is locatéd to

the right beyond the main entrance, the gymnasium is to the left and the staff

room is directly opposite fhe.entrance. Two large bulletin boards and a| dis-

play case, along with.a clock, adorn the walls.
3

Park School is considered typical of the 14 immersion schools in th

,

PSBGM in terms of location, size, organizatiom, program of instruction anh

academic performance of its pupils in both the immersion and English stream

classes. The princiéal reported that there were no subject areas in which

elther immersion or English stream pupils scored below the PSBGM average on
standardized .achievement tests which had been administered in the spring of

1978. As in other immersion schools, immersion pupils were reported to be able .
to read in English, . usually prior to formal instruction in their own 1anguage

In 1978-79, the student population was 275, while the average size of im-

o

ne , .
mersion schools in the PSBGM was 269. 'Pupils enrolled in immersion classes
constituted 75% of the school's population. The average epfollment in immer-

sion classes in other immersion schools was 62%, a figure which includes

/
°

schools that do not yet contain immersion classes at all grade levels. Park
R .
\ \
School had nine immersion and four English stream classes. Kindergarten, grades

one and two were all immersion classes, whereas one immersion and one English

P
v

. taught class existed at each of the upper glementary gradeé, grades three to

six.

VYa



78

The pattern of development of French immersion in Park School was typical
of the development of French immersion programs in other PSBGM schools. By
éhe time the first immersion clgs; opened at Park School'in 1971, immersion
ﬁrog%ams were an established part of the English school system of
Montreal; thus Park Schoo} wés not experimental in the way that the first years
of immersion yere 1in St, Lamertn After the first kindergarten class opened,
the number of immersion classe% increased each year, gisplacing English stream
classes one-by-one. Eventually, parent demand for immersion made it impossible
to maintain English stream classes in grades one and two at Park Schiool.
Theyprograﬁ oﬁ‘instruction followed at Park School was also representative
of other immersion schools. The same curriculum guidelines were followed, and
the same textbooks were used. In immefsion classes, French was the language

7

of instruction from kindergarten through grade two. English—-language arts
14 X :

was introduced at grade three and offered for 40% of the school day. ' This was

the usual immersion school procedure by 1978. 'The immersion method of instruc-
B .
tion was followed in each Immersion class. As in other immersien schools,

Park School had no established policy governing the use of French outside the

classroom by teachers or pupils.

The teacher group. Like other immersion schools, PaerSchool wasg staffed
by anglophone, francophone and bilingual teachers. Table 1A lists the class
teachers and Table 1B the other staff. In addition to basic information con-

cerning eachsteacher, Table .l also provides data that represent teachers' self-

-

) reports regarding language background and present facility in Frenc@ and -English.

These data were obtained from the Teachers' Background Questionnaire and con-

firmed in informal interviews and through observation. Teachers were asked to
give their first languagé, to rate themselves on a bilingual self-rating scale
devised by the investigator, and to éEate which language was theif present dom-

»

'




1nant\: language.
! ~
Park Scheol had nine immersion teachers and four English strean teachers.
N )
Three immersion teachers (Regine, Jeanette, and Lynette) reported that French

was ‘their first language. -0f thes® teachers, only one (Lynette) stated she
had acqulred equal fluency in French and Engllsh The four English stream

teachers (Margaret, Betty, Gertrude, and Clara) stated that English was their
T
only first language, None ©of these teachers indicated any change in lan-

guage domlnance throughout their lives or that they had obtained equal faci liLy

a1

. in Freﬂch. Five other jimmersion”teachers (Lara, Cwen, Jane, Beth,’' and Mary)

N

reported English and French as first languages, whereas the grade five immer-

sion teacher (Micheline) stated that her first languages were French, Spamnish
) (

and Italian. All of these immersi?n teachers except Micheline, reported that -

their dominant language had become English. Micheline's dominant 1anguvage

\

ixad become French.

[

The information contained in Tal:le 1 shows that there were two linguis-

tically "impossible" relationships among class teachers, as Jeanette and

Micﬁeline said they could not communicate in English, and Margaret said she

could not use French. All others were, to a greater or lesser degree, sble B

3

to use both languages, as .‘the{ bilingual self-ratings show.

Eight of the other ° staff members reported English as their first lan-

A v

guage and as;' their present domir;ant language (Table lBS. The librarian gave
English'and Dutch as her first langlages, but statgd she had becc.)me dominant
irl; E‘nglish. The French spe_cialistnreportéd that she was nearly )bilingual but
still English dominant. The principal, the remedial reading teachfef, the
second gym teacher and the arts and crafts teachers all gave themselvés.a

middle (3) rating with regard to their fluency in French. The music teacher,

librarian and other gym teacher stated that they had almost no ability to use

4
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French. .

The teaching stream structure of Park School is illustrated in Table 2.

At the time of the study,. there were no classes taughg in énglish until grade
three. Grades one and two were taught morning and afternoon by the same teach-
ers in French. One grade two (Jeanette's), was a partially split grade. That
is, foué pupils from grade three English were immersion pupils who joined
Jeanette's class each afternoon. All immersion classes in grades three to six

were taught a half day in Frénch and a half day in English, in line with the

r

usual method of immersion instruction thch introduces English language Arts
at grade three. Immersion grades three, four and five were taught by different -,
teachers morning and afternoon. Mary taught the English half of immersion

grade three and immersion grade four. Micheline taught' the ‘French half of im-
) ] . ) ’
mersion grad% four and immersion grade five. Beth taught the English half of

immersion grade five and the French half of immersion gtade three. As a résult,

Mary and Beth, Micheline and Mary, and Beth .and Micheline shared classes. The

immersion "rule" that languages be kept separate by teacher was broken for im~

mersion grade six and Lynette taught the same class in English in the mormning

7 -

and in French in the afternoon. The reason for this deviation from the norm

" was administrative becauge, otherwise, it would have been necessary to hire

Ao 8

two part-time teachers. .
AN
English stream classes were taught mornings and afternoons in Enélish and
did not require teachers to share classes. Only the grade three English stream

teacher, Margaret, was in any way Involvéd in immersion, as four '‘of her students

i
\ &

were immersiog,pupils. ‘



81
. ' Table 1
Teachers' Linguistic Group Affiliation and
Seconq Language Facilitya
Class Teachers . o
brade & First Bilingual Present
Teacher Stream Language Self-Rating Dominant Lanzyage
Rééined (K—F)b’C F 2 F
Lara ), (1-F) - F&E 1 E
Gwen (1-F) F&E 2 E
Jane (2-F) F&E Y 2 E
Jeanette (2-F) F ' 4 F
Beth (3-F) F &E 1 E
Margaret (3-E) E 5 E
Betty (4-E) E 1 E
- Mary (4=F) F&E 1 E
© Micheline (5-F) F (S, I) 4 F
Gertrude (5-E) E 3 E
Clara (6~E) E 3 E
Lynette (6-F) F 0 F&E -

!
B. Other Staff

Principal E 3 E
‘Remedial Teacher , E 3 E
French Specialist E 1 E
Secretary E / 3 E
Music Teacher (PT) E. 4-5 E
.Librarian (PT) D&E 4 E
© Gym Teacher . (PT) = E . 3 E
Gym Teacher (PT) E 5 E
Arts and Crafts (PT) E 3 E

3This data was obtained from informal interviews and the teacher background in-
formation questionnaire which contained a bilingual self-rating scale. Teachers
were asked to place themselvgb on a scale as follows; French 5432101 23
4 5 English. They circled the side of theqscale that they considered their
strongest language. An "0" represented the presence of equal facility in French
and English. A '5" on the English side of the scale indicated unilingualism in
that larguage and no facility at all in' French. A "4" indicated the presence

of a very limited level of facility with the ‘second language.

bLahguage symbols: F: French; E: English; S: Spanish; I: Italian; D: Dutch.

“The numbers and.letters in these brackets refer. to the home roon grade and lan-
guage stream affiliation of each teacher. ’

‘dpye to the scheduling of the kindergarten classes the kindergarten teacher
could not be considered a membér of the core teacher group.

w

T,
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g

Teaching Stream.Structure at Park School

)

Immersion Stream

. Grade Morning Teacher--Language Afternoon Teacher--Language
. of Instruction of Instruction

7

English Stream - - —~

Morning & Afternoon Teacher--
Language of Instruction

* 1 Lara-—French Lara--French
’ 1 Gwen--French Gweq——French .
2 Jane—-French ~ — Jane;—French
: \
2/3% Jeanette--French Jeanette--Fre
3 *  Mary--English Beth——Frenchb
) 4 Micheline--French Mary-—Englishb
T - 5 Beth--English Micheline——Frenchb

6 Lynette:—Englishb Lynette--French

argaret—--English
Betty--Eng
Gertrude--English

AN

Clara--English

4This is a split-grade class in the afternoons when four of‘Margaret's grade three pupils, who

are Immersion stream pupils, join the class.

These are the home room classes of these teachers.

&

8
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CHAPTER THREE

’

PATTERNS OF TEACHER INTERACTION IN AN IMMERSION SCHOOL

The findings of this study are presented here in four sections. In the

<

i first, teachers' differin views of immersion programs and other language re-
i » g prog g

.
t

('lated attitudes illustrate how varied socio-historical Backgiounds constitute a

. ’ 4
primary source of role conflict. In part two, teachers' conflicting roles are

seen to be exacerbated by their positions in the formal context of the school

. g
and underlined when they have to deal as a group with the influence of ocutside
e

events., Teachers' interactions are analyzed with particular reference to com-
pliance with societal or teaching profession norms and to the ways they manage
/J

conflict. The role of the princibal 1s seen to be central here. In the third

!

section, a similar analysis of teachers'®* informal interactions is presented.

In this third section, the salient aspect of interaction becomes their use of

\

language. 1In the fourth and final section of the chapter, the subject of the

v
[

inflpence of the interactional context_of the school on the attainment of the
social objectives of an immersion program is considered through the presenta- '

tion of results of the examination of grade-and program differences in students'

perceptions of the use of language in and out of school.

“Sources. of Role Confldct: Amons Teéachers: ‘teachered Fdews of

P N
s LN N NN At

Tmrersion Programs.and Other Language Attitudes

Observations as well as formal and informal teacher interviews provided data

. .

to illustrate that, at one level, English and immersion stream teachers shared
/. .

certain perspectives towards immersion programs of instruction, while at another
level, their opinions were sharply divided.
All teachers viewed the pedagogical objectives of immersion programs in es—

sentially instrumental terms. They said that these programs were intended to

give anglophone children the language facility to obtain jobs in Quebec. Teach-
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ers in both streams defined)the ysocial objectives of immersion programs in the

, <

same wvays. However, most teachers agreed that the programs were not successful

in meeting the social objectives. Both groups of teachers also agreed that

J

children in the English stream did not receive enough French instructiom.

Beyond these general levelsqu agreement English stream and immersion teachers'
views of immersion programs|differed greatlz;as did their other language related

attitudes. These differencé seriously affected the ways in which teachers in-

w

<

teracted. : PO /

~.

English Stream Teachers' Views Towards Immersion Programs

English stream pupils in grades three, four, five and six were taught by ;
Margaret, Betty, Gertrude and Clara respectively (see Table 2). All four English //

stream teachers were in agreement that their pupils did not receive enougﬁl
w8

I} !

French instruction and each;gavé their classes an extra half hour per day of

French. They were able to do this because all except Margaret knew French
L . v
fairly well. Betty had taught French for 19 years (as a second language) and

Gertrude had worked in French in another setting. Margaret used records to ° B
‘give her class more French. These actions suggested that these teachers held

positfve attitudes towards second language learning. However, when teachers -
[

.

were asked detailed questionms' about the purposes of immersion_prbgrams, it ge—
came clear that positive language learning attitudes must be diétinguish;d from
integrative attitudes. None of the English stream teachers believed ;hgt immer-
.sion proérams promoted integrafive attitﬁdes or were,otherwise §ucgessful-in

meeting sogial objectiVe,. Iﬁ fact, q1afa, who taﬁg t grade six énglish stream
(6E) thought they had tﬁ opposite effect. She nbtﬁ that whéﬁ'an immersioﬁ-

school participated in ¥n exchange wiFh a french scWLol, that it was the anglo-
phone pupils who used F eﬁﬁh while th£ francophone étudents were not ab}e yvet ‘

i »

to use any English. S said that\ﬁhe anglophote students resented this. ‘Betty o

\
\

! N - i

3 . * -
1

]

1

\ ,
o ——
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2

(4E) did not think that immersion programs could affect children's attitudes 1in

a positive way as long as the nmeighborhoods that they were brought up in were

i -

linguistically segregatea. Margaret (3E) thought that a second language could p
best be learned in an integrated society, out’ of school. Gertrude (5E) also .

tﬁought an informal setting, such as summer camp, was best for learning a

second language. Further questioning revealed- that these teachers' attitudes

tg, immersion programs were quite negative,
0f the four English stream teachers only Clara (6E) stated that she would

choose immersion education .for her own children were they to start school toda};.

”

She said that '"'the harm done to their English language skills would “be worth
the benefit of bilingualism". Margaret (3E) said she would send .her children

to a private school%"far the discipline'" and Gertrude (5E) and Betty (4E) said

they would definitely not choose immersion. sdh%oling for their children. Betty

stated that had her children attepded imglers‘ipn programs that "it would have
. % o N
been a disaster in her family". This remark went unexplained at the time it

was made, but became more understandable later when she said that instruction in
» Y

- 0

one's own language first is "necessary for good mental health”.

Although the English stream teachers thought that their pupils did not re~

-

ceive enough French and toofc_ steps .to change this situation, they clearly viewed

4
»

immersion with suspiciaen. Apparentl?r positive attitudes ‘towards the idea of a

linguistically, integrated Wthewise quite negative views
! .

since none of, these-teachers noted the realit\:y of Quebec--thlrat entrenched tra-

ditions have allowed few opportunities for the two groups to meet and that, when

) ————
LN R g

v ) Py
they have met, it has been the "French who lgarned English. WNor did these teach-

.
)

ers acknowlédge the potential of immersion programs to rectify this situation.

C\er,tainly, they did not take the opportﬁni'ty to interact with their fellow

:

E
\

teachers in ways-ﬁ,‘:that) would reflect integrati\;j/ideals. "
| J 5 . ‘
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The English stream teachers were not in a very good position to judge

. realistically either the pedagogical or social results of immersion programs,

6o v

Except for Margaret (3Q who had.four immersion pupils in her class, the day-

°

4
to~-day experience of these teachers was with English stream pupils and a few

immersion students who had switched out of the immersion program into English

taught classes. Although only two or three students made this change each A\
) I
year, the few who had seemed to provide "evidence" to substantiate some teachers'

op'inion’s that immersion programs were injurious to English language skill develop-
ment. Teachers saw these children as at an increased disadvantage because they
were viewed by their parents as failures. None of the English stream teachers

thought that the change to an English taught class had helped these children

9
with their difficulties nor did they consider’ the possibility that the abrupt

|
transfer from one language of instruction to another might have caused some pro-

blems. It appeared that they thought children should not be" in immersion to
begin with. Unlike the others, Margaret (3E) did not think that immersion pupilsf
English skills suffered. In fact, she thought their English skills were super-

lor to those of English stream pupils. She was the only English stream teacher

in a position to judge as she had four immersion pupils in her class for half

<

aof ch school day.

The Engli‘ stream teachers viewed the results of immersion in subtractive®

\

h 4
t°e1;ms. They acknowledged that immersion pupils learned French but they thought

t
@

that tpis pedagogical success was achieved at a cost to the pupils' English lan-

guage skills and to their sense of cultural identity. For example, Betty (4E)

thought that there was a "danger in too much Fremch too soon in 1ife" and that .
. g

children should "learn EnglisH well ande enjoy their own literature first because

- 2
J/

mental health and cultural appreciation are of prime importance". She acknow-

ledge that”immersion programs were successful in teaching French, but insisted

-
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that the participants "miss something" by not having English'instruction before

M i

grade three.

. , . :
Gertrude (5E) also conceded that immersion programs "fit children into
i 2 &

Quebec society', but like Betty, she believed that "only a few' would be able
- ¥ T | B
to learn the English "that they missed" in the first few years of their. school-

ing and that instruction shou‘ld be in a child's native tongue first. Clara (6F)
also saw. immersion success in terms of cost to Erlglish 1anguage skills but
;hought the loss might b'e worth the benefit of bilingualism.

The English stream teachers' saw their pupils as at a éisadvantage in the

AN
immersion school, and ultimately unable to compete with their immersion tau\ght

b2

peers for jobs in Quebec. Although they generally saw immelrsion programs as

> ) A
harmful, they did not deny their success in teaching French. They believed

that most of the '"resources" of the school went to the immersion stteam, that

money, supplies, and official support were intended for the 1nnner/s*.ion pupils.

4
The investigator observed that in reality, the English strea{ recelved a great '

4

deal of suSport. For example, English language instruction formed the subject

of most staff meetings. Perhaps, _the' resm:m:e“ th; teachers missed was that
contained in the presgfe attached to immersion programs. They saw thedir pupils
as inferior to immersion pupils. As Clara sgid, her grade six class was "mad;
to feel inferlor because immersion kids get a superior attitude".

Immersion Teachers' Views of Immersion Programs \

Immersion stream teachers' perspectives on immersion programs provided a
dramatic contrast to those of the English stream teachers. With regard to the
pedagogical objectives they agreed that 'immérsion programs su\cceed in teaching
anglophone children French and subject content,, too. The teachers held that
these successes are maintained ;s long as studénts continue at the iaigh school

-

level with some subjects taken in French. None of the immersion teachers be-

"
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* lieved that the' pupils' English language skills were harmed. "Dwo teachjrs,
Beth and Lynette, were in a good position to judge this aspect of the pupj;ls'
performance sinc;e they taught in both languages (See ’I‘ble 2.

Immersion stream teachers thought that there were ways in which the pro-
gram could be improved. They said that there was too littlé French and too
much attention paid to the children's English language skills. They thought
that English instruction came too early in grade three and could be delayed
«as late as grade six when concentration should then be on literature and writ-
ing skills. ' In support of the positio;x that the immersion.pupils' program in-
cluded too much English, they cited the examples of gym, art and music, stating
that these should be conducted in French. Another criticism they had of the
half-day English format, pertained to the heavy homewerk demands made on pupils
by teachers who sﬁargd classes and who did not always communicate with each
other. Pypils were faced with two loads of home%rork and ine1e1r teachers'
opinion vere divided because of uncertainy as to which teacher had greater
authority.

* The immersion teachers were critical of the materials ar;d textbooks t:he:y
had to work with. They wanted more materials produced -in French Canada and
more French Canadian socigl studies content. Imn particular; they singled out
the library and the lib;:arian for criticism. They\ noted that there were too
few French language books in the library and tk{at pupils had to 1:1se English
reference books for projects and then translate their materials. The librarian
did not have information about the availability of French books and spoke n‘o
French at all. The immersion teacher, a substitute, who made this observation

suggested that this was evidence that "the English school system was half-

hearted about French immersion programs”.
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The immersion teachers attitudes towards the social objectives of immer-
~

)

s&.oni programs were also unifom. They did not feel ;hat immersion programs,
as they existed at the time of this stuay,l.could ;ffect attitudes in an in-
tegrative ménner. - Jeanette (2F) cited' the need for more cross-cultural con-
tact, for more visits by pupils to French areas of the city, for more expofs\ure
to French Canadian pla;ys, films and literature. She also said that the social
studies cur.riculum should aptivelz t‘:each about Quebec history and the reia—
tionship of the different groups to each .other. Micheline (4,"51-‘) stated that )
she included such information in her t:t;aching without waiting‘lf:)r 1t to become
part of the curriculum. |

The bilingual teachers did not feel as strongly about the need for French
‘Canadian curriculum content as did Jeanette and Micheline l::ut ‘they‘ ;greed that
n;ore French was needed and bett'er materials were needed. ‘They' did not view
immersion programs, per se, as having very much ;otential f;'or estabiishing a
lingui;tically integrated society, but they did think the experience affected
chil en"s attitudes towards differences between the groups, giving them the
facility to choose to remain in Quebec when they grew up. Thus, they saw the
social gqals of immersion programs in terms of long term effects. Over time,
more anglophones would have the capacity to interact with francophones and would
Cbe able to d,o so without fear of embarrassment caused by s-.peak'ing French badly.
The teac:.hers thought that eventually these factors wouldglead to better under-

A

standing between the groups.
\

With regard to general language learning attitudes, two teachers, Jeanette
and Micheline, thought that anglophone children-ought to be encouraged to in-
tegrate with francophones, but that francophone children should be protected

from too much exposure to ‘the English language and to anglophounes for fear of

losing their culture and language. These were. the reasons they cited for stat-

Iy
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ing that they would send their ;wn childfen to French schoels. - They added that
they would inéfst that their children learn Englisﬁ at a later stage of é%eir
education. *

Two te;chers suggested that the choice of language of schooling for one's .
children was related to one's political beliefs. Jeanette (2F) said that her
choice in this area had to do with "personal beliefs'" which later were found
te favor political separation of Quebec. Jane (2F), on the other hand, stated
‘hat shiywould not send her children to French schools "because she did not
want theg indoctrinated b} 'Péquistes teachers”". Two bilingual immersion
teachers said they would send their children to French schools so thég they
would "really get their French" which suggested that they were not fully con-
fident of the immersion system, while.others said that immersion was the best
instructional method to insure bilingualism and biliterdcy.

Among tbe immersion teachers, there was one teacher whose views were to-
tally at odds with the other immersion teachers, but also in total conformity
with those held by the English stream teachers. 'Mary taughit the English half
of immersion grades three and four. Therefore, she was formally affiliated
with the immersion stream but her concern was entirely with the teéching of
English language skills. Although all her pupils were immersién student:s, shel
was the most adamant that ifimersion progr;ms were harmful. She doubted that
the -pedagogical goals oflimmersio& programs were '"really" met. In addition,
she felt that immersien programs were impoverished by the fact that the cur-
riculum content left out moral and religious education and health education.
She too felt that French would be better learned "in the street". Like the
English stream teachers, she had no suggestions as t; how this might come about

¢ in Quebec or why it had not occurred very often in the past.

vt LN

i m

o



91

Other Sta? Members' Views of Immersion Programs ' —

The views of the principal will be treated in the second section of this

chaptex% because of the central importance of her role to the interactions_o!

¢

the teacher group and particularly to their management of conflict. The at-

| N
titudes of the two full-time\specialists and the part-time teachers are dis-
. c ' RN
cussed briefly here.
The remedial teacher and the French specilalist had contact each day with

pupils in several grades and consequently they had contact with several class

\
teachers. Their language related attitudes were important, but not central to

the group because, without classes-of \{:heii: own, they were not seen by ‘the

\

cldss teachers as sharing the same kindé\of problems or the same pedagogical

concerns that they had.

- The reading specialist gave remedial refaQing in English to students having
\
difficulty learning to read. Many of her pupils\were immersion pupils who had
. . \ .
not yet had any instru#tion in English, but who we\sre having difficulties in

learning to read. Her views' towards immersion programs were mixed. On the one
hand, she stated that she was "am;zed" at the extent to which immersion programs
* achieved their pedagogi\cal aims. Unlike the immersion teachers, she thought |
‘that everything possible was done to achieve these goals. Li\ke the English

stream teachers, she said that the program of instruction was too heavy for )
some pupils. Despite her general approval of immersiom programs, she believed

it :zould be better to start. children in their own language first "to avoid pro-
blems' and to use an it'nmersion‘ type of approach qround the grade three or grade
four level. Also, like 'the English st;'eam teacher‘:‘i she thought English stream
pupils did not z}ice.‘ufc enough French and that they 'd\id not get a fair shake". |

The French specialist was in a curious position i\the school. As the

French teacher to the children in the English stream, she used the method of

\\ ’



-~

-

92

4 ‘ 4

ipstruction (French as a second language) that immersion programs were designed

) g , = ) \:- -
to replace. Therefore, she personified the criticism of that method of second

|

language instruction. However, she saw her job las something of a 'Hecessary
K

evil" ard generally favored the immersion method| When asked what her de-

[N

finition vga's of the main. immersion goal, she said that 1t was to give students \

a chojice of guniversities to attend. ,Like the redding specialist, her views ) - ‘

y
i

were inconsistent. ' When asked if she thought there was enough French in the

immersion program, or too much English, she commehted that immersion pupils
t

did not need to have gym,:art, music or library ilx French since, "if they <l:'an‘*

v ©

. |
do math in French, they'could do these things in French if they had to". How-

L] 3

ever, she made-the observation that immersion pupils in grade two appeared

- 3

T,
more fluent in Erench ‘than immersion pupils in grade six, but she did not at-
- sy .

-
~

tribute this ;apparent deterioration of speaking skills to the presence of a

< . . .
half day of English after grade two, which immersion teachers had viewed as

-

"too much English’’. —

. The language related attitudes of the part-time teachers were varied. The

music specialist held very positive attitudes to immersion,programs and had en-
-‘rolled her three children in such classes. The librar:i.an“, the arts and crafts

<teacher and ‘one of the gym teachers were indifferent. Their attitudes conveyed

the impression thaté immersion programs wera no concern of theirs. Except for

|

the misic teacher, none of the other part-time teachers involved themselves with
1
!

the teacher group. 'They existed on the periphery of the jgroup and for these
reasons only their ‘éeneral views are of interest so that their contribution to

overall patternsv of teacher interaction may be assessed. The main point was

their lack of concern and lack of involvement. As previously me.ntioned, the
B : <

librarian was singled out by immersion teachers for criticism for her lack of

awareness of French language materials for the 1library. .
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Teachers' Perspectives Towajd the”,I’e’écher Group 1

Engllsh and -immersion feachers saw the teacher group as a divided one but

'
i

N, differed greatly in the kinds of explanations they offered for the dw1s10ns
they perceived to be prese/ny‘!j The teachers' views of the group itself were
closely’ tied to recent s/oci"%l chingés in Quebec, and to the ‘growth of imxner—
sion programs in per?:,icular.l The question.of job security pervaded the at-
titudes of the English strean}l teacherss

English stream teachers. The opinions that the English stream teachers |

held about immersion programs and about the status of their pupils in the im-

-

'mersion school reflect their assessment of their own positions‘in Quebec as |

anglophones and their positlons as teachers within the school systemw, Despit
seniority and despite a suggestion of hew school board policy that would hav7

lent greater job security to older English stream teachers than to immersion '

[

s ;’teacl'fers who.were recent graduates, these tveachers sﬁil;‘ felt very insécure in
their jobs. They had all experienced at Park School the transition from a

regular English medium school to a French immersion school., With this change

t et .

‘had come a reduction in the number of English -stream classes As the number

b}
d;“
.t

of immersibn classes and teachers increased, the English streﬁm teachers came

‘ to form a numerical minority on the staff. In additiom, they came to be as-
sociated with a less prestigious teaching stream in the school. If these -

f ~~
changes had not occurred, this would have been a time during these teachers' -

B \

careers when they would have enjoyed considerable status because of age and

teaching experience. Instead, they suffered a loss of status. Moreover,

these cha}gé were paralleled by changes in the larger socl%ety which, over the
same petriod of time, hﬁd seen a rise in the power and status of the French lan
guage and culture. Gertrude (5E) expressed the feelings of her colleagues whe

she coimented that the English stream at Park School was being "strangulated"s
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The English stream should npt bhe permitted to disappear in

" 4 L1

English schools. Eng\hlsh taught classes shou/ld be kept at

éach grade le\}el "for} the transients" in the neighborhood.
| .

I am fourth generatio/\k in this province. The opportunltleg

- are dwindling. "It's c%egracfllng. The English paid higher

taxes than the’ Fren hiso tLeSI got better schools. We paid

for ail this (she gestured towards the classroom).

>

Betty| (5E) an‘d Clara (6E) J;qlt that t\he English sgtream teachérs were ';on their
way o\t", but ﬂ'.'\before their; ;;f.me”. As before, Mry's views matched those of
the Erilglish Stream teacher_é and she felt that:

#he English teachers who can't speak Frenc:h are jeopﬁglized.

It is too bad to pusﬁ someone "into retirement. .

Allt:h'ough, ‘the English stream teachers and Mary attributed divisions in the
teacher group to the advent and growth of immersion at their school and were

! . ~—
angry, they did not always express their anger directly. Clearly, they felt

uncomfortable holdwing the;\aﬁ:titudes that they did and tended to counter them
with impersonal explanations of the situation. For example, age@\erences
in ,éhe group were often cited as a reason for the lack of teacher group cohesion.
As Betty (4E) §éid, the older teacherls could be the mo‘thers of the younger ones’s.
They,are sweet girls. They call me Mrs. Respect is there. o
But before the;'e were so many young teachers, we did more
sociallzing, -
Here Betty made indlrect reference to the start of immersion programs since with
these programs came an {J.nflux of younger (1mmersion) teachers. She made a
direct ;'eference to the lack of communication between ;Re two groups of teailchers

as the investigator was leaving her classroom at the end of the interview. The

timing of her comment made it’impossible to pursue then.

| |



T can't answer for the French teachers. There just|isn't
» \ ¢ A

that much interchange, eh? .

~

Glara (6E) also chose to couch/ explanations for group division in terms of

i

socially acceptable age differences.
s '— 9-
It's a young-old thing.’ It has always been that way, It's

not just the French.

LY

After many months, it became evident that most of the "blame" was placed on

the two francophone teachers who spoke very lit‘tle English--Jeanette (2F) and
Micheline (4,SF’). Ag Clara (6E) sapid, there had been go.od rapport betw;aen, t:.he
teachérs when the immersion programs first Segan but now '

Two;thirds c(ayf the staff are sepal;at;ists now. We ixave right:s,' .

too. The change is due to politics. Before Jeanette ‘came,

everyone was bilingual and made a sincere effort to speék

English. Micheline maked no effort. I'm bil ngual’ up' to a

point--but! I always thought I wgsn.'t petty. | But the polit-

ical situation is terrifying.

~

Jeanette was the third immersion teacher to ljoi\ the staff. A francophone
kindergarten teacher, who spoke some Engliféh' came fié\st, then a bjilingual anglc;—
‘ phone was hired to teach the first immei:sifm grade oné:.. The r;ext year,

Jeanette was hired to teach the first immersion'grade \two. Thus, the implica-
" tion of Clara's statement is t;hat: prior to Jeanett.e's arrival, the first two
;Iznnnersion teachers used English with each other and with. other staff members.

Jeaneétte's arrival marked the beginning of the use of French in t.he. teacher:

group. The bitter feelings expressed by Gertrude (5E) also confirmed the im-
pression that the English stream teache}'s' roles in the school were reminders
of their changing roles in the larger societywhere they were members of a de-

.

clining majority.



" - The yéar‘%hat Jeanette came--ghe had nineteen in her class!
I had thirty-eight. Right next door! It's just not fair.
I have a sad feeling when I come in in the porning. I hear

French when Icwalk iﬁ (to the staff room) and French when I

leave. I'm on thé defemsive. So I don't talk French as much
as I could. They don't go half way. They came in shy and now

1
they are in contrel. i ~

The loss of control and status was summed up well by the reading specialist. __q .

The English teachers are threatened. .The French teachers are

. ’ *
flexing their muscles. There is division in this school. I
am as guiity as the others. I talk to the teachers of the kids

w

I teach, but I don't speak much to Jane, Jeanette or Micheline.
The inclusion of Jane here is interesting from the point of view{ of the factors
that influenced teachers' perceptions of each other. Jane did not share the
"separatist" political views of Jewnette as we saw earlier. She regarded
French schools as a haven for political propoganda, which she strongly disap-
proved of. But it was this same viewpoilnt--that schools should be a—politiéalr—
that at a later date céused he; to.EEin with Jeanette in sta%ping out'the dis-
sem}nation of anglophone political propogan&é within the school. This episode
(to be,fully recounted in the following section), combined with her frequently
expressed opinion that immersion pupils'shbul% receive remedial services in
French, caused her to be/séen by the remedial teacher, who offered’nemedial
reading in English, as one of those who leaned towards separation. Of course,

it was -this remedial teacher that Jane thought should be replaced by a franco-

phone.

a

]

The exceptional cases of Mary and Margaret require further attention. ' As

noted earlier, Mary .was formally affiliated with the immersion stream but taught
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in English only. Thus, she did not share the same pedagogical oBjectives of
the immersion teachers and in e;fery way tried to appear affiliated with the

English stream teachers. Her behavior may be evidence of the extreme role

conflict that she seemed to experience. She went to considerable lengths

to project a unilingual anglophone image and she was quite successful in this.

In addition, she held very negative views of immersion programs, too. The
interviéw\wit;h Mary did not elicit spontaneous expreésiops of attitudes in
the same; manner as it had with other teachers. However, it did offer infc'>rma—/
tion that permitted réinterpretat’ion of observati:ons that had taken place
ea{:lier’. Mary did 'not welcome the opportunity tt.o\ "open up" during the inter-
view and gave short, precise answer§ to questions about curriculum and other
concrete matters. Questions that were d%siéned to elicit opinions about con-
trover;\iafissues met with answers such as "I don't knoy" or "I have never
thought about it'. Near the end of the interview, she was asked a general
question about contact with francophones while growing up in Montreal (infor-
mat:ic;n that other teachers had 10'ffered spontaneously). She flushed, straight-
ened in her chair, brought her fist up into the air ind down hard on the desk
and sdid. emphatically:

My @oth;ar was Fren¢h Protestant. I /spoke French at home until

I went out into the street. We lived in an English neighborhood.

1

‘T am fully bilingual! ' -

-

Mary had learned English "in the street". She had been brought up in an anglo-
. \

phone neighborhood and despite her b{lingualism and French-English background,
’ {

l
now she chose to project an anglophone Image by speaking only English. Until

this moment, the investigator had believed that Mary spoke no French at all.

~
After this episode, she was observed to use French on two occasions, briefly

-

but fluently.

\ f
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Interpretation of lMary's behavior remains-conjecture. Horvever, she seems

, to represent an E)gamg')le of the manner i1n which sociological pheworena are some-—

&
tines exhibited at the personal level. Desnite Mary's bilingualism aad dual
i

ethnic origins she was still, not a Quebec francophene and therefore, did not

qualify for different status from the other arglophone older teachers. Re-
gardless of her background, she too felt she was beiyg "pushed out before her

time" by the changes in the respectivé‘i positions of the two ethnolinguistic

v

groups within the'social structure and in the school system. For her especially

7

this seemed to’be felt as a gross injustice.

Margaret's (3E) views of the teacher group ‘were in line with her attitudes

‘towards Immersion programs and differed again from those held by the other an-

¥

glophone teachers. She said that there had been ''no change in the atmosphere

of the school™ since the immersion program began, except "when I come into the

'school, French is the majority language". Perhaps because she had been married -

o

5

to a francophone and was now widowed; Margaret felt set a;part: from the other”
English stream teachers and did »not‘wa'nrt to agsociate with their views, iso;
lating he;:self accdrdingly. With Eegérd to adapting to social cahange and the
question of job security, she said;she felt she .was "struggfing" but commented :
No onie minds getting along with a different culture. My |
children and husband had to. My husband waé F;ehch Canadian
and my daughter is a nurse and she has to. If 'the‘re is no
more English schoolinvg' then theré .‘is no job, raega/rdless of
seniority. But the school board should have told the older
teachersD to ‘retiré uearly. The younger ones neeci the jobs to

g\e\t experience. The older ones are not bilingual and\can't

help with the imme:rsion. They should shift.
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Although, the secretary was not a member of the teacher gréup, she was
an important member of the entire staff group, because of the strategic role
she played in the interactional consg:ext of the school. First, her role was

that of spokesperson for the principal and second, she was a source-of in-

formation to. teacherslar‘gd pupils about school evénts, meetings and the
avallability of the principal. Her office was located in such a way that
she could observe most of thé activity in the school and this, pius her job

role, permitted her to have frequemt contact with all teachers and _many pupils.

.

ghe often joined the English stream teachers at lunch and in this way, formed

part of the total group in the study.
U bl

The secretary stated that she was very much in favor of immersion as a

method of instruction for young children and that she herself had taken

numerous ''immersion’ .courses for secretaries.. These stated opinions did not

reflect her feelings about the need to use French. Again, the question of job
. A . ) .

gequrity was raised. She said she took the courses to improve her job secur-

'y

ity.

You need to be bilingual to achieve in Quebec. It's going to —
be dog eat dof. You need everything you can get these days.

Not that I've learned much. You have to use it every day for p
% s

that.

£

It did not ocecur to her that her job provided her with the opportunity to use
French ewery day or to consider her potential importance as a bilingual role

model. Apparently, she did not see her job as related to immersion programs in

any way. Nor digi ghe view herself as part of a social change movement.

«

Immersion teachers. The immersiér; stream teachers also saw the teather
. N

group as lacking in cohesion but, with two exceptions, their explanations were

less emotionally charged than those offered by the English stream teachers.

-
-

<

-~
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Neither Jeanette nor Micheline seemed fully aware of the extent of the

4,
anglophone teachers’ negative feelings towards them. They perceived the

divisignzgetween the teachers to be due to a general lack of setond language
fécility in the teacher groﬁp. Jeanette said that when she first came to
Bark School, the only person she could speak to was the kindergarten teacher.

She did not seem-to\know that Mary, Betty and Gertrude were fluent in French

[}

and she did not mention the bilingual grade one immersion teacher who was on

1

the staff fhen, but who was now retired. Now she felt there was a érowihg

AN

division between the teachers. -

”
. - « 3

It was like béing alone on an island. Now there is a growing

barrier between those who teach only English and the others o .

and the atmosphere is getting worse. - )

Micheline, yho spoke more English than did Jeanette but was inhibited about do-

ing so, seemed more aware of the true feelings of the English stream teachers.
B . . \\\ . N
The English teachers seem to have to make an effort to speak

to me in:French. There is a language barf&ér here. When T

speak with the principal, I speak in French very slowly. .

She is very patient and helpful to me. I can follow and under-

stand English during meetings. Otherwise, the atmosphere is .

good here.

- {

Micheline noted that the principal did not use French with her, but was'"pétient

and helpfuil”. 1In retﬁrn,,Micheline"tookigare'in the manner in which she spoke
- ) ; ; . ~
French with the principal, to be sure that she could understand her. However,

Micheline, a francophone, did not switch to English while talking w§£ﬁfher .
superior, the principal.
Jeanette's attitudes towards the way the group might interact were ex-

pressed by ap episode tﬁéf occurred during the year prior td the one in which

ES
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this study was carried out. The episode was recounted to the investigator by

the principal. Jeanette suggested that the teachers use French for one half

and English for the other half of each lunch hour. She thought “this would be

"fun'" and would help everyome tooimprove their respective second languages.
According to the principal, this suggestion was met gltﬁ some embarrassed

compliance and was tried for a few days, then dropped. In.the long run, it
seemed that this event only served to reaffirm the opinion of some teachers

. ~ »
that Jeanette's beliefs were too radical.‘ Jeanette was in fact suggesting that
g

the society'S'trajﬁtional rules of language use pertaining to anglophones and
francophones-be abandoned in favor of linguistic intégration. Thus, both
Micheline and Jeanette broke the "old" rul;s. Micheline used french—-aibeit
with politeness andﬁdeference—-with an agglophone-superior, and Jeanette made

it clear that she thought both laﬁguage; should be used equally in an anglophone
institution in Quebec.

The attitudes gf the bilingu§l immersiop teachers towards the teacher group
as a whole (wigh the exception of'Beth) wefe less emotional. In particular, Lara
and Gwen seemed to enjoy a sense of security about Ehe;r situation and seemed
oblivious to politicized innuendos., They used English and French easily as each
situation arose giving the impression that }or them lénguage use, per se, was
a non-issue. Similarly, their attitudes towards the question of job security
were more rational than those held By the English stream feachers. In the words
;f Lara\(lF):

The position of the teacher today is very difficult. If you

are bilingual-—0.K.--but if I°stop workoto r;ise a family,

Ay -
will I ever be able to come back? The English teachers must

find it very difficult. ' ‘ .
° \

[t
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Although Beth‘and Lynette boéh taught in French and in English, only Beth
was very troubled by her perce;tion‘of the teacher group.as a divided one. She
felt the conflicg between her roles acutely.  She felt it was part of hef ob-
ligation as an extension of her role in the lafger society to try to play a
mediating role in the interaction network of the teacher group: She viewed
the lack of cohesion between the teachers as a miniaturized version of the sit-
uation outside the school. A member of her family was invelved in federal

politics and.she was very involved in political questions ps}taining to the
future of Quebec. Mo¥e than others, she viewgd the lack of cohesion in the
teacher group as an unnecessary tragedy and worked hard to bring the two groups
together-—ﬁainlx through the ways in which §he interacted informally with teach-
ers of both streams. ’ . < '

The views of the other staff member; towards the teacher group as a whole
are less }mpoétant than their views towards immersion programs or their use of
language. Except for the two full-time specialists,,they were peripheral mem-
bers of the teacher group and rarely were all part-time teachers present in the
school at once. ‘Wheqfthéy were all there, their use of language was an influ-
‘ence on the patterns‘of interactiog of the group and this will bé explored in
the third section of this chapter. |

In summary, the English stream teachers, and Mary, held negative attitudes
towardsmimmersion programs as gell as depressed feelings about the position of
the English éﬁream pupils in the school. ﬁargaret was an exception iA\this.
These views reflected their feelings about-their positions as teachers. They
saw too much French in the program of immersion instruction and too much sup-
port“fpr immersion programs generally. Immersion teachers on the other hand
saw too much English language instruction in immersion programs and to; litcle

¥

support for them.
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With the exception of Margaret, the English stream teachers and Mary seemed

to feel like a threatened minority. They noted changes in the étmosphqre of
. :

A 0

the school since the immersion programs had begun and stressed the.amount of

French that they heard each day. Clara's comment that the staff group was

.

bilingqal when immersion programs began because then everyone spoke English
pointed to the teachers acute semsitivity to the changeé that bad taken place
outside and inside the school. "Now they don't go half-way" and "Now they are
in contfol” sum up their attitudes best.

The French speaking ‘teachers and one of the bilingual immersion teachers

by .
were viewed as being in a process of assuming a new and stronger position in

the sociéty as well as in the school. The %%ancophone teachers showed little
R ,

inclination to use their halting English in the mixed group. Rather than do

.

so, they used French (with deference and politeness when called for) and even
suggested that everyone "ought" to try to be bilingual. In the eyes of the
English stream teachers, tﬁe old rules of the society were being broken right

!
in the school that "their taxes had paid for". They felt put down, pushed out

and offended.

Differences in teachers' socio-historical backgrounds and recent changes

in the relationship between anglophones and francophones in Quebec seem to be

'

reflected in the attitudes of the teachers in the immersion school. Social

change, seemingly mirrored in the behavior of the two francophone teachers, was

v

clearly not being accepted with equanimit& by some of the édélophone teachers.

With the exception of Beth, the biliﬁgual teachers appeared the most comfortable

2

with the situation. However, there was acute awareness by all, expressed either

directly or indirectly; of deep divisions in the group. These divisions placed
Y

the teachers in a position of considerable role conflict-—conflict between their

AN -
roles as anglophones or francophones, as members of one teaching stream or an-

a
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other and their roles as members of a 51nglé§elementary school teacher groupx
~ \Y

" . . \\\\ .
The manner in which they managed role conflicg\will be ‘explored in the following

two sections. . oy

Teacher Interaction in the Formal Context

-

The conflicting roles held by teachers were particularly evident within the

formal context of the school., An understanding of the nature and function of

teachexr interacgion was obtained through obsef;ation of staff and other formal
meetings as well as with supporting data obtained in previously described ways. ’
All the staff were present during meetings which were usual%y led by the prin-
‘cipai. Teachers gathered at these times, as a single 'staff group, however,

the manner in whicé subject% w?re raised.forgfiscussion 11lustrated that

teachers were viewed ;s beiﬁé brésent in their capacities as English stream
ééachers or aF immersion, teachers. In one episode described below, they were
cléarly seen as répresencatives of their respective'ethqolinguistic commuyni~

ties. Basic attitudiqal differénaes between teachers were thus fepeagedly

pointed out and 1t became clear that these differences as well as formalized
divisions between‘tﬁem, cfeaté& by the éresgqpe of two teaéhing streams, fo}med
a‘hajor problem for th€ principal in her efforts to administer the school. This

was most apparent en issues external to the schoal formed the subject of dis-

cussion §nd when outside officials conducted the meetings. Then teachers' ethno-

linguistic and other diffgreﬁces were underlined, N

a

The principal was found to play a central role in the teachers' management
of conflict and, therefore, she played a central part in the patterns of inter-
action in the formal context. The authority of the.principal rested on the fact

that she acted as d mediator for the teachers regarding their roles in the school
| -

and between the 'school and dqﬁside agents. She was largely responsible for man-

aging whatever emerged as outside influences that disrupted the precarious.har-

s
Ve

N
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First, this section describes the manner in which the principal played her

- L

role, The ways in which she sougﬁ% and maintained thesloyalty of the teachers
f

;;e‘stressed.' Then a number of interactional sequences will be described to
" s .

W, S
~

iilustrate the patterns of interaction that occurred in the formal context when

the grohp was faced with an interplay betweén gsocietal norms and teacher group

norms;—when ethnoiiﬁguistic and other differences wérﬁ\brought to the forefront.
Observations carried out during the firs£ planning meetings of the school

year provided some 0f the most important data for the entire stﬁdy. Because

3

entry to the field had been gained during the pilot phase of the study, it was
possible to attend the meetings-as a limited participant from the beginning and:
. ’ » t

¢
to carry out observation.on the basis of some previous knowledge of the situation.

The Principal -n

The principal played the role ofzinterpréter of and mediator between out-

R

side events and events occ%rriyg within the school. She defined the norms of
expected behavior for"tﬁéﬁ;eachers and suggested the kinds of attitudes she
thought they ought to adopt towards outside eyenés.' She would interpret ex-
ternal influences in';ays tﬁat tried to promo;e a common perspective in the
teacher group and in so doing, she tried to defuse the otherwise divisive nature

of these events. In these ways, the principal protected the teachers from in-

i ) @ ~ -

herent tensions and potential intergroup,conflict between ;hemselves and was,
therefore, rasponsible for the preservatian of a degree of harmony in the group.

t

That is, her task was primarily one of conflict management. ’

The major problem for the prfnciﬁal was to reconcile the particular case

3

1

of the inmmersion school, which was di%i&éd into two teaching streams and staffed

v
bt

¢

by members of different ethnolinguistic groups who did not® share the same per-

spectives towards immersicn programs. She tried to implement regular school

7
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norms that see teachers working together as a single team, under the friendly

guidahce of the principal. In order to perform her role and to maintain her

106

authority with the whole group, she had to strike a del%cate balance between

furthering the -traditional norms of the larger society and protectiﬂg the

“
-

school from further organizational and soc%algchgnge. By her very example

as an anglophone in a position of authority in a school that égme under‘the
auspices of an Eng[iéh school board, she implicitly represented the tradition-
al, dominant bosition of anglophones in Quebec society. However, she'was
charged witQ‘the-task of promoting bilinghal education in tha; cbhtext. It is
suggested that to achieve these ends without causiﬁ% open conflict among the
teachers, she had n ého%ce but tofprotect the status quo. A degree of change
had taken place in the'school since immersion programs beggnz over the previous

eight years, but ‘there it would stop. The principal could not take deliberate

steps to further the immersion program, nor could she try to increase the size

of the English stream. To give increased support to the English stream would

have negated the objectives of immersion programs. She could allow the immer-

sion stream to grow ''maturally", through the increased demands of parents but she

could not go so far as to insist, for example, that a bilingual librarian be

found or that remedial reading be offered in French. Nor could she regard the
™~
language of ude outside the immersion classroom as within her domain of control.

l There was one way in which the principal was able to achieve a degree of
N

cohesive functioning of the teacher group and this was through control of the

teachers'’ éerceptions of her. In this regard, English and immersion stream
teachers ghared the same positive views. The principal was skillfui in obtain;
ing and keeping the teachers' loyalty and in so doing, she maintained her au-
thority over the teacher group and minimized cogflict between them, so that

the school could continue to function. She used several megasures to obtain the
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good opinions and loyalty of the group.
{
The principal fostered harmony through her use of French. Her facility in

French was not good and this placed her in a favorable light with the English
. ® \ .
stream teachers who saw her as like themselves. - However, unlike the English I

ol .

.

stream teachers, the principal was'able to laugh aﬁ herself and did use French

to communicate from time-~to-time. This endqareq~her to the francophone and

bilingual teachers. She was 'the first to admit that her French was not good

‘and she also said that ;hié was a "bad thing'. She said it sef a bad example
, i

for the pupils and as a result,, she said she went out of her way to évoid put-

ting a bilingual -or francophone teacher in the position of speaking English to

her in front of immersion pupils. 1In thig/éay, she expressed a strong commit-

i =
B =~

_ment to the immeréion»program goals and/i;f her views be known as to how lan-

o
1

guage ought to be used in‘;h;/:jigpit She seems to have succeeded in commun-

REEN

icating ta francophone teacher thaffdeépite her position of authority, they

'did not have to follow the ‘traditional language use rules and speak English
with her. However, her position as an anglopﬁone in a position of control was

symbolized by the fact that ghT did not use Fyench during formal meetings. In-

irially, her use of English inuméétings was thbught to be a condession to (what then

appeared to be) inabiiity of tJe English streaL teachers'to understand French.
As it\later turned out, ounly Marggret could not usé French, while Jeanette and
) \ .

Micheline, had difficulty with quken English, ?ﬁt could understand it. Thus, - \
English was used when the principal was f;rmaliy carrying out her role as the
leader of ‘the teacher éroup. .

Another means used by thé princiéaluto foster harmony and to obtain the ap-
proval of the teachers, was through the professed use of democratic principles

in running the school. The ﬁrincipal said ‘that she could get the teachers to

do anything she wanted as long as they believed that they had 'a say in things.

'
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For example, the principal wanted this study carried out in the school, but the

teachers were consulted at every.step of the decision-making process.

\

~"In all decisions made that were observed by the investigator, the principal

' -

l .
let her opinion be known at the outset and by doing so permitted the teachers

N

to fulfill Jheir part of an implicit agreement. That is,Ain return for her

N

role in managing the tensions between them and the influence Jf external is-—
sues on the group, they gave their agreement té her wishes.

The importance’of the dynamics of the relationship between the prinéipal
and teachers camnot be stressed enough. Not on}y did the priﬁcipal deal with
external influences onvthé teacher group, but by constantly addressing the
divisions between the two teaching streams, she'dealt‘with the divisions of the
larger society that were reflected in the stghcture of the sthool. The divisions
within the school could not be avoided by the teachers, but they could‘be made

more acceptable through reliance on the principal's ministerings.

The principal used other measures to obtain and keep the loyalty of her

?*

{‘L"

teachers. She went out of her way to show them that she was on their side, -not-

on the side of the school board or union officials who made up rules. Whenever

N o
N

the opportunity arose, she would bend the regulations a iittle in order to give

the teachers a few minutes more free time than their contracts allowed. For

N

exaﬁple, she. would allow the pupils'to leave a few minutes early following an
a%sembly, giving the teachers a‘slightly longer iunch hour. In return for these

supportive gestures, the principal was able to ask favors of the teachers that

.
they would not ask of each other. Yard duty was a hated chore, but she met no

resistance at all when she asked a teacher to take the job for the day because

the presence of‘ the yara duty teacher was needed at a meeting.

The teachers perceived the principal to be in control and résponsible for

o

R

-

(the "good atmosphere" of the school. In speaking of the principal, they often
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used phrases that sh@wed that she-was an idealized figure to them, that under

"her influence, nothirg could go wrong. They would take the occasion while
. \

\

speaking of‘her, to deny the presence of any friction or disagreement in the

teacher group.

T,

The principal is at the helm. Many tim%s something little
could be a mountain. : She is the key. If there is a sense
of humor, there are no problems. (Betty, 4E)

This is a very special school. The principal makes the at-—

v -

S

mosphere better than at other schools. GShe is very patient
(with Jeanette's halting English). She is very helpful and
flexible. She lets me experiment with different tea;hing
methods in the clés%room. She keeps thzﬁgs running well.
(Jeanette, 2F)

This is a good gchool to work in. Nobody sticks too much to

the rules, (of contract). If I want to stay after three 9'clock -
for a fel minutes to do extra work, no one will complain. (Mary,
3,4,'F'D

This|i8 the most comfortable school I have worked ip. The .

princiﬁal is wonderful. Even with the French and English there

is no ﬁroblem (Part-time Music teacher).
al

A number of episodes that illustrate patterns of teacher interaction are

described {below. More often than not, interactions surrounding a single issue

took placg over a period of weeks or months as subjects were raised more than

once during Staff meetings. It was Shly after repeated observations of teacher

}

interactiop on a particular issue that a full interpretation could be made. .
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External Influences on the Teacher Group

‘“Episéde 1: Birthrate decline. The first planning meeting of the year took

place im-the library. The entire staff was present. -The general air of this

I

" first day back to work was one of excitement and tpe“jovial mood of the princi-

pal seemed to set the tone. The principal sat at the head of a number of tables

+joined to create one long table. The teachers sat around the table in no ap-

parent order. . ‘ b .

The principal began with mention of various chores that required attention:
a social committee was needed to collect money for coffee and an audiovisual co-
ordinator was called for. These items on the agenda, that were addressed to the
group as a whole, were dealt with quickly, in a Qay that suggested they were not
very important. Then an immediate problem was defiﬁed by ‘the principal.

The principal explained that the birthrate in the neighborhood of Park School

[

had deélined, as elsewhere in North America. Additionally, she.pointed out that
the English schools were feeling the effects of an additional decline in the lo-
cal anglophone population caused by people leaving the Province in reaction to
Bill 101. As a consequence of this population decline, a nearby school would
g&ose immediateiy and the remaining children would probably be sent to Park
School. The iﬁmediate concern was uncertainty over the size of the egrpllment

in Park School three days hence--the first day of school. The following ex-

change took plaéé between the principal and Mary, who taught theé English half

N -

of immergion grades three And'four. \
Principal: I would like to explain some of the complications

of w?rking in a school (1auéh3...this is serious. There is the
possibility of split classes (resulting from the influx of pupils

from the school that closed). I think it is better for the

children to stay in one place and for the teachers to do the
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moving about. T e ‘

~e ’

Mary: TId&m not going to rthange homerooms.

4 z ™

-«

Principal; Because of _t\tyase problems, the key word for

the school has got to be flexibility (With a nervous

e !
" laugh, she turned to Mary) Keep smiling!...This is the
bombshell. | The people at chool will probably all show

up here, but if they want an English kindergarten or d

’
¢

grade one,' they cafx.forget it becau;e I don't have one and
. I am not goir.lg to i ke one at this late date. It would

change the whole school. Some lady called with four kids

and needs an English grade two. They'll just have to be

bused somewhére else/.fa That is why I say this year the kéy

thing is flexibility. This could end up changing the , °

structure of the school, but the ratio (teacher-pupil ) is

inflexi_ble and the walls cannot be moved.

s

This interchange demonstratedl a number of points. First,l it 1lluminated
some of the practical administrative concerns in running an immersion school |
wit‘hxtwo teachir;g streams. Primarily, though, it showed the wa}'rsf in which the
Srincipal communicated normative expectations to the teacher group and indi-~

’cated to them that she had control over the degree to which they could he af-

N -
fected by outside influences. The principal told them that they should adopt

flexible attitudes towards a degree of structural change (split classes) but

that in return, she would protect the status quo this time by not permitting
more English stream classes to. be opened. Mary's resistancc_g to being physical-
1y moved from her homeroom illustrated how important a sense of ownershi;i over

the classroolm space was to some teachers, but also suggested that maintenance

' of the status quo was preferable to any dis_ruption including an influx of more

'

/
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™ about the extent of school board commitment to immersion programs. In fact,

English stream pupils to the school. .

The subjectof adeclining population surfaced another time. In this case, -

. 7 . ) ‘ .
the source of the outside pressure on the school was a shift #n school board

policy concerning the criteria for deci@ing teachers' eligibility for surplus

status in the cake of lay-offs. This ‘raised the issue of job security. The
school board announced a decision to designa;é all teachers with less than

five years experience as eligible for surplus status. The alternative would

4

have been to lower the age of'retirement. This decisiorf-raised questions

f. ] .
later in the year, the board proposed, unsuccessfully, that early immersion . A

A

o

programs be eliminated in favor of e laééf*ﬁmmersion system that would ‘not take
i

jobs away from anglopkBne éfachers. On the surface, it was the immersign teach-
3] -

ers who might have felt threatened, becausé they were French speaking or bi-

lingual, but they were not dependent on jobs in English schools as were the

anglophone teachers. The situation offered the.principal another chance to

» 5 Y 2
reiteraté her commjitment to the(status quo and to.protect the teacher group as

it was. T Vs

One immersion teacher dropped would mean an essential change
in the structure of'theQSChool. I hope the call (to give
the school-board the names,of teachers-with less than five /
"year$ experience) never comes.

Again, the principal was able to express her commitment to immersion programs
if she also showed a commitment toward her teachers as a group. The school i
board pronouncements offered the English stream teachers some contiﬁued security

vhile the principal countered with protection of the situation as it was, shus

'pr%venting these eQents from disrupting the group.
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Fpisode 2: The English lénguage arts program. The English Language Arts

program at the school was the most frequently discussed topic,at staff meetings.

~

&
In contrast, the objectives of immersion programs were never discussed at a

staff meeting. Yot only did this fact alone -demonstrate the implicit importance
of English in this immersion school, but-the subject served as an excellent
pivot to observe the role of the principai in the formal interaction network.

The school board was trying to iﬁplemént a new English Laﬁguage Arts pro-
gram throughout the English school systea."lt was to be cooréinated from one
grédé level to anqther and would be uniform from one schooloto another. No ap-
pagént distinction was made between regular and immersion schools. Nothing in -
the guidelines suggésted awareness of the fact that immersion children received
no English instruction at all until grade three or that there might be a dif-
ference in pedagogical concerns éetween English and immersion stream teachers.
Rathd&, one had the impression that for practical purposes, the immersion stream
simply did not exist as a ﬁactor to be taﬁen into account in curriculum plapning.

The major problem for the principal during these meetings, was to try to ad-
minister the group in the face of teachers' differing views of immersion pro-
grams. Earlier it was séen Ehat immersion teachers ghodght ghat there was too
much English instruction in the immersion p?égram, while English stream teachers
thought that there was not enough English in immersion‘'programs. It was appar-
ent that the principal thouéht the teacher group ought to woik as a team on the
subject, but the divisions caused by the presence of two teac;ing streams cre-
atgd)é two-team like situation that served as a constant réminder that the
teacher. group was marked by a, lack of cohesion.

The' English stream teachers thought that the new English Language Arts

y \

guidelines would be difficult to carry out because of what’they perceived to be

as differences in immersion and English stream pupils' English skills at each

-,

AN
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grade level. English stream teachers were certain that dmmersion pupils were

<

"behind" English stream pupils in English language skill development. Immer-

u

sion teachers remained quiet.during this dis%u551on instead of openly stating ~

<
¢

their views as fhey had privately to the lnvestigator. .By keeping quiet,
they avoided open disagreemént, but also permitted the anglophone view to
pfebail and to domiﬁate. As they really believed that their students already

received too much Ehglish instruction, they could easily have provoked a S

heated discussion. Their-silence‘helped to maintain harmony, which wag ob-

.viously important to them. The only immersion teacher who contributed to

d -

these discussions was Mary, who seemed to seize the situation to coﬁfirm her
alliance with the English stream teachers.

The principal demonstrated her awareness of chexteaghers' differences of
opinion in the way she .conducted the meetings. -She was evidently uncomfortakble
with the board policy in the face of a divided teacher grSup. At the first
meeting on the subject of English Language Arts she asked‘for two committees
to pe formed to look into the question. She wanted one committe; to represent

QEe immersion teachers, and another to represent the English stream teachers.

! > . e

shé stated that this was necessary because of the "separate issues" for each

group. Here she implied agreement with the views of the English stream teach-
ers. However, she immediately followed these comments with another suggestion

that two teachers from each committee attend the meetings of the other, so that
& . )
information could be shared. In this way, she attempted ’to bring the two teach-

ing teams together and to promote cooperation.

The suggestion that there be two committees with two overlapping members

x5

from each seemed an unduly complicated plan consideridg the size of the staff

group. However, the principal did not suggest that an integrated single com-

r N 4

mittee, made up of immersion and English strfeam teachers, explore'the question.

/

) . T ~ __— @%3

¥
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Shg seemegl ‘\\;agtxely aware/that English and immersion teachers of the same grade °

level did not share the same views regardirg pupils' needs for English instruc-

-~

. —
tion, because they were on different “teams'. This realization resulted in

T —~.__more comple® planning than might otherwise have been Byade had she better under-

T~ \

stood” the nature of the problems confrontin@ her. Her dilemna is expressed here.

Principal: The first objective is to define the terms and .
f

have ever}body agree... If we are going to make decisions

A\

that affect everyone we should have everyone involved. We

will post information on the special immersion bulletin board.

Do ‘you want a committee to carry out the changes or do it all
™~
- together?
Remedial Teacher: We are'small enough to do it togeth%r.
~ Principal: We should get :ne of the immersion teachers in. on
this, because they have to see to these things to follow the
‘school Board guidelines for. writing, too. What do the French
immersion 'teachers want? I don't hear anything from them.
Jeanette, Qu'est ce ;Iue tu pénse?-'ﬁa\\_e_g_ dans la comité 1'année péssée.
(Jeanette, what do you think. You are-in the committee last
year.) .
Jeanette: Sais pas. (Don‘t:_"know.)
At a later dafe, this discussion continued.
Principal: All the English teachers have met on the Epglish
Language Arts thing so now we are putting together what is
being done on the English side.
The principal's comments could be para;hased: "How can we coordinate team ef-
fort and unified functioning of the -teacher group when .there are in reality

two teams, one of which is only officially concerned with the teaching of

- )

f



116"

English Language Arts. How can we be a team when we do not all talk the same,
ianguage or share the same perspectives? We should all work together but for
the purposes of &isseminating information effectively we work in separate
groups and communicate by posting notices on a special inn;lersic;n teachers'

bulletin board."

The separate bulletin boards were an import“ant symbol of the structure of

the immersion school. 1In the staff room, there was a large bulletin board on

,,,,,

one side of the room and a smaller_ secend board on the other side. Over the

-

! €
smaller board, was a label "Le cours d'Immersion". Nothing was posted on

’
this board until late November and then none of the information had to do with

]

matters- internal to the school. All internal information was on the"’main”

@

larée bulletin board, in English. The immersion teachers' Board was there as

a gymbol of their presence, but they were expected to pay attention to the

"

English language notices on the board which ‘c'ontained the official, English
language news—-both internal and external to the school.

The subject of the Eng‘lish Language Arts program had the same kind of
divisive impact on the teacher group as other external issues. This issue did

not pertain to all teachers equally and, therefore, could not serve a unifying

function. Divisions between teaching streams were underlined as were differ-

S

ences in teachers' views of the program of instruction. The efforts of the

principal to have the group work together were not successful and her siggestion

b3

\ ,
that they share information so that tommon perspectives could prevail was feeble.
. .
The divisive influence of the issue was stronger than these efforts to create
harmony and the anglophone perspective dominated interaction on this issue.

The principal’s efforts were intended to soften the divisiveness of the subject

but it may have been the silence of the immersion teachers that more success-

=

_ fully maintained, the,peace. .

!
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Strictly speaking, from the point of view of ianguage differences and lan-
guage fecility, the teacher group could have worked together. Only Margaret
could not have participated at all in a mixed team approach. Although Jeagette
and Micheline sometimes had difficulty understanding English, they often used
Jane or Lynette as interpreters. Similarly, Betty, Gertrude and Mary all had

the ability to perform the role of ‘translator to English speaking teachers,

had French Ezen used. On the occasions when French was used (such as during
the brief exchange between Jeanette and the principal), the effect was one of
underlining differences. English was the official language, symbolized by the
manner in which informétion was communicaQed on notice boards.

Episode 3: Politics and the teacher group. The teachers were found to be

highly sensitive to socio-political issues as they had been affected in differ-
ent ways by recent events in Qu;bec. The English stream teachers were appre-
'hensive about their own and their pupils' futures in Quebec. They held exag-
gerated ideas regarding the political vigws of Fhe immersion teacheré. Amorig .
the .immersion teachers; attitudes were generally positive towards-the idea of

a linguistically integrated society. In particular-Jeanetbe and Beth, each

L3

in their own ways, seemed to feel a personal obligation to try to effect social
e

cﬁange in the relationship between anglophones and francophones.

¥

Since controversial issues threatened to expose teachers' differing politi-

‘cal views, open concern with such'issues violated the norms of the teaching pro-

fession. The teachers went out of their way to express a lack of interest in
any kind of political involvemigt, and through such expressioms they tried to
minimize tensions in the .group.

I3

At a staff meeting, early in the year, the principal announced that a,

teachers' Union representative was needed. to attend union meetings and to report

’

back to the teachers at Park School. The announcement was met with groans and

~
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no one volunteered for the job. Finally, Lynette (6F) agreed to be appoInted

for the first half.of the year and Gwen (1F) agreed to take on the job for |

B

the segondghalf of the year. Taking ot this role clearly caused diécomfort.
As the meeting ended, the following exchange was overheard.

Lynette: The MTIA (ynion) is a draé. It is just not my

thing. , ™

Clara((6E): I had it the year of the strike and it was such

a headache. All these radicals are pushing you to this and

that. S

Lynette: (to the kindergarten teacher) J'ai beaucoup d'autres

choses & faire de 1; politique. (I have better things to do

besides politics.)

The implications of iﬁvolvement in union matters for the teachers became
clear during a visit to the school by an official from the teachers' union. The
meeting was held during the lunch hour in the staff room and all the ;taff were
present. The official, !.w;%an, sat at one end of a group of three large tables
that we;e placed together.  The teachers selected places around the table. The
principal took an unobtrusive position so that her presence did not appear to
differentiate her from the teachers.

The union official began By stating that she would speak in Ené%ish, but
could answer questions in.French and understood French for those who preferred
to speak it. Immediately, the situation was defined as one in which the of-
ficial language was English. The first teacher to raise an issue for discus-
sion was Jeanette (2F) who spoke in French, but i;terspersed her comments &ith
the occasional word in English. She thought the union should take up an issue

that was of concern to her and to other francophone teachers in the English

sy#tem. She said that the school board holidays were unfair to French Catholic

*
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teachers. She pointed out that Jewish teaghers received three extra paid days

off for their religious holiﬁays and that Catholic teachers should receive the

L
-

‘ ’a
same. In particular, she singled out ’the day after New Years' Day as important

|

since in the French Canadian culture this was an_important cultural and family

event that took people far into the countryside to meet with relatives. Be-

s

cause of the distances involved it was impossible to return to the city to

a

teach the following day. The manner in which she presented her comments was
pleasant, not overly aggressive or hostile.
* Jeanette's remarks were met with %ilence. No one made a motion to indi- _

cate support of her view. Her use of French had been a challenge to the of-

ficial's definition of the situation as one in which the English language

(V]

“(and culture) was to predominate. The silence of the group projected an ap-

pearance of a unified group to a representative of the outside world, It was

o

ilg'portant for the teachers not to expose to an outsider fhe divisions that
| \ °

existed among themselves in order to maintain an.appearance of some harmony

or co%gsion in the group. . To accomplish\this they had to keep quiet

L}

and this gave tacit af:provﬁl’ to the official's language use definition of the
situation.

H

The union official first replied politely that she would look into the ‘

-
. .

matter. Her response to Jeanette came later when she continued‘to discuss the
possibilitypof future strike action. She advisehd’ the teachers not to go
against the advice of the union. She then stressed that it was important for
Catholic and Protestant teachers to "stick’ together". She remindeyd “the group
that "the Catholic teachers who did not before (during the previous strike) are

now paying the ‘consequences.'" She implied that among those consequences was

the "unfair" treatment of Catholic teachers that Jeanette raised for dist;'ussion.

. v e meawee e
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The union official had brought ethnolinguistii‘. differences to the fore-

i
3

front with her opening comments about the use of English. Jeanette's response
confront;.d the group with the polarization of views that typified the darger
soclety. in which they all lived. Interaction was 1n line v;ith traditional
"language use norms of the society and in l‘ine with the dominanF norms of the
teaching profession. Although the ur’}ion official admonished Catholic and
Protestant téachers to stick together, it was c¢lear that sl';e was not advocating
cﬂompliance with new sc;cial norms, otherwise she would have used French and
treated the situation as a bilingual one.

Although the principal remained quiet throughout this episode, her very
presence may have lent authority, contrgl and, therefore, harmony to the group.
1Since she was a primary source of &ohesion, it is impt)srsible to say what might

have ensued had she not been presént at this meeting,

Episode 4: Open dissension iﬁ the group. By thesecond half of the school

q

year, the question,of political separation of Quebec from Canada was more a

daily topic in the newspapers‘. At this time, Gwen (1F) held the job of union
représentative afxd claimed, as had Lynette, that such matters did not interest
l.1er, but that "someome has to do it''. At one of the first meetings she attend- '

ed, an anglophone upion member distributed a petition titled: Peopleht:o People

Petition for Canadian Unity. The union meeting was used to disseminate pro-

Canada, anti-separatist propaganda. All school representatives were asked to
post the petition in theil schools and to encourage teachers to sign it. Per-

)
haps in ignorance of the disruption this could cause (but implicitly accepting
the anglo-dogainant approach of the union), Gwen po'st:ed the petition 0;1 the main -
information board in the staff room, without first consulting with the principal.

It read: ' o




. ’ *

In the Spil\:it of understanding and to better meet the
ongoing needs a}nd hopes of all our peoples, we, the
un&ersigned, from British Columbia to Newfoundland
invite Quebecois members of our Ca.nadian Family to

remain Canadian and to continue b ilé}ing with us this
h o
magnificenf Canada.

~

The: four English stream teachers and Mary, ‘two bilingual immersion stream

-+

teachers (Lara and Gwen), two part-time anglophone specialists and one substi-

' tute teacher (bilingual) signed the petition. When Jeanette (2F) saw the do-

€

cument, she became very upset, consulted with Jane (2F) and Micheline (4,5F).
The néxt day, the}'r posted their own notice on the ‘same board and also lodged
a complaint with the princibal (who had been out of the school the previous

day). Their notice read: ' 4

.

~ s We believe that schools are not areas for politdiéal pro-

1

paganda, therefore, we refuse to announce our beliefs by . .

either signiné" or abstaining from signing this petition ‘ .
- \ *
§ or any similar document. . , . ,

The petition and this notice had disappeared by the next day, on orders from the

principal. 7 ' . y
& o, ‘
Like the previous event, the petition episcde threatened to expose very ’
real differences in the teachers' bolitical beliefs and to bring' inter-group P

conflict. to the surface. For a few hours, in fact, all appearances oi harmony
SRy vanished and tension was very high. During interviews with the teachers, it

- c‘emerged that this event acted to crystallize stereotyped ideas that the English

' Py

stream teachers held about the francophome teachers. It was at this point, that

o

Jane was assumed to be a separatist, and it was after this event, tﬁat\Clara

L said that "two~thirds of the staff are separatists'. (About two-thirds of the

'

v, e e g



staff were immersion stream teachers.) I'nterestingly, it was the ''separatist
trio".who were most responsibie for restoring harmony to the group and of ‘the
three, only Jeanette could have been said to’hold separatist views. It 'should
be made clear, that holding snich political views did not necessarivifr connote
anti-anglophone or dar}g‘erous views. Shé felt that the French Canadian language
and culture needed protection and territorial definition. As we saw earlier,
her position included the belief that anglophones should integrate into the
Quebec society, not the other way around. The other reality of this situation
was that Jane was hotly anti-separatist, and Micheline,’perhaps because of her
European origin, did not identify closely with the issue. Despite the shcces;
of these three teachers in dealing with this event, the myth persisted that it

was their actions that were divisive. Not once was mention heard of the origin-

al notice, that it came from the union, and was posted,by an immersion teacher.

<

Episode 5: A glimpse of change. A visit to the school by the French con-

‘sultant. from the school board, provided an opportunity to observe expression of
the stated intentions of immersion programs. This event gave an indication of

the manner in which new- language use norms might come into play in Quebec.

&

The consultant was a bilingual anglophone, She met with the\\teachers
in the staff room during a lunch break. She began by speaking in |,
French, asking 'if everyone understood her. No one respondedk, S0

she continue& in French. ©She spoke in an enthusiastic way about

the school board positﬁlon regarding early immersion programs, that
position by this time, being a hopeful one for the suf.vival of

early immersion. All attention was focused on her. She switched

to ﬁnglish once, to ask for the term for 'new business'. The prir{—

cipal remarked, with an edge of humor, that with all the meetings

the consultant attended, she ought to know that word by now.
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) \geanette provided the term and the consult%nt changéd back to
the use of Freggh. She j;ked.andveveryone laughed.” The group

appeared unified‘ ' ‘

The cons:ltant gave a lipguistic definition to the situation that stated that
French was to be used because this was an‘immersion school. She let it be
known that she expected everyone to understand her. Her use of {danguage could
be interpreted as a message to the teachers‘that the language use rules of
éuebec had changed, that in a mixed situation, it is now the English who must
speak French. She let her status as an anglophone be known when she switched
to English (and her name gave away her ethnic‘affiliation as well). _By doipg
so, she accorded superior ability to a francophone teacher to give her the re-
quired vocabulary. She symbolically relinquished the dominant position of the
angl&phone when she relinquished the exclusive use of English in a formg} situ-
ation in an anglophone institution. Her behavior as much as said: ''This is

an immersion school and it is my job to be a model of the kind of person that '
immersion programs pufporﬁ to broduce and to behave in a way thag respects the
new language use norms of this society”. A contradictory message was contained
in this episode though. Her formal po;itioﬁ and use of language’suggested that
bilingual anglophones are in ch;rge, that the status relationship of French and
English speakers may be in the process of shifting, but through bilingualism
;nglophones can stay in positions of authority and control.

Differences in teachers' ethnolinguistic background, formalized divisions
and the absence of shared perspectives towards immersion programs were all in-
tensified by the influence of pressures scoming from outside the school. There,
was, in fact, very little real cohesion in theggrbup, most of ' what was there
stemming £rom the:authority of the principal and her skill in obtaining a com-

3
mon perspective among the teachgrs toward her. As long as differences were not
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brought to the surfqgé an appearance of unity cpuld be maintained. Qhen the
fragile cohesion was £emporarily broken the teachers did not argue or op?nly

- accept their differences. Rather, each disruptive cvent was met with a quick
response (often silence) that buried dissension and brought a fast return to
a semblance of harmony.

From the outside, the sahooi was treated as a regular school. The schogl_
,board made no reference to differences in immersion and regular schools regard--
ing the English Language Arts program and é union’offihial chose to use English,

" despite the fact that more than half the teachers were immersion teachers. The
principal had to carry out her role with reference to the only available norms-- -
those pertaining to regula} s;hools and zhose which saw separation between anglo-
phones and francophones as mediated by- anglophones occupying positions of au-
thority. Iﬁe teachers were dependent on the principal to manage the consequences
of conflict;ng societal, teacher\group and immersion schoollnorms which were at-
tached to the yarious roles that they occuﬁied.

-

The teacher interactions described above can be interpreted to Suggest-that
the overall function of tgacher interaction was to avoid confiict and to main- ;
tain harmony. The patterns of interaction observed suggested that the teachers
had come to a tacit agreement to allow the English language and culture to pre-
doniinate in the schjg{. The consequence of this way of manaéing con-—
flict was to under&ine any efforts or ideas that would promote bilingual inter-
action, Thus, with the exception of the final episode, the consequences of teach-
er interaction in the formal context resulted in a lack of support for the social

objectives of immersion programs.

Teachers' Informal Interactions

/

Teacher interaction in the informal context exhibited similar patterns as
=

in the formal context and served the same conflict management purposes. Not only

©
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did informal interactions reinforce divisions stemming from the formal or-
ganization of the school, but they served to further define the boundaries

between French and English teachers.

Teachers' informal subgroups provided a kind of legitimacy to the

presence of other differences between teachers. Interaction within "and be-

tween these subgroups was guided by the traditional norms of the larger society.

-
-

As long as informal divisions were firmly maintained, .the norms of interaction

were clearly defined, particularly.with regard to the norms of language use.

The maintenance of informal divisions.thus helped to define the situation and
! 8 ° ’

brdfight relative freedom from role conflict to the group-by keeping‘ English
and French teachers.apart. This was mest evident\when the teachers were
g;athered in' the staff room. However, when immersion and English stream t‘each~
ers met accidentally in the hallways or had t; interact in front of immersion
pupils or further, when bilingual teachers wﬁo normally used English with each
other met in the presence of immersion pubils, the si.tuation became undefined
and this; was reflected in theways that teachers used “language at these times.
Immersion teachers, in particular, seemed to experienée,conflict between their
roles in and out of the classroom. The rules of language use in the classroom
vere cleariy defined, but were*at odds with the norms governing language use

A

hetween anglophone and francophone teachers outside the classroom. It was here
- ) i
that the consequences of an inherent contradiction between the integrative social

objectives and the English language maintenance purposes of immersion could be

observe_d, In the absence of internalized new norms to govern the interactions
9

of a mixed group, the available, tre{ditional norms were adhered to with the re-

sult th’at teacher interaction failed to reflect the stated aims of sthe school.

Subgroup Structure of the Teacher Group

Ethnolinguistic group membership andthe personal attribute of age deter-

o
2 ‘N
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mined teachers' membership in informal subgroups. Teachers' formal affiliation

’

with one teaching stream or the other was not sufficient to result in membership
in the first subgroup——m.a;ie up of the older anglophone teachers or the second
subgroup~-made up of the younger dimmersion Jeachers. For example, Mary was an
immersion stream teacher, but Jin all other ways was affiliated Kwith the older
anglophone teachers. Facility in the second language did not provide membler;'ship

in both groups nor was it sufficient to bridge the gap bétween them. Rather,

4

the manner in which language was used served as a marker of subgroup membership.

P

-

A gacade of unilingualism was maintained by the older anglophone group and this )

‘

effectively controlled the use of language between the groups.

In order to gather dété on the subject of teacher subgroups, the investi-
gator recorded teachers' friendship patterns. These patterns included with

whom they chose to sit at lunch and recess while in the staff room, with whom

they interacted, under what cirdumstances, about what topics and in which lan-

uage. ' ¢
guas & — T T —

——

There were two main teacher subgroupd. -G'roup 1 was made up of Betty (4E),

Gertrud‘e. (5E), Clara (6E) and Mary (3,4E). As Marg:arec‘did not join any of
the other teachers at lur{ch or recess, but went Home or stayedl in~her classroon,
she is consi@e:.:ed an isolate. Attitu&inal differenc_:es' may havé played a part
in her isolation since she did not share these teachers" views téwards immer-
sion progra&\;z ot éther issues. When she §id join the teacher group for meetings,
it was usually Clara that she chose to sit next to. Howeverﬂ: Clara, too, liked
to be alone as she said, 'to think". ' )

Group 2, was made up of Jeanette (2F), Micheline (5,4F), Jane (2F), - ;
Lynette (6F), Lara (1F) ,§Gwe,n (1F) and Beth (3,5F). A third s;.\bgroup formed

from time-to-time whéﬁ;;r:hree of the part-time‘ teachers were present (one gym

teacher, the music teacher and the librarian). 'They often joined Lara, Gwen

& -

§ o
e
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and Beth in conversation, which left Jeanette, Micheline, Jane and Lynette as
the core of the second subgroup. Neither the arts and crafts teacher, nor the

second gym teacher joined with the others enough to be considered even tem-

R

porary members of either group. They simply came to the school, did their

Jjobs and left (Note 135).

The sybgroup divisions also reflected backgrc;und differences of the teach-

‘ers. The four teachers in Group 1 all lived in the neighborhood of the school

. and had known each other many years. In Group 2, Jeanette, Micheline and

Lynette came from francophone homes. Jeanette and Micheline were married
to francopf-xones. Lynette was unmarried and lived at home with her mother.

Jane, lara, Gwen and Beth were all married to anglophones.

The staff room was arranged so that three large"‘tab'le‘s were grduped in
the center to ‘éorm a square around which it was possil;le[éio seat about 12
people. The other end of the room was arranged with three groups of comfort-
able chairs placed around coffee tables. Most typically, Group 1l teachers.
selected places at one end of the large table. Jeanette, Micheline, Jane and
Lynette typically formed the second group at the othe; end and side of the
table, separaged by sgeveral chairs from the ar;glophone Group 1 teachers.

Jeanette, Micheline, Jane and Lynette were usually joined by Lara, Gwen and

1

Beth.

~

" The positions occupied by the two full-time specialists-—the reading

u

teacher and the French specialist--affected their subgroup membership. The

remedial teacher shared the characteristics of ethnolinguistic group membership
and age with Group 1. The French specialist was young and taught in French as

did the immersion group of teachers. But these similarities were insufficient

to give them subgroup membership and both teachers remained on the periphery
9
of thelr respective groups.

9
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THe remedial teacher had been an elementary.school principal and thad
) o
. . T~
chosen to return to direct pupil contact as a remedial readr&g\;eachet. Con-

~

sequently, she may have been looked up to by all the teachers'lnsomeQﬁat the
‘same way that the principal was, lending her both a degree of superiority
and social distance from the other anglophome teachers. Moreover, her work -
brougﬁ% her into contact with teachers in both streams as there was no French
remedial teacher to help immersion pupils who wete having difficuiﬁf learning
to read. Thus, her contacts cut across grade and program lines in a manner un-
like any other teach;r. Like the brincipal too, shé did use French frém time-
to-time, although shé was not fluent.

~

The French specialist was in an anomalqus position in the formal context
;r

and this was.reflected in her position in tHe informal interaction context.

. 8ince she symbolized a program of instructigqn that immersion teachers were -

there to replace, she was in an awkward position with them. Either by virtue

N
of conscious design or personality, she held herself apart from the other young
teachers and maintained a professionalfb¥§ impersonal: stance. She said she was

not the type-to get 'chummy" and jusé liked to do her job.

-
-

Use of Language In and Between Subgroups

Subgroup membership determined the way lanéuage was used. Topic of con-

versation in the informal context did not influence the choice of language.

>

Conversations between teachers did not differ’;n any way from what would be ex-
pected in a regular school. Teacher talk was seemingly abOutvsuperfécial mat-
ters although teachers who were close friends discussed personal matters. Cook-
ing, sew;eg, holidays, fami%y illnesses were typical topilcs of conversatiom.
Anecdotes about children's classroom behavior were sometimes recourted to the

whole group and seemed to be one of the few topics about which the teachers

el

2 Eéuld interact as a group. They rarely discussed curriéulum or teaching methods

v
v
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and were never heard to discuss educational philosophy.. Except when external
"issues intrﬂéﬁd on the group, controversial social issues were never raised.
Rather, they were avoided. The presence of an English language newspaper on
the table ip the staff room each day (brought by Jane) did not serve to gen-
erate conversatisn about current evegts.

N Grade level affiliation did not result in interaction between- teachers
whﬁ sﬁared the same grade unless they were members of the same subgroup. For
example, Jeanette had four of Margaret's pupils in the afternoons but these
two teachers were never observed to share information about thesg pupils.’
Although a lack of faciiity with each Oother's language may have been a factor,
it was certainly possible for them to use one of the bilingual teachers as
inter;reter. Similarly, Mary,.Beth and Micheline shared immersion grades
three, four and fibé in a way that created daily opportunities for inter-
action., But interaction between Mary and Micheline rarely occurred despite
the fact that the language facility was Ehere. Instead, Beth acted as an in-
termeéiary, providing the necessary informational links between Mary and
Micheline. . ‘

Group l'teachers, wpo were often joined at lunch by the secretary, always
spoke English amongst themselves. They were never heard to'use French for any

purpose~~fun, emphasis, toc show off their skill or, like the principal, to

poke~fun at themselves. Similarly, French was used, but less exclusively, by
Group 2 teachers, espeg¢ilally when they were interacting as a group with Jeanette,

Micheline and Lynette present. On a one-to-one basis, the bilingual, teachers
. ©
tended to use English, then switched to French when their conversation became
. Wedl
part of the larger group. The most typical pattern of language use is Lﬁlustrat—
\

ed here.

Gertrude (5E), Mary (3,45Qv§nd the secfétary were sitting at
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one end of the table talking about bread-making. {;;;ette

|
i

(6F) and Gwen (1lF) were seated at the other side of the

, .
table and were talking in English. Jeadette (2F) entered
the room and joined them. As she did-so, they immediati%f

Tag ¢ »

switched to French. From this moment on, there were two <

—
S~

separate conversations téking place, one in English, the

other in French. There was a sense of sﬂérp division be-

tween the tw0xg£oups. Lara‘' (1F) entered and sat close to

the French speaking group. First, she recounted to all;

in English, a classroom'anecdote. For a moment, all at-

géntion was on her, then both groups resumed fheir con~

versations in their resp;ctive ¥anguages and‘Lara (1F)

joined the French speaking group.

The forméfion of the third subgroup was observed when the part-time teach-
ers were present: Then the pattern of languagg use most often consisted'of’
Lara (1F) and Gwen (1F) and sometimes Beth (3,5F) switching to English for
conversation in this Eemporary but third group. As the amount of English in~ .
creased as.an inéreas;ng number of these teaéhers joined the othe;s,'the im-~
pression one had was that Jeanette, Micheline, Jane and Lynette formed a solid, .
but now outnumbered, French speaking group.

Jeanette (2F), Lynette (6F), Gwen (1F) and Jane (2F) were

chatting in French about holidays, sick pay, and the need

to bring a ghysician's noﬁe after taking a day éf sick
leave. The seéretary entered the ;taff room and inter;
rupted with 4 question to Gwen, in English.. Gwen responded

in English then resumed her conversation in French. The——'

sécfetary then sat down next to Gwen, who was on the edge
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of the group. Lara joined them and she, Gwen and the
sgq$eta;y talked in English. Jeanette, Lynette and * T
<+

Jane were still conversing in French. The librarian

and the music speciélist joined the English speaking

group. Jeanette, Lynette and Jane could no longer

be heard as the use of English had swept over the entire

gro;p drowding'ogt their use of French.

It was rare for members of tﬁe two subgroups to interact verbally. When

interaction did take place the pattern of language use tended to deviate from
‘ >~

the pattern of use within each subgroup. Several episodes demonstrated that
when interaction did take place, the traditionmal norms of the society regarding

the use of language between anglophones and francophones prevailed and the use

~

. of English predominated. .

Early in the year, Jeanette used English to ask Méry a question. . This

confirmed the observer's impression that Mary spoke no French at all since
Jeanette's facility in English was poor. Although Mary was considerably older
: - i

than Jeanette and Jeanette may have used English out of 'respect for one's

elders'", it is now thought more likely that Jeanette knew of Mary's resistance

to using French and used English for the sake of preserving harhony. It is also
£

possible that Jeanette's use of English with Mary was a subtle "put down". Her
use of English was like a pretense of playing by the old lénguage use rules.

By opting to use English, she demonstrated‘flekibility and pointed outMary's

a

inflexibility.

3
A
b

In another case that occurred late in the year, discussion was between “the
B ~

principal, Mary and Micheline. Micheline and Mary shared the grade four immer-
. \ )
sion class. The principal brought a child'§ report card to them in the staff

&

room, because there were some comments in the margin that she could not read.

'

e

. t
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(Immersion pupils' report cards are made out by both teachers with one side for’ \\

;

English taught subjects and the othex for French taught'subjects.) Mic§eline
spoke 'in English, haltingly. This was the Eirst (and only) time that Micheline
+ was observed to use.English. Mary responded in English. Mary then switched
briefly\to fluent French, then back to Engiish, saying that the coéments on

the card could not.possibly be hers because she "never touched the French side

[3

of the reports". From a purely practical point of view, this exchange would
have been simpler had it taken plage in French. The use of English in such
situations served to confirm the impression that’Englisﬁ was the dominagg
languaée in ther school, that bilingual interaction-was not part of the informal
agenda., | . .

There were instances %n which thg use of English in mixed situations was
even less discreet, when it wag used aggressively and rudely.

Jeanette and a francophone substitute teacher, who was taking

Micheline's place, were seated on oppositelsides of the-table

in the staff room. The librarian was seated nearby, but did

not ;}pear to be listening to them. Gertrude (5E) entered

and addressed the librarian very loudly, in English. Jeanette

and the substitute teacher paused with the interruptién and

then continued on. The two languages cr}ss~crossedm The sub-

stitute teacher then left the staff room and Jeanette carried -

on' in French with the French specialist who pad just entered.

Throughout, Gertrude continued to speak in English much louder-

than necessary, making any other conversatién very difficult.

Beth played a medilating-role between the subgroups and her behavior demon-

strated the range of choice open to a bilingual person in a mixed situation. As
AN

stated earlier, she taught in French and in English and shared classes with Mary

‘
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and Micheline. Not only did she link these two teachers; bu€§by doing so, pro-
vidgd a link between the cultural and linguistic extremes that they represented.
Tﬁe distance between Mary and Micheline was symbolic of the distance between
anglbphones and francophones in the larger society, especially if Mary's
facility in French is taken into consideration. In several fnformal interviews,
Beth said she felt obliged to try t6 ease the tensions between .the groups. An

episode took place in March which crystallized.the informal divisions between

the teachers and put Beth in an even more marked marginal pesition. In March,
i

the teachers had a luncheon and in order to arrange the food, it was felt
necessary to separate the three large tables in tHe staff room intoc two sections.
One table was placed at the end of the room and two .were left to form a square

~N

in the middle. After the luncheon, the tables were never returned to their

original positions. Subsequently, Group 1 teachers chose to sit at the single
3 Ny ,

. table at the end of the room, while Group 2 teachers,and the part-time teachers

o’
selected places around the now square central table. The result was a physical

separation of»ghe subkroups that underlined their existence. Interaction was
blocked by the fact that some teachers now sat with their backs to each other.
Previously, some interaction across the table and between subgroups had been
possible and did occur sporadically as briéf éxchanges. Moreover,‘the.pre-
vious arrangement of the tables had permitted Beth to pla& a mediating role

/

between the groups p;imarily throuéh her use of both languages and by "the way
she positioned herself to be aple to speak to members of.both groups. This
was no loﬂger possible.

Beth remarked to the investigator that whenever she entered the staff room
she did not know where to sit anymore (now ;hat the tables were\apa}t). She

said that she had to "make some kind of choice and hated the arrangement”. She

was often observed to sit with the Group 1 teachers although her age, immersion

R
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stream affiliation and bil%ngualism clearly affiliated her with the second sub-
group.
" .

One day, the investigator entered tﬁe staff room and found Beth and Marz
alone, seated at the large central table.® The bell rang for recess. Mary got
up, moved her books and other belongings to thé single table at the end of the
room as if to wait for her friends and to avoid contact with those she knew
would chopse to sit at the central table. She left Beth alone. It was ap-
parent that Beth felt she had been forced to make a.cLoice to move or to stay

where she was. Aware of her dilemma, she looked over to the investigator, “who

" was seated on the other side of the room and made a gesture that said: "What

&

«

can I do?" Her face took on a defeated but concerned expression and she stayed

where she was.
Sy

The last episode in the previous section, which\described the wisit of the
French consultant to the school, suggested the presence of changing language

use nmorms. Similarly, Beth's behavior and use of language indicated that at

-

least for some, the recent social changes in Quebec have had an effect and
consclous efforts are being made by some to interact according to norms that
promote linguistic integration. Beth was not entirely alone in her awareness,

The following section on teachers' use of language in the classroom, illustrates
i

that several teachers tried to use French with their pupils in a way that would
~

give them the messggeAthat French is to. be used elsewhere, besides the classroom, ™
~ A ‘(/
and between speakers of different languages. '

Use of Language In and Qut of the Classroom

The manner in which language use ﬁgrms operated in the classroom is con-
trasted in this section with the manner in which language use norms operated
outside the classroom. The previous section described the patterns of language

use that occurred between teachers when they were isolated from pupils. Here
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teachers' use of language in the presence of pupils is examined.

In the classroom.” Observation of each immersion class at kindergarten,

grade one and grade two showed that teachers' use of ;anguage conformed very
closely to descriptions of the immersion method of instruction. Both the
pedagogical ;nd social objectives of immersion programs were consistently
supported by these teachers through their -teaching methods, use of language
and in theéir manner of interacting with the pupils. {
All six classes in 7indergarten, grade one and grade two were marked by

/
an atmosphere of relaxation and ease in the use of .French in the classroom. L

4

At kindergarten, the teacher suppressed the use of any language during periopds
. YA

of instruction (''Ce n'est pas le temps de parler.'" Trams: .ILt is not thg/fime
s/
for talk) but she showed that she recognized the children's need for Ainformal
' /

interaction in their own language by permitting its use during fégé play. While
\ )

- Y '
teaching, she used short, simple phrases, gestures and materials to communicate

d

meaning. The emphasils was on buildinglthe children's capacity to understand

.

and on giving them the vocabulary they would need for future use in the class-

room,
The major difference between the grade one and grade two classes was in-

the amount and complexity of French used %y the children. Typically, grade one

~

children would insert an English word for an unknown French word in the middle

of a sentence and then carry on. Their efforts to communicate were not inter=
rupted by the teacher, but instead she would repéat back or paraphrase their
senténce in C%Frect French when they were finished. Informal interaction be-

. o
tween teachefé and ﬁupils was in French at all times.m Neither the teacher, nor

the grade one pupils laésed inEo’English even during one -emergency--when a child
!

returned from recess with a bleeding nose. The grade one teachers were not ob-

N

X .
served to state the language use rules explicitly. .

S
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Both'grade two classes were marked by an atmosphere that was controlled
and happy. Jane and Jeanette were observed to apply language use norms in an
active way. Any use of English was met with strong expressions of disapproval
and the pupils appe;red well aw%?e of the rules. One child slipped into English
momentarily and corrected himself with an exaggerated gesture, covering his
mouth with his hand. In another instance, Jeanétte asked for the name of a

type of dog shown in a pictufe. A child responded with "C'est une poodle"

(It's a poodle). Jeanette replied: ."On ne donne pas les explications comme

ga." (One does not give the explanatioﬁé like that.) .She then described the

[

physical characteristics of a poodle, in French,,a;d gave the correct term for
it.

There was little feeling that a sécond language was being taught in the
grade two classes. The emphasis was on%lesson content'ﬁat;rial. The classroom
chatter was in Frencﬁ/apd the children used French as they came and went from
the room. As they were putting on their snowsuits they appeared totally un-
aware of the fact that they were not speakingQin English. Similarly, as they :
went outside and started to play, they appeared totally unaware when they .
switched over to English. . )

Both grade two teachers said that they tried to carry the "immersion en-
vironment" outside the classroom. Jane and Jeanette felt that for immersio?
to be truly successful, that the children's use of language outside the class;
room should be controlled and the use of Frencé enforced.

The consistency with which.the pedagdgical and social objectives of immer-
sion programs were proggted in the eatly grades was lost at'grade three. At
this time, instruction in English was introduced for about forty percent of

each day. When this amount of English instruction was .added to the English
. . ,

language instruction of non-academic subjects (gym, Art, Music', Library), the

»
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result was about a half day of teaching in each language. Subject matter and

1

,

teachers became separated by language at” this gra@e level. With the exception
of grade six, immersion pupfls had a different teacher for each half of the
day.ﬂ Sincé it was at grade three that tﬁe school became divided into streams
and English was taught for half the day, the new rulé implicitly given éo the
pupils was: Eﬁglish language ﬁaintenance is as important a concern as are Ehe
pedagogical and social goals of immersion programs. This was a dramatic )
chénge from the rules that governed the use of languagé in<the classroom
through the end of grade two.

From grade three on, support of the pedagogical goals of i&mersion programs
was restricted to in-class activity for about one half of each school day.
Support of the sociél ocbjectives was left to the voluntary efforts of individual
teachers and, %n effect; surrendered to the inﬁeractional\context of the school
and ,to chance. Activity that was directed purposefully towards the achievement
of immersion social objectiv;s, was sporadic and token-like., For example, once
a year; immergion grade fivg and six'took part in an exchange day with pupils

v

from a French school. For the most part, the emphasis of the school in the

g -

upper grades shifted to English language and «ultural maintenance.

Grade three immersion, taught by Beth, was marked by an atmosphere similar

to that of Jeanette's grade two. French was used consistently between the teach-
&

er and pupils. Beth used an inquiry method of instruction, participation was
high, as was interést, and the general tone of the class was one of excitement

" “
on everyone's part. The classes taught by Beth éxpvided a contrast to those

taught by Micheline. ' »
Micheline taught the French half of immersion grade four and five. The
atmosphere of both classes was tense. Micheline spent much of her time main-

taining control and stating and restating the language use rules. Continuous

¢
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{
talking in English at the back of the room, made it almost impossible for her
. ™~

to be heard unless she shouted. Comments such as "Je ne veux pas parler quand
)

tu parles" (I do not wish to speak when you are talking). "Je suis fachée!" "

(I am-mad) were frequent. Wh;n she asked for a definition of "Une affiche"

a pupil offered the English translation. Micheline replied: 'La traductjon

en anglais ne m'intéresse pas. Vous faites ¢ca avec les autres professeurs,

. . . =
Je donne les explications en frangais". (The English translation does not

.

interest me. You do that with your other teachers. I give explanations in

French.) . *

Micheline was hardly able to get past defining the rules of language use
to the cl;ss to teach c;ntent. In order to retain the interest of th clasls,
she changed pace every‘ten minutes. As the attention of the class ipﬁ%d'
away,)she.would again change to another matter. In contrast, Jeanette'hgd
been able to hold the attention of géade two pupils for more than Eﬁengy min-
utes at a time. In Michsline's class, it was evident that the pupils seized ™
the opportunity to tbwart her efforts to teach. They broke the language use
rules continually to do so. ‘

Several factors may have contributed to the difficulties that Micheline

had with her class. First, she was trained in France where there is great .

~

emphasis on the proper form of French. In Quebec, there is\not only pride in
the use of a non-standard form of French, but Micheline had to deal with pupils
who were speaking French'incorrectly. Their use of French clearly amnoyed her

and she corrected their grammar and interrupted them often. Although the

pupils did not seem embarrassed at these times, it may be that they retaliated.

instead by an overall attempt to sabotage her efforts to teach, as she sabotaged

their efforts to communicate. , ;

PR
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Earlier, it was reported, that Micheline sugplemented the social studies

: !
1 X ; v
H .

content of her classes with information éboué Quebec. She thought if French
i . .

~ - H L
immersion was to be relevant that it should gnclude such subject matter.
> r i . i

=

oot ;

' SO L )
These efforts, clearly in_accordance with the} sogial objectives of immersion
. * 3 , .

programs, were at odds with her constant corréctlon‘of'pupils' speech which -

could not have been better designed to inculcéte'megative‘attitudes towards

v

using French. ‘- This same class wasﬁﬁbserved\W$ile‘being taught by Beth in

o

e Y, '
English during which the energy levels of the%bu;ils were also high, but
there was no attempt to undermine Beth's efforts to teach.

~

Grade six immersion was tauéht by Lynetté in English in the mornings and

in French in the afternoons. The immersion me?hdd';ule that subject matter and
~ 3
language be separated by different teachers waé not followed in this case as it

would have necessitated hiring two half-time ciass teachers. Lynetté was pop-

l

ular with the upper elementary pupils and was @ne of the few teachers to involve

herself in extra curricular activities. She téok charge of the school play and

organized the skits at Christmas. She spoke oﬁ her pupils in a way that showed
»

she knew them well and that they considered hen to be a friendly adviser as well

SRR

as a teacher.' Lynette had stated a preferenceafor using English and this was

Sy

demonstrated in her language use with her pupll@

Lynette used English with her class at all=times, except during that time

in class specified as immersion class time. During the morning, there™was no
use of French at all, either before or during class. The atmosphere was Iin—
distinguishable from that of a regular English stream class. Prior to the

French~taught.afternocon session, the pupils were observed talking with Lynette

"in English as they approached the classroom. English was used as they entered

the class and until instruction began. Then Lynette switched into French and

2

after a few moments, during which the pupils were settliing down and both lan-
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guages could be heard, the use of French took over until the _end of class
kY

time, Although Lynette|had reported that her pupils much preferred their

A 1

English half of the day they did not thwart her efforts to teach and obeyed

-

the language use rules bly using French amongst tlhemselves-when working in

s

S -
small groups on art projpcts. At no time did Lynette have to reinforce the

rules. They were evidently kno@n‘and at some previous time, she had succeeded *

(/ »
in obtaining the pupils' full cooperation.

Although the rules of the immersion program were not adhered to for
Lynette's class, it did not appear that this procedure undermined the program.

Because Lynette taught the same class in French and in English, these pupils

’

were provided with a bilingual role model on a déy—to-day basig. All other
immersion classes\were exposed to the separate use of language by teachers as

well as by subject area, with the teachers generallyitrying to project a

-

unilingual model to their pupils in order to promote the use of French outside

the -classroom. ’

ot

French as a second language classes. The regular French as a second lan-~

ghage classes, held by the French®specialist were marked by an entirely differ-
4
ent atmosphere and teaching method than that of the immersion classes.
The teacher, the French specialist, had a different group every hour. She

-

arranged the classroom in traditional rows. The method of teaching emphasized
grammar, verb 'drill, phrase repetition. Although the teacher spoke to the'

children in French, she used direct translation. This:was in sharp contrast to
N A

¢

-the immersion method which ruled against‘the use of direct translation. The
highly structured and fast pace of each lesson was broken bv the use of record-

ed stories that were followed by question and answer perlods to train for com-

[
' Il

prehension. There was no interaction between pgﬁils during class time except,
i+ .
- : i

for example, when several pupils were asked to act out, part of a story. There

6
P

'
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was no infépmal use oijrench between the teacher and pupils e;cept-&ith a few
pupils who had been in immersion at one time. Lt apﬁeargd tha; the Eﬁglish .
stream children "in grade five aid six did not yet possess enough fécility to
use French for informal communicative purpoSes. However, there were no attempts
to involyve these students in informal conversati¥ns that would dewonstrate
their French sijeaking facility in a natural way.

3

Out of the classroom. Language use in the immersion classroom contrasted

Q ¢

gharpl;’with language use outside the classroom which was governed by the lan-

guage use rule;,of the society. The language use rules in the immersion class-
‘

room (and of cour;e, in the English stream classroom) were clearly defined. 1In

immersion classes, French was dominant and used by anglophones (pupils) to com-

municate with fréncophones (teachers) and while i tﬁe classroom, wiFh each other.

A few teachers tried to extend the use of French beyond the classroom by gain-

taining monolingual French languaée relationships with their pupils outside the

class 4nd even after they had gone on to higher grades. In order to do this,

-some teachers placed constraints on their use of language with other teachers

in front of -pupils and these were conscious efforts to reinforce the pedagogical
A
and social objectives of immersion. However, the interactional consequence of

these intentions was contradictory. What became observable to pupils-in both .

o .

streams was that some teachers spoke only French, some spoke only English and
francophone and anglophone teachers did not speak to each other. Even teachers

whom students knew-to be bilingual were~observed to avoid the use of lariguage

altogether outside the classroom. . . c ,
4 -

Several factors combined to result in English predominating outside the-
. /e
classroom. Conscious efforts to create a "francophone atmosphere” were hamper-

ed by the prevalence of language use rules that govermed the interactioﬁs of

N

the anglophone and francophone teachers. These rules were clearly defined when

@
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“the teacher group was in the staff room¥nd divided into subgroups. At these s

times, they were not observed by pupils. Outside the classroom and outside the

staffroom, the situation lost such clarity of definition. Moréover, th:r-
guage of auth;ritf of the school was English and even pupils in the earliest *
grades were éubject to situational language shifts as they went to gym, music
or library and wére exposed at these times to the interactions that took place
between their class teachers and the specialists.

+The exclu§ivzty of the "French only" language use rule of immer®ion class-
rooms broke down if a teacher had to relindhish control of the class to the -~
principal. The following account 1llustrates this point and as well, shows the
kind of language use avoidance pattern that typified the interaction of franco-
phones and anglophones when they encountered each ot%er in the preseﬁce of pupils.

-] .
The principal had been collecting the pupils' English

Composition books for several weeks in order to look them y
over and select the best ones for display on a notice board .

in the hallway of the school. During the time thag Micheline

was lnstructing her class, the_principal entered without warning.
"The class became quiet instantly. There was no verbal or non— ‘ .
verbal greeting between the principal and Ehe teacher. Nor did’
_the principal ;pologize for intruding.# Her éanner indicated

that she felt she was fully within her rights to enteglthe cl;ss
unannounced and the response of the teacher was one that indi-~

cated she had o say in sucﬂ matters. Micheline simply;séood

.off to the side of the classroom giving temporary command to

the pfincipal. The p}%nc%pal spoke in English announcing that

she was not happy with the composition work of that class. She

said that their work was the worst E?;the school. She singled
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out a few children for particular mention. She was at

once stern, serious, but ultimately friendly as she:lightly

cuffed one or- two children on the side of the head. GShe

departed, again without a word to the teacherf The teacher

proceeded with the lesson as if the interruption haé not

taken place.
. Several points.should be taken into account in analyzing this event. First,
it was aﬂ example of the authority that‘the principal held over classroom mat-
ters, an example of the fact that the principal holds the right to violate the
classroom autbnomy of a teacher., But in this context, it was much more. The
intrusion served as an example of ghe official dominance of English in the
school, that the voice of authority is English regardless of norms governing
use of laﬁguage during instructional time. The use of the official language,
English, took precedence over both pedagogical and social immersion goals.

Tﬁe principal's total lack of communication with the t#acher may be viewed
.

in the light of the principal's support of the social goals/ of immersion pro-
grams. The principal believed that her inability to speak'fluent French posed
a bad example to immersion pupils. Shg had stated that she went out of her way
not to put an immersion'teacher in a position of speaking English in front of
pupils as she believed it was very importa;t for teachers to project a comsist—
ent language use image to pupils. Consequgntly, Jner lack of communication with
the teachér may have been intended to be supportive of immersion goals but the
result was to give the impression that speakers of the two languages do not com-
municate at all. The pupils were aware that the ?rincipal was not very fluent
in French but the inveékléétor felt that a greeting in French to the teacher

would have expressed her position better. The sum of the message conveyed was

that in a'bilingual context English 1s used by important people for important
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o
reasons. Moreover, in the case here, the igsistence was that’English,language
skills improve. -

There are no official rules in im@ersion schools governing the use of
language outside the classroom between teachers or between teachers and
-4pupils. The principal reported that the question of language use out of
class ﬁad been raised at meetings of immersion school principals butvphat
none vere willing to tell teachers what languag¢ to use with each other.

They felt their authority over teachers extended only to classroom mat- :

3 -

" ters. Therefore, out-of-class support of the social objectives of im-

mersion programs was highly dependent on individual teachers' attitudes .

«

towards immersion programs and their degree of commitment to social goals
as well as to pedagogical goals. For example, Jane and Jeanette thought
that immersion teachers should use French with all pupils when in the

school. They saw the use of French outside the classroom with immersion

pupils as’a way of supplementing in~class exposure,and of promoting informal
usetof the language. By suggesting that French be used with all pupils,,
their purposes were two-fold: to projegt a consistent image so that all

children would feel obliged to use French with them and to affect the lan-

L]

guage environment of the school so. that English stream children would benefit

Y

more from attending an immetg}on school.
Jane reported that she tried to maintain a French language relationship
with her pupils after they left her grade but that she was disappointed in the

AN
results. She said that by grade three the pupils knew that most teachers could

speak English. It was Jane's opinion that the half day in English at grade

1
three "told" the children that they did not have to use French in the school

any more.

e
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Beth tried to use French with her immersion pupils at all times. While
going from the staff room to her class, she was observed to switch to French
as soon as it was apparen£ that her pupils might overhear her using English.
She, too, reported that it was difficult to maintain these French relation-

) ships. The pupils were 'aware that she taught in English, too. Thus, despite

y
her good intentions, her conscious efforts and her attitudes that were ful}y
suéportive of immersion objectives it was extremely\difficulgz'if not impos-
sible, for her to carry out her role in the way she thought best. Although
she taught grade five in English, she always used Frénch with Micheline éwith
whom she shared the class) so to this class, Beth acted as a bilingual rdle model.

/

The situation with Mary, whose class Beth also shared, was very different.

Mary projected a unilingual anglophone image and was the teacher towards whom
Be?h directed mo;t of her attempts to smooth over tensions between the.teacher
subgroups. in front of immersion pupils, Be;h avoided tﬁe use of any lgnguage
with Mary, 'but at the same time tried to maintain a friendly manner. However,'
the avoidance of any language use contradicted Beth's w%sh to see a breakdown
of boﬁﬁdaries between speakers of the two languages., If she had spoken to Mary
in English, she would have violated the immersion language use rules she fought

L

so hard in other ways to support. If‘she had used Fr%nch, she would have riskea
raising Mary's ire and exacerbating tensions. So the teacher most committed to\
promoting the soclal objectives of immeréion programs seemed to experience the
most intense role conflict and the most difficulgy in achieving her aims.

. In order to provide more specifié data on the situatiomal use of language

<

and on the ways in which language use between teachers contributed to the overall
attainment of immersion objectives, structured observation was carried out that
focused on teachers' use of language in front of pupils in the hallways of the

school, during pupil transfers to hoh-academic classes and during extracurricu-

g
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lar activities.
A ;attern of teache; interact%on emerged from observations® of 25 episodes

. of teacher contact in the hallways of thg school. A typical episode is des-
cribed here. !

Lara f!h her class down the‘hall to the gy%. As she did

so, she walked packwards, facing the double line of grad;

one pupilé. As they moved déwn the corridor, she 'led.them

in a French song. As they arrived at the gym door where

the gym teacher was‘waiting; no interacg}on took‘place at

all between the teachers as Lara turned to pass the group

over to the other teacher. Lara's attention remained focused

on the class. The gym teacher greeted the pupils in English,

made certain that their lines were straight and told them to

go into the gymnasium.

This pattern was observed so frequently that it assumed\the features of 'a
ritual. First, the immersion teacher used French with the pupils outside the
classroom. This served.seve;al functions: it helped to maintain order by }ocus—
ing the children's attention on singing ;nd on the teacher. It suppressed their
use of English outside the classroom. It undoubtedly blocked gheir ability
to overhear any English spoken as they passed Ey other classrooms. All that

. ceased as soon as' the two teachers met, at whicﬁ time, the situation became an
English language situation. No verb;l or other form of communication took
place between the teachers. There was nothing to indicate that they were, in
fact, quite friendly. The fact that they always used English with éach other
in the staff room may have affected their interactions in this context. How-

ever, the gym teacher was able to spéak French. Perhaps, if there had been a

polié; to gauide them, these teachers would have used French in such instances.

~

AN
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\ .
Their lack of communication may have been intended to support immersion program
# .

. AN
social goals but it is difficult to see how this could have been communicated
by - .

' -

to the pupils.

)

This pattern of language use avoidance was rarely broken. Departures were
rare, sometimes inexplicable. On one occasion, a child had foréotten his gym
shoes and Gwen .(lF)- had e;igfew very qui>et words in English with the teacher about
that. The fact that they were so quiet suggested that they were aware that
pupils ought not to observe thelr ‘teachers using English, but this was r.lot
enough to pl;ompt the gym teather to use French, which she could have done. Per-
hap.s the gym teacher's use of language is explained simply by the fact that im-
mersion goals were not her goals. Regardless, English won out.

On another occasion, when the kindergarten group was leaving the gym, the

children were observed to be in some disarray as they disappeared down the hall

¢ 1}

with their teacher. The gym teacher called after her: "C'est ma faute, madame!"

o

(It's my fault!): This departure from the usual pattern remained unex-—

plained. : i -

-

Extracurricular Activities . -

v

» The manner in which extracurricular activities were carried out in the

school provides a summary view of the climate of the .school, and shows how in-
¥
teraction in the informal context impinged on the organization of the schgol.

Thes;e activities played a small role in the school. However, their relationship

to the attainment of immersion goals was an intriguing ome. Extracurricular

events could have been contained within the formal structure of the school as

.part of a policy directed towards the attainment of immersion social goals. -The
N . . he \ "
extent to which they did not do so deserves brief mention here.

The fact of the two teaching streams appeared to have greater consequences

for participation in extracurricular events than would have been the case if
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»

the social goals of immersion programs had enjoyed wider acceptance, and had the

maintenance of English not assumed such importance. The formal divisions in the

school dictated participation in several events which could have served to in-

tegrate the school as a functioning whole and which could have provided English ;

(N ' i
stream pupils with more exposure to the Frepch language than they received. For

example, a French theatre group visited the€ school and the event was designated-’

L

for immersion stream pupils only. The rgason for this decision was first as-
/

sumed to be the ina‘ﬁeqhate size of the gymnasium. However, the gymnasium

was found to be large enough to hold both groups of pupils. Ii’l addition, the
performance was largely pantomime, and what French was used was so explicit
that very little -French would have been needed to comprehend and enjoy the
performance. Thus, the exclusion of English stream pupi'ls from t:his; event in~
;iicated that the goals of immersion programs were specific to immersioﬁ pupils

o

and were not intended to carry over to the whole school. It is suggested that

=

such a carry-over would have threatened the position of the English -]._;nguage

and culture in the overall context of the school. Events such as this servéd

to empha:si\ze'the divisions in the school. Although the English stteam teachers

felt that thei; pupils did not get enough French instruction, they did not seize

such\opportunities to suggest policy changes in the way the school operated.

Gertrude and Mary were in the staff room and were overheard to say: "I guess

we are not in on that theater stuff, eh? Just the immersion kids." /
Superficially, this event was de;igned to promote confaet between cultures,

specifically between immersion pupils and French Canadian culture. The intention

of the extracurricular event was to support the social goals of the program. In

effect, it drew attention to the tradition that anglophones do not make ‘cultural

contacts with francophones, and that separation of the two groupé is still the

I3

norm. ‘ .
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In\cc;t;trast ;:o the theatre performancé held- for immersion strezim pupils,
another event was held for both streams. In this case, an English movie was
'shown and everyone gathered quite easily in the gymnasium. Thus, when an
event was in English, it was for the whole school. En'glish predominated in

[

the culture of the school as a whole. French was specific to immersion stream
pupils.
The findings of this section reinforce earlier conclusions. In the immer-

sion classroom the pedagogical vbjectives were well supported through. the use /

of the immersion method of instruction and because the norms of language use
-

)

were clearly defined there. Immersion social goals were not supported despite
the positive attitudes and efforts of some teachers to créate a francophone
environment in the school. These efforrts couldonly be extended to their own pu-
pils and then with partial-success since the children soon learned that most
teachers spoke English. The teachers thogght that this knowledge affected the

children's willingness to speak French in any other context besides the immer-—

sion classroom.' .
' 1

When teacher interaction occurred in front Iof pupils, the norms of the
sc.>ciety, which had been so clearly reflected in the ’teachers' interactions in
the st;aff room, again came into play. In the face of role conflict, which was
particularly 'ev'ident when pupils were present, the teachgrs resorted to various
conflict management strategies such as avoidance of language use or silence.
Although these behaviors may have been co‘nsciously intended to support the

social goals of immersion, the message they conveyed--that English is the

dominant language and prevails in the culture, of the scho‘olv;,,-was in fact the

s
&1

opposite, thereby undermining immersfion program goals.

' . =<
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Students' Perceptions of the Use,of Language

In and Out of School

This section reports the findings of the assessment of grade and program

differences in students' perceptions of the use of language in three contexts:

o

(a) in-the-classroom; (b) out—of—the—classroom; and (c) away—from-school.

The investigation rests on the premise that by observing teacher interaction

and by being part of the interaction process: themselves, pupils adopt teachers

as language role models. As a consequence of this process, students' views
of the ways in which language is used in a variety of situations in and out

2

of échool, aré\thought to be affected.
' Both immersion and English stream pupils are included in this investigatio;
§inc% all students in the immer;ion school are exposed to thé interactioﬁs of
the teachers as a group and to their use of language outside the classroom.
However, it was expecfed that immersion pupils' perceptioﬁs of the situational
use of language would differ from those of iheir English taught}peers g;cause
of the immersion pupils' exposure to the exclusive use of French in the class-
room over a number of years. The major variables of lanéuage ugé perceptions
for each of the three contgxt; were, t%us, grade and program. However, two

other variables are contained within grade for immersion pupils. First, immer-

sion pupils are exposed to French all day in grades one and two and to instruc-

‘tion in French half days in grades three to six. Secondly, it is possible that

) )
students' perceptions of linguistic norms are associated with the cumulative

a

experience of immersion over a number of years. No comparable variation exists
for English stream pupils, however they too are exposed over a six year period
~

to the interactiodal context of the immersion school.

=
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___Subjects e

1

One-hundred and seventy-six pupils or 64% of all pupils in grades one
through six in both the immersion and English streams of Park School parti-

cipated in the investigation. There were considerable differences in size

-
of the sample groups at each grade and between the two programs, However

-

one-half of each immersion &hd one-half of each English stream class in grades

LY
one through four were given the test. To this end, every second name was

]

selected from alphabetical class lists. It was possible to include larger

numbers in grades five and six since classes at these grade levels were tested

as a group with the students writing their responses to the questions posed.

The absence of any English stream classes for grades:one and two explains the

significant difference in numbers of children tested in each stream. Girls

outnumbered boys in the immersion grade by 2% while there was 10% fewer girls
. than boys in the English stream. In the total sample of 1?6, 44 ,8% ;ere boys

and 55.2% were girls. Table 3 shows the number of pupils in each grade and

str;am‘as well as the totals for each group who' took éhe test.

Table 3

v

Student Sample Population for the Projective Test

“
A

Immersion English
Grade Stream Stream Totalse “ /

1 19 , - . 19
2 16 -, 16
3 15 10 25
4 10 . 10 20

) 5 27 14 41
6 ‘ ‘ 25 30 i 55 -
Totals 112 64" 176

v e
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. choose English or French or both. It was thought that such’a directive ap-

Materials and Procedures

23 simple line drawiﬁgs depicting situations in and out of school. The pic-

tures were arranged in random order and pré@ented one-by-one to each pupil,
N
Pupils 1in grades one through four were tested\{:dividually while pupils in

grades five and six were tested on a group basis\ Individual testing was done

a

in an empty classroom while group testing wés done in the homerooms of each

class. An assistant was used éuring all phases of the\ testing. French and

English were uéed by the investigator and the assistant during the heginning

of each testiﬁg‘sessiodﬁ An effort was madé to be casual IQ the use of both
languages without defining the situation clearly as being Engl}sh, French or
Hiliggual. The attempt was to approximate fairly closely the géperal pattern -
of language use in the school without dra;ing attention -to langugée use as an K
igssue. If a child lapsed into Frenéh'during testing, he was responded to in

French. However, this occurred only in one or two instances.

The test tock about twenty minutes to complete with individual pupils while

group testing took about one hour. Most pupils seemed.to enjoy Ehe task. They

: By
were asked two questions for each picture: . "What is happenin%/here?"Aapd "What

.

language do yvou think is being used?'. The subjects were not instructed to

\
v

proach would result in doubtful responses falling into the "either/or'" category. |
When a pupil asked if such a choice existed, the answer was affirmative. They
were asked ;o give theiy reasons for their answers. Pupils' use of French,

their expressions of doubt or confusion or certainty, thgir explicit qualifi-

cations of answers and all other pertinent information was recorded.

“Analysis of grade and program differences in students' language use per-
AN

ceptions was performed on 12 of the original 23 pictures. The procedures used

r
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to select these 12 were important with regard to the validity of the results ¢

*

¢

obtained and are described in Appendix C. ’
Results ' .
The results are presented here of grade and program differences in students’

- .
perceptions of the use of language in three contexts: in-the-classroom, out~of -

the-classroom and away-from-school. Graphs are used to illustrate language use

2
t

perceptions so that overa;l.l trends from one context to another, one grade to
i
!

another and one program to the other can’'be ascertained. The data are best -

viewed in terms of patterns of respense, keeping in mind that graphed percent-

ages give the impression of larger differences than raw numbers would suggest. '

The statistical procedures were of course carried out on raw frequencies. An-

\alysis of responses (using The Statistical Package for the Social Sciences) to

each picture included examination for significant sex differenc,est.\-'As sex dif-

5

ferences did not influence the results this subject 1s excluded from subsequent
""", o -

¢

[
o

discussion. N

Figure 1 summarizes the language use perceptions by grade for each cdontext

-

and Figure 2 shows how these data break down by progrla_niﬁ"’ The results in these

&

tables represent averages of language use perceptigﬁrs for all four pictures in

each context. Figures 3 to 15 present the resu%_,t"s in detail with each figure

giving grade and program differences in laqgngée use perceptions for each of

the 12 pictures. A summary of statistical procedures performed on the data
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Figure 1
Percentage of Students to Perceive French ) ":'

as the Language of Use in Three Contexts by Grade |
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Figure 2
Percéntage 6f Studengg tor Perceive French ds the Language of Use ,
'y P “
. in Three Contexts” by Grade and by Program
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in gragdes one té three and‘about one-third of pupil; in the Higher grades per-

ceived'in-class situation§ as French. An average of 457 of all pupils 1in grades
P

ome to six,perde%ved these situations éé French. Immersion pupils generally

perceived these situations as French mdre often than did English stream pupils.

One percent of the sample thought that in~class situations would be marked by

the use of English and/or French. The balance of language use perceptions are

' English.

»

In contrast to the results obtained for ‘the first context, out-of-class

o

situations were perceived as French in language use by 12% of the sample. There

» N L]
was little grade or program variation in pupils' language use perceptions for .

«
é?\"
E . - L

this context. Although only 2% of the sample thought that any of these situa-
~
tions would be marked Py the use of both languages one picture stood out as an

T ‘ exception in this regard and will be disclssed in more detail below (Figures 12
'
and 13).

With regard to langhage use perceptions in the third context--away-from-

school--more pupils in ;heva;gher grades than in the lower grades thought that
)

. French would be used. Also, pupils in the English stream tended to perceive - i
< these situations ag, French more often than did pupils in immersion. In all

grades combined, 267 stated that Frepch would be used in this context./ Seven ,
o

percent of the sample perceived these situations as marked by the use of French

e 1
E; and/or English.

i, . In-class context. Figures-B, 4, 5 and 6 present grade and program differ-
ences in students' language use perceprions in each of the four ;ituations re-
‘presenting this context.— The findings for each picture refnforce the general
pattern of results discussed in reference to Figures 1 and 2. Pupils in grades

¢ one and two perceive French to bg used in in-class situations about twice as

¥
- . « a ‘<
L} )
. . N -




157

Figure 3

. Percentage of Students to Perceive French as the Language of Use

in Picture 1 by Grade and by Program
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Figure 4

Percentage of Students to Perceive French as the Language of Use
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Table 4 ‘ & ¥
Chisquare Values for Grade and Program Differences
] v -
in Language Use Perceptions /5
& . . Grade - Program N
Context ~ Figure X2 df X2 df
) -y M -~
. *k
Inpglass 3 21.7 10 5.2 2.
4 17.2 10 2.1 2
*% ! *k
5 21.4 10 8.8 2
*kk *k
6 . 35.3 10 . 12.8 2
Out-of-Class -7 13.6 10 2.7 7 2
*
8 32.8"" 10, 1.6 2
“ 9 11.3 10 8.5" 2
10 14.4 10 .28 2
Away-from-School 11 9.2 10 8.7 2
h ke
12/13 11.1 10 11.6 2
‘ i *kk Kk
14 33.5 10 . .22.3 2
15 17.8 10 _ . 2.4 2
4
- 4
Note: .
* T &
p{ .05 o .
*%k - ‘
p<.01 \
k% ¢
p £ .001 - S .
’ s
’ -
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often as do children in grades 4, 5 and 6. The greatest drop in the perceptions

of 'French languagg use occurs between grade two and gfade thrée 1n Figures 3 and/
I . B

6. A similar drop in French language use perceptions occurs between grades

three and four in Fiéures 3 and 4. Cradé level differences were significant

for Figures 3, S and 6 (Eee Table 4). The frequency witﬂrwhich the situation

in which the teacher was out of the room (Figgre 4) was viewed as one in which

French would be used was 247 below that obtained for the picture showing the

teacher in the classroom (Figure 3). During testing, many pupils said that

English would be spoken because the teacher was out of the room.

Figures 5 and.6 were meant to depict one-to-one in-class situations as
contrasted with the group situations of Figures 3 and 4. More pupils saw the
oné-to-one situations as marked by the use of French; however,grade differences
were similar to those obtained in response to the pictures showing the class °
as a whole.

Program differences‘for each In-class situation were not as consistent as
were grade level differences althoqu significant program differences wére
foun& in the responses to Figures 5 ;nd 6 (See Table 4). Immersion pupils gen-
erally perceived thesé two situations as French more than did English stream
pupils. thégver this was not the case in grade five for Figure 5 and for grade
six for gigure 6 where Englisb stream pupils viewed these §ituations as French

i

more often than did immersion pupils.

Outfgﬁ—class context. Figures 7, 8, 9 and 10 present grade and program

differénces in students' perceptions of the use of .language in situations

BN

depicting out-of-class,but at school, situations. Twelve percent of all pupils
, ~

thought French would be used in this context -and this overall finding is re-

flected in Figures 7, 9 and 10. The responses to the picture which showed two

o~
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Figure 7
Percentage of Students to Perceive French as the Lahguage of Use

in Picture™~5 by Grade and by Program
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Figure 8

y

Percentage ‘of Students to Perceive French as the Language of Use

in Picture 6 by Grade and b§ Program
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Figure 9

4

Percentage of Students to Perceive' French as the Language of Use

in Picture 7 by Grade and by Program
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Figure 10
Percentage of Students to Perceive French as the Language of Use

in Picture 8 by Grade &nd by Program
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teachers talking while on yard duty (Tigure 8) deviated from the othens‘in that
Jg about 21% of students said that French would be spoken here. Significant dif-
ferences were present for.grade with 8% of grade three subjects saying French
would be uéed by the teachers and 39% of subjects in gréae four giving this
response (see Table d). However, program differences were not significant,
élthough more immersion pupils than English stream pupils in grade four said
that the two teachers would be speaking French, “

Figures 9 and 10 suggest that there is a slight te?dency for English ‘streanm
pupils to perceive these"as French languége situations more ofgen\than immer-
sion pupils. These differences are significant oniy for Figure 9 however.

Very few subjects saw’any of these situations as marked by the use of
English and/or French. Figure 8 elicited the highest number of such responses
(4.6% giving it as compared to 2.4% or-less for the other pictures in this
contéxt).

{
Away-from-school context. Fiéhrgs 11, 12 and 13, 14 and 15 present the

K3 EY ‘

grade and program language use perceptions fior each away-from-scho6l situation.

Since it was not possible to develép‘a set of pictures that could be considered

a .

representative of the total social context awayzfrom-school, each picture re-

presents. a g?ffefent out-of-school tontext--the home, a community recreation .

center, contact with the law on the street, the adult, male, world of work.

Each subcontext elicited a different pattern of language use piiifftions.
[ >

Thede was very little grade level difference in the number of subjects

/ ~.

who said that French would be used in the home situation (Figure 11). How-

ever, program-differences were significant with English stream pupils in f

© 4 -

grades 3, 4, 5 and 6 seeing this as a French si%uation more often than theﬂ%

immersion taught peers (éee Table 4). However, this finding was reduced with

) . b /

- i

o a . s - |

\\ | | : iy /
" ]
|
f

IR —— . —
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Figure 11

f Students to Perceive French as the Language of Use

¢

in Picture 9 by Grade and by Program
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Figure 13 N ’
Percentage of Students to Perceive French and/or English

as the Language of Use in Picture 10 by Program and Grade 8
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Figdre 14
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Figure 15

-

* Percentage of Students to Perceive French as the Language of Use

in Picture 12 by Grade and by Program
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1

each ipccessive grade, nearly disappearing by grade six.

The responses to the -picture showing children sgﬁti:g at the arena (Figure
12).devia£ed markedly from the'others)Ln this cdnte%t. First; only about 8%
of all subjects thought that French would be used in this situation but pro-
gram differences were sfgnificant here with English stream pupils in grades 4,

v

5 and 6 saying this would be the case more often than did immersion pupils.

More . importantly, 29.77% of English stream pupils and 11.5% of immersion

pupils said that English and/or French would be used in this‘situation.\§§§ese

°
Ny

responses are presented in an additional Figure 13 because of their exceptional

N,

status. They are in dramatic contrast to the frequency with which pupils per-
ceived any other picture as bilingualw(é.SZ or less). However, none of the
pupils in the‘English stream at grade five gave this response and this finding

remains unexplained. o

About “40% of subjects in grgéeéué, 5 and 6 thought thg} French wo;ld be
used in the policeman ‘scene (Figur%’lé) while fewer than five percent ;n grades ™
1 to 3 thought this would be the case. - This difference was significant-as were

- e
program differsnces since English stream students again far ou;;ﬁmbered their
immersion taught peers in_seeing this as a French language situation.

About half the subjécts percg{ved the work siEuatioﬁ (Figure 155 to be oﬂe
in which French would be used. Again, Qupils in the higher grades were more in-
clined to see this sitgation as French than we;e pupils in the 16wer grades.
Pgogram differences did not reflect the same pattern as in previous’figure%}
Althpugh grade and program differences are untemarkable for this plcture it

~must be noted that‘thi; situation was.perceived as a French lanéuage situation

much more often than any of the others in this context, suggesting at least that

the language of construction labor (as possibly contrasted with pfofessional or

<
‘
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white collar occupations) is perceived by anglophone punils in Quebec as French.

. «~The findings obtained with the projective instrument must be
l
interprgted with caution. They are best seen in the light of observational data

)
earlier since the purpose of using the instrument was to try to obtain

-

perceptions on linguistic norms.

he results appear.to confirm the observation that language use in the
) S

clasproom in Park School constituted a clearly defined situation. This was

par‘iﬁularly evident for grades one and two which were all dgy'immersion. The

v
A .

reduction, at grade three, in the number of subjects perceiving in-class situa-

2

tions as French may reflect the fact that immersion programs intraduce a half- t

day of English at this level. When responses to the picture in which the teacher

¢ '

was out of the classroom (Figure 4) are compared to those obtained for the picture

n .
-

()‘
showing the teacher in the class (Figure 3),“it is suggested that the presence
-k N

of the teacher is required for§§n~class situations to be defined as French in
Y ’

language use. This finding was unexpéﬁted, since pupils in grade two, especial~

ly, had been observed to use French informdally with each other whether or not

+

the teacher was present.

Program differences in language use perceptions for in-class situations do

not reflect the exteht of actual curriculum difference between programs, hoyn
ever, immersion pupils did perceive these situations as.French more often than
did English stream pupils. A; English stream classes only receive about an
hour of Ffénch per da&, their language use perceptions may be affected'gener—
altly b& the interactional context of the school or.éy their‘knowlgdge aboug im-
mersion programs. Unfortunately, we do not h;ve English stream data fg; grade§

-

one and two to make the comparisons in this regard., ’ §
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It was thought that students' pérceptiogs of lgnguage use outside the
classroom might be very mixed re%lect?ng their perception of theéé situations
as linguistlcaily ambiguous. This was not the case. Language use perceptions
in each situation showed that students perceived the out-of-class context as
English.. ~

Despite thg efforts of a few teachers to promote immers}on program goals
by using French with immersion pupils outside the classroom, by trying to main-
tain French language use reiationships with former bupils and by -protecting
immersion pupils from the knodlédge that the teachers could‘épéak English, the
test results‘éave no indication that these efforts influenced ﬁupils in the
Qgsired ways. Pupils did not perceive out-of-class sitﬁations as French or as
bilingual. Perhaps more influential was the fact that teachers seemed to ex-
perience themost role conflict outside the classroom. Immersion teachers, in
particular, vere caught between immersion 1angua§e use rules and “rules" that

had been constituted by the interactions of the teachershin the school , which

were based on societal language use rules. In the faée of conflicting norms and\

. \
as part of the effort to manage conflict teachers were repeatedly observed not

&

to use any language at all in front of pupils, giving the impression that erncof
phones and anglophones did not spe;k to each other at all. The fact-that many”
j%udents conceded that two teachers outside the school building might be using
French (Figure 8) while two inside were viewed, as using English, raises the
question as to whether or not students saw the use of French between teachers
in the school as suppressedf Certainly, they saw English as predominant.

There was a greater ﬁendency for English stream ﬁupils than immersion

pupils to perceive out-of-class and away-from-school situations as French.

" There are several possible explanations, although all are.tentative,

~

»
e e e
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Immersion pupils are exposed to daily shifts in the use of language over a six

year period. They see language change by person apd by situation continually.
L P

They are not exposed to bilingual situations or to teachers who use Janguage

bitingually, although the' goals of the program are to make the student bilingual

o

and to promote linguistic integration. Through the inherent contradictions
contained in teacher interaction immersionétuéentsmay be taught more than

3
Eﬁglish stream pupils about the "two solitudes" reality of the society in
which they live. English stream pupils, for their part, may be more écutely ’
aware of the "French Fact" of Quebec. Their relative incompetence in French may
cause them to "hear" it more when it 1s spoken, leading them to perceive more
”French to be u;ed than their immersion taught peers. Immersion pupils, under-
standing it, may not hear it in the same distinctive way. Analysis of program
differences of the French and/or English responses contained in Figure 13

"

suggests that immersion pupils do not "see' groups as ethnolinguistically

1

mixed or as characterized by the use of both languages.

6

A comment is due in reference to Picture 12, "the world of work” (Figure
15). The intention wés to portray adults in a status relationship at work in
order to assess studeﬁts' perceptions the rules of language use in such a rela-
ti‘nship. Analysis of subjgéts.spontaneoua comnents during testing showed that
they did not respond to the separate elements of "boss" and "worker'" but rather
rgacted to the work situation itself with over 50% of subjects seeing the situa-
tion as a whole and as French. It is suspected that this picture was responded
to in terms of social class, an issue not intentionally explored‘i; this study.
Since most of the subjects came from white collar or middle professional fam- \\
ilies, a work situation depicting professional worﬁing relationships might

have elicited very different language use perceptions.
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CHAPTER FOUR
SUMMARY AND DISCUSSION
This study dealt with-teacher interaction in an im;nersion school in

Montreal. The purpose of the study was to determine the extent to which the
interactions of an ethnolinguistically mixed teacher group influence the attain-
ment of social objectives of immersion programs. The influence of teacher in-
teractions on students' perceptions of language use norms was also explored.
Pthnographic methods were used to investigate the patterns and social functions
of teacher interaction in a typical inul;ersion school staffed by nine immersion
teachers\and four English stream teachers. Projective techniques were used to
assess the language use perceptions of 60% (N=176) of the students, selected

from each of six grades and from:both the immersion and English streams.
The first chapter reyiewed the socio-his‘torical‘ background of the language
issue in Quebec in order to describe the social climate that prevailed when

immersion programs first began and to describe the social context in which the

present study was carried out. From the standpoint of this study, important

. changes have taken place in Quebec over the last 20 years in the relation-

ship between the anglophone and francophone groups. Francophoﬁes havé gained
political powef and control in eco?omic, educational and other spheres.of the
society. Francophcnes have also come to occupy lmportant positions previously
held by anglophones. An important and related change has taken place in the
rules of language use between members of the two groups. Although Quebec society
is still in transition and shifts in socilo-economic power are not,yet complete,
the traditional patterns of language use have be[en disrupted. Whereas in the
past the English language andl culture predominated in intergroup contact, de~
splte the-;nglophones' numeri.cal inferiority, now anglophones increasingly find
that the use of French is a necessity ‘for living and world.né in the province. :

-,
v
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The question of change in the traditional pattern of language use between

francophones and anglophones was reflected from the outset in the social

objectives of immersion programs. A stated aim of immersion programs was
to improve relations between the groups through the development of bilingual-

ism in anglophone children. As the present study illustrates, in practice

the stated social objectives of immersion programs were undermined by pat- ‘

T

terns of teacher interaction and this was also evident in pupils’ perceptions

4 \\

! of linguistic norms.

‘ The theoretical premises of this study were also set forth in the first
B ! . chapter. These premises are derived from conflict theory in interethnic ’
group relations, from theory of interaction in formal organizations, and from

previous studies of teacher groups. According to conflict theory, interaction

between members of different groups is thought td work towards the maintenance

. ~ ~

of social equilibrium. Social change is resisted as is 1its attendanF disrup-
tion of equilibrium (Paulston, 1977b). When a member of an organization is
faced with conflicting norms and experiences role conflict, he/she has to make
a choiée as to which set of norms will be complied with and ‘which sét will be
‘violated. When normative violations inevitably occur,' then the cohesion of
the egtire group is threatened and Ehe risk of open conflict i1s heightened.
Reactions then geqd to counter thils threat and may act to protect the haFmony
of the group but may not be directed towards the attainment of formal organi-
a zational goals that are ostensibly shared by all (Johnson, 1960). These pre-
mises are relevant to the study .of teacher interaction in an immersion school--
a school in which the stated social objective is to foster linguistic integra-

\

- A .
tion--because the functioning of an organization depends on its ability to

adapt to changes in the organization. They are relevant because it is important

[N

& - . . \
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for elementary school teachers to believe that all members of the teacher

group share the same perspectives towards educational goals, to believe that
- /o .

they are cooperative pgople and to perceive the teacher group as ‘an harmonious

s

one. In particular, teachers feel they must project a cohesive image to out-

siders (Corwin, 1965; Lortie, 1975). \

s ; Ky

In the presen€ study ﬁhis theoretical perspective was coupled with the

9

use of ethnogrdphic methods (ﬁehan, 1978; Wolcott, 1970) as described in the
. / ’
second chapter. /This approach permitted the investigation of a number of

interacting variables, sometimes referred to as the '"teacher variable'. This

a

term is an oversimplification since interest was given in this study to the

’
;

nature of the relationship of teacher interactionm to the broader social con-

text and to the way the particular arganization of the immersion school 1s
< L] '
\
an important ﬁeterminant of teacher interaction patterns. 'Teacher inter-

action was seen as one part of the bilingual education process, reflecting

societal processes on the one Hand, aqd encroaching on -educational outcomes

on the other.
Four questicns were explored in this study. The first three questions
related to the patterns and functioms of teacher interaction. The\fourth\

question concerned the influence of teacher interaction on students' views

of' language.use.

First, it was expected that teachers would be found to experience role

% i

conflict due primarily to an absence of shared perspectives towards immersion
programs. The source of conflict was thought to lie outside the school, however.
Since teachers in the immersion school were members of different ethnolinguistic

groups, they were also thotight to be subject to conflicting sets of norms. It A,

.

é
was anticipated that societal norms governing the relationship of anglophones

*
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to francophones would be at odds with professional norms fhat promote harmony

-

in teacher groups. Moreover, these differences were thought to be reflected

in theé“school and accentuated by the fact that the immersion school was

~

divided into teaching streams that paralleled social divisions between the

[

groups in the larger society. o

.

The second and third que;tions pertained to the social functions of
teacher interaction in the formal and informal contexts of the school respec- .
tively. In each context,'it was expected that patterns of teacher interaction
would be found to have a conflict magagement function because of teachers' role

conflict and because of thé potential for intergroup conflict capsed by in-

herent divisions in the school.

Finally the study investiga;ed vhether teachers' interaction patterns .and

%

use pf%language would be reflected in students' perceptions of language use

norms in the school and would possibly influence the development of students'

general language use norms.

The major finding in relation to the first three questions was that teacher

interaction functioned in the formal and informal contexts tg manage teachers'

. .

role conflict in order to preserve harmony in the group, In particudar, the

interaction devices used by teachers towards this end contradicted the stated

N .
aims of immersiod. The main devices, which were the predominant use of English

and the use of silence, ﬂEIped the 'teachers to avold exacerbation of role con-

Flict and prevented tensions in the group from disrupting all semblance of

’

cohesion. English and French were not used interchangeably although most teach-
ers had the linguistic capability to do so. Instead, silence was used, espeéially

by immersion téachers, indicating that it was the use of French that was sup-

pressed. - However, silence was also used by both groups of teachers in order
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to project a cohesive group image when outsiders were present in the schopl.

» . la
These interaction patterns were reinforced by the formal and informal ory

. : /
ganiz&tion of the teaclier group, which tended to keep anglophone and franco-

phone teachers apart and to maintain the separate use of English and Frénch.
The interaction patterns were also manifestations of the existence among the

teachers of a tacit agreement to allow the traditional language use norms of

a

the society to prevail in order to promote harmony.

1

Paradoxically, the norm of group harmony which is common to all teacher

’) @ B
groups ser:vedg_ﬁ undermine the paramount social goal of immersion programs
7 v ! " .

c g o 1
which is linguistic integration at the larger social scale. Hypothetically,
teachers could have interacted in compliance with emerging language use norms

which promote linguistic integration and which atre represented by the social

¢ v >

6bjectives of immersion programs. However,. such interaction would ‘have forced
’ i

. English stream teachérs to lend support to the ver‘y social changes that they
resisted. The alternative was to violate the emerging la'nguage use norms
(immersion norm;) and to act in accordance with outdated but still intermalized

~~rgocietal language use norms, norms that maintain the separation between anglo-
phones and francophones and favor the predominant use of En‘glish in mixec{
groups. The teacher group in t(he immersion school did not interact in a
linguist:f.cally integrated way due to the need to promote social harmony.

Although théir interactions demonstrated basic social processes that might be

modified by idiosyncratic differences eslsewhere, they remain reflective of

socilal processes in'Quebec. _

To-elaborate in reference to the first question, immersion and English

stream teachers did not agree about im\srsion program cbjectives nor, did they

»

see the instructional outcomes of immersion in the same ways. Immersion teachers

¢ o
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generally viewed immersion programs in posit:ivey terms ‘and sought less English
0 " N @
instruction for immersion pupils. Conversely, English stream teachers thought

that immersion programs were harmful and that the participants' English lan-
8

’

° pguage skills did not receive enough attention. These attitudinal differences
were mirrored in “teachers’' opinions about thé growth of the immersion program

in their school ang they were also reflected 'in statements indicating the

teachers' discomfort with divisions in the teacher group. English stream

teachers were vocal about their resistance to further changes in and out of

| ) | | |

school. . . - Kg

It was found that controversial issues relating to pol}tical" or pedago-

! gical concerns 1aised during staff meetings brough't teachers' differencfes to

the forefront. The manner in which teachers inferacted is the formal context

.
a

served to control the increased conflict that these situations caused and to

a

reestablish equilibrium. Towards these ends, English predominated and silenge

©

was used to avoid open disagreement.

~

In the informal ‘context, the presence of teacher subgroups based on

ethnolinguistic group wembership and age i‘eplicated the structure of the society

_with which the teachers were most familiar. This alt'angement clarified the
rules of language use and provided a kind of legitimacy to the lack of inter-
action between anglophone and francophone teachers wtien they were gathered

informally, usually in the staff room. At these times, teacHers were isolated

~

from students and from the clarity of language use norms that prevailed when

teachers were alone with pupils in their classrooms. Hpwever, the degreeu of

‘harmony that the informal.subgroup structure brought about was nlost when ‘teach-

a

ers had to meet in front of students. In these instances, English predéminated
! \

or silence was used to avoid code switching. Fog\ immers'ion teachers, switching

¢

. . , ’ : -
: . - .
/ ' . T 4
.
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from French to fﬁgllsh in front of pupils would have m2ant departing from the -
; ‘' t." M "O

h

immersion teaching rule that emphasizes the necessityv’ of geveloping French

. u ¢ -

speaking relationships with immersion pupil's. For English stream teachers

“switching from English to French would have implied agreement with the

0

social objeptives'of immersion programs and would have made these teachers
party to the social changes that they were resisting. Thus, the "traditignal

’ ¢
. , oo 4
language use rules of Quebec soclety were relied on in order to manage con-

flict and to guide interaction. -

.

The role,played by the,pfincipal was critical to the continued functioning .

of the school. The principal acted as a mediator between the teacheré and the

S

disruptive influence of outside events. Outside events raised controversial
5y '
issues that reminded teachers of their differences and of the fact that they

B -

could not really live up to the norms of their profession. The principal offer-

.

ed .to protect the teacher group as it was and to prevent further changes from
taking place in the school. Thatsis, the principal's actions were designed to

> i
maintain equilibrium. However, in doing so she was also prevented from taking
any action that would add suppdrt to immersion program social objectives since

such action would have plaEed her on the side of the immersion teachers and

1
3

would have caused'further division in the teacher group. The principal was

-

thus permitted to exercise her authority in a seemingly democratic manner. Her

wishes were met with easy compliance by the teachers, apparently in return for

the help that they received in handling the incredsed conflicrt brought by out-

v

side pressures.
How students perceive the operation of linguistic norms in the school and

how these perceptions might affect the development of their general language

use norms were the specific concerns of the final part of the study. The~ .

’

«~
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suggestion underlying the question was that the interactional context or
climate of the school may influepce pupils in ways tﬁat undermine the achie;e—
ment' of the stated aims of a program of instruction because‘pupils may be
more sensitive and responsive to impliait messages contained in teacher
interaction than they are ro the overt and well-intentioned efforts of some
teachers to.foster the programtg goals;

The results obtained from an analysis of grade and program differences in
students' language use perceptions in three contexts——in-the—cla;sroom, 5ut~ -

. ~

of~the-classroom, and away—-from-school--generally supported expectations raised

by the observational data. However, the major finding was unexpected. Specific-
‘ally, very few students (127 of the total sample) perceived French as the lan-
guage ofluse out-of-the-classroom. Also, grade and prograg differences in

this regard were imﬁerceptible. It had been'expected that immersion pupils in

the lower grades, at least, would perceive Frernch as the language of use in
, ' < I
this context since it was their teacheré\ﬁﬁb\used French with pupils while

%

outside of the classroom. In contrast, over half the sample perceived French
~

as the language of use in-the-classroom. In this context, students in the
lower grades and immersion students in all grades outnumbered others in the
frequency with which they perceived French to be the language o(luse. These
findings were in line with observations of 'teacher interaction. Similarly, ‘
and again in contrast to percept%ons of language use out—of-the-classroom,

nearly 307 of the sample perceived French as the language of use away-from-
sc%ool. In this context, however, students in the highe{ grades and English
stream students in particular, outnumbered others in the frequency with which

they perceived French as the language of use. .

Students' views of langua%é use in the school suggest that teacher inter-

action in immersion schools may result in students' learning that French and
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English are kept separate, that English predominates in important situations,

N ’

that Eknglish is used in superordinate-subordinate interactions and that anglo-

3

phonés and francophones do not speak at all when they encounter each other in-

formally. . ‘ l oF

D)
» |
0

The finding that immersion students in the highet grades perceived French
to be used ouﬁ—of—the—classroqm and away-from-school less often than did
English stream students suggests that teacher interaction may communicate
9 lg.. .

cultural differences and ways to maintain those differences. Moreover this

may be the case for immersion stream pupils more than for English stream

7

pupils since immersion pupils are exposed daily and over & six year period . Eﬂ

D>
P

to situational shifts in the use of language and to the separatidn of lan-

1

guages by subject and by teacher. Thus, these ‘findings confirm those of !

~

Genesee and Bourhis (Note 1) sifce it appears™that immersion pupils may be

A

less influenced in the desired ways with regard to‘theﬁintegrati&e goalszof

the program than a¥e their %ﬁﬁuish taught peérs whose experience with immer -
gion programs is less direct and of a {iﬁferent order, éertainly, the findings
indicated that these processes are complex and not simply due to such

* [

organizational factors as a heavy emphasis on Eﬁélish languége iﬁstruction ‘

' - *

after grade two, despite the implicit importance that this arrangement accords
&

to English lé%guage maintenance.
i

The findingslof the study ih general and those obtained with the projective
a J 0

. $ N
., instrument in particular, have important implications for bilingual education

e s

policy and planning. First, conscious gfforts to effect change in’ the Inter-

[
- ~

actional context of sthe school and conscious efforts to communicate the desired "
v N :

social outcomes of a program of instruction may not be effective. The findings

also suggest that positive instructional results are not, in and of .
~

themselves ;ndicative of integrative outcomes of bilingual education. For

e ———m
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students seem to be hlghﬁy sensitive to implicit messages contained in the

-

interactions of teachers who are memBers of difﬁerenf ethnolinguistic groups.
In the presemf study, students seem to have pércﬁlv%&\ﬁeachers' tacit ap-

. e .proval of the codtinued dominance af the English language and culture in

S Py . -

the school. The results therefbfe suggest'tQFt immersion pr{grams cannot

be expected to alter the development of sthents' general language use norms
,v‘, N ’ - \ .
in ways that reflect the stated social aims of the program.

n v
. The present study also brings to :light: the importance of the organization

Iy

of the bilingual school in achieving the overall bilingual education_goal'ofg

improving relations between speakers of differeﬁt groups. This is so in
immersion as well as in other types og bilingual settings since any school
with-an ethnolinguisticaily mixed staff group has the inherent potential to

give rise to similar interaction patterns as were found here.

Y

A related implication also raiséd by the-present study has to do with the
dilemma surrounding the importance of bilingual role modeling in achieving

bilinrgual education goals. The dilemma is contained in the contradiction be-

b ]
tween the need for teachers to use the' target language with pupils in order '

to maximize exposure to that language so that instructional goals will be

> r

achieved and the need to present pupils with bilingual role models so that they
© will learn to view the relations between speakers of differeht groups as marked

by ‘ease in the use of both languages. The exclusive use of the target language

\ v

in the bilingual school prevents teachers from acting as bilingual role models

~

and thwarts any inclinations that teachers might have to behave in accordance
¢

with emergent language use norms.
The findings of this, study support Mehan's (1978) definition of constitu-

tive ethnography and analysis of social structures as interactional accomplish-

<

ments. The social structure that was accomplished through teacher interaction

°

_ a

/
/
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. for interaction arzived at through the interaction process in order 'to man-
Toue -
Nt g

_ their intetpretation of events ip and out of, the organization that determine

-could be like. It maf\bg that the climate of immersion $chools presents to

B2 .

o .

o . .
studied was one that resulted in the predominance -

in the immersion sqpsé

-9

’

.
nd culture. This was not a consclous agreement nor
S L . .}\\

of the English language
was_ it due to formal polick. Rather, it was an implicitly‘agreed updn ”@ile”

N
A ¢

age conflict, In time the harmony brought aboﬁ% by these "rules'" may itself

’
o

become a source of conflict and instability since Quebec's d%-going,sociaL

¢ ' N

changes are traneforming the tradftional idteraction patterns, making ad-
¥ ) * / .
herence to such rules ingcreasingly anachronistic. '

¢

. " While indjviduals may act within the framework of an org?nizationuéf is*
11

¢

/

N

action. Interaction in the foEpal and informal contexts of the immersion

school ultimately functioned* to maintain ethnolinguistic boundaries, social

AN . . . .
distance and peace. The need to maintain equilibrium found expression in

o

the school's emphasis on the maintengnce of the English language and culture.

This emphasis provided subject matter for group discussion and am "objective"

.
’
“

that ostensibly pertained to all teachers.

1

Despite the consclous efforts of some teachers to further the social
¢ .

.

goals of‘gqsffsion programs, their efforts weré sometimes outrightly thwarted

and at other. times were subtly thwarted, but in either case, these teachers

’

were not successful in producing a &chool climate that would makes the immersion
~
|
school a place for students to find out what a linguistically integrated society

N ! - \

. T
students an outdated version-of the wider soclety in which they live. Language,

]
use noris that are in reality no longer widely held may persist in the immer- *
sion school in an exagéérated way, creating a kind of cultural lag rather than

f"‘\ . .
promoting the social change that these programs were intended to bring about.




P}

7

. : 188

° % 4 REFERENCE NOTES

o

1. Genesee, F, & Bou;his, R. Changing language norms d4nd language use in

1 Montreal. A report submlitte'd by the Lnstruyctional Services Department

to The Protestant School Board of Greater Montreal, March, 1979.

.2. Melikoff, 0. Account of the development of the first early immersion

3

program in St. Lambert. In W.E. Lambert & G.R. Tucker, Appendix A

The biliflgual schooling of children: Tne St. Lambert expe}iment.

.

Rowley, Massachusetts: Newbury House, 1972..

3. Statistical Report of the Protestant School Board of Gteater Montreal,ﬂj.é?&

Al s

4. Statistical Report of the Protestant School Board of Greater Montfeal,'l977.

5. Government gf Canada,’ House of Commons Debates,.October 8, 1971.

. . &
6. Description of French Immersion Programs. Report of the Protestant Sechool

\
Board of®Greater Montreal, 1977. —\V/

-

@
7. Genesee,_F., Mofin, S., & Allister, T. Evaluation of the 1973-1974 Grade 4

.

French immersion class. A reéport submitted to the Protestant School

\ ]

Board of Greater Montreal, October, 1974. : " ‘

' ]

8. Cameron, C.A., Feider, H., & Gray, V.A. Academic and linguistic achieve-

- 4 )
ment in a total French immersion elementary curriculum. P'aper pre-

sented -at Canadian Psychological Association Convention, Quebec (City,
1975. | ' 3
9. Geneseg, F.o Evaluation of English writing skills: Students after six
. P
years of French. Montreal: Protestant School Board of Greater Montreal,

1974.
10.‘~’ Hamayan, E. French oral productioh and awareness of errors by English
children educated bilingually. ' Paper presented at TE:SOL‘convention,

New York, 1976.




‘ 189

11. Genesee, F. The suitabilicy of immersioﬂl programs for all children.

+

Cﬁfriqulum Department, Thé Protestant School Board of Greater
] v

Montreal. nger presented at the Research Conference on Immersion
\ ;

tducatio_n for thé Majority Ch.ild, Yontreal, November, 1975.

12. "Bruck, M. X longitudinal evaluation of the suitability of French immersion

3

programs for the langt'xage disabled child: Progress from kindergarten
- 64

through Grade I. McGill-Montreal Children's Hbspital Learning Center,

: Mimeo, July, 1980.

~

, ¢ - .
13¢; Lambert, WK The social psychology of language: . A perspective for the

1980's. McGill Mimeo. Paper presented at the International Confer-

ence on Social P“sychology and Laﬁguagé; Bristol, England, July, '197)9.
LY * 4 ' '

o~ * ‘ [d ,
14, garenne, H. The interaction of teachers and administrators in an American

high school: Rhetoric\ and Praxis.. Presented at the Conference on

Culture and Communication, Temple University, March 9-12, 1977. Mimeo.

o a

15. The kindergarten teacher is rarely mentioned in this discussion because

the séheduling of her classes differed from the others making it im-~
possible for her to join the other teachers often.

¢




5

o«

, r
! ¥ x
. ") : 190
v . ¥
. ) : - REFERENCES
.‘ . | “ ‘ . . .
Andérson, C.AYY Socn‘éology of edycation in a tomparative fiamework.
4 b )
t - International Rev

&ew'o§ Education, 1970, 16, 147-160.

) Y
Les inso&}ences d

u Frére Untel. «Montreal: Les éditions de
LY D - el v
‘1'homme, 1960. '

, Anonymous,
‘LI"

Queen"s Wniversity Press, 1980. '

Barik, H.C., & Swain, M

?,

Y
s
Three-year evaluation of a large scale early grade

25, 1-30.

<

French immersion program: The Ottawa study., Language Learning, 19}5,

. /
\

3éll, R.R., & Stub, H.R. The sociology of education: A sourcebook. Homewood,

Il1linois: Dorsey Press, 1968.

» RPNy p
ﬁilingual education: Current perspecti\{gs (5 Vols.). Washington, D.C.: Center
B \ for Applied Linguistics, 1977.
Blom, “J.P., & Gumperz, J. Social meaning in li’n;uistic structures: Codeﬂ
switching ‘in' Norway. In JJ Gutperz & '‘D. Hymes (Eds.), Directions in
' sociolingv::istic‘s: The eth‘nograLhLof communicakt’ion. New York: Holt,
- Q{ineh;rt & Win;ton, 1972, ‘

"
<y R

[

Bogdon, R., & Taylor, S.J. Introduction to qualitative research methods. Toronto

John Wiley, 1975.

-Boocock, S.5.  The school as a social environment for learning:

Social organ-
ization and micro-social process inediucation.

Sociology of -Education,
= 1973, 46, 15-(:350.

N
’

. @ .
.Bruck, M., Lambert, W.E., & Tucker, G.R. Bilingual schooling through the
elementary grades: The St. Lambert experiment at grade seven.

Language
Learning, 1974, ﬁ_, 183-204. - \
v " :

Arnopouloes, 5.M., & Clift, D. The English fact in Quebec. Montreal: McGill~
© |

Y

«

i

¥

-



E\Y

§

) .
Y ' 'Y - . -

. . - 191 '
3 ’ . - +
’

Bruck, M., Lambert, W:E., & Tucker, G.R. Cognfrive consequences of bilingual

schooling: The St. Lambert Project through Grade.six. International

.

Journal of Psvk:holinguistic Research, 1976, 6, 13-32.

N
¢
v *a

Bruck, M., Rabinovitch, M.S.,& Oates, M. The effects of French immersion \\\
»
programs on children with language disabilities - A preliminary report.

Working Papers on Bilingualism. Toronto: The Ontario Institute for Studies

in Education, 1975, 5, 47-83.

Bruck, M., & Schultz, J. An ethnographic analysis of the language use patterns

+

Oazg bilingually schooled children. Working Papers omn Bilingu‘alaism.\h Toronto:

The Ontario Institute fot Studies in Education, 1977,‘ 13, 60-87. ’ -

hd - .

Buteau, M. Retrospective 0\? the Parent report. McGill Journal of Education,

o

1972, 7, 189-204.

N

¢

.

/
Campbell, R.N., Taylor, D.M., & Tucker, G.R. Teachers'views of immersion-~type
N bilingulal programs: A Qaebec example. Foredgn language Annals, 1973, 7, .

[ X}

106-110. LN . .- .

Coheb A, A soclolinguistic approach to bilingual education: Experiments in
= .

the American Southwest. Rowley, Massachusetts: Newbury House, 1975.

Cohen, A. Successfui immersion education in North America. Working Papers on

Bilingualism. Toronto: The Ontario Institute for Studies in Education;

1975, 5, 39-46.

Cohen, A. The Culver City Spanish immersion program: The first two years.

The Modern Language Journal, 1974, 38, ?5—103. e

then, E. Design and redesign of the desegregated school: Problems of 'status,

[ “

power. and conflict.” In E. Aronson (Ed.), Desegregation, past, present and

\ [} .
future. New York:. Plefilum Publishimg Company, 1979. .

Coleman, H.S. Social climates in hdgh schools. Cooperative Résearch Monography

4, Washington, D.C. U.S. .Department of Health, Education and Welfare,

N
.

Department of Education, 1961. . T

! - 3

"
k]




bagz?

: , ' ' ' _ Lo .192

b
-

Coleman, J.A. The concept of equality of educational opportunity. Harvard

o
: »

Educational Review, 1968,.§§, 7-22. .

Conn, L.,'Edwards,‘C.N., Rosenthaly, R., & Crowne, D. Perceptions of emotion .
and response to t;acher's expectancy by elementary school children. :
Psycholoéléal Reports, 1978, 22, 27-34, . .

3 ) ’

Corwin, R.G. A sociolopgy of education. New York: Appleton-Century Crofts,

1965. .

-

Cremin, L.A. A history of educatioﬁ in American culture. New York: Henry °

.

L S
Cummins, J. Linguistic interdependence and the educational development of

Hoit, 1953.
¥ k

bilingual children. Review of Educational Research, 1979, 49, 222-251.

\

Czikd, G;Y The effects of language sequenciﬁé on the development of bilingual

reading skills. The Canadian Vodern Language Review, 1976, 32, 534-539. |

Dreeben, R. The nature of teaching. MGlenvie%, Illinois: Scott Foresman, 1970.

o

Fishman, J.A. .The social.science pérspective.\ In Bilingual education: Current

]

perspectives (Vol. 1). Washington, D.C.: Center for Applied Linguistics,

1977.

Frasure-Smith, 'N., Lambert, W.E., & Taylor, D.M?,\Choosing the language of
instruction for one's children: A Quebec study. 'Journal of Cross-Cultural.

| -

%n

Psychology, 1975, 6, 131-155.

Gardner, R.C., <& Lambert, W.E. Attitudes and motivation in second language

@ tr

o

learning. Rowléy, Massachusetts: -Newbury House, 1972.

N

Gendron Report (Book II): The ﬁosition of the French language in Quebec

language rights. Montreal, December 1972.

Genesee, F. A lonéitudinal evaluation of an early immersion school program.

Canadian ﬁournal of Education, 1978, 3, 31-50.

-




, - ‘ 193

»

Genesee, F. Scholastic effects of French immersion: An overview after ten

years. Interchamge, 1978/1979, 9, 20-29.

'

Genesee, F. S?ond language learning and language attitudes. Working Papers

on Bilingu/alism. Toronto: The Ontario Institute for Studies in Education,

-

1978, 16, 19-42.

. i

Genesee, F., Polich, E., & Stanley, M.H. An experimental French immersion
AN
program at the secondary school level--1969 to 1974. The Canadian Modern

\

Language Review, 1977, 33, 318-332.

Gerard, H.B., & Miller, N. (Eds.). School desegregation. NewAYork: Plenum,

Press, 1975.
Gottlieb, D. Teaching and students: The views of Negro and White teachers.

Sociology of Education, 1964, 37, 345-353.

Greenberger, E., & Sorensen, A. Interpersonal choices among a Jjunior high

school faculty. Socilology of Education, 1970, 44, 198-216.

Gumperz, J.J., & Hymes, D. Dire\ations in sociolinguistics: The ethnography

of communication. WNew'York: Halt, Rinehart & Winstom, 1972.
, (

Halpin, A.W., & Croft, D.B." The organizational climate of ‘schools. Administra-

tor's Notebook, 1963, 11, 1-4.

Henchey, N... Quebec.education: *(l'he unfipnished revolution. McGill Journal of

[l

Education, 1972, 2, 95-118.

Hymes, D. (Ed.). Language in culture and ociety. New York: Harper/& Row,

1964. | .
Hymes, D. Models of fhe interaction of language and social life. In

~J.J. Gumperz & D. Hymes (Eds.), Directions in sociolinguistits: The ethno-

graphy of communication. New York: Holt, Rinehart & Winston, 1972.

Jackson, P. Life in classrooms. New York: | Holt, Rinehart & Winstom, 1968.




194

B

A systematic introduction. New Yerk: Harcourt,

Johnson, H.M. Sociology:
) . A

Brace & World, 1960.
Lambert, W.E., & Tucker, G.R. The bilingual education of children: The

St. Lambert experiment. Rowley, Massachusetts: Newbury House, 1972.
Cognitive and attitudinal con-

y Lambert,-W.E., Tucker, G.R., & d'Anglejan, A
sequences of bilinégal school: The St. Lambert project through grade five.

3 Journal of Educational Psychology, 1973, 65, 141-159.
Lortie, D.C. échoolteacher: A sociological study. Chicago: The University

of Ch‘ic_agp Press, 1975.
Lower, J.A. ‘Canada: An outline history. Toronto: McGraw—HilJ:’/f(yerson, 1973,

Lutz, F.W., & lannaccone, L. Understanding educational organizations. Ohio:

Charles E. Merrill, 1969,
Lysons, H. The language question and Quebec education. In T. Morrison &
Reforms and alternatives for Canadian education.
!

A. Burton (Eds.). Options:
\

Montreal: Holt, Rinehart & Winston, 1973.
1

MacDonald, F. The hidden curriculum: Its impact on learning. Canadian Society
) \
|

of the Study of Education Bulletin, 3, 1975.
Mackey, W.F., A typology of bilingual education. In J.A. Fishman (Ed.s,
- Mouton, 1972.1

Advances /in the sociology of language II. The Hague:
/ - |
Mackey, W.F./ Bilingualism as a world problem. Montreal: Harvest Hous‘p, 1967.

H. Two solitudes. Duell, Sloan and Pearce, 1944.
Harvest qioluse,

MacLennan, .
f
Magnuson, R. A brief history of Quebec education. Montreal:
/
1980.
. v
Education in the province of Quebec. “Montreal: McGill, 1971.
reta-~

4
J
i

Magnuson,’ R.
Magnuson, R. The decline of Roman Catholic education in Quebec: Interp

tion§‘[ and explanations. (Culture, 1969, 30, 192-198.

/
{
{
|
i

!



S

&
’
1 . v,
195
‘ ~N - ° v N
- - 1y . i :
Martin. W.B.W. Canadian Education. Tcronto: The MacMillan Co. of Canada,
: ¢ Q *
1978. o )
. \‘? , o
Martin, W.B.W. The negotiated order of teachers in team teaching situations. ,
Q Z ~ -
Sociociogy of Educationm, 1975, 48, 202-222. .
Martin, W.B.W. The negotiated Brdqr of the school Toronto = The MacMillan

Co'mgarative

of Canada, 1976.

Co.
Anthropological approaches to Comparatlve Education.

*Masemann, V.

L

Education Review, 1976, 20, 368-380.
Mead, M. Letters from the field. New York: Harper and Row, 1977.

»

°

Mehan, H. ,Ethnography. In Bilingual educatiom: Current perspectives (Vol. 1).

ASN

,
1

WAshingto}x, D.C.: ™~ Center for Applied Linguistics, 1977.

¢

Mehan, H. . Structuring school structure. Harvard Educational Review, 1978

T 48, 32-64. .
* - 4
Parker, L.L. Current perspectives. In Bilingual education: Current per-.

.spectiveg (Vol. 5). Washington, D.C.: Center for Applied Linguistics,

. 1977. ; .
Paulston, C.B. Research. In Bilirfgual education: Current Perspectives -

a

(Vol. .2). " Washington, D.C,: Center for Applied-Linguistics, 1977.
Paulston, C.B. Theoretical perspectives on bilingual education programs

Working Papers on B/ilingualism. Totonto: The Ontaric Institute for Studies

in Education, 1977) 13, 130-169.
Paulstan, R.G. Conf i‘ctiﬂ theories of social and educational éhanJge.

University of Pittsburgh Center for International Studies, 1976.

td

Pittsburgh:
Paulston, R.G. Ethpicity and educational change: A ?riority for Comparative

Education. Comparative Education Review, 1976, 20, 269-277,
The rglation of bilingualism to intelligence.

13
- Peal, E., & Lambert, W.E.

Psychological Monographs, 1962,"76, 546
’ AN




196

Porter, J.A. Soéial change and the aims and problems of education in Canada.

Education, 1966, 6, 101-105.

Porter, J.A. The ygrtical mosaic. Toronto: University of Toronto Press, 1965.

Prator, C.H. Jr. Language teaching in the Philippines. Manila: U.S. Educa-

tional Foundation in the Philippines, 1950.

Report of the Royal Commission on Bilingualism and Biculturalism (4 Vols.).

Ottawa: Queen's Printer, 1970.

Riéhmond, A.H. Ethnic residential segregation in metropolitan Toronto. )

Toronto: York University.Ethnic Research Program, 19;2.
Richmond, A.H. Immigrétion arld pluralism in Canada.‘ In W.E. Mann, Social

and cultural change in Canada. Vol. 1., Toronto: Copp Clark, 1970.

Semeonoff, B. Projective techniques. New York: :Wiley, 1976, .

Schermerhorn;R.A. Comparative ethnic relations. New York: Random House, -1970.

Spilka, I.V. Assessment of second language performance in immersion programs.

The Canadian Modern Language Review, 1976, 32, 543-561.

Spolsky, B. Speech communities and schools. TESOL Quarterly, 1974, 8, 17-26.

Spolsky, B. The language education of minority children. Rowley,

Massachusetts: Newbury House, 1972.

Swain, M. French immersion: Early, late or partial? The Canadian Modern

Language Review, 1978, 34, 577-585. p

Swain, M. French immersion programs across Canada. The Canadian Modern Lan-

guage Review, 1974, 31, 117-129.

Swain, M. Writing skills of grade three French immersion pupils. Working

. {
Papers on Bilingualism. Toronto: The Ontario Institute for Studies in

~ - o

Education, 1975, 7, 1-38.

\

The Montreal Gazette, December 12; 1979. °




197

The Montreal Gazette, June 14, 1980.
‘The New York Times, May 13, 1980.
Troike, R. Reéearch evidence for the effectiweness of bilingual education.

Lid -
National Association for Bilingual Educatiom, 1978, 3, 13-24.

Tucker, G.R. The development of reading skills within a bilingual education

program. In S.5. Smiley & J.C. Towner (Eds.), Language and reéding.
Bellingham, WA: Western Washington State' College, 1975.

Tucker, G.R. The linguistic persbective. In Bilingual education: Current

perspectives (Vol, 2). Washington, D.C.: Center for Applied Linguistics,
~ ~ -
1977,
Velasquez, G.J. Evaluation of a bilingual bicultural education program.

(Ph.D. dissertation, United States International University, 1973)

Dissertation Abstracts Intermational, 1974.\kUniversity Microfilms

No. 73-29, 996)
\

Vygotsky, L.S. fﬁBhght and language. Cambridge, Massachudetts: Massachusetts

Institute of Technologyj\iﬁgg.

West, M. Bilingualism (with special reference to Bengal). Calcugta, 1926.
Williams, J.L. Bilingual Wales' lessons for the language teacher. Times

Educational Supplement, 1963, 229,

1

Wolcott, H.F. An ethnographic approach to the study of school administrators.

°

Human organization, 1970, 29, 115-122,




A

198

3IBLIOGRAPHY

o

Alatis, J., & Twadell, K. (Eds.). English as a second language in bflingual

education. Washington, D.C.: TESOL, 1976. -

Anderson, C.A. -"Sociology in the service of Comparative Education. International

Review of Education, 1959, 5, 310-319.,

Anderson, C.A. Sociology of ediration in a comparative framework. Internmational
»

Review of Education, 1970, 16, 147-160.
==

‘Andersson, T., & Boyer, M. ‘ﬁégingual schooling in the United States. Detroit:

¢

Blaine Ethridge Books, 1978.

K t

Anonybées, ifé insolences du Frére Untel. Montreal: Les editions de 1'homme,

1960. S ‘ N ,

Arnopoulos, S.M., & Clift, D. *he English factl;n Quebec. Montregl: McGill-

Queen's University Press, 1980. -

>

Aronson, E. (Ed.). Desegregationlupast, present and future. New York: Plenum
Publishing Company, 1979.

Averch, H. How effective is schooling? A critical review and synthesis of:

research findings. New York: ' The Rand éorpération, 1972.

, Bales, R.F. Task status and likeability as a function of talking and listening

’ ~

in decision-making groups. Im L.D. White, The state of the social

scilences. Chicago: University of Chicggo Press, 1956.

Barik, H.C., & Swain, M. Threé—year evaluation of a large scale early grade -

French immersion program: The Ottawa study.?® Language Learning, 1975,

[

25, 1-30:

.

-, Bell, é.R:, & Stub, H.R. The sociology of education: A sourcebook, Homewood, .

-I1llinois: Dorsey Press, 1968.

Bilingual education: Current perspectives (5 Vols.). Washinéton, D.C.: Center
for App%ie& Linguistics, 1977. " o/
/ : |
/

)
=
N



199

¢
Blau, P.M. Patterns of choice in interpersonal relations. JAmerican

Sociological Review, 1962, 27, 41-53.

Blau, P.M., & Scott,“.R. Formal organizations: A compafétive approach.

’

San Franscisco: Cﬁahdler, 1962.

@

Blishen,.B.R., Jones, F.E., Naegele, K.D., &'Porter, J.A. ' Canadian society.

> Toronto: MacMillan of Canada, 1971. T

IS

Blom, J.P., & Gumperz, J. Social meaning in lipgpistic structures: Code

switching in,Norway. In J.J. Gumperz & D. Hymes (Eds.), Directions »
- . . ) —_—
in sociolinguistics: The ethnography of communication. New York:

Holt, -Rinehart ‘& Winstom, 1972.

Bloom, B.S. Human characteristics and school learning. New York: McGraw-
o .

Hill, 1976. -
e )

Boehm, A.E., & Weinberg, R.A. The classroom observer: A guide for developing

observation skills. New York: Teachers College Press, 1977.

Bogdon, R., & Taylor, $.J. Introduction to qualitative research methods. o
)

Toronto: John Wiley, 1975. ' ¢

Boocock, S.5. An introduction to the sociology of learning. Boston: ;Houghton

M{llin, 1972. o

[

Boocock, S.S. The school as a social environment for léarning: Social

s

organization and micro-social process in education. Sociology of Education,
1973, 46, 15-50.

Bowman, M.J. Facts and fallacies in educational planning: Perspectives 1in

education and development. International Development Review, 1969, 6

’

v !

3,—7. ’

Brembeck, C.5. Socidl foundations of education. New York: Wiley, 1971.
a r

a
"



| \\\ o © 200
LG _ N ' .

Breton, R. Institwtionaf‘ﬁbmpleteness of ethnic communitiés and the personal
rélations of immigrants. In B.R. Blishen et al. (Eds.), Canadian
8ociety. Toronto: MacMillan, 1971, 51-68.

Bruck, M. A longitudinal evaluation of thé sultability of French immersion
programs for the language disabled child: Progress from kinderg\rten
through Grade I. McGill-Montreal Children's Hospital Learning Cknter,
Mimeo, July, 1986. ° I ‘

Bruck, M., Lambert, W.E., g Tuckér, G.R. Bilingual schooling through the

elementary grades: The St. Lambert experiment at grade seven.

I'd
Language Learning, 1974, 24, 183-204. "

Bruck, M., Lambert, W.E., & Tucker, G.R. Cognitive consequences of bilingual

schooling: s The St. Lambert Project through Grade six. International

,Ul 4
Journal of Psycholinguistic Research, 1976, 6y 13-32. ,

—~

Bruck, M., Rabinovitch, M.S., & Oates, Y. The effects of Freﬂéh‘immersion
. .

programs on children with language disabilities - A preliminary report.

Working Papers on Bilingualism. Toronto:' The Ontario Institute for
Studies in Education, 1975, 5, 47-83. | ‘ ‘

Bruck, M., & Schultz, J. An ethnographic analysis of the language' use patterns

of bilingually schooled children. Working Papers on Bilingualism. Toronto:

The Ontario Imstitute for Studies in Education, 1977, 13, 60-87.

Bullock, C.S., & Braxton, M.V. A before and after study of Black and White

\

student perceptions. Social Science Quarterly, 1973, 34, 132-138,

Buteau, M. Retrospective on the Parent report. McGill)Journal of Education,
[N ~

.

1972, 7, 189-204.
Cameron, C.A., Feider, H., & Gray, V.A. Academic and linguistic achievement in
a total French immersion elementary curriculum. Paper preéented at Canadian

Psychologiéal Association Convention, Quebec City, 1975,

4




]

1

1

¢

Campbell, R.N., Taylor, D.M., & Tuckef, G.R. Teachers' views of immersion-

-type bilingual programs: A Quebec example. ¢ Foreign Language Annals, .

1973, 7, 106-110.

AN
Cohen, A. A sociolinguistic approach to. bilingual educaticn: Experiments

in the American.Séuthwest. Rowley, Massachusetts: Newbury House, 1975.

Cohen, A. Successful immersion education in North America. Working Papers

on Bilingualism. Toronto: The Ontario Inhstitute for Studies in

Education, 1975, 5, 39—46: . . . “

ey

Cohen, A. The Culver City Spanish immersion program: The first two years.

The Modern Language Journal, 1974, 28, 95-103.

)
Cohen, E. Design and redesign of the desegregated school: Problems of status,

power and conflict. 1In E. Aronson (Ed.), Desegregation, past, present and

future, New York: Plenum Publishing Company, 1979.

‘Coleman, H.S. Social climates in high schools. Cooperative Research Monograph 4.

Washington, D.C. U.S. Department of Health, Education and Welfare, o

‘Department of Educaticn, 1961.

Coleman, J.A. Equality of educational op}ortunigy. Washington, D.C.:

Government Printing Office, 1966.

f
2

Coleman, J.A. The concept of equality of educational opportunity. Harvardq

{
Educational Review, 1968, 38, 7-22.

*

Conn, L., Edwards, C.N., Rosenthal, R., & Crowne, D. Perceptions of emotion

and response to teacher's expectancy by elementary school children.

~Psychological Reports, 1978, 22, 27-34.

Corwin, R.G. A sociology of education. New York: Appleton-~Century érofts, 1965.

Costner, H.L. (Ed.). Sociological methodology. San Francisco: Jossey-Bass, 1971.

Cremin, L.A. A history of education in American culture. Ne& York: Henry Holct,

1953.



<\ , 202

Cummins, J. Linguistic interdependence and the educational development of

f 4 a

bilingual children. Review of Educational Research, 1979, 49, 222-251.
Y .

Cziko, G. The effects of language sequencing on the development of Silingual
N

reading skills. Th;\Canadian Modern Language Review, 1976, 32, 534-539.

Darkenwald, G.G. Some effecﬂé\pf the "obvious varigble": Teacher's face and

hi

\\ N ‘V *
holding power with Black adult students. Sociology of Education, 1975,

N
~

,

48, 420-431,
: N
Description of French Immersion Programs. Report of the Protestant School
Board of Greater. Montreal, 1977.

Dreeben, R. The nature of teaching. Glenview, Illinois: Scott Eoreéman, 1970.

. Edwards, J. (Ed.). The social psychology of reading. Silver Spring, Maryland:

Institute of Modern Language, 1980.

Epstein, N. Language, ethnicity and the schools: Policy alternatives for
;) .

* bilingual-bicultural education. Institute for Educdtional Leadership,

. \ . .
Washington: The George Washington University, 1977.

A}

Fergé, S. How teachers perceive the relation between school and society.

Sociology of Educatiom, 1972, 45, 1-22,

El

Fishman, J.A. (Ed.). Advances in the sociology of language II. The Hague:

I

Fishman,\J.A. Bilingual education: An inteenational sociological perspective.

‘ Rowley:\ Massachusetts: Newbury House, 1972.
8 LY
Fishman, J.A. e social science perspective. 1In Bilingual education: Current

perspectives (¥ol. 1). Washington, D.C.: Center for Applied Linguistics,

1977,

Fishman, J.A., Ferguson, C. & Das Gupta, J. Language problems 6f developing

nations. New York: John Wiley, 1968.




2

"4 ‘
\

Flanders, N.A. Analyzing teacher behavior. Reading, Masuaghusetts:

N

‘ . \
Addison-Wesley, 1970. ’ \

Frasure~Smith, N., Lembert, W.E., & Taylor, D.M. Choosing the language of

R .
% instruction. for ohe's children: A Quebec study. Journal of Cross- \
N p \ . \

Cultural Psychology, 1975, 6, 131-155. ‘ ' . .

i :
Gaarder, A.B. Bilingual schooling and the survival of Spanish in the '

N

United States. Rowley, Massachusetts: Newbury House, 1977. |
AN

" Gage, N.C. (Ed.). Handbook of Research in Teaching. Chicago: Rand McNally,

1963. ‘

! ]

Gardner, R.C., & Lambert, W.E. Attitudes and motivation in second language
learning, Rowley, Massachusetts: Newbury House, 1972.
Gendron Réport (Book II). The position of the French language in Quebec

language rights. Montreal, December 1972.

v

Genesee, F. A-longitudinal evaluation, of an early immersion school program.

Camadian Journal of Education, 1978, 3, 31-50. ' ’

Genesee, F. Bilingualism and biliteracy: A study of cross-cultural contact

in a bilingual community. In J. Edwards (Ed.), . The social psychology
Cégg of reading. Silver Spring, Méfyland: Institute of Modern Language, 1980,

nesee, F. Evaluation of English writing skllls: Students after six years

of French. Montreal: Protestant School Board of Greater Mongreal, 1974.
R . )

Genesee, F., & Bourhis, R. Language variation in social interaction: The impor-

tance of situation and interactional context. 1981, McGill Univéfsity, Mimeo.

Genesee, F. Scholastic effects of French immersion: An overview after ten
years. Interchange, 1978/1979, 9, 20-29.

Genesee, F. Second language learning and language attitudes. Working Papers

6n Bilingualism. Toronto: The Ontario Instituge for Stud;es in Education,

' g : 4

1978, 16, 19-42. o
. ]

.

pd



204

Genesee, F. The suitability of immersion programs for all children. Curriculum

3

. Department, The Protestant School Board of Greater Montreal. Paper pre- .
sented at the Research Conference on Immersion Education for the Majority

Child, Montreal, November, 1975. i

. \ .
Genesee, F., & Bourhis, R.' Changing language norms and f?nguage use in Montreal.

° N
a

A report submitted by the Instructional Services Department to The Protestant

¥

School Board of Greater Monmtreal, March, 1979.

Genesee,‘F., Mgrih, S., & Allister, T. Evaluation of.the 1973%1974 Grade 4

& a

H

4 French immersien class: A report submitted to the Protestant School

LY

Board of Greater Montreal, October, 1974, : N

\ Genesee, F., Polich, E., & Stanley, M.H. An experimental'French immersion pro-

a
\

\ gram at the secondary school level--1969 to 1974. The Canadian Modern

\\ i \

Language Review, 1977, 33, 318-332.

!

Gerard, H.B., & Miller, N. (Eds.). School desegregation. New York: Plenum.

4

Press, 1975.

7 ¢

Giles, H., & Saint, B. (Eds.). Language and ethnic relations. New York: ¢

L1

Oxford Press, 1979.

Glazer, N. Affirmative discrimination. New York: Basic Books, i975.

Gordon, M.M. Assimilation in American life. New York: Oxford University
. Press, 1964.
; . . o S

Gottlieb, D. Teaching and students: The views of Negro and White teachers.
Sociology of Edwycation, 1964, gl, 345-353. '

Government of Canada, House of Commons Debates, October 8, 1971.

Greenberger, E., & Soremseh, A. Interpersonal choices amoﬁg a junior high
school faculty. So;iology of Education, 1970, 44, l9§~216..

. : Gumperz, J.J., & Hymes, D. Directionslin éociolinguistics: The ethnography

. of communication. New York: Holt, Rinehart & Winstom, 1972.

‘ TN

~r




o

)
'

Halpin, A.W., & Croft,.D.B. The organizational climate of schools.

e

Administrator's Notebook, 1963, 11, l-4. Lo
. : .

)

Halsey, A.H., Floud, J., & Anderson, C.A. Education, economy and society.

4

New York: The Free Press, 1961.

2

Hamalian, A. Classroom ethnography in Cadada- Paper presented at %ifth

Annual Chdadian(Ethnolbgy Saciety Meetings, London, Ontario, February,

'1978. Concordia University Mimeo.

Hamayan, E. French oral production and awareness of errors by Englisﬁ children

~ ‘ .

educated bilingually. Paper présented at TESOL Convention, New York, 1976.

Haﬁmer, E.F. The clinical application of projective drawings. Charles C. Thomas

*Publisher, Springfield,'lllinois, 1967. ’
Hartnett, R.T., & Centra, J.A. Faculty views of the academic environment:

-

Situational Qs. institutional perspectives. Sociology of Education,

-~

1974, 47, 159-169. .

N

Henchey: N. Quebec education: The unfinished revolution. McGill Journal

of Education, 1972, 2, 95-118.

Homans, G.C. Social behavior. New York: Harcourt, 1961.

Hoy, W.K. Pupil control ideology and organizational socialization. School

°

Reyiew, 77, 257-65.

Hughes, D.R., & Kallen, E. The anatomy o% racism: Canadian dimensions.
Montreal: Harvest House, 1974.

Hymes, D. (Ed.). Language in‘culture and society. New York: Harper & Row,

" 1964. a .

Hymes, D. Models of the interaction of language and social life. In

»

J.J. Gumperz & D. Hymes (Eds.), Directions in sociolinguistics: The ethno-

graphy of communication. New-York: Holt, Rinehart & Winstom, 1972,

\

Isajiw, W. (Ed.). Identities.” Toronto: Peter .Martin, 1977.

v
’

@



206

Jackson, P. °'Life in classrooms. : New York: Holt, Rinehart & Winston, 1968.

N

Jackson P., & Belford E. Educational objectives and the joys of teaching..

a

School Review, 13, 267-91. e

FJohnson, H.M. Sociology: A systematic introduction. New York: Harcourt,

Brace & World, 196Q. - ‘

N

Lacey, C. Hightown grammar: The school as a social system. Manchester:
Manchester University Press, 1970. a . .

Lambert, W.E. Tﬁe social psychology of language: A perspective for the 1980's.
McGill Mimeo. Paper presented at the International Conference on Social
Psychology and Language, Bristol, English, July, 1979.

Lambert, W.E., & Anisfeld, E. A note on the relationship of bilingualism and

intelligence. (Canadian Journal of Behavioral Science, l§62, 1y 123-128.

®
Lambert, W.E., & Tucker, G.R. The bilingual education of children: The,

St. Lambert experiment. Rowley, Massachusetts: Newbury House, 1972.

Lambert, W.E., Tucker, G.R., & d'Anglejan, A. Cognitive and attitudinal con~
2 .

seqhences of bilingual school: The St. Lambert project through grade

five. Journal of Educational Psychology, 1973, 65, 141-159.

Lauglo, J. Teacher attitudes and the school context: The case of upper-

secondary teachers in Norway. Comparative Education Review, 20, 1976.

\
Lauglo, J. Teacher's social origins, career commitment durin universgity,
g g y

and occupational attitudes. Sociology of Education, 1975; 48, 287-307.

Lofland, J Analyzing social situations. Belmont, California: Wadsworth, 1971.

Lortie, D.C. Schoolteacher: A sociological study. Chicago: The University

°

of Chicago Press, 1975.

L
-

1

Lowery J.A. Canada: An outline history. Toronto: McGraw-Hill Ryerson, 1973.

Lutz, F.W., & Iannaccone, L. Understanding educational organizations. .

Ohio: Charles E. Merrill, 1969.



.

%)
(@]
~3

Y\
|
L}
Lysons, H. The language questionoanF uebec education. In T. Morrison

I . ; .
& A. Burton (Eds.), Optioms: Reforms and alterpatives for Canadian
] 3 =

education. Montreal: Holt, Ringhart & Winstonm, 1973.

MacDonald,uF. The hidden curriculumy Its impéct on learning. Canadian

Society of the Study of Educatipn Bulletin, 3, 1975.

Mackey, W.F. A typology of bilingual educatign. In J.A. Fishman (Ed.),

.
)

.Advances in the sociology of Janguage Iﬁ. The Hague: Mouton, 1972.

Mackey, W.F. ‘Bilingualism as a wdrld problem. Montreal: Harvest House, 1967.

MacLe?nan, H.. Two solitudes. Dupll, Sloan and Pearce, 1944.

Macna#ara, J. The effects of ingtruction in a weaker language. Journal

/of Social Issues, 1967, 23,/ 121-135.

J .

Magquson, R. A brief history of Quebéc education. Montreal: Harvest House,

/
i ]

1980.

Magnuson, R. Education in the’province of Quebec. Montreal: McGill, 1971,

Magnuson. R. The decline of Roman Catholic education in Quebec: Interpreta-
tions and explanations. Culture, 1969, 30, 19@-198.

"Mann, W.E. Social and cultural change in Canada (Vol. 1). Toronto: Copp
&

Clark, 1970.

Ny

Martin, W.B.W. Canadian Education. Toronto: The MacMillan Co. of Canada, 1978.

Martiq, W.B.W. The negotiated order of teachers in team teaching situations.,

Sociology of Education, 1975, 48, 202-222. s

Martin, W.B.W. The negotiated order of the school. Toronto: The MacMillan

Ca. of,Cahada, 1976.

Masemann, V. Anthropological approaches to Comparative Education. Comparative
! .

Education Review,'l976, 20, 348-380.

MeCall, G.J., & Simmons, J.L. Identities and interactionéﬁ An examination of

human associations in everyday life. New York: Free Press, 1966.

1



Va

’ 208

McCall, G.J., & Simmous, J.L. (Eds.). Issues in participanct observation:

A text and reader. Reading, Massachusetts: Addison-Wesley, 1969.

McDill, E.L., Rigsby, L.C., & Meyers, E.D. Jr. Educational clijptes of

American Journal of

high schools: Their effects and sources.

Sociology, 1966, 74, 567-586. : )
Mead, M. LettW®rs from the field. New York: Harper and Row, 1977. i

Mehan, H. Ethnography. In Bilingual education: Current perspectives (Vol. 1)

-

“Washington, D.C.: Center for Applied Linguistics, 1977.

Mehaq, H. Structuring school structure. Harvard Educational Review, 1978, ~

48, 32-64.
Melikoff, 0. Account of the development of the first early immersion program

in St. Lambert. In W.E. Lambert & G.R. Tucker, Appendix A. The bilingual

schooling of children: The St. Lambert experiment. Rowley, Massachusetts:

Newbury House, 1972.

Migus, P.M. (Ed.). Sounds Canadian. Toronto: Peter Martin, 1975. .

The decolonization of Quebec. Toronto: McClelland

Milner, S.H., & Milner, H.

and Stewart Ltd., 1973.

Morrison, T., & Burton, A. (Eds.). ngi5ﬁs: Reforms and alternatives for

Canadian.education. Montreal: Holt, Rinehart & Winston, 1973.

Nie, N.H, Hull, C.H., Jenkins, J.G., Steinbrenner, K., & Bent, D.H. Statistical

package for the social sciences. Nay York: McGraw-Hill, 1975.

Non-official languages: A

’

Minister of Supply and

0'Bryan, K.G., Reitz, J.G., .& Kuplowska, 0.M,

study in Canadian multiculturaljsm. Ottawa:

Services, 1976.

Palmer, H. Immigration and the rise of multiculturalism. Toronto: Copp Clark,

1975.




209
Parker, L. Current perspectives. In Bilingual education: Current
erspectives (Vol. 3). Washington, D.C.: Center for Applied Lﬁgguistlcs,
1977

-
Paulstonn/C.B. Ethnic Yelations and bilingual educatlon}FfAcgountlng for .

J

contradictory data. In J' Alatis & K. Twadell (Eds.),. English as a

secénd language in bilingual education. Washington, D.&f: TESOL, 1976.

3

Paulston, C.B. Research. In Bilingual education: Current Perspectives (Vol. 2)-

/ N

j
Washington, D.C.: Center for Applied Linguistics, 1977.

"Paulstoﬁ, C.B. Theoretical pérspectives on bilingual education programs.

! ~

Wokking Papers on Bilingualism. Toronto: The Ontaria Institute for

# Studies in Education, 1977, 13, 130-169. .-

.

"
Paulston, R.G. Conflicting theories of social and educational chaghe.

Pittsburgh: University of Pittsburgh Center for Intermational SCudiés, 1976.

Paulston, R.G. Ethnicity and educational change: A priority for Comparative

Education. Comparative Education Review, 1976, 20, 269-277.

Peal, E., &ALambert, W.E. The relation of bilingualism to intelligence.

Psychological Monogréphg, 1962, 76, 546.

!
Porter, J. Bilingualism ahd th;t}yths of culture. Canadian Review of Sociology

and Anthropology, 1969, Ejﬁil-ll9.

Porter, J.A. Social change and the aims and problems of education in Canada.

Education, 1966, 6, 101-105.

Porter, J.A. The vertical mosaic. Toronto: University of Toronto Press, 1963.
<

Prator, C.H. Jr. Language teaching in the Philippines. Manila: U.S. Educationale

Foundation in the Philippines, 1950.

4
Reitz, J.G. Language and ethnic community survival. Canadian Review of

Sociology and Anthropology, 1974, Special Issue, 104-122.

* N
° .
' N

o



N . 210

NS4

Report/Ekahe Royal Commission on.Bilinpualism and Biculturalism, ﬁuﬁ

*s
(Vols. %3 . Ottawa: Queen's Printer, 1970. 5 ' :

Richmond, A.H.' Ethnic residential segregation in metropolitan Toronto. f.
\

Toronto: York University Ethnic Research Program, 1972,

3

Richmond, A.H. Immigration and pluralism in Canada. In W.E, ﬁann, °

N H

Social and cultural change in Canada, Vol. 1. Toronto: Copp Clari, 1970.

Robertson, R. Ten years after. McGill Journal of Education, 1980, 15, 7-22

- St. John, N. Thirty-six teachers. Their characteristics and outcomes fof
»:"*'7 N

°

Black and White pupils. American Education Research Journal, 1971, 8,

i

635-648.

v

1 -

Semeonoff, B. Projective techniques. New York: Wiley, 1976.

Schermerhgfn;R.AJ Comparative ethnic relations. New York: Random House, 1970.
. a ‘
Sieber, S.D., & Wilder, D.E. (Eds.). The school in society: Studies in the '

o ) + Sociology of Education. New York: Free Press, 1973.

.8ilverman, D. The theory of organizations. London: Heinemann, 1970.

Singletdn, J. Education and ethnicity. Comparative Education Review, 1977,
. %

o ' -«

‘ 21, 329-344. 7 :

A

Smiley, S.S., & Towner, J.£. (Eds.). Language and reading. Bellingham, /;/////

Washington: * Western Washington State’ College, 1975.

'

e

Smith, H.W. Strategies bf social research. Englewood Cliffs, New Jersey: -7
\ ! Prentice-Hall, 1975. . //
; f §piika, I.V. Assessment of second language perfo}mance in immersion programs.. =

The Canadian-Modern language Review; 1976, 32, 543-561.

Fl . ’ '/
Spindler, G.D. (Ed.). Educationrand culture. New York: Holt, Rinehart &e

Y

Winston,‘1963u

v

¢ ' . N
Spolsky, B. Speech communities and schools. TESOL Quarterly, 1974, 8, 17-26.

XY




211 \
£

. Spolsky, B. The language education of ﬁinqutv children. Rowley,

Mﬁssachusetts: Newbury House, 1972.
Statistical Repo}t of the Protestant School Board of Greater Montreal, 1977.
Statistical Report of the Protestant Schools Board of Greater Montreal, 1978.
Stebbins, R.A. Studyihg the definition of the situation: theory and field

research strategies. The Canadian Review of Sociology and Anthropology,

\ 196575, 193-211. : -

i °

Steinberg, J. Why Switzerland? New York: Cambridge University Press, 1976.

Stern, H.H. Report on bilingual education. The Quebec Official Publisher, 1973.

Stubbs, M. Language, schools and classrooms. London: Methuen, 1976.

Stubbs, M., & Delamont, §. (Eds.). Explorations in classroom observation.

Toronto: John Wiley, 1976.

Swain, M. French immersion: Early, late or S&{fial? The Canadian Modern

Language Review, 1978, 34, 577-585. )

Swain, M. French immersion programs across Canada. The Canadian Modern

'

Language Review, 1974, 31, 117-129.

Swain, M. Writing skiiis of grade three French immersion pupils.’ Working

Papers on Bilingualism. Toronto: The Ontario Institute for ;tudies in

Education, 1975, 7, 1-38. . A}
The Montreal Gazette, December 12, 1979. |
The Montreal gazette, Jine 14, 1980.
The New %ork Times, May l3,u¥980.

, Troike, R. Research evidence for ,the effectiveness of bilingual education.

o

National Association for Bilingual Education, 1978, 3, 13~24. -

® Tucker, G.R. The development of reading skills within a bilingual education

program. In §.S5. Smiley & J.C. Towner (Eds.), Language and readings.

Bellingham, Washington: Western Washidgton State College, 1975.

o



' ' S 212

-

) \
Tucker, G.R. The linguistic perspective. In’ Bilingual educatiom: Current

oefsgectives (Vol. 2). Washington, D.C.: Center for Applied Linguistics,
1977.

Tucker, G.R., & d'Ang%ejaﬁ, A. Some thoughts concerning bildingual education

%

programs. The Modern Language Journal, 1971, 55, 491-493.

\ -
Tucker, G.R., Hamayan, E., & Genesee, F. Affective, cognitive and social

factors in second language acquisition. Canadian Modern Language Review,

1

1976, 32, 214-226.

Varenne, H. Americans together: Structural diversity in a midwestern town.

" New York;, Teacheﬁf College Press, 1977. ‘
Vareﬂne, H.' The interaction of teachers and administrators in_an Am;rican
)hféh school: Rhetor%ﬁ and praxis. Paper presented at the Conference

on Culture and Communication, Temple University, March 9-12, 1577. Mimeo.

Velasquez, G.J. Evaluation of a bilingual bicultural education program. KP@.D.

dissertation, United State§ International University, 1973). Dissertation

Abstracts International, 1974. (Univérsity Microfilms No. 73-29,996)

re

Vygotsky, L.S. Thought and language. Cambridge, Massachusetts: Massachusetts

~

Institute of Technology, 1962. .

Wade, F.M. (Ed.) Canadian dualism. La dualité'Canadienne. Toronto:

’

University of'Toronto Press, 1960.

v

Waller, W. The sociology of teacﬁing. New York: Wiley, 1932.

West, M. Bilingualism (with special reference'to Bengal). Calcutta, 1926.

Williams, J.L. Bilingual Wales' lessons for the language teacher. Times

Educational Supplement, 1963y 229.

Wolcott, H.F. An ethnographic approach to the study of school administrators.

’ Human Organizatiom, 1970, 29, 115-122.

Wolfgang, A. (Ed.). Education of immigrant students: Issues and answers. -

Toronto: The Ontario Institute for Studies in Education, 1975:

a



10.

’ 213

[

° Appendix A

Teacher Interview Guide °

I would like to know about the process that led up to your teaching in this

school. How many years in all have you been teaching? Here . (Get

brief job history) If she has beep at this sch&ol more than eight years
(since before it ﬁ;s FI) ask what the transition was like, feelings about
the program at thatltime, if feelings are same or different now, were there
adjustments to make re: mnew-staff etc. ]
wﬂen appl&ing for the job at this school, what did she feel were the\CQiter~
ia'being looked for a. by the board and b. by the principal of the school.
Wﬁyvdid you go in to teaching, probe, family wanted or expected, occupglions\
brothers, sisters (by way of casual aside).

What was the reaction of.f;mily, friends, to working in this school?

¢

What would you say 1is the;major goal of a French Tmmersion school?

What measures are taken to meet these goals?

’

Do you think that the go;ls are met? ’ ‘ '?s
(If 6 is yes, say, so you do not think there are any improvem;hts that
could be made to thencurriculum or way in which Ehe school 1sg structure@.)
Otherwise, ask what impgévements could be made. Probes: curriculum, time
scheduling, presence of FI and English streams.

Regarding general educationai goals, do you think that instruction in a
second language is as effectfve, more effective or less efﬁectiye than in-

©
struction in the child's native tongue?

What do you feel is the most effective way of teaching a cﬁild a second lan-

guage by the time he finishes high school?

Do you feel that French Immersion is effective in.teaching French?

Matﬂ Other subjects Probe: better alternative?



11.

12,

13.

14,

15.

16.

18.

20.

21.
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Q

Regarding only the teaching of French, how does FI,;ompage in your mind
to regular FSL?

Do you see being in FIL as detrimeﬁtal 11 any way?

Do you see not be;ng in FI as detrimental? If fes,'probe re: puttfhg all

those in FI in one school and all mot in FI in another schoql? Good idea

[

or not?

- N
Y

When do you think English should bé\introduced for children in FI?

For how much of the day And then?

When do you think French should be introduced for children in English stream?

4 t

~ How much each day and then

How do you find the curriculum that you are required toluse? Are the,mater-

-

ials adequate? What language are the teachér manuals in? What are fhe major

- ‘

problems in this area? :
Do you think children who have been in FI will be more likely than others

to stay in Quebec when they grow .up?

" Do you think children who have been through FI a;d who -have retained their

o

fluéncy in French will eventually igtegréte through jobs and family to the

francophone milieu? If no, will the§ remain identified as part‘of-the

AN )

"English community? Why? How do you ﬁbink they will see_themselées%

.. Do you think French Immersion has an effect on the development of bicultural

and bilingual attitudes? Probe o

« ©

A . -
where :&if are living, to try to see that their children acquire a second
~

‘D \{3i‘think FI children will be more likely when they grow up,’ no matter

language? ™\
How do you tgihg\qhe children in'your class view their owmn schooling? If
in Fi, probe fe: \Ha\sﬁey see the relevance now? ° Do they express feelings
of irrelevance? Do the§\3:iift without question etc. Théir parents gen-
A

i -



22.

v

23,

24.

25.

26.

27.

28'
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N ' \\
erally happy with childs schooling? If in Eéglish stream: do they feel

P

left out, do they see themselves as the dummies or failures, do they feel
-

they dre better off, parents generally happy with childs schooling?

(For teachers of grade three and up--ask hypothetically to others.) If a
class has half a day in one language and half in the other, what do you
think the children think ebout this? Does this pose any probles for the
. £ A
teachers involved? '

After school, what languagé do children in your class usually speak to you

in? Ask only if relevant.

If a child in your class met you in the grocery st;\\\\WGng\:e addreas you -

in French or in English?
If you could redesign the educational system here in Montreal\Ehat features
would you most like to see. If not mentioned probe re: _ language teaching’

for English, French and others.

o

What do you think should be the second language teaching policy for English,

French and Others in Quebec in Canada

'

How do you see the position of the teacher in Quebec today? (If not men-
N Ll

tioned spontaneously, ﬁfobe Engiish, French, bilingual.) What do you think

will happen in the next year or two? (leave open and for them to define)

Very generally, how do you think teaching here compares to other schools?

FI and other. Probe:'ﬁatmosphere, children, parents, principal, union and

.

school board matters and effect in the school if any, the other teachers,
- ,

the presence of two language groups on the staff, areas of divisiveness,

tone of social gatherings, cohesive teacher group, divided age, language

h

differences?
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Appendix C

Procedure Used to Select.Pictures for Analysis of Grade
)
2
and Program Differences in Students' Language Use Perceptions

The most f{mportant criteria for selection of a picture for analysis was
&

the frequency with which the picture was interpreted as intended. Pictures that
were misinterpreted often at any grade level or across grades were considered
contaminated and were eliminated. Selection was guided also by an examination

of the dist:?bution of these errors by grade, sex and program. .
0 - -

Although the,subjects did not often state with certainty that English and)
or French would be used in a particular situation, they perceived éituations
often enough in this way to convince the investigafor that they considered it
apprdpriate in certain situations. An avérgge of 5.1% ofnlanguage use per-
ceptions fell into this category. In this regard, a degree of validity was ob~
tained by including a picture that' contained a definite language clue. In this
way, it was determined that such clues strongly influenced subjects responses.

Finally, a certain amount of subjective judgment was used tc distinguish be-
~N

tween pictures that acted as good stimuli for pupils' projections regarding the

&
v

situational use of langtage and pictures that~dete;ﬁined too much the direction

»
\

of their responses.

Table 5 summarizes the results of the selection procedure and shows the

frequency with which the selected pictures in each context were perceived as
N~

intended. Since the~subjects had greater difficulty interpreting out-of-class

L4
&
ictures than they did for either of the other two contexts it was not possible
to \btain as high a level of accuracy for this group as for the others.' It

is got possible to say at this time whether this was due to a real ambiguity

asgociated with that context or due to faults in the pictures themselves.
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Table 5 ' . A

Frequency with Which Pictures Perceived Correctly

Percent of Sample to
Group . Perceive Picture as
Intended (N=176)

All Administered (N=23) 77

Sélected for Language Percep;i;n Anélys;s (N=12) 91
In-Class Situations (N=4) ‘ | ) : 96 )
Out-of-Class Situations (N=4) . - S 82 | i
Away~from~School Sitﬁations (ﬁﬂ&) , 94

7/
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Appendix D 3
Teacher's Background Infqrmation Questionna{:e '
Name
Area of city ;n which you live i -
girtpplace 4. Place raised
Number of brothers and sister; 6. Your position in family
Father's education yTs. 8. Father's occupation
Mether's education yfs. 10. Mother's occup;tioﬁ — <
, 5 v
Father's mother tongue . 12. Mobther's mother tongue J) ‘
Language spoleen by you with: fagher ;omothér ;
brothers and sisters | ; grandparents H

. ; childhood friends’ ‘ — ;

teenage friends ‘ \ ;

college level friends ' ;

)

friends now ;

Where did you go to elementary school

What was the language of instruction

Where did you go to high school
1

What was the language of imstruction Ly

Where did you take your teacher training

What was- the language of instruction

Which do you consider .your second language: Engf%sh Frenc
When did you first have contact with the second language? N

Where

c«f".\}
<X
Regardless of how well you speak the secqnd language, what was your main

.

reason for learning to do so:

0
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22,

"e. Other Specify
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!

a. No reason, it octurred incidentally (e.g. in the street as a
child,lor, from early on in school)

b. Wa; sent to school in the/second language

c. Learned it in order to improve job opportunities

d. Learned it in order to be able to mix with people who speak

that .language
R .

e. Other
f. I do not speak the second lgnguage at all, am-unilingual.
How would you rate yourself on the following scale? (0 = fully billngual
1= nearly bilingual but stronger in the language on that side of the scale;
5 = unilingual in the language on that side of the scale)

Frem¢ch 5 4 3 2 1 0 1 2 3 4 5 English
How would you rate your ability in the second lénguage with regard to the
following (assign a number to each according to the following scalé)

-

(1) excellent (2)\very good (3) fairly good (4) rather poor (5) very poor
‘ Qriting

reading speed

reading comprehension

speaking to the class

understanding discusslons ‘

understanding instructions from superiors

partiéipating in informal discussions h

Given the choice, your preferred work setting would be:

a. in a bilinéual atmosphere

b. in a French-language atmo§phere' -

c. in an English-language atmosphere

a. I have no preference regarding any of the above
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To what extent doei the following statement reflect your'feelings: "I

find that tée more time I spend with people who speak the secog};%fnguage, :
the more I risk 1dsing my cultural identity." |

a. This. is exactly how I feel

b. This is more or less how I feel

‘c. This only slightly reflects my feelings

d. This ddes not reflect my feelings at all
If you had children starting school today, where would you choose to send

them

Why?

Any comments on this questionnaire or other aspects of your experience with

this study would bé welcome
N N N




