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ABSTRACT

“French immersion programs are typically housed in either an immersion centre, where
immersion is the sole program accommodated, or a dual-track setting, where both French and
EdgliSﬁ programs are implemented in the same facility. The educational validity of these two

contrastrng settings has been studied with conflicting results. In British Columbia, there exists a

T very ldrge majority of dual-track schools. This study was undertaken with the objective of better

: understandm g that educational setting.

ThlS study investigates teacher beliefs about the role of the principal in the implementation of
supcmsmn ‘of instruction and in the promotion of staff collegiality in the dual-track school.
i iAddresscd as well, is the effect of the principal’'s French language skills in five areas: supervision

lof mstructwn staff development, staff collegiality, school orgamzatlon for instruction and parental

2 1;1yolv_f;ment in the school.

- Sixtecn teachers and four principals, representing four elementary schools in two districts in

" BrmShColurnbla, were interviewed. In each school the four teachers interviewed represented the
: fOiloMng'~categoﬁes: primary English, primary French immersion, intermediate English and

i11téfﬁi¢diate French immersion. Participants were mailed a questionnaire prior to the interview

seeking personal background information and demographic statistics about the school.

Results indicate a discrepancy between principal and teacher beliefs about the administrator's
supervision practices. In the area of staff collegiality, principal and teacher beliefs proved to be
more similar; however, signs of underlying tensions, particularly on the part of English track

teachers, were apparent. Administrators did not appear to be completely aware of these tensions.



1v
There is evidence in this study that the bilingualism of the principal has some effect on teacher
beliefs in the areas of supervision of instruction and staff development. A positive attitude and
overt support for the immersion program emerge as more important to the climate of the dual-track
school than the principal’s French language skills. Excellent interpersonal skills and a commitment
to staff participatory decision-making by the school leader are reaffirmed as critical for effective

schools. Recommendations include the district's leadership role in supporting the dual-track

-~ French immersion principal.
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CHAPTER 1
BACKGROUND AND STATEMENT OF THE PROBLEM

In Canada, where English and French are declared to be the two official languages of the

federal government and administration (Official Languages Act, 1969), it is essential to continually

o '1nvest1gate the processes by which students best learn a second official language. Research has

conﬁrmed that the most effective educational method for achlevmg the goal of f un(,nonal

o :bﬂmguahsm is that of immersion McGillivray, 1983; Nagyr&— Klalman 1986; Olson & Burns,

B 1981) French immersion is an educational program which was conceptuahzed by a small group

e ‘of anolophone parents in St. Lambert, Quebec in the early 1960 s who were dedicated tu the

pnnc1p1e of bilingualism. Because of their determination to: achleve that goal for thezr children, an

o '_educauonal movement whose scope is unprecedented in North Amencan second language

o f:ffeducatlon was 1n1t1ated Following two years of pressure by these pdrents on thelr school bOdI’d

[v:‘t‘f’the ﬁrst experlmental French immersion program was 1mplemented n 1965 at St Lambert

- V;Elementary School in St. Lambert, an English speaking suburb of Montredl ((‘dnadlan Ldqucm
o Assoc1at10n 1983). o

o }Until recently, researchers and educators of French immersion programs have v ;¢ primarily

. concerned with comparisons of immersion students with francophones, with regular English

program students and with pupils in traditional French as a second lan guage programs, A
substantial amount of research has consistently demonstrated no loss of English skills and a
favourable degree of French language competency by the immersion students (Lambert & Tucker,
1972; Lambert, Tﬁcker, & d'Anglejan, 1974; Lapkin, Andrew, Harley, Swain, & Kamin, 1981).
A shift in emphasis to improving French language competency and to developing a better
understanding of the immersion experience has instigated research into variables that might affect
second language leaming in immersion schools. Such variables include the immersion setting

(housing), the role of the principal, the administrator’s degree of bilingualism, design of the



" program, instructional techniques, extracurricular experiences, percentage of French language

“instruction, entry point and student characteristics. Educators and researchers (Burns, 1986;

o - VShapson, 1988; Tardif & Weber, 1987) are cognizant of the need to understand these factors better

if Frénc’h immersion is to achieve its potential as a second language education program and to

o realize the educational conditions which will produce optimal student outcomes.

2 VT‘l:mf'tl‘r’ro‘bI‘emrr Statement

Thxs study examines the role of the principal in the dual-'track French immersion school,
‘ focusmg on both prmc;pal beliefs and practices and on teacher beliefs about these practices. The

= : followmg reﬁedrch qucsnons were developed based on the literature on school effectiveness and on

the nughor's ,exvpc,ricncc teaching in and administering dual-track schools.

71) Frorﬁ the authror S expencnce the use of the French languagc among immersion teachers,

ey pameularly m thc staffroom, is a predominant issue in dua1~track schools. Is this indeed a

- pertmcnt questmn in dual-track schools? If S0, are there differences in perceptions between
| i‘ . :Frcnch lmmersmn and English track teachers rcgardmg this question? Is the dual-track

j‘:; prmcxpal aware of this potential source of conflict and does the administrator emphasize this

' fi 'qucsnon ,gfi languagc use proactively with staff members?

e ; 2) leferences 'in 'béﬁefé between immersion and English track teachers regarding issues such
. as »flan‘guage, eduéational programs, sharing of materials, school organizational factors,
' expectauons for studems and staff development are a potential source of tension in dual-
' track schools Do prmmpals take measures to minimize confrontation and to promote staff
' Vcnﬂab@oranon among the two tracks of teachers? If so, what types of measures are

implemchked?



3) Principals of dual-track schools are often unilingual English. What are immersion teachers'
beliefs about the unilingualism of the administrator, particularly in the area of supervision
of instruction? How do immersion teachers' perceptions compare with those of their
English colleagues and of the principal? All respondents in this study are questioned about

| ‘the effect of the principal's French language skills on the areas under investigation.

4) ’Research (Fullan, 1982; Shoemaker & Fraser, 1981) indicates that an effective supervision
: of iﬁsu'uction program can positively affect student outcomes. Do principals view
o ;s‘l:lpervision of instruction as a priority? Do teachers perceive it to be a priority for their
! : principal? What are teachers' perceptions of the principal's role in the instructional
5 ~ process? Comparisons between teacher and principal perceptions in the realm of

instruction are made.

The Iiteratﬁre on school effectiveness underlines the importance of teacher input into the

| i’?*y(ﬁlc'cisioh-making process in the school. Such input is thought to increase teachér

E Vc"oﬁjlmitment and ownership in the change process. Is the principal proactive in involving
‘teachers in school decision-making? If so, what methods are used? Do teachers perceive

themselves as an integral part of the decision-making process.in the school?

E  6) ~T11c dynamics of having both English track and French immersion parents in the dual-track
school is a challenging aspect of the principal's role. How does the school-based
administrator respond to the varying needs and demands of both groups of parents? What

are teachers’ perceptions regarding this response by the principal?

The above research questions were originally organized into five broad categories. They were:
supervision of instruction, staff development, staff collegiality, school organization for instruction
and parental involvement. Because of the vast amount of data collected and the relevance of that

data, these five categories were later redefined, as is explained in Chapter 111,



Problem Rationale

' French immersion programs today are typically housed in either a dual-track school, where
both English and French programs are implemented in the same facility, or in a single track setting
‘A(immar,sion centre), where immersion is the sole program accommodated. Typically, French

i imh)ersi()n is introduced into an English language school which may be suffering from declining

o enrollment. Immersion kindergarten is implemented as an alternative to the English program and

' acts as the "lead" class as the French immersion program is expanded to grade 6 or 7 in that

: school[deally an enrollment balance in the English and French programs is reached and

- ‘f'miaintair_led. In reality, however, declining numbers in the English stream may warrant the

- establishment of an immersion centre housing a single French track in that school. This expansion
B "ix}f"t'he' immersion program would thus necessitate English language students being transferred to a

- nearby elementary school. The displacement of students is one of the most sensitive and emotional

53 ﬁiss'u’és' with which school boards must deal.

ﬁ Thc educational validity of these two contrastive housing situations has been studied with

o co‘rilk'ﬂicrtying and ambiguous results. Advocates of the dual-track system cite its importance in
promoting cultural awareness and national unity while those who espouse the single track
philosophy emphasize enhanced achievement in the French language as a reason for its promotion.
Reality in British Columbia (B.C.), however, is the existence of dual-track schools in the large
majority of school districts. it is therefore essential to study the immersion experience in that

educational setting.



The importance of the principal in the school improvement process is well documented (Fullan,
1982; Huberman & Miles, 1984; Leithwood & Montgomery, 1982; McLaughlin, 1984). There is
' ‘ho paucity of research on the indispensible contribution of the principal toward the climate of the

“school. There is evidence in the research, as well, that leadership proczsses, through their
"ihﬂﬁenée on school climate, are linked to student achievement. It is logical to assume that the role
; of;hc principal in the dual-track school is no less critical than that in an English track school.
~ Whﬂe there is extensive literature on the behaviour of the principal of regular English language
' ~pr§ngS, there is minimal research on the French immersion principal's leadership role, despite
i ,’ the fact that this second language education program has enjoyed phenomenal growth since its

" implementation over twenty years ago.

i iy,,k'I"hrere is evidence that French immersion is an educational program which requires special
‘adm‘ini”strative considerations (Rideout, 1987) and that dual-track principals must deal with specific
admiiﬁstrative challenges (McGillivray,1978). Olson and Burns (1981) and Guttman (1983)
highly recommend further research into the specific role of the immersion principal. A better

- understanding of the principal's leadership role, as well as a description of his or her coping

s’trategies, would be invaluable.

Why study teacher beliefs about the role of the principal?

Teacher beliefs and their effect on school improvement have recently become issues for
investigation. There is growing evidence that specific factors such as teacher commitment, teacher
satisfaction and teacher motivation are linked to school improvement (Fullan, 1982; Guskey,
1986). Research (Blase, 1987a) also indicates that school climate has a significant impact on
teachers’ attitudes, expectations and motivation within a school building. The influence of teacher

beliefs on the implementation of programs in a school has been investigated in the last decade



(Fullan, 1982; Huberman & Miles, 1984; Blase, 1987a). Guskey (1986) claims that teacher

beliefs are significantly related to student outcomes. These claims warrant further investigation.

While research has generated descriptions of what effective principals do, teacher beliefs about
| the principal’s role have not been closely examined. Recent studies have indicated that the
E o ~prihcipal‘s leadership style has a significant impact on teacher beliefs and on teacher performance
- ( Blase 1987a; Blase, 1987b). What is needed to understand better the complex nature of school
o madershxp and its effects on teachers are not only descriptions of the principal's behaviours but

also an understdndlng of teacher beliefs surrounding the principal's role.

- Major differences characterize these two groups of teachers, including the language factor,

‘fkf“dwerse backgrounds and divergent goals. Itis important for the principal to have insight into

fted_eherrbehefs so that strategies can be used to promote collaboration amongst staff members.

o $UCh;undefstandin g is critical to the school improvement process. Compatibility of beliefs
between pﬁncipals and both groups of teachers would make for easier, more effective
l : implementation of programs and for the supportive learning environment which is characteristic of
: élrffectiveschools (Leithwood & Montgomery, 1986). While several studies on teacher beliefs
about the role of the principal do exist (Blase, 1987a; Blase, 1987b), there has been no attempt to
investigate this area in the realm of immersion. This study is intended to shed light on the

similarities and differences existing between principal and teacher beliefs about the role of the dual-

track principal.



Method

Sixteen teachers and four principals, representing four elementary schools in two districts in
British Columbia, were interviewed. In each school, the four teachers interviewed represented the
; fdﬂo“dng categories:
1) primary English
‘ ‘2) primary French immersion
- 3) intermediate English

~ 4) intermediate French immersion

The immersion programs in the schools chosen were well established, having existed for at
- least six years. The criteria for selection of principals were a minimum of two years administrative
cexperience in a dual-track school, at least one year being in their present school. Teachers were

' réquired to have a minimum of three years teaching experience, with at least one year in their

current assignment.

| Séhools, and therefore the principals, were assigned to the author by the participating districts.
Teachers' names were selected randomly in a draw conducted by the author from the names of all
| teachers in eaéh school who met the criteria. Participants were mailed a questionnaire prior to the
interview seeking personal background information and demographic information for the school.
These questionnaires and permission for conducting the interviews were collected at the time of the
interview. Each interview was tape recorded and transcribed, with the exception of one teacher
respondent (Teacher 8) who refused taping. The duration of the interview ranged from one to two

hours.

Data from the transcribed interviews were coded according to significant factors (Tables 1 to 8)
in the school effectiveness literature and to significant issues which were brought to light by the

respondents. Scores are examined in detail in Chapter 1V.



Delimitations/Limitations of the Study
‘The following are considered to be delimitations of this study:

. "1. Thereis no attempt to cross-validate either principal or teacher beliefs with those of parents

- orstudents. This study focuses entirely on the beliefs of principals and teachers about the
ﬂrdle of the principal.
L There is no attempt in this study to determine the effects of either principal or teacher beliefs
:6Vn"~student outcomes. Because of the paucity of research in the area of principal and teacher

beliefs surrounding the role of the dual-track principal, student achievement results in the

.~ schools were not examined or compared.

" The following is considered to be a limitation of this study:

. No assumptions are made that the findings in this study can be generalized and applied to

yfot‘h‘erﬂ contexts. Whenever analyzing data from several sites, caution must be taken not to
** draw unwarranted conclusions. The climate in each school is unique and dependent upon a
. -multitude of variables. The author believes, however, that the issues investigated in this

- study are relevant to dual-track schools and hopes that the results will be useful to

 educators in these schools.

Thesis Outline

Chapter II contains a review of the literature. Its first component is divided as follows: the
dual-track vs. the single track school, the principal as instructional leader, the dual-track principal
and teacher beliefs. Subsequently, the issue of teacher supervision of instruction is examined.

: Included in this section are: the principal's role, the role of the dual-track principal, teacher



involvement in the process, teacher beliefs about supervision and barriers to implementation of

teacher supervision. The research on staff collegiality is then reviewed. Issues covered are: the

role of the principal, staff involvement in decision-making and the dual-track principal's role. The
, ﬁnal section of Chapter II examines the literature on the principal's bilingualism as a factor in the

“administration of immersion schools.

: Chrapter III describes the method of this study. Included are ah explanation of the rationale,
- - the “sample selection, procedures, instruments used in the data collection, and the method of
analyzmg the data. Chapter IV reports in detail the analysis of the responses to the interview
 ‘ ,du{e-stiror;is by teachers and principals in the three areas investigated: supervision of instruction,
staff coﬂégia]ity and the bilingualism of the principal. Chapter V offers a summary of the findings

e - of this study and recommendations for consideration.
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CHAPTER 11

REVIEW OF RELATED LITERATURE

- k ingle frack 1
f Pfobonents of the dual-track school cite its sociocultural advantages. Carey (1984) suggests

E Ihdt immersion is a unique Canadian vehicle advancing social interaction between anglophones and

S frdncophones and that the potential of the program as a force of social change is significant. In

‘ their B. C French study, Day and Shapson (1983) found that parents manifested a concern for

3 ; :f; : dcvelopmg tolerance and understanding in their children through a French immersion education.

' | Nearly,two-thuds of these parents indicated that they preferred the dual-track school because they

s ";;:’beliévéd'm'at it promoted cooperation and counteracted prejudice. Their belief in the promotion of

o tolerance and understanding of other cultures through immersion cncompasses the idea of national

o Tfrumty In a questlonnalre distributed to immersion students across Canada, one respondent

'zmentloned bemg atrue Canadian" as a reason for studying French (Lapkin, Swain & Argue,

“ 1983) “Burns and Olson (1981) support the "sacredness” of the dual-track school, believing this

e iikhousmg opt1on provides a unique linkage between two cultures. Clift (1984) acknowledges a

- dmmauc shlft 1in the attitudes of English-speaking Canadlans towards a better understanding of the

St E:mnghgplmrc. Stern (1981) supports the potential of the dual-track school to effect change in

' Canada and to bring'itsr two "founding cultures” closer together.

The immersion centre, a viable option to the dual-track school, has substantive evidence to
support its validity. Findings by Lapkin et al. (1981) suggest that the single track setting may
foster enhanced achievement in certain English and French language skills. They found that
"centre” students scored significantly higher on two of four tests measuring receptive skills.
Lapkin (1984) is of the opinion that the extent to which French is evident in the school does
~ distinguish single and dual-track settings and that greater exposure to a wider variety of linguistic

and sociolinguistic contexts in immersion centres may enhance students' productive skills. Burns
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and Olson (1981) summarize clearly and succinctly the possible reasons for the findings by Lapkin
et al. (1981). They include the significance of the bilingualism of the principal in a single track
school, of the single track principal'’s ability to provide leadership with respect to curriculum goals
and to the coordination of activities, of the single track staff’s sense of sharing common objectives

and of teachers being mutually supportive.

inpkin et al. (1981) found that French immersion teachers in both settings unanimously
’pr’ek,ferred the single track school; mentioned by dual-track teachers was a "segregated atmosphere”
in the dual-track environment. In a single track setting, staff can communicate in the target
: language anywhere and at any time in the school. As well, extra-curricular activities, school events
i ] ;@nq;djfsgipline are conducted in French. According to McGillivray (1978), the dual-track setting
offéfs a less-than-total immersion experience compared to the totally integrated immersion centre
E Wh»é:r”e:French is the regular program. Further research is needed to clarify teachers' beliefs about

their housing environment.

 While research surrounding the question of the housing variable is inconclusive, the reality in
Bﬁtish Columbia is that a large number of immersion programs are located in dual-track schools.
‘ AcCOfding to the British Columbia Ministry of Education (1988), over 90% of immersion
‘ progranié, are housed in dual-track schools in B.C. These statistics reflect the housing policy

adopted by the majority of B.C. school boards which endorse the dual-track philosophy.

One reason for the predominance of dual-track schools is that the dual-track system requires
fewer administrative changes upon implementation of immersion (C.E.A., 1983). As well, this
option is more attractive politically as there is less chance of a need to displace English program
students, which often occurs when an immersion centre is established. Senior administrators and
school trustees often espouse the philosophy of cultural integration and harmony in supporting

their choice of the dual-track school. They also argue that students can be more easily transported
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* if an equitable distribution of immersion programs throughout a school district is established rather
than if transportation to a single immersion centre, perhaps not one centrally located, is required

~ (CE.A., 1983).

| ‘,lee:signi ficance of the role of the principal in the school improvement process has been
. th0redghly investigated and substantiated. Fullan (1982) porrays the effective principal as an
L 1mt1ator and facilitator of change, someone involved in and committed to the change process.

o Lenthwood and Montgomery (1982) define the change process in terms of the roles of the teacher

L and prmcxpdl and their effect on valued outcomes by students.

" "The change process is conceptualized as a complex form of individual and

. -organizaticnal leaming, resocialization, or growth. The amount and nature of
~_growth required of the teacher is determined largely by the experiences necessary

- for student growrh toward the attainment of valued outcomes; the teacher is a central
“~agentin the creation of those experiences. Similarly, prmc1pa1 behaviours are

~increasingly "effective" to the extent that they facilitate necessary teacher growth

. and thereby indirectly influence student learning or impinge on other factors known
. toeffect such leaning." (p.310)

. The "ch;allenge for administrators is formidable since the role of the principal is becoming
ey f?yiry’lcreasinglky:more complex as the school-based administrator must contend with a myriad of
L ”',‘wlnﬂuences Studies show that principals spend most of the1r time dealing with demands
‘charactenzed as brief, immediate and sporadic with little time for reflective planning (Fullan,
1982). Research by Byrne, Hines and McCleary revealed that principals are concerned about role
; \4 overload and the increasing amount and kind of knowledge required in their job (cited in Fullan,
1 982) The fact that more and more responsibilities are being added to the principal's role, while

none are deleted, suggests a dire need for role clarification.

School effectiveness literature reports that principals who do respond to the challenge of being

an instructional leader are more influential and effective. The school effects research supports the



notion that the principal's direct involvement in instruction is significantly related to gains in
student achievement (Fullan 1982; Leithwood & Montgomery, 1982; Shoemaker & Fraser, 1981).
In their review of well-known studies on principal effectiveness, Shoemaker and Fraser (1981)
'repQrt that, in the ESAA study, strength of administrative leadership was a significant factor in the
school's success in improving student achievement. Improved achievement was found where
- principals felt strongly about instruction, effectively communicated their beliefs about instruction to
teachers and assumed a major role in the selection of instructional materials and in program

- planning.

- Fullan (1982) cites numerous studies that conclude that principals who were actively involved
in or demonstrated a direct interest in school programs significantly affected their success.

Leithwood and Montgomery (1986) have suggested that the coordination of instruction is a major

FOEae contribution of effective principals to school success. They state-that principals-are in a position to

" -offer teachers a repertoire of actions to overcome a particular problem, thus acting as an instructor

and Crédible resource for teachers. They report the results of the Maryland Study which indicate
B thatk,ieffeétive principals spend considerable time teaching in areas of competence. Edmonds (1979)
emphasizes the need for principals to monitor instruction by visiting classes, by being
knOwIedgeable about what is occurring in classrooms in terms of instruction and by offering
~ support and feedback. While school-based administrators cannot be expected to be knowledgeable
in all subject areas, particularly at the secondary level, they can demonstrate a commitment to

curriculum planning and implementation.

In her synthesis of the literature on the principal's emphasis on academic excellence, Roberts
(1990) states that effective administrators spend a significant proportion of their day on activities
related to instructional improvement. She cites three critical actions by instructional leaders:
observing in classrooms, conferencing with teachers, and verifying that teachers assign

homework. Effective principals promote the school's academic emphasis by their own actions, by
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the organizational structures they put into place and by their personal beliefs. As instructional
leaders, they facilitate the concentration on academics in the school by developing positive models,
- generating consensus and using meaningful feedback to influence school improvement. Effective
2 adxﬁinisu"ators organize their time proactively so that the instructional program receives priority.

‘ Laero‘cque and Coleman (1987), in their study of leadership and commitment to change in B.C.

. ‘scrhoc‘)'l districts, found a focus on learning and academics in successful schools. They report that,
when the rpn'ncipal acts as a role model for high expectations for student achievement, teachers
‘: qcem to believe that their own initiatives have an effect in the classroom. Rosenholtz (1985)

: qtresqes the importance of high expectations by principals for both staff and students in respect to

. academic achievement.

A trait which appears to distinguish effective and ineffective principals is the setting of

i meanmgfuldnd VreIervan't" goals in the school. Shoemaker and Fraser (1981) summarize a number

| 'fof studlee on prmc1pal leadership. One such study, Phi Delta Kappa revealed that effective leaders

& ,“'qet goaIs and objectives which support high standards of performance and a productive working

",,-“yenvu'onment The authors state that one of the emerging variables characterizing effective principals

| 71n' 'all the studles was the establishment of both well-designed instructional objectives and a

o comprehenswe evaluation system. When achievement in their schools declined, instructional

. objecnves programs and methods changed rapidly. In high-achieving schools, these objectives

guided the instructional programs. Leithwood and Montgomery (1982) describe the goals of the
effective principal in terms of basic orientations toward students, teachers and the school
kco‘mmuniktiy. An important dimension of effective leadership is the ability to have staff members
express their own goals; effective principals encourage staff to examine their professional
competence and set goals for growth, with a concentration on curriculum planning and instruction.
In addition, effective principals orient school programs to goals which arc endorsed in the
community. They ensure that school goals are communicated to parents and to district staff who

are perceived to be of value in achieving priority school goals. Johnson (1989), in interviews with



teachers and principals, found that coordinating the development of goals and publicizing and

promoting their achievement were indicators of administrator effectiveness.

§ : Bci‘man and McLaughlin (1979) note that effective administrators establish norms for risk-
_taking,ﬁémong staff members. They encourage individual initiative and continual change,

. expfesﬁing their support for new practices related to program improvement. Leithwood &
Mon{goniery (1982) report that principals support risk-taking by encouraging staff members to

. dcvcldp their own goals. A principal, interviewed in a study on principals’ and teachers'

SO perceptions of change as initiated by the principal (Stone, 1988), viewed change as "a risk-taking

~ venture where individuals made meaning of the changes by taking and ultimately having ownership

of them:‘by,,being directly involved in making them happen” (p. 81). He viewed risk-taking and =

 failure as‘a natural part of change. Teachers perceived their principal as a risk-taker, a source of
- - Suﬁpdﬁ‘iﬁd}sﬁdmcone who encouraged them to take responsibility and ow‘heisihip" of their

c {‘Anoﬂlerkcritical strategy used by effective principals is that of providing staff with knowledge

' and skﬂl (L.cithWood & Montgomery, 1982). Leithwood and Montgomery (1982) emphasize the

cruc1al folc,bf the principal in maintaining an ongoing, effcctiveAst‘aff dévelopment‘prOgrzixn,
béliej}ing"that the staff continually requires new skills md,knowledge in order to achieve and
sustéin excellence in educational programs. These leaders organize carefully structured
professional development in the school, in which they encourage teachers to participate. They
foster personal enthusiasm for improvement and a desire for ongoing professional development;
they also serve as a role model for teachers in their own professional growth (Johnson, 1989),
Effective principals work directly and indirectly with teachers on issues related to instruction which
they have observed in the classroom, providing individual in-service in an area in which the
administrator has expertise. Guskey (1986) emphasizes the need for continual teacher support and

encouragement and for ongoing credible feedback during the staff development process. Effective
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; principals are sensitive to the needs of new teachers, providing them with a broader orientation to

the school and familiarizing them with school programs, matenials and methods.

gk Effective principals provide resources for teachers to grow professionally. They collect and
k dis‘tribuie informaiion about new teaching practices and discuss professional issues with other

| ddmmmtmtors (Leithwood & Montgomery, 1982). They provide teachers with nonteaching time

S by dss'um.ng instructional duties themselves, by assisting teachers in managing their time

o effi ueudy, b; providing planning time outside ihe instructional day and by using the budget

7 krcreauvciy, ‘As well, they provide teachers with needed curricular materials and seek out and

| , promote mnovatwe ideas, materials and methods. Fullan (1982) concludes that, for successful

| ch:mge to occur tﬁachers must have the opportunity to mteract share ideas and help each other,
with the asslsmnce of the principal. The results of the Rand Change Agent Study underline the

. 1mpanaﬂceofﬁns collegial interaction and of good working relationships among staff members to

 the successful implementation of change (McLaughlin & Marsh, 1979).

The cffecnve school prmcxpal monitors student progress very closely (Leithwood &

- Montbomery, 1987) Thls is accomplished by reviewing test results and investigating possible

o pmblcm\ wnth teachcrs In the ESAA study, improved student achievement was noted when the

' j]m'nvu:tpal W'iS mvolved in {eacher evaluation (Leithwood & Montgomery, 1982).

Another common trait of effective principals seems to be the ability to actualize an
Organizationa} vision while maintaining stability in the school. Sergiovanni (1984), in his review
g of 'Ieadelt:;’hipand excellence in schools, cites Bennis’ belief that a compelling vision is the key

| Eng;ﬁdiem that distinguishes leadership in excellent organizations. Vision is defined as the capacity
to create and communicate 2 picture of the desired state of affairs that induces commitment among
members of the organization (cited in Sergiovanni, 1984). Sergiovanni (1984) contends that

- suceessful schools have a vision of excellence aligned with a strong and functional culture which
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orients people in a common direction and provides both a set of norms and meaning for staff
members. Weick (1982) believes that principals must spend considerable time with individual staff

members reminding people of central visions and assisting them in applying this vision to their

- own activities. In this way, the administrator is teaching staff to interpret the vision in a common

“language. Peters and Waterman (1982), in their studies of excellent organizations, also cite the
‘ presence of a dominant culture and clear sense of purpose which provides a common thrust for its

- -members.

R vkp'S'tiggins (1986) found that the administrator's constructive 'feedba(;k to teachers in a "growth-

) Oriéntéd'f system of evaluation had a positive effect on teaching performance. Both teachers and
= prihcipéls perceived instructional leadership to be a critical role of the principal, although teachers

“viewed i)ﬁncipals as giving priority to management duties rather than to instructional functions

L (Selfert & Beck, 1981). Seifert and Beck (1981) report that typical principals refrain from

- involving themselves directly in instructional improvement in terms of visiting classrooms and

p ) éonfefén‘cing with teachers. While there is no literature, to the author's knowledge, specifically on
the dualjtrack principal’s approach to supervision, it seems feasible to assume that an glophone

~ principals would withdraw from instruction even more. This thesis investigates that question.

The d :g";g I-track principal
‘ "I‘h‘ekréki’s a scarcity of research on the role of the principal in the French immersion school, in
either housing setting. The literature that does exist espouses the assumption that the
admi:ﬁslration of dual-track schools merits special considerations (McGillivray, 1978; Rideout,
1987). Despite the phenomenal growth of immersion programs in British Columbia, there appears
to be no special training available to administrators of immersion schools (Rideout, 1987). Olson
and Burns (1981) and Guttman (1983) stress that the lack of in-service for immersion principals

results in their assuming a passive rather than a leadership role in the instructional process. Olson
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and Burns (1981) emphatically state their concern over this apparent lack of pre-service and in-

service for immersion administrators, suggesting that this leadership role has been neglected.

o McGillivray is a leading figure in the literature surrounding the administration of immersion

-~ programs. He addresses the administrative problemns associated with the immersion dual-track

- N échoél (McGillivray, 1978). He suggests that the supervisory load facing principals is excessive.

"Adminisl:r.yators of immersion schools must be familiar with immersion teaching strategies, which
. differ considerably from those used in the English stream, as well as with immersion

| ‘métﬁédology. Principals of immersion schools should also be familiar with criteria for evaluating

o immerSion students. They must be sensitive to the fragile working relationship of English program

o : and lmmersmn staff members In addition, principals face the dally challenge of reassuring parents

i f of both Enghsh and French streams concerning the quality of programs and their children'’s

s progress ‘Lemire (1989) offers the following perspectlve on-the administration of the dual-track

A school

s y"The demands and expectations placed upon these men and woman (anglophone
-1+ principals of French immersion programs) appear unreahstlcally high con51der1ng
~ their lack of training and initial lack of knowledge in the area of French immersion."

g If 4 uiﬁ'ty and cooperation are to be develbped and sustained yin the dual-track school, the

sy 'pﬁﬂCipél must operate’ the school as one entity, not as two separate units. Lebrun (1981), an

. expericr'lce‘d’: dual-track principal, contends that both languages must be heard throughout the school
and pupils must be provided services in both languages. He states:
"The school will strive to have its pupils acknowledge and appreciate the peaceful

coexistence of two dominant languages and cultures (French and English) in their
school community. However, no one group will be considered over the other."

(p N

Of particular concem for the dual-track principal in promoting cooperation is the perception of
teachers that both programs are treated equitably. Immersion principals interviewed in Lamarre's

(1989) study revealed that balancing programs was a major challenge, with the potential for
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conflict a constant factor to consider. Anglophone principals in her study discussed the importance
of a focus on one school, uniting staff and students through common goals and integrative
activities. Calabrese (1988) advocates the concept of ethical leadership where staff members are
c'ommitted to equality and fairness. This style of leadership promotes equal distribution of
= tesohrces, tolerance of divergent opinions and cultures, respect for all members of the school
cbmmunity and a balance in the rights of all groups. The concept of fairness emerged most
= ‘ﬁ"équf::’ntly as a characteristic of effective principals in interviews with teachers in a study by

~ Richardson and Barbe (1987).

o In order for the dual-track school to be a successful vehicle for promoting empathy and
. qﬁdéfétanding between the French and English cultures, integration of both "streams" of staff and
St‘udcnts 1s necessary. Research on the measures taken by principals in integrating immersion and
" ,7,:; Enghsh track students is scarce. In their B.C. French Study, Day and Shapson (1983) report that
a maJonty of immersion principals indicated that they take measures to 1ntcgrate the two programs;
. however integration was pnmanly in the area of school activities, such as field trips and
2 assembhes.r They contend that, while these efforts at integration are beneficial, consideration to
- other unportant areas, such as staff collaboration, parental cooperation and development of school
 , : fpohclcs must be given. Day and Shapson (1983) report that integration is mentioned in very few
' schopl pohc1es; less than 10% of principals reported that integration of the two programs was
addressed in ‘school policy. Often two parent groups exist and joint collaboration on committees

and in school activities 1s minimal.

Rideout (1987) suggests that student integration is ideally characterized by three conditions.
Staff members must reach consensus on operating the school as one unit, a viewpoint to be
nurtured by the principal, either formally through policy or informally. Joint instructional and
extra-curricular activities must be offered, with both languages of instruction maintained. As well,

both languages should be highlighted equitably at school functions (Rideout, 1987). Rideout's
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(1987) research revealed that, of 16 principals, two fulfilled these conditions. A slight majority
(56%) were relatively successful at reaching these objectives. Obviously, the size of the
. immersion program will have an impact on integration; however, the goal of integrating students

“must be an important consideration in the mind of the dual-track principal.

In addition to the numerous chalienges in administering a dual-track school, principals may

= also have to be aware of a negative attitude on the part of their colleagues toward immersion. Nagy

o 'and Klaiman (1986) interviewed 29 immersion and non-immersion principals. When questioned

i : about theifcolleag‘ues’ opinion of the immersion program, the majority of participants stated that

o many pnnc1pals perceive problems with immersion in terms of program dislocation, loss to

e ':tEngllsh student enrollment and issues associated with the decline of the neighbourhood school.

| ) 7Although pnnupals generally claimed that they themselves were supportive of French programs,

~they commented that a number of their peers had negative attitudes towards French.

r h r_belief:
Fullan (1982) contends that "educational change depends on what teachers do and think" and

: thdt a change must be meaningful for teachers if it is to be successfully implemented. Heckman

S ;(1987) postulates that people behave in ways which reflect their value systems; before substantial

e - (,hangc in classroom pracnce can occur, teachers must engage: in constructive dialogue about their

- ‘behefs- Teachers will only unplernent changes that make sense to them; only then do they actively
seek change. When the underlying concepts of innovations are internalized by teachers into their

. personal belief systems, these innovations will make sense and change can then occur (Heckman,

1987).

Unfortunately, teachers' beliefs are seldom examined since teachers, on the whole, work in
isolation in their classrooms with litile opportunity to discuss instructional practice. Lieberman &

Rosenholtz (1987) underline the role of the principal in breaking down teacher isolation. They
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argue that effective principals design meetings for discussion of curriculur matters and leave the
administrivia for later. In this way, the principal's actions reflect his/her beliefs and values and
serve as a model for teachers. Lieberman and Rosenholtz (1987) encourage educators to mobilize

- school improvement efforts in order to move from isolation to an open and trusting collegial mode.
This can be accomplished by encouraging shared responsibilities, by providing resources, rewards

- and incentives and by establishing regular opportunitites for teacher interaction (Sarason, 1971).

g ’ReSeaIch (Guskey, 1986; Fullan, 1982) indicates that there is a strong link between teacher
~C6tlitxjittneht and meaningful change. Teacher commitment, a prerequisite for change, reflects the
,’ individual's personal, professional and societal beliefs and experiences in each of those roles.
. ,,Guskc;y,;(i978,6) maintains that the user's idiosyncratic commitment to an innovation must be
» uﬁdeﬁtodd and addressed by the initiator before any meaningful change can be expected.
o fC:omr‘rriin‘r:xient, as well, must be viewed in a context of continual modification as the indivi’dual
e 'feééts ,té);c‘.)ngoing change. Guskey (1986) also suggests that teacher beliefs will only be
substanually altered if the teacher anticipates improved student outcomes. He proposes that teacher
s¢1f¥irﬁpfbvement and professional satisfaction are prime motivators in commitment to change.
Other researchers have linked commitment to change to the complexity and clarity of the innovation
(Fullan, 1982; Huberman & Miles, 1984), to the teacher's "initial size-up” of the change and
| pefSOnal co'sts (Huberman & Miles, 1984), to the congruency of the change with teacher beliefs
(Huberman & Miles, 1984), to the teacher's past experience and repetoire of existing skills and to
the practicality of the innovation (Doyle & Ponder, 1977/78). The relationship between teacher
beliefs, commitment and change is complex and merits further research. The challenge for the
principal to understand and to react to teacher beliefs is formidable. However, exploration of these
beliefs through discussion would help establish a trust level and a better understanding of the effect

of the principal’'s own beliefs and actions upon the teacher.
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According to Fullan (1982), teacher commitment and meaningful teacher change result from
c(mﬁnuous collegial interaction and from an effective, ongoing support system. He reviews
studies which indicate that teachers who believe their principals to be involved, knowledgeable and
 " rhelljj‘feldescribe them as successful and effective. Blase (1987a) has examined the factors which
s wﬁcherS“aSsociate with effective principals, as well as their effect on the teachers themselves and on
: ‘teae}iefs' relationships with staff, students and parents. His study reveals that effective principals

e posiﬁvely affect specific meanings which teachers attribute to important issues, such as

- . partieiijaﬁon, equitability and autonomy. Blase (1987a) analyzed the data from interviews with

" teachers in two dimensions of leadership: task-relevant competencies and consideration factors.

it DiSCovered were nine task-related themes and five consideration factors. The task factors include:

o ,accesmbxhty, con51stency, knowledge/expertise, clear and reasonable expectatlons decisiveness,

goals/dlrectlon follow-through, ability to manage time and problem-solving orientation. The five

e , promment con51derat10n factors were: support in confrontation/conflict;-participation/consultation,

. faxrness/equ1tab1hty, recogmnon (praise/reward) and wﬂhngness to delegate authority. In

I summd_l’y Blase (1987a) contends that effective school principals contribute positively to the

o “development of three fundamental patterns in schools: assoc1at1ve (cohesive), social (behavioral),

: ‘:'7'<’ﬁrl{vy?and cultura.l (values and norms).

s : M‘c‘)_stkrdevant to this thesis are Blase's findings that the principal's leadership style has a

' ¢1gn1ﬁcant effect on teachers and on the sociocultural context of the school. Principals who

‘ nledelled consistency, decisiveness and clear and reasonable expectations caused a decrease in
teaehers' sense of frustration, uncertainty and anger. Those who were accessible and who

| denienstrated kh()wledge and expertise appeared to be responsible for increased teacher
confidence, satisfaction and a sense of professionalism. Principals who portrayed clear goals and
diifection created in teachers a sense of commitment to the school as a whole, as well as a feeling of
optimism. Similarly, teachers who perceived their principals to be fair, supportive and consultative

reported an increase in teacher efficacy, professionalism, commitment and self-esteem. It is



interesting to note that the "knowledge" factor in this study refers not only to curriculum and
reseaich but also to the principal's awareness of teacher and student needs. Effective principals
were those who were believed to be productively involved in the whole school and who offset any
o fbrces of favoritism. Teachers who mentioned the factor "follow-through” described principals

- who conducted timely supervision of instruction and who kept teachers informed.

In a further study on ineffective principals, Blase (1987b) lists the administrative qualities
k i 'Whi(:h impact teachers and their relationships with others in a negative way. Teachers referred to
o such pn'nféipals as being unsupportive, avoiding conflict, authoritarian and failing to provide

' oppyortu’r}lities for teacher input. Ineffective principals exhibited favoritism, were critical, used

| B ”in{t‘iih‘idation to control staff members and failed to recognize teachers for their accompishments.

Personal characteristics of ineffective principals included lacking in authenticity, lacking

S compasswn arrogant, unfriendly, manipulative, insecure, unintelligent, defensive, pre]udmed

i = 1mmature lazy, narrow-minded and pessimistic. Blase (1987b) hypothesmes from his findings
i that meffectlve principals have a significant negative impact on teachers' self-esteem, morale and
- 'fteacher comnntment In addition, their behavior resulted in a polarization of the staff with

mcreascdcompetmon and conflict.

¥ ] Blase (1987a, 1987b) claims that the traditional studies of leadership style have focused
entircly‘ bﬁ the bchavior of the principal. He advocates instead a holistic conception of leadership
in which the interrelationship of values, attitudes and behaviors are examined. Blase notes that
qualitative descriptions of the complex nature of leadership in terms of its effects on teachers is
scarce but essential to a meaningful understanding of the values, norms and beliefs inherent in
school culture. The finding by Blase that teachers’ attitudes and beliefs can be significantly altered
by the principal's leadership style merits further study. The implications of this finding for student

outcomes suggests that research in this area is urgently needed. If teacher beliefs are intrinsically
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~ tied to improved student outcomes (Guskey, 1986), then it is critical that principals gain a better

understanding of these beliefs and respond to them meaningfully.

;S:upe'rvision of Instruction

- While this study investigates the formative rather than the summative nature of teacher

“supervision, the concepts of supervision of instruction and evaluation often appear in the same

o 'Coritext,in the literature. According to Goens and Lange, supervision has historically meant

éVa'l‘u’a’tion (cited in MacKinnon, 1987). In interviews with both teachers and principals in this
study, kr_eks’pondents inevitably referred to both processes, even when the question explicitly stated
Vls‘upe’rvision of instruction was being investigated. Thus, the literature review and the results

s bccnon of this thesis reflect the notion that the formative and summative processes are inextricably

" “intertwined.

~The role of the principal
, " Thepnmary goal of the teacher supervisory process is to improve classroom instruction. The
;'bgl'i"cf;f that teacher supervision can be a powerful strategy for achieving school improvement

an Linqe,rliniesk,current research in teacher evaluation. According to the school effectiveness literature,

= ; ' thepn hCipal has a vital role and responsibility in improving student outcomes through the

: 'proéessés, of teacher supervision of instruction and evaluation. Principals seem to be aware of the

importance of their role in the improvement of instruction. In a 1978 study by Byme, Hines, and
McCleary, 77% of principals rated a course in supervision of instruction as essential to school
admi’nyistr'ators (cited in Fullan, 1982). It can be assumed that many principals and teachers prefer a
supervisory model which promotes meaningful principal/teacher interaction in a supportive climate.
Hanrahan (1987) states that there are specific supervisory behaviours which are crucial to the
improvement of instruction. One such behaviour is the principal's effectiveness in evaluating

. teachers.
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McLaughlin (1984) contends that teacher supervision allows the principal to fulfill his or her
role of instructional leader by identifying and supporting good classroom practices, by integrating
school goals and by providing regular assistance to teachers. Acheson and Smith (1986) are of the
opinion that the quality of the principal's role as an instructional leader in supervision is related to
particular strategies, such as observational techniques and effective use of feedback to teachers.
~ Ellis (1985) supports the efficacy of an evaluation process which allows for sufficient observation
’tirine, objecﬁvity of data collection and thorough discussion of all findings with the teacher. 1n their
review of research on effective leadership, Shoemaker and Fraser (1981) state that frequent
“informal class observations were associated with high-achieving schools, as well as attention to an
. “atmosphere conducive to learning. Effective principals participated actively in instruction and had
high expectations of themselves, teachers and students. In declining schools, principals appeared

-to be more permissive and to emphasize informal, congenial relationships with teachers rather than
- the 's'chool's effectiveness. Shoemaker and Fraser (1981) cite an interesting finding from the
Philadelphia study; the more frequently the principal observed reading classes in the classroom, the
more improved was the students' reading. Sergiovanni (1984), in his description of leadership
fotces, states that the educational leader assumes the role of "clinical practitioner” by bringing
expert professional knowledge to the areas of clinical supervision, teaching effectiveness and

program development.

The importance of visibility by the principal is well documented in the literature on school
effectiveness. A strategy used by administrators to monitor instruction is that of Management By
Wandering Around (M.B.W.A.). Huntington (1984) suggests that principals make a daily brief
visit to classrooms. He argues that this approach is effective in determining teachers’ attitudes,

kinds of teacher-student interactions, classroom environment and student-student conversations.
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MacKinnon (1987) states that there are several assumptions to be addressed when investigating
teacher supervision. First of all, it is assumed that the supervisor is more knowledgeable about
'kteachin g and can assist the teacher in improving classroom behaviour. Secondly, an effective
= hicéel'of supervision presupposes a good working relationship between the teacher and
s supcrv1sor A third underlying assumption is that teachers desire to improve in their instructional

‘ablhty These assumptions must be scrutinized when analyzing the effectiveness of teacher

T superv1510n

B koLahghl.in (1984) addresses the importance of teacher motivation, satisfaction and sense of
eFﬁcacy in the teacher evaluation process. She argues that teacher motivation is highest
| 1mmed‘ ately following an assessment; thus, the principal must have the resources to respond
- V}ti’promptly to the teacher's needs. MclLaughlin (1984) proposes a method of evaluation, one which
’, recogmzes teacher professionalism, the legitimate role of the principal as evaluator and the
‘ : sxgmﬁcance of assessment in the school improvement process. According to her model, credible

' “'prmmpal feedback is intrinsic to teacher motivation, satisfaction and efﬁcacy and ultimately to

k ‘yirqchool 1mprovement Through "authoritative and legitimate feedback" in a non-threatening
e ‘L ‘atmosphere, she beheves teachers will be satisfied and motivated towards professional
’k‘,'ieffectlveness The 51gmﬁcant relationship between job satisfaction, motivation and performance
= :was ﬁrst revealed in the Hawthome Studies (Gray and Starke, 1984). This notion of learning
through 1mplementat10n is congruent with Huberman and Miles' (1984) concept of commitment

throu gh program execution.

" Goldhttmmer (1969) cites a plethora of teacher supervisory approaches, many of which he
believes are invalid and unreliable. He proposes a model of clinical supervision which advocates
teacher self-analysis, goal-setting, feedback and assistance, a continual process which results in
satisfaction and motivation. He believes that collegiality, characterized by honest communication

and sound skills and knowledge, is the key to success.
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McLaughlin (1984) emphasizes the significance of establishing a common professional
language between administrators and teachers in clinical supervision. The importance of "shared
referents” is stressed by Little (1982). This term refers to the establishment of a common language
bet@cen administrators and teachers in clinical supervision. It can be assumed that teacher trust

~-and principal credibility are integral to the success of a clinical supervision program.

Th l-track principal

| ’D,agenais (1990) outlines the monumental challenges facing dual-track principals, many of

- ‘whom are neophytes in immersion. She contends that, without adequate competency in French

- _.and with no knowledge of second language pedagogy, these administrators are expected to provide

Jeadership and supervision to beginning immersion teachers. As a result, many principals have
: ka'S'si;umcd a "hands-off" approach to the program (Dagenais, 1990). Olson and Burns (1983) have
~reb6rtéd the frustration experienced by administrarors who do not have the ability to act as
instructional leaders for immersion teachers. Whittle and Brennan (1988), both principals of dual-
track schools, suggest that beginning linguistic ability in French be a mandatory requirement for
,prinCipals assigned to dual-track schools. They believe that this basic knowledge of the language
will ensure professional growth in teachers and credibility in the eyes of students, staff and
, p'ar¢nts. Whittle and Brennan (1988) argue that dual-track principals should be capable of leading

English and French staff in the area of program implementation.

Stanutz (1988) contends that the unilingual administrator should not feel at a disadvantage in
supervising immersion programs. He states:
"Supervision is simply helping a teacher to grow. Good education is based on
good educational philosophy and practice. These transcend the language of
communication.” (p. 70)

Stanutz maintains that teacher training can be done by the principal in English, as well as through

peer coaching and workshops. In addition, more recently developed standardized tests can agsist
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the administrator in evaluating the immersion program. With commitment, he believes, comes
: crcdibility; He argues that peer teacher assistance can be used to offset the principal's lack of
;f'acjility with the French language. Much has been written about the contribution of peer coaching
B methods in bringing about positive changes in teacher performance (Joyce and Showers, 1982;
- l Smyth 1985; Manning 1986). Acheson and Smith (1986) condone separating the supervision and

evaluation functions of the supervisory process. They advocate the training of principals in

- ‘Obéer‘vrétion and feedback strategies for summative purposes and the training of teachers in peer

| ;"'_dbSérva'tion and feedback, as part of a staff development program.

o The importance of teacher input into the supervision processes cannot be overestimated.

e | - Al‘fénso“and Goldsberry (1982) state emphatically that teacher collaboration in the clinical

’ Supervifsion*pro'ce'ss is essential to its successful implementation and to instructional improvement.

Goldhammer (1969) argues that the teacher should have a participatory role in establishing the

s purposeof supervision and guidelines for the process. He emphasizes the sharing of

S rec;pon sibility of the supervisor and teacher and the confirmation of their relationship. Teachers

o ‘,:7”55"leildr“b¢‘inyolved in establishing the time of observations, as well as the method of data

g . cbliccti_dn,j instruments used and lessons observed. Pre and post conferences are an integral part of

T rthyy)lkdrhyarfnme‘r"s‘,(1969) model.

Direct teacher participation in the development of criteria and strategies used in assessment
maximizes teacher trust in and commitment to the supervisory process. Lewis (1973), in his then
revolutionary "learning-centered approach to teacher appraisal”, emphasized the replacement of
comparative ratings of teachers with a cooperative, self-reflective program of evaluation. In a
study by Duell and Davison (1987), teachers and principals reported being more comfortable with
evaluation programs they considered most accurate; these involved teachers evaluating themselves.

These self-evaluations were seen to be accurate by both teachers and principals. MacNaughton,
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Tracy and Rogers (1984) promote a collaborative relationship between the teacher and principal in
clinical supervision and evaluation; they suggest that these processes must be "individualized and
personalized" to be effective. In Goldhammer's (1969) model of supervision, the intellectual
autonomy of the teacher and the teacher's ability to self-analyze teaching practices are critical to the
: effCCﬁveness of the process. Hanrahan (1987) cites self-evaluation as critical to an increase in
t6a¢hcr confidence and independence.

Teacher beliefs

' Hanrahan (1987) investigated the perceptual compatibility of teachers and principals on the
" pﬁncipal’s behaviour in clinical supervision. He hypothesized that the teacher's perceptions of the
- principal's role as instructional leader were directly related to the degree to which principals

facilitate instructional improvement through teacher evaluation. He found a significant difference

s - between the teachers' and principals' perceptions in regards to the purpose and the success of

~ " clinical supervision, with principals being more at ease with the process. Some teachers perceived

- o rnnclpals to be lacking in knowledge and skills; several principals criticized the time needed to
unplernent an effective program. Itis also interesting to note that teachers in this study believed
| thférences were held less frequently than principals believed. Hanrahan's (1987) results indicate
, some ‘fnilfs’tfation on the part of both teachers and principalswiﬁ the supervision process. He
cdtiéludcé that the processes of clinical supervision and evaluation are antithetical” and interfere
with the collegial nature of the principal’s role. He recommends that principals be sensitive to
teachers’ perceptions, attend to establishing a trusting, communicative relationship and make the
process teacher-centered. In a study on teachers' perceptions about their receptivity to evaluation
(Glasman & Paulin, 1982), teachers' involvement and their level of trust and confidence in the

evaluator's expertise were critical factors to the success of the process.
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-

arri eacher supervision
Hanrahan (1987), in a review of the literature on teacher supervision and evaluation,
summarizes some of the problems associated with these processes. These include: teachers'
E 'attritudcs and perceptions, incongruency of supervision and evaluation, lack of training of both
. téa{:hcrs' and principals, principals’ ineffectiveness as an instructional leader, the relationship of
‘t’eyacfhe‘r‘and principal, subjectivity of the assessment, lack of agreement on the criteria of good

L t‘caching practices and disagreement on desired student outcomes and basic procedures.

‘MacNaughton et al. (1984) report that teachers perceived supervision and evaluation as a threat
' anS(JCizﬁéd With, contract renewal. They suggest that principals must be perceived by teachers as

: jhavmg the ncce%dry skills and knowledge and meaningful practices must be established before a

- rj"truﬁtmg, collegial relationship can be established. Blumberg (1974) states that principals must be

dble to demonstrate to teachers that they possess the necessary expertise to be of assistance in

; 'problcm~solv1ng suuatlons

A funher obstacle to the implementation of a successful supervision program is that of time.

“‘\riacKmnon (1987)cites research suggesting that principals are "consumed" by their

o ) ikk\admxmstmtwe duties, 'neglecung their pedagogical responsibilitites. Reilkoff (1981) argues that

L 'tc,achcr supervxsxon is hampered by a lack of time, as well as rigidity, complacency and a lack of

Wt,mpaihy inthe teacher—pnnmpal relationship. Johnston (1983) claims that the success of the
‘progm; depends not only on this relationship, but also on the acceptance of the process by both
‘tcra,éhcrs and administrators. While there is evidence that teachers resent evaluation due to its

: ‘sﬂbjéétijvity and lyxymeliabiiity (Soar, Medley and Coker, 1983), there is research that indicates
teachers’ support of clinical supervision (MacKinnon, 1987). MacKinnon (1987) suggests that
there has been a shift from the process of evaluation 1o that of supervision, with an accompanying
perception of teachers of the need for the process. His review of the literature indicates that

teachers want more conferencing, observations and discussion about teaching pedagogy. In his
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research on teachers’ acceptance of clinical supervision, MacKinnon (1987) found that over 70%
of teachers expressed confidence in the process and in the ability of the principal to direct that

process.

Fullan (1982) comments on the barriers between principals and teachers created by the

| 'pﬁliciipal's supervisory/evaluative role. The different perspectives between principals and teachers
régarding this role negatively impacts upon program change. McLaughlin (1984) argues that the

- present evaluative system of standard checklists and brief classroom observations is futile and

: | réﬂécts the principal's individual biases rather than a consistent, meaningful set of criteria. She
éékhpwledges the fact that school administrators have difficulty linking assessment and

improvement purposes because evaluation creates teacher anxiety and administrative burden.

~Mcl.aughlin (1984) argues that principals lack the skills and confidence necessary to help
& teachers remediate. The rigorous and ongoing training in clinical and diagnostic skills which
; prmc1pals require is not available. She contends that there is a resulting absence of principal
‘ credlblhty in the eyes of teachers who thus lack confidence in the process. Levin (1979) and
KrawjeWskj (1976) contend that most supervisors lack the the skills and training necessary to

effectively analyze teacher behaviours in the clinical supervision process.

| According to Sarason (1971), principals quickly learn that they cannot legislate teacher change
and that insisting upon teacher change is far from effective in changing teacher beliefs and
practices. Berman and McLaughlin (1979) contend that ineffective principals engage in minimal
evaluation of teachers' instruction and fail to consider the beliefs, values and emotions of teachers.
Dow and Whitehead (1980) report that only one in twelve principals visited teachers on a regular
basis and often did not share the results of their observations with teachers, which does little for
the improvement of instruction. Firestone and Wilson (1985) contend that supervision provides

the optimal opportunity to effect change but is only effective when used frequently; they cite
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-evidence that this is not the case, suggesting that the majority of principals lack experience with
meaningful supervision programs. Principals can only have a significant impact upon teachers and

upon program change with meaningful personal contact (Fullan, 1932).

R is evident from the research that the supervision of instruction cycle provides the principal a

o crucial opportunity to affect teacher performance and subsequently student outcomes. Teachers

‘éh‘drédministrators alike share the goal of improved student achievement; this commonality should
fsérvc as an incentive for establishing a collegial relationship based upon the honest communication
" and truSt'which is essential for effective teacher supervision. It is also apparent from the research

- théyihig afea of administration offers a particular challenge for dual-track principals. This study

L “investigates the supervision of instruction process from the viewpoints of both the dual-track

s pri;jcipal and the teacher.

~Staff Collegiality
Grecnﬁeld (1984) maintains that schools are fundamentally interpersonal settings; therefore the

- : relduonshlp between the principal's leadership style and instruction in the school is inherent in the

i 5" qomal dynamxcs of that school. Blase (1987a) concludes from his interviews with teachers that

R ,leadcrshlp factors have dramatic effects on teachers and their relationships with others. He

bclievés that the principal’s effect on teacher motivation, involvement and morale enhances the
possibility of productive interactions between teachers and their colleagues. In problem-solving
 situations, the principal has the ability to confront and reduce tensions connected with interpersonal
conflict. Teachers reported that the effective principal's process of problem-solving promoted
solidarity and cohesiveness in schools. Effective leaders also demonstrated fairness in decision-
making which helped to establish staff unity and a sense of team, as well as promoting teachers'
pérsonal and profcésibnal identities. Individual and group efforts were recognized and

achievements were celebrated as a staff. Effective principals in Blase's study developed



meaningful communication channels through which teachers were encouraged to express their
beliefs, feelings and expertise, particularly in the realm of student discipline and school programs.
These findings are of particular significance for dual-track schools where the potential for contlict

is ubiquitous.

: k‘ . Thc most frequently mentioned criterion of school effectiveness, in a study by Johnson (1989),
- was an atmosphere of cohesiveness, cooperation and high morale. A second significant factor

| ussbéiate‘d with effective schools was a shared expectation and desire for collaborative work with
» t‘cc‘;ilézigues. Leithwood and Montgomery (1982) summarize strategies used by effective principals

in building strong interpersonal relationships and motivating staff. These leaders involve staff,

e pérticip‘a'te in activities with staff and are positive, cheerful and encouraging. They ensure their

- accessibility to staff and they are direct, honest and sincere in their interactions with teachers.

i = ‘QLS'f,:,'r:giova,nni (1984) argues that effective leaders assume the role of "human engineer"; they

o emphasme human relations and interpersonal competence and employ motivational strategies. In

: kthis ‘Wdy, they encourage growth opportunities and build morale through such processes as

" ',parﬁcipatory decision-making. When disagreements on staff occur, Scarr (1988) advises

. pnnc1pals to do the following: focus on issues rather than people, be open and honest, establish a
- proccss to resolve conflicts that is fair, just and sensitive to the integrity of others, develop a sense
“of belonging through group decision-making and develop common goals. McClure (1988) and
Huuter’ (1989) advocate a model of shared leadership whereby teachers possess a sense of

authority over their destiny and teachers' opinions and recommendations are valued.

According to Rutter, Maughan, Mortimore, Ouston and Smith (1979), the principal plays a
central role in developing the staff collegiality and the positive social environment in schools which
promote high academic achievement, good pupil behaviour and low delinquency. Their research
suggests that the actions of individuals in the school setting may combine to create a set of

attitudes, values and behaviors which are characteristic of that school. Smith and Scott (1989) cite



34

the positive effects of the principal’s adoption of a collaborative and collegial management style:

school renewal, teacher satisfaction, teacher learning and cooperation among students.

- The school effects research supports the fundamental role of the principal in developing and

maintaining a positive school climate. In their survey of the research, Shoemaker and Fraser

- (198 '1,)"'feport that the principal is instrumental to the existence of a peaceful and purposeful school

i 7, i chmdte Leithwood and Montgomery (1986) argue that the creation of a positive school climate
: and thc coordination of instruction are the two major contributions of principals to school success.
’,Anders'on (1982), in her extensive review of the research on school climate, documents evidence
E ‘for the st:rong link between school climate and student outcomes. Little (1982) states that effective
o : jfpfmClpals are active endorsers and participants in the collegial environment of the school. Her

research supports the notion that, in successful schools, the individual improvement of a teacher

Br wassecondaryto that of the entire school. Little's (1982) study also suggests that, as teachers

= worktogether they develop a common language and understanding proportional to the practicality
vi' of the dlscussmns Collegial interaction is intrinsic to Fullan's (1982) concept of "shared reality"

L 'or meamng in a context of socialization. Coleman (1984) concurs with other researchers that the

o prmcxpa] is the dominant force in determining school climate and that the responsibility is a joint

(A She

Staff involvement

The importance of involving staff in decision-making is well documented; involvement

| heighténsteachercommitment (Fullan, 1982; Huberman and Miles, 1984). Leithwood and

Montgomery (1‘982) emphasize the role of the principal in influencing staff participation in school
decisions and teacher acceptance of responsibilitites. Effective principals ensure the selection of
influential staff members who are cabable of exerting strong leadership in the school. They
disperse decision-making power and delegate authority within a central framework initiated by the

principal. Often the principal provides the initial thrust for a project and then turns it over to staff
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to coordinate. Effective principals continually seek staff members' advice on important issues and
establish teams of teachers to address particular concerns. During the process of goal-setting, they

solicit teachers’ opinions and encourage teacher decision-making.

- Ina study investigating the effect of principal behaviours on teachers, Blase (1983) reports a
' inﬁmbcr of behaviours causing teacher stress, two of which are lack of opportunities for input and
" favoritism. He contends that principals should encourage teacher input and subsequently instill a

‘ f:efel:in‘g of professionalism to combat teachers' sense of low self-esteem. Administrators can also
1mpart knowledge to teachers so that they are well-informed and develop a sense of autonomy and

ka’i‘,lll'thOI"lty. Maeroff (1988) proposes three guiding principles to teacher empowerment which have

_implications for principals: access to decision-making, status and knowledge. Ambrosie (1989)

- stresses the necessity for teacher empowerment in the form of shared decision-making. He states:

- "Teachers and principals must work closely together if schools are to succeed..
-~ “More important, teachers must be involved, have the ability to influence, and in -
- - many instances be given the responsibility to make decisions related to learning.”
p.57)
- Heckman (1987) views the culture of the school as a holistic entity with all parts interacting and
dependent upon each other. He argues that substantive changes cannot be made without involving
| staff 1n the decision-making process. Staff cohesiveness and staff problem-solving processes are
' th charactcristics he associates with self-renewing schools. Stone (1988) contends that
cohesiveness and communication are integral to the change process; he adds that the development
of group dynamics takes time and commitment. He states:
"Teachers and principal interacting and problem-solving together is crucial in
developing the lines of communication between principal and teachers and teachers
and students in the overall improvement of the school organization. Developing
and opening the lines of group communication amongst teachers will likely manifest
itself in improved interactive and organizational behaviours of the students in the

school, allow for greater experimentation and risk-taking and promote a healthier
attitude toward change.” (p.113)
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Coleman's (1986) research suggests that an increase in teachers' participation in decision-
making results in a higher level of concern for the school as a whole and an improved sense of
o trckacher efficacy. McPherson, Crowson and Pitner (1986) associate teacher decision-making with
: jpfofessional commitment, defined as "an opportunity to have a voice in collective decision-making,
B é sen sc of efficacy and personal importance communicated by one's peers, a belief that hard work

' "is,valued and recognized, a feeling of independence....a feeling of met expectations and

: involvement in the work of the organization” (p.137).

L ,}‘;VNidich and Nidich (1986) suggest that the ability of teachers to agree upon the priority of

' ‘school goals is the main indicator of staff cohesiveness and teacher morale. Efforts to improve

. morale and cohesiveness must focus on principal-teacher and teacher-teacher relationships and

o interactions in the school setting. Their review of the research on teacher morale indicates that, in

| "'::Sch&)'ls"ﬁhére the principal is perceived by teachers as frequently involved in school functions,

: ;f“"t‘éziéhers"‘attitudes towards work-related factors were positive; these attitudes were strongly

i -associated to student outcomes.

o Thg dual-track principal

 ‘  RichUt (1987) addresses the unique challenge of staff collegiality in dual-track schools where

U two ;iistith cultures are represented. Over the last decade, the immersion program has grown

sub#tantially, while enrollment in the English student population has declined. This trend has
resulted in an increase in the hiring of francophone teachers, resulting in feelings of animosity and

~ insecurity on the part of anglophone teachers. The effect of immersion on anglophone teachers has
received a great deal of publicity, according to a 1983 national survey of school boards (C.E.A.,
1983). Trustees cited teacher opposition and layoffs as one of their most formidable challenges.
Olson and Burns (1983) reported teachers' federations to be vocal on the issue and unsupportive of

the immersion program. While layoffs of anglophone teachers were not as prevalent as believed
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(C.E.A., 1983), a reduction in the hiring of English program teachers, largely due to declining

enroliment, inevitably breeds resentment and conflict.

Nagy and Klaiman (1986) studied the impact of immersion demand on English programs in
Ontario. They discovered that only one-third of immersion teachers interviewed felt that they had
the support of their non-French colleagues, although two-thirds of non-French teachers claimed to
be. supportivc of their immersion peers. Approximately 60% of all respondents believed that staff
~morale was affected by the immersion program, with anxiety and resentment largely due to the

- sharing of resources.

- According to Rideout (1987), and in this author's experience, a factor which potentially

~contributes to staff conflict is the age differentiation between English program teachers, who tend

5 to bc older and more experienced, and immersion teachers, who are often youn g, inexperienced

‘and cncrgctlc This generation gap is often reflective of diverse values, beliefs and teaching styles.
A further challenge to the principal in promoting staff collaboration is the language barrier between
both groups of teachers. While many immersion teachers are bilingual, others cannot communicate
- effectively in English; the possibility of misunderstandings and disagreement is evident. Other
factors that strain relationships are the financial and human resources that are allocated to
- immersion programs and the reassignment of immersion students, who are having difficulty

succeeding in immersion, to English programs.

In Iight of the above factors, it is obvious that the immersion principal of a dual-track school
faces a considerable challenge in promoting staff collegiality. In order to create harmony on staff,
it is essential for the principal to not only ensure equality of programs but also to be sensitive to the
perception of teachers regarding equitability and fairness. Lebrun (1981) emphasizes the
importance of both groups of teachers feeling as equal partners in the school, with duties and

leadership possibilitites shared equitably.
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Principals in Lamarre's (1989) study suggest that immersion teachers be informed about
English teachers’ fears. They emphasize the importance of encouraging all staff members' input in

" open discussions and of ensuring a perception of fairness in promoting staff cohesiveness.

- ‘ “Several of these administrators suggested hiring immersion teachers for compatibility on staff,

- _since some francophone teachers tend to display "militant beliefs", are "individualistic" and

s "’tempéramental" and "defy authority”. These teachers were viewed as causing friction on staff,

et not only within the school but also within the immersion program. A resulting lack of team effort

s would seriously affect the climate of the school. In LaRocque's (1986) research, an individualistic

" approach is indicative of "classroom-oriented” teachers who view the school as an aggregate of

o - g}qgszgms, whereas "school-oriented"” teachers tend to be collegial and flexible.

L 'ig,Princi,paIs must address the need for all teachers to share in curricular activities, since the

fi,jéliﬁiculig'r‘n,is identical for both programs. On the other hand, methodology and teacher strategies

L : . ’ﬁ]gyi dlffo considerably, particularly in the primary program, due to the emphasis on second

L lan guage‘dcvelopment in immersion. Professional and staff development must reflect this
dlfference The effective immersion principal must respond to the challenge of building a

_“collaborative model of shared decision-making based upon open communication, trust, honesty

o | axjd'filirness» A meaningful staff development program is one way of promoting staff norms of

~ collegiality.

Two perspectives on the use of French in the staffroom emerged in Lamarre's (1989) study.
Several principals appreciated the need of immersion teachers to maintain their language skills and
informed English teachers of their viewpoint, aiming for a "comfort level"” on this issue. Other
administrators had to impose a rule of English only in the staffroom to promote communication and
trust on staff. Teacher beliefs on this topic have not been researched and are investigated in this

thesis.



The Bilingualism of the Principal

A pertinent question raised 1n recent research on immersion programs is the relevance of the

- bilingualism of the principal in the administration of the dual-track school. Olson and Burns

(1981) and Guttman (1983) point out that a bilingual administrative staff is crucial to the successful

~ implementation of immersion programs. Olson and Burns (1981) claim that the leadership role of

- the principal is jeopardized by a lack of both French language skills and knowledge of the

: ’program. They argue that many of the problems in areas such as budget and curriculum could be
sined if special training and certification requirements for administrators were mandated by the

- government.

. Guttman (1983) criticizes the neglect of school boards to ensure trained bilingual administrative
| ‘staffl»‘to supervise immersion programs. She insists that the unilingual dual-track principal cannot

possibly assess students' oral language ability or identify student ‘ncedé. Nor can these
adfniﬁistrators assist teachers with teaching strategies and curriculum materials. Guttman (1983)
negates the concept of a dual-track school, describing it as two separate programs in one building.
Clinton and Talmanis (1982) concur that long term planning for immersion schools should include

| a bilingual principal. Rideout (1987) cites the finding by the Canadian Education Association, in a
1983 cross-Canada survey of school boards, that only 19 of 96 boards claimed immersion
programs to be usually (emphasis added) administered by a bilingual administrator. Because of the
critical shortage of bilingual principals, many school boards in B.C. have largely ignored this

staffing concern.

Rideout (1987) asked dual-track principals to rate their own French language skills in an
attempt to relate the administrator's degree of bilingualism to the functioning of the school in terms

of student integration, staff collaboration and home/school relations. She discovered that
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principals developed coping strategies, such as encouraging teachers to initiate activities in French,
to compensate for their lack of language skills. Her findings indicate that the unilingual English
principal is able to successfully establish a safe, risk-taking climate where teachers are free to
| - initiate intégrating activities. In addition, the principal's degree of fluency was reported to be
yunr‘elatc,d to staff coll.voration. Further research designed to include larger samples of bilingual

 administrators is warranted.

- Stzinutz (1988), an experienced administrator of immersion schools, believes that the
) pnnc1pal’s role is to encourage staff members to meet the needs of students and that, although

L i"French' ylanguage proficiency would be beneficial, it is not a pre-requisite to administering an

: ‘*‘;ex‘cellent school. He states:

: ”As in any school, the quality and success of the programs will depend greatly on
- the quality of the administrator. An enthusiastic, supportive, positive-thinking
T pnnmpa’ who can motivate teachers will have success, even with very limited
-~ French Yanguage skills. When the principal is enthusiastic about bilingual education
.+ in general and about his school in particular, students and teachers will also become
- enthusiastic. The enthusiasm will permeate the school. By supporting the teachers,
. we get to know the problems that have to be solved, and set the climate that will
.. ‘enhance this problem solving. One does not have to be bilingual to support and
. foster bilingualism. By praising effort, and working cooperatively to solve
R problems achievement is not far behind." (p.68)
o ~‘Sténutz (1988) feels strongly that the unilingual principal can promote the immersion program
in at\i}a’rictyof ways. He believes that immersion students should have opportunities to speak and
listen to French, such as making daily announcements on the public address system and speaking
at special French assemblies. Immersion principals should encourage students to share successes
with them; at that time they can recognize achievement and promote the advantages of bilingualism.

They can be very adept at procuring needed resources and soliciting the support of the community.

Lamarre (1989) interviewed eight anglophone dual-track principals with little or no knowledge
of French to investigate how they administer immersion programs while ensuring excellence in the

school. Four major categories emerged from her discussions with these administrators:
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commitment, understanding the context of immersion programs, communication and reliance on
others. All respondents agreed that commitment to the program was a critical factor to its success
and that they themselves had to believe in the program and the concept of second language
instruction in order to demonstrate that commitment. A sound understanding of immersion
philosophy and program needs, as well as a sensitivity to French culture, was felt to be essential to
successful implementation. Excellent interpersonal skills were cited as critical in fostering a
healthy school climate, as principals must constantly reassure all stakeholders in the program. A
' numbcr of principals in the study indicated that they depended heavily on personnel, such as

"unofficial” head teachers and coordinators, as a coping strategy to compensate for their limited
French language skills. Lamarre (1989) warns principals to rethink this strategy as it could lead to
~teacher resentment and burnout which would affect teaching performance. As well, teachers could
be making administrative decisions in areas such as the evaluation of language and pedagogy; this

-~ would be inadvisable.

Unilingual English principals interviewed in Lamarre's (1989) study did admit that their lack of
proficiency in French affected their ability to judge student achievement. They felt unable to

evaluate students' skills and had to rely on resource personnel in curricular areas.

Lamarre (1989) offers some suggestions for dual-track administrators:

1. School-based administrators must ensure that they are perceived to be committed to second
language instruction.

2. Principals need in-service on program implementation and time to prepare for their
instructional role. Discussion with experienced dual-track principals would be beneficial.

3. Principals must be flexible and open-minded as their new role will likely require
transformations in their ideas, both personally and professionally.

4. Dual-track administrators should keep abreast of new research in all areas of program
implementation which may affect the school and the district.

5. Unilingual principals should consider upgrading their French language skills.
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0. Principals should provide release time for teachers who perform administrative duties and
establish a network of resource people knowledgeable in French programs.

In conclusion, principals in Lamarre's (1989) study felt that their lack of Freach language
proﬁciency did not hinder their administration of the immersion program, although they agreed that
» - knowledge of the language would be an asset. Lamarre (1989) suggests further research

- investigating the beliefs of teachers on this issue, a question considered in this thesis.




CHAPTER HI

METHODOLOGY

Rationale

Qualitative research has gained legitimacy in the last decade as a method for investigating
problems in an organization ((Miles and Huberman, 1984). This study is oriented toward a better
understanding of an organization rather than to establishing statistically significant relationships
bctWeen variables. The interview process is one qualitative method of shedding light on such
préblems, which can then be deemed worth pursuing. Research of this kind maximizes the

o "pwosbsibility of such discovery.

- ' Supervision of instruction and staff collegiality, two critical elements in school improvement,

‘am‘inyestigaxed in this study. The bilingualism of the principal, a factor in research on dual-track

schools, is examined in the context of the five areas originally investigated. T.he results of this

aspéct of the dual-track principal's leadership role are presented in Chapter IV.

~ Sample Selection
The following criteria were used for the selection of school districts participating in this study:

1. that they be located within a reasonable travelling distance for the research author.

2. that they have well-established French immersion programs in dual-track schools and that
they be interested in this study.

3. that they express the ability to identify principals who would respond positively to
participating in this research study and who met the criteria necessary to be included in the
study.

As a result of the above criteria, two districts were selected. The first school district chosen is

situated in the Fraser Valley of British Columbia. This district espouses the dual-track philosophy,
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with its immersion programs all located in dual-track schools. The immersion programs in this
district were well established, the initial program being in its tenth year of implementation. The
second district was a very large and rapidly growing area in the Lower Mainland of British

: C()Iumbia. This district had a well-established early immersion program, with all schools in the

district having immersion programs located in dual-track schools. Immersion programs had been

i - operating in this district for twelve years, inclusive of the year in which the data was collected for

s this study. Because of the limited choice of schools available in District 1 which met the criteria,

"ﬁistriét' 2 was asked to match the two schools in District 1 as closely as possible in terms of school

: "siz‘e,, history and student population (SES and grade level distribution).

A sﬁl_mpie of the letter sent to each district confirming participation in this study is located in

| Apphndlx A. Two schools in each district were selected by district personnel according to the

o ,foﬂoé&ingfcﬁtcﬁ'a:«"

fer ,that they be dual-track schools housing both English and French immersion tracks, with the
- “immersion stream spanning at least five years;

o 2. . that the principals of these schools have a minimum of two years administrative experience
... in a dual-track school, with at least one full year in their present school.

B Oncc disn'ict permission had been obtained, the researcher contacted participating principals to

. schedule interviews. During the initial contact, principals were informed of the criteria for the

- selection of participating teachers which were as follows:

1. thar all four teachers in each school (to be selected randomly in a draw conducted by the
rescarcher) have at least three years teaching experience;

that ail teachers have at least one full year's experience in the particular dual-track school in
which they were presently teaching (so that they would have a satisfactory understanding
of the functioning of that school).

tad
*

The final sample, therefore, consisted of four elementary dual-track principals, two in each

participating district. Four teachers in each school took part in the study, one each representing
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primary English, intermediate English, primary French immersion and intermediate immersion. As
stated above, the selection of teachers was done randomly by the researcher. Teachers had been
informed by the principal, previous to the selection, as to the nature and procedures of the study

and had been assured that participation was strictly voluntary.

Procedures
Upon obtaining permission to conduct the study from each district, principals were contacted
- by telephone and interview times were established. Each principal was informed at that time that a
: letter of permission would be forwarded (Appendix B) to be signed and collected at the time of the
, inté:rvie‘w. Also sent to each principal prior to the interview was a letter confirming the interview
time (Appendix C). In addition, a preliminary questionnaire (Appendix D) was mailed to each
principal to be returned to the author at the time of the interview. The purpose of the preliminary
. questionnaire was to gather pertinent background information about each participant and school in

'ﬂlf:istlldy to be examined in light of the results of the investigation.

All principals were interviewed in their respective schools. The procedure of the interview,
entailing a series of questions pertaining to the dual-track principal, was explained. It was noted
‘that the interview would take approximately one to one-half hours and that, with the respondent’s
permission, it would be tape recorded. As well, the researcher took detailed notes of the responses
throughout the interview. The author explained that questions fell into five categories: teacher
supervision of instruction, staff development, staff collegiality, school organization for instruction,
and parental involvement in the school. Principals did not have access to any of the questions prior

to the interview.

At the termination of the interview, the researcher asked for the names of the teachers who
qualified to be in the random selection. These names were classified into four categories as

follows:
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primary English
intermediate English
primary French immersion

BOWON e

intermediate French immersion

. Following the draw of the four teachers' names, the author contacted each participant and
: cgplaincd the purpose and procedures of the study. Mutually convenient interview times were
established and teachers were informed that they would be receiving a letter of permission

k (Appendlx B) and a preliminary qucsﬁonnaire (Appendix E) prior to the interview. These

o documéhts were mailed and returned to the reseacher at the time of the interview. Permission was

e sought to tape record the interviews at the initial contact. Only one teacher (Teacher 8) refused to

berecordedand subsequcnt]y, the interviewer took detailed notes during the interview. All other

- 1ntemcws 'were transcribed verbatim. Transcriptions, tapes and all other relevant data were

’deslroyed 1mrned1ately following completion and approval of the thesis.

o f ‘All 20 iﬁtcrviews occurred between April and June 1989 inclusively. Anonymity of
Lpamapdnts and confidentiality of responses were maintained in all cases. A copy of this thesis

| ,‘\vas qent to each participating district.

: Data ‘Co‘llec’ting Instruments

ionngir
This qucstionnaire (see Appendix E) consisted of four closed-ended and three open-ended
questions. Closed-ended questions were designed to gather information on the :eacher's
experience in the realm of teaching (Table 9). Teachers were also asked to rate themselves on their
ability to speak French on a five point scale, ranging from "not at all” to "fluently". The purpose

of this question was to note any relationships between fluency and teachers' beliefs. Teachers

were also asked to rate the fluency of their principal; the purpose of that question was to ascertain
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any differences in both immersion and English teachers' ratings and in teacher-principal ratings.
The results of these questions are presented in Chapter 1V. Open-ended questions were designed
to determine teachers' educational background and te gather further information on the teacher's

experience in education.

- Principal questionnaire
" The principal's questionnaire consisted of 17 questions, 13 closed-ended and 4 open-ended.
The ‘élosed-ended questions sought primarily demographic information on the school, such as
¥ SIudent population and the number of teachers in the English and French immersion programs

‘k('I‘able 10), as well as on the principal's experience in education, specifically in the dual-track

. ,,s‘ch‘obl(T able 11). Principals were also asked to rate themselves on their level of fluency in the

French language, using the same five point scale as that of the teachers. This information was

- deemed potentially useful in the analysis of principals' beliefs about the dual-track school. Results

L "t‘(:){t}'ﬁs*qUestion are presented in Chapter 1V. Open-ended questions were designed to shed light on

‘the principal's administrative experience. Also investigated was specific training which principals
, ~received in preparation for their principalship and for their leadership role in a dual-track school in
| partlcular Information obtained about training for the dual-track principal’s position was thought

‘to be useful in light of the research which criticizes the lack of preparation for this role (Table 11).

Interviews

Interview questions for both teachers and pincipals were developed by the researci.er
specifically for this study as no such instrumenus existed, to the author's knowledge. Both
questicnnaires investigated responses in five major areas: supervision of instruction, staff
development, staff collegiality, school organization for instruction and parental involvement in the
school. The majority of questions were identical for both teachers and principals so that responses
could be legitimately compared. Several questions, however, differed in wording in order to

reflect the unique perspective of the principal as compared to that of the teacher. All respondents
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were offered the option of being interviewed in English or French; they all professed to be

comfortable enough with English to be interviewed in that language.

~ Probe questions were developed for both sets of interviews in order to encourage participants
“to extcnd their responses, whenever the author deemed it necessary, and were used extensively
durm g the interviews. A pilot study was undertaken prior to the actual research. Two principals

?'and f()ur teachers in two dual-track schools in a school district not included in the sample were

N ;""mtervxewcd using the questionnaires developed by the author. Participation in the pilot study was

oy volumdry Minor changes were made to several of the questions as recommendations from the
- ;mtervuawccs. All changes were made before the first interview in the actual research and no further

,,,;ﬁ‘changés,,occurred throughout the study, in order to ensure validity of comparisons.

Throughout all interviews and contacts with the participants, the author took care to avoid

preqentatlon of bias. The researcher spoke little during the interviews and took great care to appear

s ,neutral to all responses. There was no deviation from the pre-determined protocol during the entire

i process

Oﬁgihﬁlly, the principal's role in five specific areas was investigated: teacher supervision of

| instruction (as a non-evaluative process), staff development, staff collegiality, school organization
fdr inétruction and parental involvement in the school. As a result of the overwelming amount of
data collected from the interview questions, a large part of the information gathered in interviews
was not analyzed. Both the literature and the responses of participants indicated that supervision of
instruction and staff collegiality bore the most impact on the effectiveness of dual-track schools.
Responses from these two categories were thus preserved in their entirety. Parental involvement
was eliminated from the study as there is considerable research on the immersion parent and the
role of parents generally in the school. As well, responses to the interview questions did not reveal

information pertaining specifically to the role of the dual-track principal in parental involvement. A



49
substantial part of the section school organization for instruction, which yielded data not unique to
the dual-track school, was not analyzed. Several questions concerning classroom instruction from
the section school organization for instuction were examined in the context of supervision of
instruction. As well, the least pertinent questions from staff development were eliminated from the
study while other questions were analyzed within the context of staff collegiality, as the responses
shed light on principal-teacher relations in the dual-track school. Both the revised (reorganized
according to the two main categories) and the original principal and teacher questionnaires are
ingludcd in Appendices F, G, H and I. Because the probes extracted a considerable amount of

| valuable data, they are also included in these appendices.

" Data Analysis

; ,'Dcmographic data for each of the four schools participating in this study are presented in Table
e : 7 lOThls information was collected from the preliminary questionnaire form mailed to principals.

DaiainclUdes: total student population, French immersion student population, grades offered in

bbfh,traéks, number of years immersion has existed in the school and number of English and

French immersion track classroom teachers.

Responses to the interview questions were analyzed in light of the significant factors in the
literature related to the three areas investigated: supervision of instruction, staff collegiality and the
bilingualism of the principal. The transcribed interviews were reviewed and coded according to

both relevant factors in the literature and issues raised by the participants.

The mterview responses were rated on a three point scale: +1, -1 and 0. The purpose of
scoring responses was to permit comparisons of teacher and principal beliefs. A score of +1
represents a positive analysis for a particular code, as it relates to the research on school

effectiveness. A score of -1 reflects a negative rating of the respondent's comments for a specific
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“code, as reported in the literature. When a particular code received no comment on which to base a

rating, a score of () was assigned.

- Each of the four schools was analyzed separately using the system of coding outlined above for

| :hé ,tW() principal areas investigated: supervision of instruction and staff collegiality. The total

‘ scoré er each category of teachers, the total teachers’ score and the principal's score are presented
for eaéh school (Tables 1 to 8). A thorough description of teacher and principal beliefs is

- f“furmshed through the extensive use of quotes. While there is some inter-school analysis, each

e ,'school is primarily examined on its own merits in order to shed light on teacher beliefs about the

L ;”‘mle, of the principal in the functioning of that school.

| A third aspect of the principal's role which was investigated was teacher and principal beliefs

g about thé 'effect of the principal's French language skills on the five areas originally researched.

K "Each respondent was asked to comment on the effect, if any, of the bilingualism of the principal on

supervxsmn of instruction, staff development, staff collegiality, school organization for instruction

B and parental involvement in the school. The results of these responses are also presented in

A ,"(,haptcr IV. Included are teachers' and principals' self-ratings of their degree of bilingualism and

ST o fteaéthS' ratings of the French language fluency of their principal.

SUPERVISION OF INSTRUCTION

Coding of Teacher Responses

The codes for supervision of instruction were developed after studying teacher responses from
the interview questions in accordance with relevant factors from the school effectiveness literature.
A reliability check was conducted by the author by recoding one half of the teachers' responses to
determine if the same scores were assigned to codes. With the exception of one score which was

readjusted, scores matched in both assessments.
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Listed below are the codes for teacher responses to questions regarding supervision of

instruction, including an explanation of their significance.

-Principai visitations (PV)

The code, principal visitations, refers to the principal's presence in the classroom. A teacher
who commented that the principal had observed in the classroom at least once during the year was
R as‘s“ijgned, a score of +1. As aresult of the substantial number of teachers who said that principals

| frequently "pop in and pop out”, these short visits were also scored as +1. If a teacher reported
‘that the principal had never been in the classroom, a score of -1 was assigned to that teacher.
* Some teachers said that the principal only supervised new teachers and had not been visited

. themselves; they were given a score of -1. As well, the teacher who reported that the vice-principal

i bu‘tfhokt the principal had been in her classroom was scored as -1.

Teacher input (TI)

[eacher input refers to the teacher's opportunity to have input into the supervision process.

Teachers were scored as +1 if they had been asked by the principal for a preference in the time of

; obsérvation, for input into the subject matter to be taught or "what to look for" during the
visitation. Teacher #4 indicated that goals were discussed with the principal and was thus assigned
a+1 score. Teacher #13 commented that considerable discussion took place regarding supervision
and was also assigned a +1 score. Teachers #7, 14 and 15 indicated that supervision took place
but did not mention any teacher input and so were scored as -1. In the case of Teacher #6, a score
of +1 was given despite the observations being done by the vice-principal as she did have input
into the process. A score of 0 indicates that no supervision occurred and therefore teacher input

into the process is irrelevant.
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In this category, a score of +1 was given to teachers who indicated a belief that the principal is
indeed a significant factor in the quality of instruction. This belief was expressed in a variety of
kWays. In some instances, teachers commented that there is a great deal of informal discussion
: mking place regarding instruction and that the principal is obviously interested in the quality of

- instruction in the school. Some comments were positive but qualified; for example, one teacher

- Sdld she might seek assistance and that her principal probably helps with instruction, then

o ‘cbntin ued to say that indeed he helps her set personal and professional goals and there is some

S discussion about instruction in the school. Such teachers were scored +1. Those teachers who

“. - expressed a negative belief concerning the principal's role in instruction were rated -1, even in two

o éiﬁrpﬁu_rpstjances where they did give an example of the principal's assistance.

k':""‘l‘;cag’hers were asked explicitly whether or not they believed that supervision of instruction was
- 3,: ’apri"on'ty for their principal. Those who emphatically responded in the negative or who said the
kp‘ri‘nc‘ipal does not discuss supervision were scored -1. If teachers responded with a positive

B Beliefe even if that belief was qualified, a +1 was assigned. For example, one teacher commented

| that idealistically it is a priority. Several teachers said that supervision was definitely a priority in

" the case of their inexperienced colleagues and were also assigned a +1 score.

Confidence in tt incipal (CP)
This code reflects the trust and support felt by tzachers for the principal which the literature
claims is crucial to the climate in a school. Teachers were scored +1 if they believed the principal
to be caring, supportive and trustworthy. Several teachers explained that they did not particularly
have faith in the principal's knowledge of curriculum but were still scored positively as they
indicated the open, personable, trustworthy nature of the principal. The score 0 was assigned to

the three teachers who gave no indication of having confidence in the principal, despite the fact that



they responded yes to the direct question. There were no cases where a teacher responded

negatively to the question.

dent progr |

Teachers' beliefs surrounding the role of the principal in student progress was investigated as a
result of the substantial amount of evidence in the research that ties instructional leadership 1o
student achievement. A score of +1 was given to teachers who either expressed the role of the
principal as important in this area or who simply gave examples of the part the principal played in
student progress. Teachers who claimed that the principal had no role or a minimal one were
scored -1, even though they may have given the same example as a teacher with a +1 score after
probes from the interviewer. This is due to the fact that the purpose of this study is to investigate

teacher beliefs about the principal.

Student evaluation (SE)

Teachers who believed that the role of the principal in student evaluaiion is significant or who
gave at least one example of that role and did not respond negatively to the question were scored
+1. Those teachers who said that the principal had no role in student evaluation, even if they were

able to give one example of that role as an after thought or with a probe, were scored -1.

Coding of Principal Responses

The codes used to assess the principals’' responses are identical to those of the teachers. The
interpretation of them is somewhat different. For principal visitations, teacher input, principal
assistance with instruction, priority for principal, student progress and student evaluation, the
codes refer to the principal's perception of his or her role in the process as either an active,
involved one (+1) or as negligible (-1). The code confidence in principal represenis his or her
perception of the teacher's belief; that is, a +1 is assigned to a principal who expressed the belief

that teachers have confidence in her or him; -1 represents a negative belief.
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STAFF COLLEGIALITY

“ Coding of Teacher Resporses

' The term "staff" in this thesis refers to both teachers and administrators. The codes for the
stﬁdy 6f staff relationships and collegiality in the elemenary school were devised once again from
- , ;analiyjziﬁg teacher responses to questions, which were developed to reflect the school effectiveness
. : liiérafﬁre;' Listed below are these codes. It should be noted that several codes were included as a
resultof ist’udying teachers’ responses and were not therefore preconceived when the questions

’iw‘e‘ry“e“ formulated. A score of G was assigned if the category was not addressed by the respondent.

.

Thxscode reflects the relationship among staff members, including both English and French

S imm‘er'rsmiyéri teachers. Comments indicating the tone or climate of the school, as well as unity of

~~“teachers, were considered in determining the score. A +1 score is indicative of collegial relations

o amqng staff members and an overall positive climate in the school. A score of -1 was assigned to a

s tcacher S&ho'exprcssed disunity in the school, poor staff relations or a general lack of collegiality.

ial functions (SF
This category was conceptualized as a result of teachers’ responses and is not reflected in the
interview questions. This accounts for the frequent number of 0 scores. The code was included
b’e(:auséof the research which supports the view that social events do provide for more congenial,
closer staff relations. A +1 refers to the occurrence of social functions which take place both in

and out of the school. A -1 would refer only to a negative response by a teacher to having such

events.
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egration of French immersi nd English F
This category was also conceived following the analysis of teachers’ responses. Although
there is scant research on this topic, there is evidence that a more positive school climate prevails
when direct action is taken by the staff to integrate both groups of students. This interview
question was a probe and was asked of the majority of respondents. A score of +1 was assigned
to a teacher who indicated that some integration of students tock place. A -1 score was assigned

for negative implications of integrating. Once again, a score of O means that the topic was not

broached.

Integrati f French immersion lish
This category is an integral part of staff relations; it was decided, however, to code it separately
'to réﬂebt strategies used by the principal to integrate teachers, both English and French immersion.
_This code refers not only to specific strategies employed by the principal but to efforts by the staff
‘fo;intcgfate. A +1 score signifies such integration. Lack of integration, reference to isolation and

individualistic approaches to school events are represented by a -1 score.

Principal sensitivity (PS}

This code refers to the teacher's belief concerning the principal's awareness of and sensitivity
to individual differences among staff members. It also rglects the teacher's perception of equality
inherent in the principal’s decision-making. A +1 score indicates a belief that the principal is
indeed aware of such differences and that decisions and interpersonal approaches to people are fair.
In some cases, it indicates the fact that the principal promotes teacher strengths. A score of -1

indicates a lack of such sensitivity and fairness.

Risk-taking (RT
There is considerable research suggesting that schools in which the principal encourages risk-

taking and change are more dynamic, positive places to be and that staff relations are more
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collegial. Since this question was asked directly to teachers, there are no O scores. Teachers either
responded positively or negatively to the question, with some teachers giving examples of such
encouragement by the principal. In some cases, a +1 indicates that the principal encourages staff

members to solve interpersonal disputes on their own, with the principal acting as mediator if the

issue 1s not resolved.

aff_involvement (ST
’ Throughout the interview there were indices of the degree of staff involvement in developing
: ‘~ policies, solving problems and making decisions which affect the functioning of the organization.
Reflecting the literature, a +1 score indicates at least a fair amount of staff input into these
) meesses, as well as support from the principal for staff involvement. A -1 score was assigned

" when the teacher did not mention staff involvement in the decision-making process or discussed it

k in-anegative light. The score O was eliminated because there was sufficient opportunity for
respondents to respond to this issue in the interview.
yhPfrincipgl involvement (PI)
There is an abundance of literature which professes the visibility of the principal in the school
asa key factor in school effectiveness. Research suggests that the principal's presence as a role

- model at school events is critical to the development of a positive climate in the organization. This
code represents the presence of the principal at school functions, such as staff development
activities, and on various committees struck in the school. A +1 score indicates the active
participation of the principal in a variety of such activities in the school. A score of -1 suggests that
the principal is not a significant presence in the school or is out of the school a substantial portion

of the time, as reported by teachers. No teacher was assigned a score of 0.



Coding of Principal Responses

Codes identical to those of teachers were used to measure the principal's comments on
collegiality and staff relations in the school. Each principal was asked directly about the
relationship of teachers as a group and more specifically about the relations between French
immersion and English track staff members. As is the case for teachers, the codes social functions
and integration of French and English students were not preconceived prior to the formation of the
questionnnaire, thus explaining the large number of O scores which were assigned if the principal
did not mention these indicators of school climate. The codes integration of French and English
teachers, staff involvement and principal involvement were formulated as a result of specific
questions asked of the principal. The author did not ask the principals directly about their
~ sensitivity to staff issues and individual differences (code PS) but scored each principal based on

their responses. Risk-taking (code RT) was scored similarly.
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CHAPTER 1V

RESULTS

LD Sy

The two main areas of investigation, supervision of instruction and staff collegiality, have been
assessed in terms of a coding process explained in Chapter III. In addition to the coding of
‘respi)nses, a thorough examination of data and presentation of quotes by participants are included
in this chapter. Following each quote is the letter representing the school of the interviewee; this
identification will allow the reader to compare teacher and principal responses among the four
sch()bls. When transcribing the tapes of the interviews, the author made every effort to record
fq"uoktt‘;s verbatim. As a result of both second language speech by some French immersion teachers
. "'v"and'mc normal lack of fluency in expressing one's ideas in interviews, it has been necessary to
- r—;p:'u‘aphrase in certain instances. Whenever paraphrasing, the author has taken care to present the

comments as close to verbatim as possible and to portray the intent of the respondents.

e S Auhe end of the interview, participants were asked to state what they believed were the

~ principal’s first and second priorities among the five categories originally investigated. The results

) of thls question for all 20 respondents are presented in this chapter. Included, as well, is a list of

_the problems associated with supervision of instruction, as perceived by all interviewees.

| Teachers' self-ratings of their speaking and comprehension skills in French, as well as their
ratmg of their principal’s language skills, are summarized in this chapter. Principals’ self-ratings
for their French language skills are also presented. Following this analysis is a synopsis of the
teachers’ and principals’ beliefs regarding the importance of the principal's degree of bilingualism
in the five areas: supervision of instruction, staff development, staff collegiality, organization of

the school for instruction and parental involvement.

The identity of the one female administrator in this study has been hidden for reasons of

confidentiality through the use of male pronouns.



SUPERVISION OF INSTRUCTION
Below are the results of the coding process for all four schools in the two participating
districts. Following each table of results is a brief interpretation of the findings. The data is then
discussed in more detail under the seven categories: principal visitations, teacher input, principal
assistance with instruction, priority for principal, confidence in principal, student progress and
student evaluation. The range of scores possible for teachers is -28 to +28; for principals, the total

possible range is -7 to +7.
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Table 1
SUPERVISION OF INSTRUCTION
District 1 Teacher o
School A #1 #2 #3 #4 Principal
PV Principal Visitations +1 -1 +1 +1 +1
TI  Teacher Input +1 0 +1 +1 +1
~PAT Principal Assistance +1 -1 +1 +1 +1
- with Instruction
PP Priority for Principal -1 -1 -1 +1 +1
CP Confidence in Principal +1 +1 +1 +1 +1
'SP Student Progress +1 -1 +1 -1 +1
~ SE  Student Evaluation -1 -1 -1 -1 +1

Teacher #1  French Immersion Primary
Teacher#2  French Immersion Intermediate

“Teacher #3  English Intermediate
Teacher#4  English Primary

Total French Immersion Teachers Score = -1
Total English Teachers Score = +8

Total Primary Teachers Score = +6

Total Intermediate Teachers Score = +1
Total Teachers Score = +7

Principal's Score = +7

It appears from the coding above that the English track teachers perceived the process of
supervision in a more positive light than the French immersion teachers. They reported more
visitations and more teacher input into the supervision process and believed that the principal
assisted them more significantly with their instruction. Both French teachers attested to the fact
that supervision was not a priority for their principal, although Teacher #1 spoke positively about
the process. Comments from both English and French immersion teachers suggested that the
principal had somewhat of a role in student progress but not a substantial one. Not one of the
teachers believed that the principal had a significant role in student evaluation. Primary teachers
reported having more supervision and teacher input into the process, as well as more assistance
with instruction, than intermediate teachers. All four respondents expressed confidence in their
principal; this was evident from their positive comments describing his presence in the school.
The principal perceived his role as significant in all areas questioned and was assigned a +1 for
Confidence in Principal, as he mentioned teachers coming to him with concerns and questions
regularly and as a result of his comment about their being extremely comfortable with him.
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Table 2
SUPERYVISION OF INSTRUCTION
District 1 Teacher
School B #5 #6 #7 #8 Principal
PV Principal Visitations +1 -1 +1 +1 +1
TI  Teacher Input +1 +1 -1 +1 +1
PAI Principal Assistance -1 -1 +1 +1 +1
' with Instruction
- PP Priority for Principal +1 +1 +1 -1 +1
CP Confidence in Principal +1 +1 +1 +1 +1
SP Student Progress +1 +1 +1 +1 +1
SE  Student Evaluation -1 +1 -1 +1 +1

~Teacher #5  French Immersion Intermediate
Teacher #6  English Primary

Teacher #7  French Immersion Primary

. Teacher #8  English Intermediate

Total French Immersion Teachers Score = +6
Total English Teachers Score = +8

Total Primary Teachers Score = +6

Total Intermediate Teachers Score = +8

Total Teachers Score = +14

Principal's Score = +7

Once again, English track teachers perceived the supervision process somewhat more
positively than French immersion teachers, although immersion teachers described the process
much more positively than their counterparts in School A. In School B, the intermediate tcachers
viewed supervision of instruction and the principal's role in it as substantially more beneficial
than their intermediate colleagues in School A and slightly more important than the primary
teachers in their school. The Total Teachers Score is double that in School A indicating a more
positive attitude towards the process of supervision of instruction. The principal's score is
identical to that of his peer in School A and his comments suggest that supervision is indeed a
priority for him.
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Table 3
SUPERVISICN OF INSTRUCTION

District 2 Teacher

School C #9 #10  #11  #12 Principal

PV Principal Visitations -1 -1 -1 -1 +1

TI  Teacher Input 0 0 0 0 +1
~PAl Principal Assistance -1 -1 -1 -1 +1

, with Instruction

PP  Priority for Principal -1 +1 +1 -1 +1
- CP Confidence in Principal 0 0 +1 0 0

SP Student Progress -1 +1 -1 -1 +1

SE  Student Evaluation -1 -1 -1 -1 -1

Teacher #3  English Intermediate
Teacher #10 French Immersion Primary

. Teacher #11 French Immersion Intermediate

Teacher #12 English Primary

Total French Immersion Teachers Score = -3
Total English Teachers Score = -10

Total Primary Teachers Score = -6

Total Intermediate Teachers Score = -7

Total Teachers Score =-13

Principal's Score = +5

All teacher groups analyzed in School C have a negative score. The English track teachers
seemed to view the role of the principal in supervision more negatively than their immersion
colleagues. The scores of primary and intermediate teachers do not differ substantially. The total
teachers' score is considerably lower than that in both Schools A and B. The principal, on the
other hand, identified supervision as her number one priority of the five categories investigated.
The incongruency between the principal's and teachers' scores seems to indicate substantial
differences in beliefs in the areas of teacher supervision.



Table 4
SUPERVISION OF INSTRUCTION

District 2 Teacher
School D #13  #14 #15 #16 Principal
PV  Principal Visitations +1 +1 +1 -1 +1
TI  Teacher Input +1 -1 -1 0 0
PAI Principal Assistance -1 -1 +1 -1 +1

with Instruction
PP Priority for Principal +1 -1 +1 -1 -1
CP Confidence in Principal +1 +1 +1 +1 +1
SP Student Progress +1 +1 -1 -1 +1
SE Student Evaluation -1 -1 -1 -1 +1

Teacher #13 English Primary

Teacher #14 French Immersion Intermediate
Teacher #15 French Immersion Primary
Teacher #16 English Intermediate

Total French Immersion Teachers Score =0
Total English Teachers Score = -1

Total Primary Teachers Score = +4

Total Intermediate Teachers Score =-5
Total Teachers Score = -1

Principal’s Score = +5

The score of the primary teachers was considerably higher than that of the intermediate
teachers. There was no substantial difference in the scores of the English track and French
immersion teachers in School D. The score of the teachers as a whole seemed to indicate an
overall perception of the role of the principal in supervision of instruction as ambivalent.
Teachers reported their confidence in the administrator as a supportive, trustworthy person as
well as his high visibility in the school. They did not, however, indicate a belief that he was
particularly influential in the instructionial process nor that teacher supervision was a real priority
for the principal. It was not apparent from their answers to the interview questions that the
teachers had any input into the supervision process. The role of the principal in student progress
and evaluation was seen by the teachers as minor. Supporting the teachers’ score on Teacher
Input, the principal did not mention any teacher input into the supervision process and was thus
scored 0. When asked to priorize the five categories investigated, he said staff relations and the
happiness of staff and students were his number one priority. He was therefore assigned a score
of -1. This administrator perceived himself as a significant factor in the other coded areas and
felt teachers had confidence in his judgment and found him supportive and caring.
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ihcinal visitafi
In general, teacher and principal perceptions regarding the frequency of the principal's
visitations of classrooms differed considerably. The majority of teachers stated that the principal's
busy schedule did not allow for regular visits to classrooms. A number of teachers commented
that, while they personally had not been visited by the principal, they were certain that new,
inexperienced teachers were supervised and their instruction monitored. Principals, on the other
hand, believed that they were in classrooms on a regular basis. They acknowledged, as did
teachers, that priorities for supervision rested with teachers new to the profession. One principal

noted:

"I'm more interested in making sure that the beginning teacher gets started on the
right foot. I will spend more time going over routines in the school, planning, and
encouraging teachers to ialk to people who have been there first hand. This is one
way that I encourage them to build a trust level between teachers.” (D)

An immersion teacher, with only one year's experience, confirmed the perceptions of more
experienced teachers in reporting that she had been visited numerous times by the principal during
the evaluation mode. She had appreciated the support and feedback of the administrator, especially
in dealing with parents as her English language skills were very weak. Notes taken in class were

shared with the teacher during a post-conference.

Frustration with the supervisory program was expressed by both immersion and English track
teachers. One primary English teacher commented:
"Personally, I haven't had any contact with the principal as far as coming into my
classroom in the three years I've been here. I feel there is very little contact with me
and with what I'm doing in the classroom. I suppose it's partly a matter of trust,

but I feel there should be more contact with what the kids are doing. I'm
presuming it's because of time constraints.” (C)

An intermediate French immersion teacher indicated her frustration with the lack of contact with

the principal as follows:
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"Very, very seldom has he walked in, let alone come in to check what is going on.
He gives compliments here and there but has not been in to evaluate my teaching. It
is my personal feeling that they should come around more often and be more aw:
of what is being done. He is very lenient of what is being taught." (A)

Asked why she thought the principal did not visit her classroom, she replied:

"T have often wondered myself. I keep thinking should I ask him, but why bring it
upon myself. Maybe he feels that there is no need to come around the class.” (A)

The incompatibility of the supervision of instruction and evaluation processes in the minds of
respondents was evident in the questioning on principal visitations. One experienced English

teacher commented:

"I involve him in the lesson. I think that it might be a defence mechanism on my
part but I figure if he is involved, he can't be too critical." (A)

Several principals recognized the difficulties inherent in these two programs. One principal noted:

"The nervousness is always there. If someone is coming in to evaluate you or even
write something about what you're doing, there's always a degree of apprehension.
You wear two hats, the hat of the evaluator and the hat of the guide on the side, as
the helping teacher.” (A)

The majority of teachers stated that principals monitor instruction by their frequent drop-in
visits, which reflects the theory of management by wandering around (M.B.W.A.). One English
teacher expressed her awareness of the principal’s monitoring strategies as follows:

"He monitors by being present. He will pop in and out of the room. Little
excuses, like walking in and handing out a bulletin that could be in my mailbox.
Once I saw him pick them out of the mailboxes and hand them out, but that is a
good way to do it because then it doesn't make anyone feel uncomfortable. [ want
the students to see him. When they do come in for a formal observation, once or
twice a year, it is certainly not a true evaluation of what the teacher is capable of
doing. The way the principal pops in and out, he can really see what's going on."

(B)

A French immersion teacher concurred:
"1 prefer casual observations where your life and breath don't depend on it. This
way it is very relaxed. I was under the impression he was there to observe a
student and that was what he based his report on.” (B)

Several teachers were uncertain of the methods by which their instruction was monitored. One

intermediate English teacher confessed:
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"T have no idea how the principal monitors my instruction. I think it's the style of
administration because I do know of colleagues in other schools who have a
different type of supervision. I think it's extremely important to have supervision.
The principal gives the impression of not having the time and is very involved in
activities outside the school. The principal should monitor more closely and check
student notebooks, not just once a year. This can be discouraging to students.”

(&)

An inexperienced immersion teacher questioned about the monitoring of her instruction

responded:
"No one monitors. We are supposed to be professionals. I don't need to be
supervised. He knows that I do my job, that I do the best I can. Iknow the B.C.
curriculum, so we don't need to talk about curriculum or instruction. We talk often

about what I expect, about my goals. I don't teach the way others taught before
‘me. Some parents didn't agree. He supports me and that's important.” (D)

‘This teacher had been visited numerous times by the administrator during the evaluation process.

~ While teachers had only a vague or no awareness of district policy on supervision and
- eyaliiétidn, principals were able to articulate policy and school procedures very clearly. One
principal outlined such procedures:
"I will be in all classrooms over the course of the year with a view to supporting
teachers. I have a staff meeting at the beginning of the year with teachers, so that
we can go over the district's instructional expectations and the various ways that I
try to give support to teachers that I visit. I explain that any notes that I keep from
wvisits will be shared verbatim, 2 copy given to the teacher.” (B)
He explziined that pre-conferences were not always held, as some teachers preferred him to drop in

unannounced, but that post-conferences were always conducted. Few teachers in the study

mentioned having conferences with principals, although not all teachers were asked that question

directly.

All principals remarked that they approached the visitation of immersion and English program
classrooms in a similar way. When queried further, one principal conceded that language could be
an issue:

"If there is a slight difference of opinion (between immersion and English teachers),

it could be a concem of immersion teachers who feel they are being supervised by
people who don't fully understand. Ican see unilingual supervisors feeling



uncomfortable sitting in on a lesson conducted entirely in French. I think there is a
recognition at the same time that the process of good teaching, irrespective of
language, is something that can be recognized. Even if the absolute details are not
fully understood, the overall thrust is." (B)

Another administrator also acknowledged the language factor:

"A different process might be necessary because of language differences. The
teachers that are here have a fairly high level of English but still there are
communication difficulties. I'm familiar with the curriculum as much as I can be,
as well as the pedagogy and the methodology but I have no way of determining the
level, correctness or appropriateness of the language or materials. There are certain
indicators that tell us whether or not there's a satisfactory learning situation
occurring. So I feel fairly comfortable, and feedback from teachers has been that
my observations are fairly accurate. Ican intervene and be helpful and supportive.
If competency were a question, I would never ever write a report on a person
without some kind of (outside) opinion." (C)
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Cne very experienced English primary teacher stated that she did not require supervision as did

newer teachers, but that she invited the principal into the class to share in special activities,

particularly when parents were present.

Principals believed that they offered considerable support to teachers and that this support was

appreciated. One administrator commented:

"I make a visit two, three, four times a year, sometimes 10, 20, 30 minutes or an
hour each time, depending on the nature of the lesson. I support them very highly,
I think I do anyways. When I go into classrooms, I always take a pen and get
down on my knees with the kids. I make sure that I check every kid's book and
initial the fact that I've been there. So I'm a support person; it's also a way of
helping me to know what's really going on in the class.” (D)

Teacher input

The question of teacher input into the supervision process was not asked directly of teachers;

rather the category was developed from interview data. The few teachers who did mention having

pre-conferences with their supervisors noted that they had input into the time when the principal

would visit the classroom. One primary immersion teacher was particularly positive about her part

in the evaluation process:

"Teachers play a big role in evaluation; strengths and weaknesses are evaluated.
We have input into what we want the principal to see. We can request that certain
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things be mentioned that we feel are relevant and we pick the time and choose the
activities.”" (A)

An intermediate English teacher, who was cynical about the supervision process and its stressful

- effects on teachers, applauded the current administrator as "his best principal™ (B) for having asked

for the teacher's input on the optimal time for an observation.

e - No principal was criticized for negating teacher input into the supervisory/evaluative processes.

The most negative comment formulated was by an intermediate English teacher:

"He would tell me that he was coming. He might ask what I wanted him to look
for." (D)

~Teachers' beliefs ranged from no assistance with instruction by the principal to considerable

. Cj:')a;ttiic‘i'pation in instructional issues. Those teachers who did not acknowledge any assistance with

o mstrucnon by the principal relied on themselves and on their peers for support in instructional

' , ,:“‘rrjlatte_rs. In fact, many of the teachers who reported administrative support commented that they
| ;dcpenkded foremost on their peers for meaningful feedback. Several teachers named district helping
ikteachhers as very helpful with questions related to instruction. One experienced primary English
‘t:e’a'cjh‘E:r ,cifed workshops, conferences and district primary meetings as the sources of many of her

- ideas. An intermediate English teacher praised the student teacher program as enhancing

cooperative teaching.

Once again, the difference between experienced and inexperienced teachers surfaced:

"I guess the principal helps with instruction. He requires me to set some personal
and professional goals; that is part of our evaluation process. I think if you are
perceived to be an effective teacher that the supervision system is a lot more
informal than if you really need some assistance with your instruction. If I really
needed assistance with instruction, I would experience a different evaluation
process and more definite assistance with my instruction than I do. Supervision is
redundant after the first year has gone by and the teacher has proven himself
effective.” (A)



69
The following comment by an immersion teacher reflects the literature on the principal's
communication with influential staff members:

"He drops in and we usually discuss ways to encourage some other staff members
to jump on the whole language bandwagon.” (A)

Other teachers commented that the principal was supportive and would assist with instructional
issues when approached by the teacher but did not take the initiative to approach the teacher. Most

teachers were well aware of time constraints on administrators.

A number of teachers expressed appreciation of the principal for replacing them in the
classroom so that they could observe peers or attend a meeting. One immersion teacher
commented that the principal covered for her when she was late. Another remarked that the

‘principal would teach the C.A.R.E. (Child Abuse Research and Evaluation) program for those
teachers who lacked the required training. One English teacher, who relied on himself, colleagucs
and guidebooks for setting instructional objectives, hailed the principal for "doing a fair bit of
instruction” (B) and for discussing instruction at staff meetings. Several also indicated their
gratitude for positive feedback from the administrator. One teacher remarked:

"He praises me and his praise shows his understanding of and his interest in what
is happening in the primary classroom.” (A)

Several teachers indicated that their peers were more knowledgeable in curricular matters than
the principal. One intermediate English teacher spoke frankly when asked if he would implement
instructional changes suggested by the principal:

"I honestly think that, in general, teachers are more competent at a particular grade
level than the principal. It's not really the principal's forte, although some of them
like to pretend it is. So whatever was suggested, I would probably discuss it with
some other people who are teaching the same level and I'd think about it myself. |
wouldn't just do it because someone said to do it. The principal is an expert on
dealing well and fairly with people and, in that regard, I would seek his opinion.”

©)
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An English primary teacher revealed that some teachers were concerned about the instructional

ability of several of their peers. She appeared frustrated that the problem was not being addressed.
She remarked that she would approach the principal if "a real concern” arose but preferred other
avenues. Queried about the principal’s role in instruction, this teacher commented:

"I think the principal should play a key role in order to really get a feel for what's

happening in the school, to know where colleagues are coming from. The staff

should feel that the principal is putting his hand into teaching. Staffs I've been on

seem to have that little bit of extra respect for the principal who actually gets things

done. It's almost just a P.R. thing. I think that at the grade seven level, it would

be very valuable for the principal to teach. It gives principals that extra contact with
the kids, if they're teaching something they are really good at and knowledgeable

in." (C)

When guestioned about curriculum implementation, this teacher responded:
"I pretty much do anything I want. Ireally have the feeling that I can teach
anything in this room anytime I want to, unless it's something where people would
be screaming about the content.” (C)

| Asked how her instruction was monitored, she replied:

~ "The principal gets a feel from the fact that the parents and kids are happy. I
suppose that I appear to be on top of it in the classroom.” (C)

Several teachers offered similar perspectives.

One intermediate French teacher questioned the ability of the unilingual administrator to assist
immersion teachers with instruction. He commented:
"Maybe it's difficult for them because they don't speak French. I don't know if it's
possible to evaluate someone in another language. I know there are some
workshops for that but I don't know if it's efficient.” (C)
This teacher added that the unilingual principal could effectively evaluate certain aspects of
immersion teaching, such as students’ listening skills, but not language quality. He presented the
immersion teacher’s plight in having to translate materials from English to French and to
communicate with anglophone parents. He revealed that some immersion teachers refused to help

fellow colleagues by sharing materials. Several immersion teachers, he reported, had left the

system because of a lack of support. He commented that district helping teachers were available
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but had to be approached by the teacher. He himself had never asked the principal for assistance

with instruction.

Questioned about the role of the principal in instruction, one immersion teacher replied:
“It's very important to have input and supervision from the principal, 1 guess. I'm

sure the principal would help if asked but I don't think that many teachers are
interested because, of course, nobody wants to be observed or evaluated.” (C)

Principals believed strongly that they assisted teachers with instruction in a variety of ways.
One administrator described his instructional role as “assisting, reflecting and giving people a
reflection of what they are doing” and as "looking for growth areas” (A). Another stated that there
was a structured set of procedures in place for providing iniensive assistance to teachers at risk to
remediate areas of weakness. This principal interpreted his instructional role as "offering teachers
a pictare of themselves during the act of teaching and helping them understand themselves better"
(B). He conceded that, while teacher observations can b~ conducted objectively, the process

becomes more subjective when principals and teachers interpret the data together.

One principal, who was reported by teachers to be seldom in classrooms and to be excessively

out of the school, believed he spent an inordinate amount of time on supervision. He remarked:

“I spend a great deal of time on supervision, if you accept that supervising teachers

is something other than just formally observing and giving feedback. Supervising

teachers takes more than half my time.” (C)
It must be remembered that only four teachers were interviewed in this large school. This principal
expressed his love of teaching and his belief that he was a teacher of both children and teachers.
He expanded:

"It took a few years for teachers to understand that I'm not that far from the

classroom and that I used to be a teacher. I like to think that I'm able to continue

that teaching role by involving myself in the instructional program as much as
possible. Ido thatin a lot of indirect ways." (C)



This administrator believed that he encouraged discussion of instructional issues. Asked to
-omment on teachers’ perceptions of his role in the instructional process, he responded:

COM

“I think teachers feel that they really don’'t know what I do, because I'm not a
person who will designate myself as the leader. I like to lead from behind. I really
feel that there's strength in empowering the people to do the work, so they might
think that I'm not doing anything. The leaders know that I am, because I get the
resources. | guess my involvement is clearest at staff meetings or when I'm giving
a presentation, but I'm not sure that the whole staff realizes that I'm as involved as 1

am.” (C)

iority for principal

When asked at the conclusion of the interview to identify the first two priorities of the principal
among the five categories addressed, no teacher indicated that supervision of instruction was either
the first or second priority for the principal. On the other hand, three of the four principals
interviewed named supervision of instruction as their number one priority. These results are
- summarized under the heading Principals’ Priorities - Beliefs of Teachers and
Principals following this discussion of the seven coded categories. In addition, teachers were
asked during the interview if they believed supervision of instruction to be a priority for their

principal, giving them the opportunity to expand on their perceptions.

Several teacher respondents expressed the belief that supervision was important for principals
during a teacher’s initial year in the school, either as a beginning teacher or as an experienced
teacher new to the school. One participant perceived the process to be more structured for these
teachers. An experienced English teacher commented:

“The principal is probably very aware of teacher supervision, especially with new
teachers and some of the staff who come from Quebec. We have a rapid turnover,
the same as in any French immersion staff, and I think there are more meetings with
them.” (B)

Another teacher mused:

"I guess it's a priority because he makes sure that everybody is content and has his
or her material. If it were my first year, he would be around five times.” (B)
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A primary immersion teacher noted that her principal was interested in supervision and
idealistic in believing that the process was a valuable one. She believed that teachers were
shortchanged as a result of the principal’s involvement outside the school. An English teacher in
the same school commented:

“T used to think that maybe it was a priority but I've revised my feeling. I don't

think it is now. The principal used to express supervision as his key interest but 1
find that he's out of the school so much.” (C)

One intermediate immersion teacher was ambivalent in her perception of the supervisory

process:

"We don't really talk about it. It's not pushed. I guess he probably thinks we're
doing all right. If he really felt the need for it, I guess he would do it.” (D)

Two intermediate teachers, one immersion and one English, in different schools thought that

supervision becomes a priority when there are problems.

Several teachers in the four schools indicated that goal-setting was a priority for their principal.
One stated:

"We are always discussing goals. You cannot function successfully without goals.
If you have no goals, you have nothing.” (B)

Cne English teacher expressed criticism of the district’s role in goal-setting and concern for
changes in the district:

"The District dictates the goals, not the principal. I see that role changing very
much with this new contract. I am definitely seeing more of an adminstrative role.
Principals are part of administration now. We are divided. This division is getting
stronger and they are going to Saturday and to night meetings with the school
board. Principals are resigning.” (A)

An administrator, citing teacher supervision as his number one priority, emphasized the

importance of the process in developing a positive climate in the school and in maintaining the

health of the organization. A second principal respondent cited the district's emphasis on teacher
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supervision, the expectation being that the supervisory process would be a priority in school-
based goal-setting. Expected by the district was a focus on a developmental model addressing

student outcomes, discussion at staff meetings on the topic and enouragement of teachers to attend

in-service provided by the district.

~onfidence in pringipal

All teacher respondenis in this study indicated that they had confidence in their principal when
asked the question directly. The large majority of teachers described their principal as supportive,
trustworthy and helpful. Some answers were qualified, particularly in reference to the principal's
knowledge of subject areas and pedagogy. Others expressed confidence in the principal's

assessment of instructional techniques and would implement suggested changes.

Representative of many teachers in the stuay was the belief of a primary English teacher who
found her principal very approachable; however, she preferred to seek assistance from a colleague,

particularly one who had expertise in a specific area. She commented:

"He was not a full-time principal until lately so he has recently been in the trenches.
He gives me lots of constructive feedback. He has credibility.” (A)

Later in the interview, this same teacher revealed her suspicion of the principal's role in the
supervision/evaluation processes:

"I would talk to my peers first, especially now. Things have changed. There are
definitely administrators and there are teachers. The principal is very good at
helping but he leaves us on our own. He is very good that way. 1 have seen where
a person has done the right route by going to the supervisor for assistance and has
been axed. It seems to be that, all of a sudden, because you can't control a student
or you have a problem and you have been honest about it, it is written down that
you are unable to control the class.” (A)

While expressing confidence in the principal as a person, one English teacher revealed doubt in

his role in the supervisory process:



"I think all administrators are not in the classroom teaching so really I don't think
that they are up on all these things happening. The administrator should be teaching
a portion of the time.” (B)

Another English intermediate teacher expressed confidence in the principal with this comment:

"He is supportive, easygoing and cooperative. I enjoy him. He has suspended
twice the number of kids as in comparably sized schools. Students need
consequences.” (B)

An experienced English primary teacher expressed her belief in contemporary administrators:

"If the principal is overbearing or intolerant it puts the teacher on the defensive and
also erodes her self-confidence. But it seems that principals today are more
interested in helping than criticizing. We seem to share our priorities and our goals
more than we did many years ago. When I began teaching, the principal was more
of an authoritarian and made more of the decisions. Now it's collegial, more
realistic and meets the needs of the children.” (D)

An experienced English intermediate teacher described the principal as sensitive to individual
differences and supportive of teachers' needs. He remarked:

"I think one of the reasons he's effective is he's quite often the balance between
what the school board is trying to push and what the staff wants." (D)

For the category Confidence in Principal, administrators were scored +1 if their responses
indicated that they incited confidence in teachers. Three of the four principals were scored
positively. The fourth administrator received a O score as there was insufficient information on

which to base the score and the question was not asked directly of the principal.

The following are examples of comments by administrators who received a positive score:

“The staff knows that I know the elements of effective instruction. This staff is
very, very comfortable, not in a complacent way, but we get along very well
socially. We know each other as a family. I think there is an ease coming through
my office and asking for help, ideas or readings.” (A)

Another principal remarked:

"I think teachers feel that, if they are dealing with known personalities, they are
much more comfortable than if they are dealing with unknown, unpredictable
personalities. They like to fzel that the people who are supervising, and more
importantly evaluating, will be fair and have the skills necessary to be fair.” (B}
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as seeing all and knowing all, but rather a person who has more time and perhaps
more expertise, that I can help implement things soundly in an instructional way."

(B)
One principal stated outrightly that teachers had confidence in him and approached him with
problems and concerns. The fourth administrator, who was scored O for this category, expressed
some indication of his belief in teacher confidence with this comment:

"I like to think that teachers feel that I support their programs and that I can and will
teach, that I am involved daily as a teacher.” (C)

He felt that teachers discussed concems and possible solutions to problems with him.

Student progress

The large majority of teachers believed that principals played a role in student progress. Report
cards were mentioned most frequently by teachers as the means by which administrators monitor
the progress of students. Several respondents mentioned that the prinicipal must ensure that grades
and comments are congruent in reporting to parents. More experienced teachers were able to
expand on the importance of the principal's role in keeping abreast of the student population. They

referred to the monitoring of student progress through school-based team, support staff and

conferencing with parents.

Some teachers were unaware of the methods by which principals monitor student progress.
One English program participant remarked:
"He has never asked about student progress, other than reading report cards and
being aware of a few problems. We really talk a lot here, so maybe he's just
aware. This is a good feeling school.” (A)
An immersion teacher in the same school concurred:
"He doesn't play much of a role in monitoring student progress. He reads reports,

checks into problems and deals with parent and board concermns. We discuss
student progress at the beginning and end of the year. We have to explain what our
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classes are like. We talk about instruction over a break, even on a non-instructional
dav." (A)

In one school, students were nominated by teachers for awards in two catezories, achievement
and improvement. As well, the names of students at risk were presented to the principal and
discussed at a later date. An English track participant identified a sensitive issue mentioned by
several other English program teachers in the study:

"He talks to students at risk and sits in on parent conferences, especially for those
students switching from French immersion to English. If the immersion teacher
feels that the child is not doing well, they will move him to English. I have a lot of
complaints about it and I have been very vocal. I think the child should receive
learning assistance. I think there is a Jot more that can be done before you just
move a child to the English program. I have kids come into my room, their self-

esteem is so low because they feel they have failed. It makes me so angry. We
have talked a lot about that over the last couple of years and how we can improve

1it." (B)

An intermediate English teacher believed that her principal was highly involved in student
discipline. She referred students to administration regularly for discipline but, for academic
matte;'s, only involved the principal in serious cases, such as retention. A teacher in the same
school believed that the principal’s role was to sign forms for psychometric testing. An
inexperienced immersion teacher in another school noted:

"He doesn't talk to me about student progress; it's my business.” (D)

She believed that the principal had no role in monitoring student academic progress, only
discipline. An experienced English teacher in the fourth school concurred:

“The principal has no role in student progress. Well, he proofreads report cards. 1
guess some of the French immersion writing needs a fair bit of monitoring.” (D)

Principals were able to clearly articulate their role in monitoring student progress in their
school. One administrator explained that he met with all teachers in the fall to discuss students and

any apparent problems. Regular meetings with the learning assistance teacher and with school-

based team were also mentioned. Test results were monitored and shared with teachers.
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Individual student plans were developed with teachers as required. One administrator defined
teacher supervision as critical to the monitoring of student progress. A monthly report by teachers

informed him of students at risk, of high achievers and of students improving both academically

and behaviourally.

Supervision and student progress are clearly interrelated in the mind of one principal:
“I monitor student progress by observing how students are working in their
classroom. Ilook at their work, I look at teachers' markbooks, I review report card

comments and I ask teachers questions about how grades for intermediate students
are determined.” (C)

This principal also indicated that previews and overviews were submitted, that children were sent

to him for motivational purposes and that a referral system for students at risk was in place.

The fourth principal believed that he was highly involved in monitoring student progress:
"I watch it all the time. I talk to teachers and they know that they can share
concerns with me. Ido read every report card in the school. I read all the
evaluation results that come into the school. I check kids' exercise books when 1

tour the building and I talk to students to see how things are going. We have an
extensive reading program and students’ names are announced on the P.A." (D)

An interesting aspect of the discussion of student progress by teachers was their attitude
towards the role of the administrator. Two teachers commenting on the principal's reading of
report cards viewed the administrator's involvement in very different ways. One remarked:

"He only reads report cards; he tells us that report cards are approaching and we
should accumulate marks.” (C)

Another teacher commented:

"It is obvious that he reads all report cards; most teachers would discuss any
concerns with the principal.” (D)

Generally, teachers and principals differed in their perspectives of the administrator's
involvement. It appeared that teachers did not always realize that administrators were ac tually
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monitoring student progress when they performed certain acts, such as talking to students and

teachers.

Student evaluation

The consensus of teacher participants was that principals had a negligible role in student
evaluation. Several teachers described the role as minimal and referred to the monitoring of
standardized tests as the main form of administrative involvement in student evaluaton. Teachers
generally believed that evaluation was entirely the domain of the teacher, although some mentioned

that discussion with the principal about evaluation took place.

An experienced intermediate English teacher, who was very positive in all other aspects of the
administrator’'s role in the school, believed that standardized testing was a directive from the district
with no plan in place. She indicated that this approach was a result of the district's renewed
emphasis on testing and accountability. An English teacher in the same school agreed:

"He has very little to do with evaluation. I feel that he should be very strong in this
area. He should be in the classroom more often because there are so many needs in

the English program. French children are dropping into English all the time. If
there is a behaviour problem, they are sent to English.” (A)

A number of teachers described the principal's role in evaluation as supportive. One English
teacher expressed the need to standardize evaluation in order for parents to receive a consistent
message. Another stated that he would not approach the principal with evaluation questions as the
administrator was not an expert in that area. Two teachers in the study believed that principals
should play no part in evaluation, unless they are teaching and thus evaluating student

performance.

One principal described his role in evaluation as consultative. Teachers and parents informed

him of concems and he secured necessary resources. The results of standardized tests were shared



with teachers. He commented that immersion students performed significantly better on
standardized tests. The following quote expresses his concern for English track students:

"English stream students are intimidated by their immersion colleagues. If there are
any common contests in English, they feel that they can't win. One of the
difficulties in a dual-track school is the need for English students to feel that they
are special too. Itis very easy for them not to feel special when particular cultural
events are held for immersion students that they can't meaningfully participate in.
We have dual-track concerts to tie the school together. We have attempted to
compensate by doing some special things occasionally for English cnly as well.
You have to be careful about not dividing the school. At the same time that you
build bridges, you have to make each group feel special. There is an implication for
immersion students transferring to English that, if you can't succeed in immersion,
you can always go to English. That is a devastating implication. We can't be too

careful.” (B)

This principal stated that teachers were made cognizant of policy on student evaluation annually
and that it was discussed and interpreted. Three teachers in his school believed that a policy
existed but were unsure of its substance; the fourth teacher thought the policy was to restrict the
retention of students. The principal commented that immersion francophone teachers were

generally more traditional in their approach to student evaluation.

Principals seemed less clear about their role in evaluation than in other areas. One principal

was candid:

"I don't know if I have a role in student evaluation. What we do is look at
assessment results for reading and science and discuss instructional implications.
The results are recorded in the files and acted upon if necessary, but there is nothing
formalized at the moment. My involvement is situational: report card time,
placement meetings, revamping report cards. Evaluation is an upcoming theme in

the district.” (C)

The principal who appeared most certain of his role in evaluation stated:

"We talk about criteria at the beginning of the year. We discuss the basis on which
children are evaluated, making the distinction between primary and intermediate.
We talk about being careful if you give a kid straight A's that he deserves it. A
parent asks why his child got all A's last year and is getting C's this year. Staff
evaluate why students perform poorly and try to set up programs to reflect that
performance.” (D)
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Both teachers and principals were unable to clearly articulate a district or school policy on
student evaluation. The fact that this area seemed particularly nebulous may be partially due to the

substantive changes occurring in British Columbia at the time of this investigation.

Problems Associated with Teacher Supervision
One of the questions posed to all respondents concerned perceived problems related to teacher

supervision. A summary of the results is presented below. The problem mentioned most
frequently by both teachers and principals was time restrainis. A few teachers referred specifically
to the formidable amount of administrative time required by beginning teachers, primarily
immersion teachers. One English teacher remarked:

"He has to spend a lot of time with beginning French teachers. We have had so

many just come for a year. Some of the teachers they have had to hire do not have

any English. The principal even has to write their report cards. They are making

our English kids illiterate in English. The accountability has definitely always been

with the French parents. The English are left quite a bit on their own.” (A)
One teacher summarized the feelings of the majority of respondents as follows:

"I would approach him but he is so busy. There is so much coming down on him,

more so with a dual-track school. He isn't able to get into the classrooms as ofien

as he is supposed to.” (A)
One principal believed the answer to the time barrier was to establish a mentor system and to
promote interactive activities which highlight teacher sharing, observing and supporting each other.
Another area of concern was related to the principal’s authority and suspicion surrounding the
teacher/principal relationship. An English intermediate teacher commented:

"Supervision is supposed to be non-evaluative. 1 doubt that it's a non-evaluative

judgment. They need to have faith in the teachers. Teacher supervision is based on

cooperation and helping, not judging.” (B)
He added that any hidden agenda of the administrator is stressful for teachers. Comments by
another English intermediate teacher in a different school revealed suspicion as well:

"I requested an evaluation from the previous principal, but he never got around to

1t. Ifelt that I was doing a particularly good job and I wanted it in my record in
case I later encountered a principal who was not in favour of me.” (D)
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Several teachers mentioned that the demands on the principal resulted not only from the immersion
teacher’s lack of experience and poor English language skills, but also from cultural and attitudinal

differences.

One teacher respondent foresaw possible problems with too stringent a process of supervision,
with a lack of cooperation between teachers and administrators and with incompatible
teacher/teacher and teacher/principal philosophies. Several participants noted stress and
nervousness as factors in teacher supervision. A French immersion primary teacher believed the
key to the issue of teacher supervision rested with having bilingual principals. Another urged

principals to identify problems and act upon them, rather than "pretend everything is O.K." (C)

One immersion teacher candidly defined the difference between supervision of instruction and
evaluation. Evaluation can be mandated; supervision cannot be implemented without the

cooperation and willingness of teachers.

Problems as perceived by teachers

teachers’ lack of comfort with the process

teacher unionization (equity of practices among principals)
comparison of schools

:nconsistencies (number of visitations, length of reports)
amount of time required to supervise new immersion teachers
poor tnglish language skills of immersion teachers
imbalance of English and immersion populations

eviluations based on 100 tew visitations

e restrictions

stress caused by evaluation process

hidden agendas (of principals)
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inconsistent philosophies of teachers and principals

shortage of bilingual principals

vagueness of curriculum

serious versus lax teachers (supervision essential for lax teachers)

dearth of teacher input into process

need for emphasis on open communication and problem identification

clash in personalities (overbearing principals cause poor teacher self-confidence and
defensiveness)

inability of teachers to dissociate supervision and evaluation

principal's lack of curriculum expertise and knowledge of French resources

principal’s apprehension of immersion program (avoids immersion classrooms)

Problem erceiv ringipal
time restraints
unilingual English principals

teacher interpretation of harrassment (excessive number of visitations could cause teachers to

become defensive)

Principals' Priorities - Beliefs of Teachers and Principals

At the end of each interview, the .2acher respondent was asked which of the five categories he
or she believed to be the priority of the principal. In many cases, the teacher offered a first and
second priority. Similarly, the four principals was asked to state their priority among the five
categories analyzed. Whenever there is more than one priority, they are listed in the order stated by
the participant. In some cases, respondents either could not state a priority or reworded the

categories. The responses are summarized below as offered by the participants themselves.



Teacher 1

Teacher 2
Teacher 3

Teacher 4

Teacher 5

Teacher 6

Teacher 7
Teacher 8

Teacher 9

Teacher 10

Teacher 11

Teacher 12

Teacher 13

Teacher 14

Teacher 15

Teacher 16

Parental involvement
Staff development and morale

Unable to respond
Supervision of instruction least priority

School organization
Parental involvement

Staff development
Staff collegiality

Parental involvement
French/English student relations

Schoo! goals

School organization
Parental involvement

Professional development
Did not believe there was a second priority

Staff development
Parent/community relations

Staff development
Staff collegiality

Staff development
Priority is outside the school

School organization
Staff development

Staff collegiality
Schoel organization

Parental involvement
Staff collegiality

Could not respond as all categories interrelated.
Last three categories (staff collegiality, school organization,
parental involvernent)
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Principal 1

Principal 2
Principal 3

Principal 4

o
¥ 4

Supervision of instruction
School climate, including community relations

Supervision of instruction

Supervision of instruction, including teaming
Parental involvement

Staff and student relations/happiness
Academic goals

It is interesting to note that three principals submitted supervision of instruction as their top

priority, whereas not one teacher ranked this category as the principal’s foremost concern in

administering the organization. In fact, some teachers suggested that supervision of instruction

seemed unimportant to the principal.

STAFF COLLEGIALITY

Below are the results of the coding process for all four schools in the two participating

districts. Following each table of results is a brief interpretation of the findings. The data is then

discussed in more detail under the eight categories: staff relations, social functions, integration of

French and English students, integration of French and English teachers, principal sensitivity, risk-

taking, staff involvement and principal involvement. The range of scores possible for teachers is

-32 to +32; for principals, the total possible range is -7 to +7.
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Table 5
STAFF COLLEGIALITY
District 1 Teacher
School A #1 #2 #3 #4 Principal
SR Staff Relations +1 +1 +1 -1 +1
SF Social Functions +1 +1 +1 -1 +1
IFES  Integration of French +1 0 0 -1 +1
and English Students
IFET  Integration of French +1 +1 -1 -1 +1
and English Teachers
PS Principal Sensitivity +1 +1 +1 +1 +1
RT Risk-taking +1 +1 +1 +1 +1
S1 Staff Involvement +1 +1 +1 +1 +1
PI Principal Involvement +1 +1 +1 +1 +1

Teacher #1  French Immersion Primary
Teacher #2  French Immersion Intermediate
Teacher #3  English Intermediate
Teacher#4  English Primary

Total French Immersion Teachers Score = +15
Total English Teachers Score = +5

Total Primary Teachers Score = +8

Total Intermediate Teachers Score = +12
Total Teachers Score = +20

Principal Score = +7

Out of a possible total score of 37 the Total Teachers Score is +20. This would seem to
indicate a fairly positive degree of ¢, ~giality in School A. The French immersion teachers
rating is considerably more positive than that of the English teachers, which implies a perception
of more congenial relations by the immersion teachers. It should be noted, however, that
Teacher #4 is responsible for the majority of negative scores; English teacher #3 has only one
negative rating. The intermediate teachers perceived the school setting in a slightly more positive
light than the primary teachers. The principal was allocated a score of +7 out of a possible +8,
the only category scored negatively being Principal Sensitivity. The author had minimal
information on which to base the score but assigned a -1 for this code because of the principal's
comments regarding French being spoken in the staffroom.
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Table 6
STAFF COLLEGIALITY
District 1 Teacher
School B #5 #6 #7 #8 Principal
SR Staff Relations +1 +1 +1 -1 +1
SF Social Functions 0 0 0 +1 0
IFES  Integration of French +1 +1 0 0 +1
and English Students
IFET  Integration of French +1 +1 +1 -1 +1
and English Teachers
PS Principal Sensitivity +1 +1 +1 -1 +1
RT Risk-taking +1 +1 +1 +1 +1
51 Staff Involvement +1 +1 +1 -1 +1
PI Principal Involvement +1 +1 +1 -1 +1

Teacher#5  French Immersion Intermediate
Teacher #6  English Primary

Teacher #7  French Immersion Primary
Teacher #8  English Intermediate

Total French Immersion Teachers Score = +13
Total English Teachers Score = +4

Total Primary Teachers Score = +13

Total Intermediate Teachers Score = +4

Total Teachers Score = +17

Principal Score = +7

While the Total Teachers Score was only slightly above half a possible score of 32, it should
be noted that Teacher #8 was responsible for all negative scores. When the score of O for SF is
also taken into account, the teachers score of +17 can be seen in a much more positive light. It is
interesting to notice that, as occurred in School A, the Total French Immersion Teachers Score is
considerably higher than the Total English Teachers Score, suggesting a more positive outlook
on collegiality in the school by immersion teachers. In contrast to School A, primary teachers in
School B rated collegiality substantially higher than did intermediate teachers. Principal #2 was
scored +1 in all categories except SF for which he was assigned a score of 0 as he did not
mention the importance of social events for teachers.



Table 7
STAFF COLLEGIALITY
District 2 Teacher
School C #9 #10  #11  #12 Principal
SR Staff Relations -1 -1 -1 -1 -1
SF Social Functions 0 0 -1 0 0
IFES  Integration of French -1 0 0 -1 +1
and English Students
FET  Integration of French -1 -1 -1 -1 +1
and English Teachers
PS Principal Sensitivity +1 +1 +1 +1 +1
RT Risk-taking +1 +1 +1 +1 +1
SI Staff Involvement +1 +1 +1 +1 +1
PI Principal Involvement -1 +1 +1 -1 +1

Teacher #9  English Intermediate

Teacher #10 French Immersion Primary
Teacher #11 French Immersion Intermediate
Teacher #12 English Primary

Total French Immersion Teachers Score = +3
Total English Teachers Score = -2

Total Primary Teachers Score = +1

Total Intermediate Teachers Score =0

Total Teachers Score = +1

Principal Score = +5

Teachers' scores for collegiality in School C are considerably lower than those in Schools A, B
and D. It is interesting to note the clustering of both positive and negative ratings. The
categories of Staff Relations and Integration of French and English Teachers are scored
negatively for all teachers, suggesting a poor climate in this organization. On the other hand,
scores are positive in the areas of Principal Sensitivity, Risk-taking and Staff Involvement,
indicating the presence of a supportive and encouraging principal who promotes teacher input.
Immersion and English teachers’ scores are low, with the English track teachers' rating being
somewhat lower than that of their immersion colleagues. This finding is consistent with that in
Schools A and B, although the differential is much greater in those two schools than in School
C. There is no substantial difference between primary and intermediate ratings for collegiality.
The only negative score for the principal is SR, a result of comments indicating an awareness of
difficulties in this area in the school.
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Table 8
STAFF COLLEGIALITY
District 2 Teacher
School D #13  #14 #15  #16 Principal
SR Staff Relations +1 +1 +1 +1 +1
SF Social Functions +1 0 0 0 0
IFES  Integration of French +1 +1 0 0 +1
and English Students

IFET  Integration of French +1 +1 +1 +1 +1

‘ and English Teachers
PS Principal Sensitivity +1 +1 +1 +1 +1
RT Risk-taking +1 +1 +1 +1 +1
SI Staff Involvement +1 +1 +1 +1 +1
PI Principal Involvement +1 +1 +1 -1 +1

Teacher #13 English Primary

Teacher #14 French Immersion Intermediate
Teacher #15 French Immersion Primary
Teacher #16 English Intermediate

Total French Immersion Teachers Score = +13
Total English Teachers Score = +12

Total Primary Teachers Score = +14

Total Intermediate Teachers Score = +11

Total Teachers Score = +26

Principal Score = +7

School D has the highest Total Teachers Score of all four schools participating in this study.
The four groups of teachers analyzed scored very positively, with no substantial differences
among them. The only negative individual score allotted was that of PI for Teacher #16. The
principal also received a positive rating for all codes except SF, as the topic was not mentioned.
School D appears to be an organization where positive staff relations prevail.
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Staff relations

All respondents in the study spent considerable time during the interview commenting on staff
relations, demonstrating their acute awareness of the importance of this issue in dual-truck schools.
In three of the four schools, teacher and principal participants generally viewed staff relations as
being good to excellent, with the principal a key player in developing and maintaining such
relations. However, there was some variance as io the perceptions of English and immersion
teachers, with English teachers being somewhat more critical of specific issues, such as the
speaking of French in the staffroom. Principals were generally more positive about staff relations
than teachers. In the fourth school, teachers expressed serious concerns about staff relations.
Animosity between French immersion and English teachers was evident throughout the interviews.
In addition to the more obvious differences of language, culture and pregrams, the factors of age,
experience, smoking and attitudes were discussed. The principal in this school gave some

indication of an awareness of these difficulties.

The issue of French being spoken in the staffroom was broached by every respondent. In
schools with positive staff relations, most French immersion teachers were aware of the sensitivity
of this language question. They commented that they often reverted to English in the staffroom
because English teachers would be offended or would feel left out if French was spoken. Many
mentioned that, while not wishing to appear impolite, they did enjoy the opportunity of speaking
their native language together. One immersion teacher commented:

"There are no bad feelings at all in this school. I felt it in other schools. The
French staff refused to speak English even when they knew both languages. An
English teacher left because she felt so left out of her own school. Here immersion
teachers speak French all the time and you don't seem to offend the English. We
feel comfortable. We are not forced to speak English. I think it is common sense
and good manners to include other people. It doesn't mean that every time they
walk in the door, you have to switch languages. Everyone seems to speak English;
if they speak French, you don't get hurt feelings. Maybe over the years the English
gotused toit.” (A)
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An immersion teacher agreed:
"Everyone makes an effort to be nice to everybody. If there are English teachers
around, we make an effort to speak English. I would feel uncomfortable too if
someone was talking away in a language that I didn't understand. It is very
impolite.” (B)
She added that speaking French is so automatic that sometimes immersion teachers did not realize

that they were doing so.

One intermediate English teacher had a different perspective of staff relations than his peers:
"Some people have a red-neck attitude. There are comments about French people
when they are not present. They are strangers in a strange land. There is English
only in the staffroom. They need the opportunity to speak French." (B)
He stressed the division between teachers and administrators since the removal by the government

of administrators from the provincial teachers’ federation. He agreed with this change:

"There is a conflict between loyalties. Principals are more conservative than
teachers. Administration is a non-progressive influence.” (B)

There was a consensus in one school that staff relations were very strained. One English teacher
expanded:
"Over the last six years I've seen more of an isolation of staff. The English staff
seem to sit at one end of the staffroom and the French at the cther end. Immersion
teachers speak French totally in the staffroom. We've discussed the issue. A
smaller group of us said there's more of a division and it's noticeable to parents and
visitors. We feel isolated. I'm not aware that anything has been done.” (C)
She noted that the principal had suggested having the French coordinator discuss the problem with
individuals but there had been no fbllow—up. She added:

"The English staff don't want to hurt the feelings of the immersion staff. We've
tried going to the principal but it hasn't worked so far.” (C)

This teacher believed that teachers in the school in previous years, although less capable in
English, had managed to communicate in the common language. The coordinator at that time had

told immersion staff that English was expected in the staffroom.
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An immersion teacher in the same school believed the conflict to be less serious:

"The key is the individuals. There is tension, but t's not a serious problem. I

don't think that the English fully understand what immersion teachers do about the
curriculum. Common projects, such as conflict resolution, can create relief in
tensions. As far as the talking of French in the staffroom, on top of the smoking
issue, a two-camp situation has been created. The French don't smoke and they
also speak French. The English smoke and they sit far away which has created a
bigger gap than ever before.” (C)

This teacher believed that the problem should be addressed at the beginning of the year to focus on
an understanding of the two programs and to discuss strategies to unite teachers. He remarked:
"It's important to do as much teamwork as you can, getting to know each other
instead of letting it slip through. I think the French have a more cohesive idea of

unity because we're not as large a group; we have a very good relationship with
each other.” (C)

- ‘His immersion colleague on staff identified the problems as smoking and a generation gap,
with the English teachers being the older members of the staff. When asked about the language
" issue, he commented:
"Immersion teachers always speak French. We have been told by other principals
to speak more English. Very often the English teachers watch us. Some French
feminists on staff wouldn't accept to speak English just because they are forced to
do so. They are young, new teachers. The principal must not be glad to be in the
middle of the two groups. Idon't like to emphasize the division too much; it's not
very bad. Itimproves and goes bad again. Iknow that in some schools there is so
much division that the French staff were ordered to speak English. I don't think
- it's very acceptable to force people to speak another language." (C)

This teacher appreciated the assistance of the principal and English staff in learning English.

The primary English teacher on this staff discussed a previous division between primary and
intermediate teachers which had dissipated. She noted that the staff committee was presently trying
to resolve the smoking issue. She perceived the French/English division as the greatest challenge.
This teacher discussed at length the issues which divided the two groups, particularly financial
concerns. The English teachers, she believed, perceived the immersion teachers as wanting their
own monies while they thought that finances should be placed in a common pool. She also

described ways in which the English teachers had tried to be friendly with immersion teachers in
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the staffroom, but without success. The principal had been approached for assistance, but to no

avail.

‘The following comment by an experienced English teacher in the school where staff relations
seemed most positive reflects the perspective of her peers:
"] think most people are supportive of those around them. I'm really impressed
with the way the English and French get along. When the English come into the
staffroom, the French switch to English. People are good-natured and sensitive to
the differences; they don't want us to feel excluded. There is a great deal of
tolerance for differences of opinion.” (D)
She explained that the principal had asked immersion teachers to speak English in the staffroom. It
was a new experience for English teachers to be in the minority and she made an effort to keep in

contact with immersion teachers at her grade level.

The other English teacher in the school believed that staff relations in the school had historically
been positive, unlike many dual-track schools. He understood some French and enjoyed hearing it
in the staffroom. He admitted that several English staff members worried because they did not
understard French. The following comment is indicative of the good relations on staff:

"Curiously, often a French teacher would bring up the question of language and

offer to speak English. The English teachers would defend the immersion teachers
right to speak French. Both parties are willing to do more, so it works out.” (D)

An immersion teacher on this staff, who described teacher relations as congenial, had a
somewhat different perspective of French being spoker in the staffroom. She commented:
"French and English are spoken. We are encouraged to speak English only so that
relations are more homogeneous, but we tend to get in a corner and speak French
together. When we speak French too much, the English teachers or a French

teacher will remind us at staff meetings that English in the staffroom is
appreciated.” (D)

Her more inexperienced immersion cohort was somewhat less sensitive to the issue of

language. She remarked:
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"If I have something to say to a French teacher, I'll speak to that teacher in French.
The English want to know what we're saying; they don't feel badly. We do it
because we joke in French and it can't be translated.” (D)

Two principals believed that staff relations were excellent and that they played a key role in
promoting coilegiality. One principal thought that teacher relationships were generally good,
considering the size of the staff. Although the remaining principal also described the staff as

collaborative and "very close”, the following comment indicates some diversity of opinion on the

question of staff relations in the school:

"Immersion teachers speak French sometimes in the staffroom, in the hallways or
in the office. That issue came up as part of our goals process. Some people are
uncomfortable with that. I don't know if that is becanse they are just plain nosey
and can't understand what's going on. We've talked about the need for people to
speak in their own language. There's no intention of being rude and if they're

““uncomfortable with that, then it's their problem. I'm sure the feelings are still
there, that the conversation is closed to them. Maybe it should be; maybe it's none
of their business. It doesn't bother me." (A)

~ One principal described his role in the issue of French in the staffroom as follows:

"I have asked, in the interest of courtesy, that bilingual staff members be aware that
unilingual staff may feel very threatened if they are constantly surrounded in the
staffroom by a language that they don't understand. So there is an unwritten rule of
thumb that people will do the courteous thing. The bilingual staff has been very
good about it. There are some good friendships between English and French

staff.” (B)

According to this principal, immersios teachers in the school had a reasonable degree of fluency in

English.

The principal in the school where dissention between the two groups of teachers was most
evident described his perception of staff relations as foilows:

"For such a large group, there's a high degree of bonding, teamwork and
comradery. I promote all of us working shoulder to shoulder and, although you're
an immersion teacher and your language of instruction is French, we are all teachers
working together. I think realistically that language does matter. In this school,
there's been a very peaceful, amicable relationship and there has been sharing and
integrating activities. Speaking French in the staffroom has been commented upon
from time to time. I have no strong bias one way or the other. I think that when
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the English teachers demonstrate that they are willing to speak some French in the
staffroom, then the French teachers can be expected to speak English. In some
instances, it makes sense that the immersion teachers do their business in French. |
think politeness, consideration and sensitivity all have to come into play, but I don't
think it's something that has to be designated by a rule. Ilike to think that we can
have it all if we think more openly. If there are social or curriculum situations,

English may be necessary. At this point in time, it isn't a major item where people
are wanting to draw up a policy.” (C)

A probe investigating this principal's views of the English teachers' perceptions on the language

issue elicited this response:

"They have not complained but sometimes they wonder why the immersion
teachers are the way they are. Immersion teachers arrive earlier and drink coffee in
the staffroom. When I enter they speak to me; it seems like a wonderful skill to be
able to jump from one language to the other. Sometimes people say that they find
this intimidating. I think that generally the staff members coexist peacefully and
positively. Sometimes there are misunderstandings; when the young and the older
generations discuss issues, they get irritated with each other. The English veteran
has a certain territorial ownership of a program. Because the immersion teacher
doesn't understand the nuances of the English language, there are some
disagreements which need mediating. There is a potential for these kinds of
tensions every single day if you are not understanding. Special care has to be
taken, especially with teachers new to the school. Ido as much as I can to help
new teachers, but how much more meaningful it would be to answer questions in
their first language." (C)

The following quote by a principal expresses the special sensitivity required in promoting staff
collegiality in a dual-track school:

"We work hard at maintaining a positive attitude between staff members in this
school. Tdon't have a formula; I just make sure it happens. I'm very sensitive to
people's needs. I think I'm very observant about body language. If I see people
isolating themselves, I make every effort to encourage them to be part of the staff,
to get into the staffroom at recess and lunch and to talk to their peers. When I go
into the staffroom, I'm watching everyone. If you're not there, I give you a couple
of days and then I ask you why you're not there. You'd better be able to tell me
because I believe that it's extremely important that you mingle with your colleagues.
If you don't feel comfortable with that, then you'd better take some other steps.
Nobody feels isolated. We're also very sensitive about the language issue. We, as
a staff, feel that English is the dominant language in the community and therefore
it's the dominant language in the staffroom. We all work the same. I have one
policy in the school; that is, this is one school and the only difference in the school
is the language of instruction. All other things are equal. I have been very blunt in
my sermons. I say if you're uncomfortable in a French immersion school, the
transfer form is in the office. They don't go. They know how strongly I feel about
it. Ican't have that kind of friction." (D)




97
This principal remarked that immersion teachers who were having difficulty expressing themselves
in English would revert to French; this did not pose a problem. When French was too pronounced
in the staffroom, an immersion teacher would inevitably remind the staff to switch to English. He
believed that, although the English teachers were somewhat uncomfortable when French in the

staffrcom was excessive, they supported the immersion teachers' desire to speak their native

-language.

: Teachers were asked to comment on the strategies used by the principal in handling staff
- conflict. One English teacher replied:
"He closes his door and makes it go away. We had one or two doozies. He tends

~to let them work it out; he doesn't want to jump in and fix it. He doesn't want
- teachers to think he's taking sides. As a teacher, I've done more fixing." (A)

The primary English teacher in this school concurred with her peer:

h "We are supposed to talk to the individual before we approach him. If nothing is
working, we are to go to him, but he definitely prefers that the teachers work it out.
‘He doesn't want to be involved and that's the best way. He mediates.” (A)

AnEn glish intermediate teacher in another school commented:

"He manages staff conflict by talking about people anonymously at staff meetings."”

(B)

A primary English teacher in another school described a similar approach by her principal to
staff conflict:

"He hopes it will go away. He hopes someone else will settle it.” (C)

In response to the specific question on staff conflict, one principal stated:

"Staff conflict is not necessarily a negative thing. Out of conflict comes growth and
understanding. I don't tend to rescue people; they have to solve the conflict. If
they want my assistance, then they ask me for it. If, however, it's becoming
detrimental either to the kids or to staff morale, I'll ask them to sit down and talk
about it. We have a unique school and a unique staff. I don't know if you're going
to find that kind of collaboration and comfort in all immersion schools." (A)
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Discussing potential sources of conflict, this principal stated:
"English teachers sometimes feel like they're the poor sisters because there are a lot
more extras for the immersion program, but it's a different program and there are
different needs. Sometimes I think that the amount of money available to
immersion and to school operations is inequitable. I wouldn't take anything away

from immersion funding but I don't feel that the funds available for operating the
school are adequate.” (A)

The following quote by an administrator regarding the handling of staff conflict reflects the

beliefs of teachers in his school:
"I have described a process to staff members how staff conflict will be handled.
Happily it is something I have not had to handle. If people have difficulty with
each other, they are expected to first attempt to resolve it. Then I expect one or the

other to draw it to my attention. Then I will mediate. We have never had to use
this process.” (B)

One principal believed that some personnel conflicts were resolved through open discussion.
Others were mediated by himself. Several conflict situations had been referred to staff committee.
Another principal claimed that the minimization of staff conflict was one of his personal strengths

and there had been no conflict on staff since his arrival.

ial function
This category developed from the responses of the respondents; a specific question on
participation in social functions was not posed in the interview. One principal believed that social
events played an important role in staff collegiality. He commented:
"We're a very close staff. We get together socially to ski, to sail, to camp and
occ;a.s,io(r;f)lly to go to dances. There are various levels of participation and that is

He perceived no differences in the participation levels of immersion and English teachers.

An immersion teacher corroborated the principal's belief:
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"There is a close feeling amongst the staff. We have an awful lot of parties. Even
after school, just putting on coffee and anyone walking in. There is a lot more
talking in this school; there is a feeling of camaraderie. The principal plays the
biggest role in that. He is the one who instigates all this action.” {A)

Her immersion cohort described the principal as a very social person who encouraged involvement

by all staff in social functions.

- An English teacher on staff perceived the social initiatives of the principal differently:
~ “"Unfortunately, he is very much of a socialite in the school and there could be a
~ conflict. We have a lot of social activities together, which is fine. Butlama
person who believes that there is your own personal life and then there is work; I

~don't believe in mixing the two together. He is very much the other way and, if
there is a problem on staff, you don’t want to be talking about his closest friend."

(A)

~In another school, a year-end party and volleyball games were given as social events which
- brought staff members together. One principal stated that a committee was responsible for
i spcarheddm g social events for staff. An English teacher in yet another school mentioned that staff

of boih tracks enjoyed socializing and going on field trips together.

Integration of French immersion and English students

This category also arose from the interviews of participants, thus accounting for the number of
0 sé()res in the tables. Integration of French and English students appears to be an extremely
important aspect of the climate of a dual-track school and merits further study on its own. In this
study, principals mentioned the mixing of immersion and English classrooms in the building as an
integration strategy. Various events, such as field trips, were noted as a means of integrating
students in the two tracks. One teacher stated that English and French Christmas concerts were

held in alternating years, with both tracks participating in these performances.
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An immersion teacher believed that concerts and the grade 7 exchange trip to Quebec were joint
activities that promoted integration. The principal had encouraged the English class to participaie in
the Quebec excursion. Her English colleague had a different perspective on concerts:

"We used to have concerts which were half English and half French. The English
kids didn't understand the French and the immersion kids understood it all. The
English kids started to say things about the French children. They were calling the
immersion kids "frogs”. They didn't want to go to the concerts; I think that they
felt badly. They didn't feel they were as smart as the immersion kids. That is why
we made it one of our goals (multiculturalism).” (B)

This teacher mentioned that immersion students did have the opportunity to speak French at
assemblies. English students no longer attended bilingual concerts. Classes were encouraged to

work together, interpersonal skills and respect being the focus of a multicultural theme.

An English teacher expressed her concern for the students as follows:

"I find the staff divisive and we see the children divided around the playground, as
well. We've tried to establish some cooperative games, where students are in small
grade groups so they can get to know each other at their own grade level." (C)

She believed that many more such opportunities were needed. Her English colleague was planning

to suggest a class buddying system to the principal to promote integration of teachers and students.

One principal described his deliberate attempt at integration as follows:

"I group the classrooms according to age or grade level. 1don't want to have a
French or an English wing. So we mix not only the staff, we mix the kids.
They're all hanging up their coats together. That's a definite plan; we've done that
as a staff. We've done some buddying, particularly with the senior grades. For
example, an immersion and English class have buddied to go to Victoria. It's
informal; some people really don't care to work together. Idon't think you can do
anything to force this on staff." (A)

Another administrator stated a similar approach to integration of students:

"Classes are mixed throughout the school, a very conscious decision. I feel that it
is extremely important in a dual-track school to build every bridge you can between
the programs and the personnel.” (B)
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An approach by one principal was to mix French and English primary classes in order to facilitate

integration; intermediate classrooms were organized similarly.

Integration of French immersion and English teachers

Teachers were asked to identify the strategies the principal used to promote staff collaboration.
k ;. Whilgt some teachers were not able to respond, the majority were able to offer several strategies. A
“few teachers stated that the administrator had no strategies to develop collegiality. Principals, on

= fthe"()ther' hand, were easily able to explain the ways they affected staff relations. The integration of

8 "teachers and students through classroom assignment was mentioned in the preceding section.

~ 7 Animmersion teacher explained a subtle collaborative strategy by the administrator as follows:
~ "We have a theme going on in the school right now. We have a committee and the
- 'members have partnered with one or two staff members. It was his idea, but he
never came out and said it. He is a good administrator.” (A)
Th‘e principal facilitated the discussion of professional issues at staff meetings; teachers also
“discussed professional ideas informally in a social context. This teacher was pleased that

immersion and English teachers discussed issues together, unlike other schools. The emphasis,

she added, was on socializing rather than on professional development.

An experienced English teacher on this staff mentioned, as did several other teachers in the
study, that the French as a second language program resulted in consultation between both groups
of teachers. This teacher had enough French language skills to teach the program, whereas in
some schools immersion teachers taught the second language program. She reported that the
principal used a variety of strategies "which were partially but not formally manipulated to get
people on board" (A). One approach was to ask enthusiastic teachers to collaborate with their
peers in areas such as schoolwide themes. She believed that this strategy improved school spirit

and encouraged isolated teachers to think more collaboratively. Committees with representatives
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from both programs provided an opportunity for joint collaboration in three schools. In the fourth

school, the staff operated as a committee of the whole.

An English intermediate teacher commented:

"Collaboration doesn't come from the principal. In fact, it's happened in spite of
the principal in some cases, not with this particular principal. This principal
probably has some strategies, but I don't know what they are. He's much more
skillful than that." (D)

An English teacher in one school was critical of the principal’s failure to intervene in staff
- relations:

- "There haven't been adequate strategies, if any. Even the concerns which we
expressed were not addressed. If they were acknowledged,we didn't get feedback.
There are definitely things which should be done. There are perceptions of certain

- teachers concerning fairness. The principal should be aware of what one group
gets and the other doesn't and explanations should be given. For example, the
immersion teachers have filing cabinets and the English teachers don't. Immersion
teachers even had their own laminating machine exclusively for them. These
special privileges cause dissention on staff. I would also be concerned about the
way parents perceive it. The grade seven immersion students have an exchange trip
to Quebec; if I was the principal, I would see that the English pupils have a special
event to work towards. There are many things arranged at the district level for
immersion students, such as a public speaking contest. Of course, the French
teachers probably feel the opposite, that the English have more opportunities. 1
wouldn't say that the principal has been unfair; I'm not sure that these are decisions
made by the principal. Immersion teachers are perhaps held more accountable so
English teachers should maybe count their blessings that they're left alone.” (C)

This teacher perceived professional issues to be discussed separately by the two groups of teachers
as a result of a lack of dialogue between them. The principal in this school believed that immersion
teachers, who were more animated and spontaneous, worked very well as a unit. According to
this administrator, the least cohesive group was that of the Eungilish intermediate teachers.
Cooperative planning and encouragement of the efficient use of time were strategies used by thig

principal to promote staff collaboration.

Participants were asked if immersion and English teachers assisted each other with French and

English language skills. One immersion teacher attributed his improved English to the assistance
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of English teachers. Several English teachers mentioned helping immersion teachers with report
cards, although the principal played the key role in this area. One teacher approached immersion
teachers for support in the teaching of French as a second language. The majority of teachers
. claimed that interaction concerning language learning was unnecessary. One English teacher
commented critically:
| "'English teachers definitely help the French teachers with their English. They

expect us to provide our materials. We have had to share readers with them. We
have now decided that our materials are English and they have to purchase French

- materials.” (A)

W All 'fespondents were questioned about the principal's role in facilitating staff development and
o r’ ﬁ‘pfr‘()fés,sioha,l dialogue. In the school which was perceived by teachers to have a social orientation,
one expenenced English teacher believed professional development to be disorganized and
;r‘qn'fo’cgrscd. She remarked:
?:‘if‘?"'We have had so many goals that we haven't achieved any of them. A writing
© " ".schoolis something that you build over a period of years and you have a school

philosophy that you aspire towards. When the staff turns over, you hire people
- who buy into the process.” (A)

- Immersion and English teachers discussed professional issues separately, except at staff meetings,
since materials and programs differed. A typical response in this study was that issues related to

limguage or programs were examined separately and other professional issues jointly.

An English teacher in the same school commented:

" He usually ends up initiating something. There is a problem once a year when the
French have a conference. There is no money for the English; we basically have to
find something to do for a day. This year we had to stay at school and play with art
ideas. I feel that the staff development is very individual in some respects; we all
go off to our own workshops. Ido not appreciate our staff development days
together, especially when there are English and French activities; this is supposed to
be school-based. He is finally starting to realize that if they can spend money, then
we can spend some money on that day.” (A)

The following comment further indicates this same teacher's confusion between staff and

professional development:
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"He is very pro staff development. He wants us well informed and going to
workshops. He is very good for providing substitutes and money from the
school.” (A)

This confusion is typical of a number of teachers in the study.

In another school, an English teacher believed that the principal facilitated dialogue through
program and staff meetings, school-based workshops and monthly sharing meetings where
teachers were obligated to present infomation from in-service sessions. The establishment of
schoolwide goals was mentioned by a teacher in one school as a means to unifying staff and

students.

An immersion teacher defined her principal's role in staff development as follows:

- "It's not laying something on us that the staff doesn't want. It's more curiosity,
interest, and giving his opinion. It's encouraging by sharing information." (C)

~ The principal described his role in professional development as a facilitator and participant. He
: éxplhincd school policy as follows:

“For school-based activities, the whole staff is expected to participate. It isn't a
problem; teachers generally like the togetherness, as far as I know. The staff
development program has to have something for everyone; it can't exclude a group,
such as kindergarten teachers. It's been a fairly strong program since I've been
here. There are separate programs at times, such as the teachers' association

- conference and the immersion conference, which is the highlight of the year for
French teachers. There is also a variety of district-based in-service for both tracks.
Immersion teachers are often selected to serve in staff development capacities at the
district level because of their specialities. It is more unifying at the school level; the
staff has said for years that it values the team approach.” (C)

Once again, the terms professional and staff development do not appear to be clearly defined.

At a school where teachers described staff collegiality as excellent, one English staff member
commented on staff development:

"At the end of the year there are a lot of things just for them." (D)
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She believed school-based staff development to be flexible and accommodating of individual
needs. The principal's role was to encourage participation in staff development by asking for

teacher input and by advocating teacher expertise.

All respondents were asked to identify strategies used by the principal to attain staff consensus
bn professional issues. Strategies mentioned were extensive discussion, voting, consensus
* building, the acceptance of individual differences, priorizing and the principal's diplomacy. One
- téaéhef mentioned that the principal wrote letters to teachers to determine their opinions. She found

. voung, a strategy used on her staff, uncomfortable.

- -One English teacher commented:

- "Separating the two programs for professional development is one way (to attain
consensus) because we felt very strongly about what we wanted to do in the
English program. We felt that the English program children were feeling almost

- like second rate citizens. So we decided that we would focus on building their self-
-~ -esteem. He will break us into groups to discuss topics (separately) and then we
-+ share ideas with the whole group." (B)

An immersion teacher replied:

"Oh, yes, the French stream gets more of this or that, but he makes sure that the
English do, too." (B)

She gave the example of the principal's insistence that the English grade seven class participate in

the Qﬁebec exchange program.

Consensus building by administrators is discussed further in the section on staff involvement.

Principal itivit
The large majority of teachers believed that their principal was sensitive to individual

differences and exhibited fairness and equality in decision-making. Few teachers gave specific

examples of their principal's sensitivity in these areas; probes were generally not used to
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investigate this issue. The fact that these questions were asked directly of teachers may largely
account for the positive response. Several teachers commented on the administrator's ability to
include all staff members in discussions and adeptness at staff collaboration. One teacher remarked
that his principal was an expert in staff relations. Another stated that the principal never put

teachers in a position "where their pet project would be open to criticism."

One English teacher remarked:
"Honestly, it is definitely more pro-French. Things can be touchy. For example,
there are more cultural events for the French and we are never invited. It has to be
equal." (A)
A male English teacher in another school commented:

"T've heard he favours male staff members; he has been fair with me." (B)

In another school, an immersion teacher stated:
"He is great with personal relationships. I believe that he does foster harmonious
relationships because we did have some problems last year. Itis very

uncomfortable for him when things are not going well. He is a very diplomatic
person so he will usually heip us to work our problems out.” (B)

An English teacher remarked:
"I think that he realizes that the differences are there but I don't see that anything
has been done to alleviate the difficulties. Anything that has been effective has
come through the staff committee. But then there were personal problems when the
staff committee sent an individual to intervene.” (C)
Despite this comment, this teacher was scored positively because of other remarks describing the

principal's awareness of individual differences, equity in decision-making and assistance to

teachers.

An immersion teacher in the same school commented:

"Oh yes, he's sensitive to individual differences. Of course, he would like
everyone to be at peace. I know there was a big fight recently. It was a conflict of
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generation more than French and English. He reprimanded the young teacher who
was much too aggressive.” (C)

An English teacher in this school stated:
"I sense that the principal projects a feeling of more confidence to me than to some

of my colleagues; in a sense, that's unfair. Itis a very lonely position. Idon't
really get more privileges. I feel there are favoured teachers; 1 know which teachers

the principal has a better opinion of." (C)

) | Ah English intermediate staff member remarked:

. "He definitely tries to be as fair as possible. In fact, so do the French teachers; they
~insist upon sharing any perceived advantages.” (D)

Three out of four administrators were scored positively for this category. They were rated for
. sensitivity based on their overall comments about staff issues and teacher differences; they were
*_not questioned about their sensitivity. One principal was scored negatively as a result of his

~-* comments on French being spoken in the staffroom. His remarks were interpreted as reflecting a

lack Qf sensitivity to the concerns of English staff members.

Principals were scored positively based on issues related to equity in funding, French spoken

in the staffroom, awareness of individual needs in professional development and staff and student

‘relations.

isk-takin
All teacher and principal respondents were scored positively in this category. Teachers
commented that their administrators encouraged risk-taking by supporting the implementation of

new ideas in the classroom. One teacher noted that the principal allowed teachers to solve their

own problems.
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One immersion teacher responded to the query on risk-taking as follows:

"He is always encouraging us to reach for goals. Try it and see, he says. He is

very much into pushing us a little bit harder. A friendly type, certainly not a

command from on high." (A)
An English teacher in the same school, who was critical in most other areas, replied that the
principal was "great", that he told teachers not to worry about the blunders. Another English
teacher mentioned that her principal encouraged attendance at in-service and was interested in new

teaching strategies. Risk-taking was perceived by one teacher to be encouraged at staff meetings

- through open discussion.

A French immersion teacher in one school was scored positively for mentioning the principal’s
_ full support of the implementation of a new ungraded program in the school. Her immersion
~ colleague remarked:

"He supports new ideas. He lets you do anything you want as long as it's within
the limits of what has to be done.”" (C)

- An English teacher in the same school remarked that the principal encouraged staff development by
acknowledging and supporting anything attempted by the staff. She commented:
"He pretty much leaves it up to you and doesn't oversee every little thing you do.
He is extremely responsive to staff ideas and opinions, sometimes too much so.

Picturing myself in charge, I think I'd have to check the steps along the way a liitle
more. He's very accommodating, unless something is really off the wall.” (C)

An intermediate English teacher in another school praised his principal for encouraging ideas

even when they were theoretically against policy.

Principals were not asked directly if they supported risk-taking; rather they were rated on their
general responses. All were scored positively due to their support of teachers in implementation of

new ideas and encouragement in professional development.
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) involv
All respondents were asked to describe the process used in developing school policies and in
solving school problems. This question was preconceived to elicit information on staff
inVOIVement in decision-making. In fact, the issue of staff involvement was pervasive throughout
the ixtterviews. All respondents, with the exception of one teacher, were scored +1 in this
| 'Cettegery. A negative rating was assigned to this teacher due to his very critical remarks about

~ school and district administration.

¥ In one school, the primary immersion teacher believed that the staff played an extensive role in
g “Vt‘he;rdevelopment of school policies and in the solving of school problems. The majority ruled in

", the decision-making process. She perceived the immersion teachers to be somewhat more vocal as

* ,;,‘they t)'litnumbered the English staff. Her immersion colleague agreed:

| "From what I see at staff meetings, it really is a consensus. There are no rules
- coming from up high. At my other school we had our little meetings and we'd all

- agree.on something; then he would change it." (A)

"However, thls teacher perceived the English teachers as more vocal and more involved in

Lk ~f“»_org.;1mz:mg school events. She added later:

‘ "Staff development really is a staff thing. Itis all of us talking about it. Itis not
fk : 1mposed " (A)

g ‘,:ThIS teacher like several others in another school, felt that teachers perhaps had too much input

~into some decisions.

The intermediate English teacher in the same school commented:

"There is a fine line where staff does or doesn't have input. He asks for lots

~wherever possible. If he is accountable, he may ask for input but he will make the
decision. Some militant teachers feel this is bureaucratic, but his head is on the
lin::}; Many times the staff has gone against what he wanted to do and he has gone
with it." (A)
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This teacher, like several others in the study, believed that teacher input was not based on French
or English but rather on personalities. She criticized the excessive input teachers had in staff
development:

"Based on what I know about implementation, he gives us too much leeway. He

likes to have us actively involved in staff development and that is good. We have a

consensus model. But staff development has taken place in such a hodge-podge

manner. District and school staff development don't necessarily complement each

other. There hasn't been pressure on the teachers by the principal to follow through

on staff development and to evaluate its implementation. It is not because he is a

poor principal but rather he doesn't have the knowledge to do it. In giving teachers

autonomy, he hasn't pushed hard enough to force them into achieving school goals

through staff development. I hope this weakness will be addressed this year

because we have a very strong leader at the district level who is requiring principals
to be accountable for their school goals.” (A)

In another school, staff development and goal attainme:nt were the foci of monthly staff

' 'iﬁééﬁh gs. The intermediate immersion teacher in this school believed that staff development was
administration-directed with the principal presenting most suggestions and the teachers setting

: pﬁoﬁtiés, An English staff member agreed that decisions were often made by the principal:

"We discuss the question during staff meetings. That does not mean that we make
the decision. He will listen and then sometimes he will make the decision.” (B)

She believed that no group dominated the decision-making process; there were strong personalities

on both sides. She commented that class lists had previously been devised by the principal with no
staff input but were now determined by teachers. According to this teacher, the principal had

- revised his leadership approach, giving teachers more input. There was equity in decision-making

by teachers as a result of the 50-50 French/English balance.

The primary immersion teacher in the same school reported the principal’s emphasis on goals
in decision-making:

"There is never a staff meeting where goals are overlooked. He asks us about three
times a year what our goals are and we write them down. We both keep a record
and we check periodically if these goals are being followed. We also set personal
goals; he does not influence us in that. He encourages and supports us so we can't
ask for more. Ilike to see the school functioning smoothly and I have piece of
mind if goals are being fulfilled.” (B)
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-She mentioned that some staff complained about the time spent on goal-setting at staff meetings.
The principal distributed a form monthly seeking teachers' opinions on school issues. She
believed that the principal played an important role in fostering consensus about staff development:

“"You volunteer to do the areas that you enjoy the most; it always seems to work
out. He makes sure that everyone is involved; there is someone for every area. He
is very diplomatic; he knows how to handle people. We are always encouraged to
bring up 1deas. He doesn't force anything on anyone." (B)

" The intermediate English teacher in this school received a negative score due to comments such
S as‘the following:

’ ”St:aff development is very top-down. Everything is changing because of the new

- contract so it's hard to say. We had someone do cooperatlve learning after school.

- It-was terrible and we had to endure it. The principal is giving his friends work at
- the board office.”" (B)

- He beliei;ed the role of the principal should be to act as a contact person and inform teachers of

o avaﬂable m serv1ce Asked to comment on his feelings about staff development, he replied:

LT "T here is a big push in the district, maybe by the government. This is good but
. how is it tied to the evaluation of students. Teachers are evaluated every year; there
-~ is adouble standard. In the district they talk about teacher empowerment but the
- superintendent says to be accountable. I can't argue with that but they should be

. more trusting." (B)

i In one school, staff development was organized by the professional development and staff
S _cor"r]\‘mi,t‘tjeeks,and presented to teachers for approval. One English teacher commented that, while
rgoals“were developed by staff and administration, there was a lack of common direction. She
remarked:
"We do not seem to have a commor objective. There are too many things

happening and there is an overlap. People go off to workshops and return
~enthusiastic, but there is no common goal." (C)

Her English colleague found all the decision-making exhausting. She believed that the English
teachers rendered more input into the decision-making process since the inexperienced immersion

teachers were "almost immigrants coming into the province". She commented:



"They're struggling just dealing with their own class and are often not into school-
wide activities. We have thousands of committees. Immersion teachers will not
always sit on a commitiee. But when they want something, they'll make sure that
they come to the meeting and try to get it only for French immersion.” (C)

Responding to the involvement of ieachers in staff development, this teacher stated:

"It's stimulating but the instructional level has to suffer. You're doing two jobs and
this has worn out some of my colleagues. Discipline gets away from you a little
bit. It's harder to coordinate thines schoolwide when many people are out of the
school at the same time. The principal is out of the building so much because he
values professional development for himself, as well as for the staff. He sees it as

~ a way of growing professionally and of helping the school. I think it has to be
done with a balance. Qur first job is in the classroom and in the school.” (C)

An immersion teacher in the school shared this perspective on the principal:
"I think he's a person who really does not want to make the final decisions and
therefore it sometimes takes longer to reach consensus. I can imagine another
—prineipal being firmer, saying we would like to see a certain situation and-asking -
teachers if they could live with it. He is not without decision-making but he likes to
leave it with the staff.” (C)
" According to this teacher, a formal process of voting involving motions and amendments was used
to arrive at cdnsensus, as well as referral to sub-committees when the process was too time-

‘consuming. She declared:
"Motivated staff members are committed to a common philosophy, but we have a

few individuals on staff who are less motivated and that's where the ideal becomes
reality. We all know that we have to do extra committee work in immersion.” (C)

The intermediate immersion teacher on this staff believed the principal to be democratic, with
committees making the majority of decisions. He perceived English teachers to be more involved
in decision-making, being a larger group. He commented that the younger French teachers were
always prepared to revolt against the ideas of the older, English staff members. The following
comment indicates some dissatisfaction with decision-making in the school:

"We decide everything. Iknow that some teachers, especially the European ones,
don't like this. They would like more force and order, more decisions imposed by
the principal, especially when they agree with those decisions. I don't mind the
democratic approach; that's the North American way. Personally, I prefer that the

principal order the people to obey but I know it’s not accepted here. If you give too
much input to the base, nothing is going to be decided.” (C)
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Asked about the principal’s role in developing consensus, one experienced English teacher

responded:

- "He tends to show clearly both sides of the issue. Ialso sense that, in summarizing
‘things to help us reach a decision, you always know what he feels is the right thing,
without him actually saying it. I suppose his opinion runs through the discussion
and so it might influence us. We have total input. We are a committee of the

“whole.” (D)
Axked which group of teachers offered more input, she replied:

o “It's surprisingly balanced. There are slightly more French teachers on staff and
. _they certainly vocalize what they want to do. They are also very willing to listen to
the English input.” (D)

1 | Iﬁlcrk’th'rcc colleagues agreed that staff input was encouraged and relatively balanced between both

- groups of teachers.

| l f Administrators believed that school policies were developed and problems were solved

. cgllaborauvely One principal stated that issues were often mundane, such as the ringing of bells,

" and were resolved through discussion until consensus was reached. He commented further:

- "We do not vote. Voting creates winners and losers. So not everybody is happy
but usually people go along with the decision. If they can't, they go away and sulk
for a while." (A)

" He stated that the English teachers had been in the school considerably longer than the immersion

o : ;tat;hérs and had formulated many of the policies. Since there was not a demand for change, these

) p()ﬁciés stood. This administrator concurred with teachers that staff development had previously
been a "shotgun approach” but now had direction. He added:

"You can't take something from the top and shove it down their throats.
Involvement and ownership, the big word-teacher empowerment.” (A)

One principal described his role in attaining consensus as follows:

"I do alot of listening. I let the vice-principal run most staff meetings so that I can
watch people's faces. If things are not going the way they should or are getting
side-tracked, then I will make a couple of comments to shake people up. I ask
people questions and I exercise the right to jumop in." (D)
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He mentioned that he initiated staff development topics, reflecting his goals for the school. He
elieved that staff felt ownership of policies and problems as a result of their input. This
administrator commented on the difficulty in organizing staff development, as the school was
basically two small schools in one:
"With the French and English components, it's really hard to come up with a
common basis on which to build professional development activities. 1 send
teachers to all kinds of workshops; when they return to the school, they share. I
will either supervise their class or find money for substitutes. It's really hard with
only five instructional days and three taken up by conferences and school
organization and planning.” (D)
Another administrator explained that policies were reviewed annually and were developed by

consensus. He added:

"Wherever this is not possible, we go with the majority and expect that those who
may not be supportive will buy into it. There has never been active sabotage.” (B)

A variety of strategies were used by this principal to develop consensus, including brainstorming,
' priQri’ziijg and moving from small to large group discussion in order to include everyone in the
process. Both groups of teachers were perceived as contributing equitably to decision-making.

This principal believed that teachers perceived goal-setting to be instrinsic to staff development.

Principal involvement

The concept of principal involvement is embedded in the responses of all respondents
throughout the interview. Principals were scored positively if they were perceived by teachers to
be instrumental in maintaining collegial relations in the school. Also considered was the principal's
participation in staff development and in committee work. Minor consideration was given 1o the
principal's role in solving personnel conflicts, in securing resources and in promoting staff social
events. Teachers who repeatedly commented on the principal's absence from the school or who

spoke critically of the administrator’s involvement in the school were scored negatively.
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The principal's role in staff collegiality was discussed thoroughly in Staff Relations and

Integration of French and English Teachers and will not be analyzed in this section.

' The majority of teachers perceived the principal to be interested in staff development and to be
Vi anrrintegra] part of its implementation, even though several were critical of the program's lack of
~ dlrecnon and piecemeal structure. One teacher commented that the administrator should not be a

. member of the professional development committee, as it controlled the funding for professional

s acnvmes She stated: x
: : | "The prO—D committee doesn;;’t‘iieed him. They are there for controlling pro-D

o funds. He should be on the staff development committee as that directly concerns
o himT @A)
l k Thxs 'teaeh.er believed, like many other teachers in the study, that the principal's role in staff

- | development was to be Vsu'pportive, to oversee and to help set a positive tone in the school. His

S “role was also to promote sharing of educational experiences and strategies at staff meetings and

informally.

An :Viymmersion teacher in the same school commented on her dismay upon learning from a
k"eollea’gne about the new math curriculum. She offered this experience as an example of the

S absence of staff development in the school. Asked what the principal's role should be, she
 remarked:

“He‘sheuld be the guiding hand. Because he is evaluating everybedy, he should be

aware of what has to be done more than any of us. Ireally appreciate the fact that it

is his decision what has to be done, but it is discussed with us. Whether we go
along with it is really up to us.” (A)

An immersion teacher in another school, when asked to describe the principal's role in staff---

development, concurred:

"He is our leader. His role is very, very important. Without him at the head,
pushing to have things done well, nothing might get done." (B)
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In another school, an English teacher was critical of the principal's role in decision-making:

"The principal holds an honorary position on the staff committee. The committee is
taking the lid off a lot of explosive situations and diffusing them. Sometimes we
have a feeling of helplessness in that we take information to the principal and
‘nothing is acted upon. That's not deliberate but issues get shoved aside.
Sometimes it's little things like the principal being on the P.A. twenty times a day.
He is very rcsponswe to our concerns. We are looking for more decision-making
because you can't take every little issue and have it talked over. We need a definite
" structure; decisions ultimately have to be made at the administrative level. We felt
~that the prmmpal shied away from decisions in a tough spot and threw it back to
.+ staff. It wasn't solved and it got ridiculous as people even said to put names in a
.~ hat to decide. We're certainly overwelmed by the weight of it all.” (C)

. Many teachers in the study were unsure of the principal's membership on school committees.
' Several believed that the administrator was involved in one or two committees but were not certain.

Inone' Sch001 there were no standing committees due to a contractual issue; in another, decisions

o -—-were made by a committee of the whole. The following comment by an English teacher is atypical:

| "He loves his meetings and likes to know what's going on.” (A)

" The following quote is indicative of a negative rating in principal involvement:

"T'm not sure if the principal sits on any committees. You'll have to ask him. I
~ don't see him that much.” (B)

| SeVerzil teachers commented on their appreciation of release time provided by the principal.
| Ofne teacher stated that the principal facilitated professional sharing by "freeing teachers". She
vbeliyek“v:éd this procees helped administrators "to keep in touch with what kids are actually doing and

what teachers are up against.” (B)

An immersion teacher expressed her gratitude for her principal's approach to staff conflict,
She commented:
"He gives people the opportunity to talk to him." (C)
An English peer acknowledged the principal's encouragement in staff development, which was

demonstrated through discussion and provision of information on in-service. An intermediate staff
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member in the same school criticized both teachers and the principal for attending so many

workshops, thus being out of the school excessively.

- One immersion teacher described the principal's role in staff development as "keeping everyone

en track” (D), ensuring that goals are set for the year and locating resource people. Her

o ‘inexperienced colleague responded to the question as follows:

"He's always concerned about what's happening. He always participates. He
encourages you just by his presence. He's always asking if you understand and

telling me to see him if I don't." (D)

o Thxs teacher believed that the principal was too busy to sit on committees.

. Criticism of central office was expressed by this respondent:

. "The principals, including ours, are out of the school most of the time, serving on
" this committee and that committee. I feel that he should be in the school. The
©© _management team is misdirected on this subject. What happens in the schools is
©._’quite secondary to central office personnel. I'm sure they don't intend it to be that
- “way, but that's the way it seems to come down. I don't think staff development is
‘very effective. I don't blame the principal; it's the system." (D)

ﬁ Asked to expand on the principal’s role in staff development, he continued:

"Right now his role is to make it look like something is happening, in order to meet
~the demands of the school board. There isn't enough time and a lot of this stuff is
ineffective. The principal's role should be to get more professional development

- time, maybe the last two weeks of the year.” (D)

Questioned about his role in staff development, this principal responded:

"I perceive my role as ensuring that people are aware of the information, of
encouraging them to grow professionally, of recognizing that growth is a never-
ending process, and of assisting the professional development committee in every
way possible to make sure that people have professional growth opportunities."

(B)
Securing resources was mentioned as another aspect of his role. Asked to comment on teachers'

perceptions of his role, he remarked:



"I think they see me as a facilitator and coordinator, a helper. I think that they
expect me to lead certain sessions and occasionally to stimulate their professional
growth with some of my own ideas.” (B)

One administrator described teachers’ perceptions of the staff development program as follows:
"I think some teachers feel that I am too involved in staff development, that we do
too much in the school, that I'm out of the school too much. Other teachers feel
that it's great that they have these opportunities to do things as a group and as

individuals. It's fascinating how they come together: the old and the young, the
primary and the intermediate, the French and the English.” (C)

" The following quote describes one administrator's perception of his role in staff development:
"T sit back and push, provide the opportunity and provide information. I make
myself available. Sometimes I'm out of the school too often; that's one criticism

that you will hear and it's true. Just being an administrator in a French immersion
~school, there are so many demands on your time." (D)

BILINGUALISM OF THE PRINCIPAL

There is scant and conflicting evidence in the literature on the significance of the bilingualism of
the pﬁncipal of a dual-track school. The author, therefore, decided to investigate this issue by
asking both teachers and principals their views on the importance of the administrator's level of
French language skills. Each principal was asked to rate his or her degree of bilingualism on the
preliminary questionnaire which was sent to participants prior to the interview. The five choices
were: not at all, a little, reasonably well, very well and fluently. Teachers were also asked in the
preliminary questionnaire to self-rate their French language skills, as well as those of their
principal, using the same scale as that of the principals. The responses of all participants are

presented below.

In addition, all respondents in the study were asked at the end of each of the five categories of
interview questions what effect, if any, the bilingualism of the principal had on the category in

question. The five sections were: supervision of instruction, staff development, staff collegiality,



119

school organization for instruction and parental involvement. The results of teacher and principal
responses to this question are presented below. To simplify the description, codes were used for
- the five categories. They are: SI (supervision of instruction), ST (staff development), SC (staff
‘ o ’1 ckollrc:giality'), SOI (school organization for instruction) and PI (parental involvement). The teaching
o ﬁo#ﬁiﬁnshave also been codified as follows: EP (English primary), EI (English intermediate), FP

= .(Franch‘ immersion primary) and FI (French immersion intermediate).

f principal’ r ilin lism

- “Teacher 1 (FP) Speaks "very well".
iy Understands "very well”.
e Principal speaks "a little".
s Principal understands "reasonably well".

. .- “Teacher 2 (FI) Speaks "fluently".
Understands "fluently".
Principal speaks "a little".
Principal understands "reasonably well".

.. . Teacher3 (El) Speaks "reasonably well".
L Understands "very well".

Principal speaks "very well".

Principal understands "very well".

Understands "not at all".
Principal speaks "very well".
Principal understands "very well".

* ' Teacher 4 (EP) Speaks "not at all".

Teacher 5 (FI) Speaks "fluently”.
Understands "fluently".
Principal speaks "a little".
Principal understands "a little".

Teacher 6 (EP) Speaks "not at all".

Principal speaks "a little".
Principal understands "a little".

Teacher 7 (FP) Speaks "fluently".
Understands "very well".
Principal speaks "a little".
Principal understands "a little".



Teacher 8 (EI)

Teacher 9 (ED)

Teacher 10 (FP)

- Teacher 11 (FI)

Teacher 12 EP)
Teacher 13 (EP)
“Teacher 14 (FI)
Teécher 15 (FP)
Teacher 16 (ED)

Principal 1

Principal 2

Speaks "a little".

Understands "a little".
Principal speaks "a little".
Principal understands "a little".

Speaks "a little”.

Understands "a little".
Principal speaks "a little".
Principal understands "a little .

Speaks "fluently".
Understands "fluently".
Principal speaks "a little".

Principal understands "reasonably well".

Speaks "fluently".
Understands "fluently”.
Principal speaks "not at all”.
Principal understands "a little".

Speaks "a little".

Understands "a little".
Principal speaks "a little".
Principal understands “a little".

Speaks "not at all".
Understands "a little".
Principal speaks "not at all".
Principal understands "a little".

Speaks "fluently".
Understands "fluently".
Principal speaks "a little".
Principal understands "a little".

Speaks "fluently".

Understands "fluently".
Principal speaks "not at all".
Principal understands "not at ail".

Speaks "a little".

Understands "a little".

Principal speaks "not at all".
Principal understands "not at all".

Speaks "reasonably well".
Understands "reasonably well".

Speaks "reasonably well".
Understands "reasonably well".
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Principat 4
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Speaks "a little".
Understands "a little".

Speaks "a little".
Understands "a little".

: BE (i shoUld be noted that several participants indicated that their French language skills were

o soméwhére between two categories. Principal #2 rated both speaking and comprehension skills

i bértWée‘h,f'a little” and "reasonably well". Principal #3 rated her comprehension between "a little”

; _and "fcasonably well". Teacher #2 scored her principal's speaking skills between “a little” and

' '?réés”ohébiy, well”. Teacher #12 rated her speaking and comprehension skills between "not at all”

-~ and "alittle”. The author used her best judgment from the notations on the written questionnaire

- Teacher 1
Tt

- sC

| Teacher 2:
(FD)

SI

ST

SOI

PI

S1

ST

" formto determine the most appropriate rating.

{fvEffggf’t“{of the principals' French language skills on five categories
s perceived by teache

No effect. Principal can ascertain classroom tone, task orientation of
students, types of activities and discipline.

Principal must be aware of differences in English/French curriculum and be
especially sensitive to lack of French materials.

“Principal's effort is very positive.

No effect. Principal takes an interest and tries hard. He is involved in both
programs.

No effeci. Both groups of parents have their own personalities. The
administrator has good people skills.

Significant negative effect. Very disappointed that there are no French
administrators. This prmc1pa1 has most efficient language skills but still
inadequate. Affects supervision adversely. No understanding of
curriculum. Teachers have free rein in the classroom. Principal cannot
evaluate fairly. Realizes principal can ascertain some classroom factors.

Very strong effect. Principals have no idea of the problems in immersion,
for example with resources.



-Teacher 3:

(ED

 Teacher &

Teacher 5:

(D)

Teacher 6:
(EP)

SC

SOI
PI

SI

ST

SC

SOI
PI
SI

ST
SC

SOI
PI
S1

ST
SC
SOI
PI
SI

ST
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Principal tries to speak French. Immersion teachers feel he is not close to
them and stays away because he does not understand. Teacters do not
switch to English so a division was created.
No significant effect.
No effect presently. Teacher used to feel that parents would prefer a
bilingual principal, that more money and support would be available if the
administrator was bilingual.
Personally no effect. Feels immersion teachers would have more
respect and principal would have more credibility if bilingual. Principal
would be able to evaluate instructional objectives. Students are impressed
when principal speaks French.
Minimal effect. Philosophy of implementation important. If principal were
an expert in implementation could have more-of an effect because he would
tend to be more involved in immersion curriculum.

No effect personally. Teachers admire him for trying to improve his French
through coursework.

No effect.
No effect.

Definitely should be bilingual to assist in the classroom. Could be bedlam
when immersion teacher has no English skills.

Principal should be bilingual.

Principal frequently speaks French. Teacher comments: "He knows not to
direct any French to me because I won't answer back".

No effect.

No effect since immersion parents not francophone.

Both administrators bilingual enough to determine class atmosphere,
instructional methods and discipline. Helps to understand sorrie French but
no significant effect.

Would be helpful but lack of French proficiency not detrimental.

Minimal effect. Dual-track principal has to have a good attitude.

No effect. French coordinator is available.

Not aware of any effect.

Definite effect. Principal could not evaluate questioning techniques, for
example.

Teacher commented: "I'm English".
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@y

. Teacher 8:
Lo (ED

 Teacher 9
, (ED)

Teacher 10:
(FP)

SC

SOI
PI

SI

ST
SC
SOI
PI

SI

ST

SC
SOI
PI
SI
ST
SC
SOI
PI
SI
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Does not know how immersion teachers feel. Does not see a problem.
Program would be enhanced if principal could speak French to students.
Bilingual support staff would also be valuable.
No awareness of any effect.

Perhaps parents think more support would be provided by a bilingual
principal but no awareness of parents’ viewpoint.

Principal's level of French sufficient to allow him to observe
immersion teachers effectively. His effort to learn French is appreciated.

No significant effect. Principal's understanding of French satisfactory.
Minimal effect.

No effect.

No effect with present principal. Immersion parents are anglophone.
Teacher believes that it may have affected previous principal's relationship
with parents. Immersion parents are extremely demanding and might
have more confidence in a bilingual principal.

Bilingualism would be helpful but not a determining factor. No effect if
principal good. Principal has taken French courses.

Would be great if principal were fluent. Lack of proficiency not necessarily
bad.

Principal is personable.

No effect.

No awareness of an effect.

No effect.

No effect.

Does not affect principal/staff relations whatsoever.

No effect.

No effect. Parents are anglophone.

A key issue. Principals must be bilingual in order to orientate new

teachers effectively. Essential that they understand French culture.
Supervision/evaluation system poor for both tracks but English better

prepared for teaching. Clinical supervision more thorough for

English. Also depends on teacher's attitude. Teachers' thinking must
change. Disillusioned with supervision model.



Teacher 11:

(FD)

Teacher 12
- (EP)

Teacher 13:

(EP)

Teacher 14:

(FD)

ST

SC
SOI

PI

SI

ST

SC

SOI

PI
S1

ST
SC
SOI
PI
SI

ST
SC

SOI

PI
SI
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Illogical to think that a unilingual principal can assist with curriculum such
as langunage arts.

No effect personally but could be important for immersion colleagues.

Probably an effect. Principal has less understanding of organizational
issues such as immersion teachers teaching own English component.

No effect because parents are anglophone or at least bilingual.

Not absolutely necessary but helpful for immersion teachers who are
unilingual French and for motivating immersion students to use French
outside classroom. Would make immersion less artificial.

Certainly makes a difference. Immersion meetings with principal must be
conducted in English. Principal may feel badly.

Principal would understand immersion teachers better if bilingual. Principal
could participate in conversations and not feel left out.

Teacher wishes principal could speak French. Not essential because
teachers speak English. Would be beneficial for students.

Only helpful for francophone parents.

Never heard immersion teachers discuss issue. This teacher was not aware
that principal was not bilingual.

Not aware of any effect.

No effect. This teacher thought principal was bilingual.

No effect.

No effect.

Used to think bilingualism of principal essential. Present principal
unilingual and school runs smoothly. Pr1nc1de s relationship with
immersion teachers is excellent. A previous principal was bilingual and
there were problems. Personality more important than bilingaalism.

Apparently no effect.

Bilingualism seems unimportant but this teacher does not know why this is
so. Some immersion teachers may wish principal were bilingual.

No effect. Change in administration. Staff pleased that new administrator
will be bilingual. It makes sense.

No effect.

Some instructional factors cannot be evaluated by unilingual principal.
Principal can determine other factors.
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Principal 2:

ST

SC

SOI
P1
S1
ST
SC
SOI
P1
SI
ST

SOI
Pl

SI

ST
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Would be valuable if principal bilingual as could help with achieving
instructional objectives.

No problem for this teacher as she is bilingual. Could create a problem for
new francophone teachers.

No effect.

No effect.

No effect. Principal able to determine classroom atmosphere.

No effect.

Not important.

No effect.

No effect.

Has some effect because principal cannot understand dialogue in classroom.
Would be helpful but this unilingual principal is still effective.

Not very important.

No effect.

No effect.

Issue has never been raised by teachers. Principal feels he speaks and
understands French. Administrator's bilingualism is an important issue for
evaluation of immersion teachers. Being evaluated by a unilingual
principal would be "like doing a teaching observation without the ability to
hear”. Teachers would be nervous.

No evidence that it has an effect but believes it does.

Principal feels staff is pleased that he took a language course and can
communicate in French. Principals need courage to do so. Sometimes
immersion teachers speak too fast for him, maybe on purpose.

No effect.

Parents not francophone so no effect. Parents appreciate when principal can
address immersion students in language of instruction.

Some effect. Principal feels his French language skills are good.
Conferences, however, conducted in English. Unilingual principals may
feel uncomfortable observing French instruction. Believes immersion
teachers must have misgivings about being evaluated by unilingual
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principals. Feels process of good teaching can be recognized, irrespective
of language.

Slight negative effect. Important for principal to upgrade French language
skills. Believes immersion teachers accept reality of unilingual
administrators and appreciate assistance.

Moderately important. Believes immersion teachers would like him to be
more bilingual. A sign of respect for French language and culture.

Has an effect because principal cannot teach in French. Teachers appreciate
fact that principal will converse with students in French during French
instructional time. Suggests respect for integrity of French language.
Principal converses with teachers in English.

Not a significant factor presently. Feels some immersion parents
disappointed that he was not bilingual when he was first appointed. Parents
respect his efforts to improve his French. Ininally English parents
suspicious that principal might be too supportive of immersion. Needs of
English program "horrendous”. Some immersion parents might feel he is
too supportive of English program.

Has an effect because unilingual principal cannot evaluate teachers' level or
appropriateness of French language or immersion materials. Can evaluate
learning situation, such as classroom atmosphere, and curriculum goals.
Feedback from teachers indicates principal's observations are fairly accurate
and evaluation reports fair. Would seek assistance if teacher competency
was in question. Debriefing would be more meaningful in native language.
Could be intimidating for teachers in English. Intervention in first language
would be more effective.

Program would be more effective if administrator was bilingual. Principal
understands French but not comfortable conversing. Believes teachers
think bilingual principal would secure resources more quickly. Principal
cannot assist effectively with instructional matters and orientation to school.

Orientation of new teachers to school, district and province would be
facilitated more effectively and quickly by bilingual principal. Assisting
with curriculem and social adjustment of teachers would be easier. Does
affect relationship with immersion teachers. Principal feels intimidated to
speak French and tells teachers this. Thinking of taking more French
courses. Teachers are supportive. Important to have a good attitude, sense
of humour and patience. Feels teachers would prefer meetings and
conferences to be in French.

Program would be stronger if principal bilingual. Lack of clarity in
communication affects organization of school. Misunderstandings of
discussions can be stressful. Wishes to show support and be involved, but
immersion teachers must do everything in English for principal’s benefit. A
lengthly process.

No effect because parents anglophone and do not expect principal to speak
French.
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Principal 4: 51 Teachers comfortable with principal because of high trust level. Cannot
evaluate dialogue between teacher and student. Attributes such as teacher
enthusiasm, student involvement and body language can be discerned.

ST Bound to have an effect although not a significant problem. Workshops
would be more valuable if offered in French.

SC  Noeffect. Principal/teacher relationship great.

SOI  Personality more important than bilingualism. Principal must demonstrate
support of program.

PI No effect because parents are anglophone.

; In the assessment of the principals’ language skills, the teachers and principal in Schools C and
D gehéraliy agreed that the princpals’ French skills were limited. It is interesting to note that
~ collegial relations in School D appeared to be excellent despite the principal's lack of bilingualism.
- In Scho(}lA the ratings by English teachers were consistently higher than those of their immersion

‘colleagues; the principal’s self-ratings were more congruent with those of the immersion teachers.

oL ~In School B, all four teachers agreed that the principal's French was limited, while the principal

believed his skills were "reasonably good”.

As for the effect of the principal's language skills on the five categories investigated, there are
no substantial differences between the beliefs of immersion and Engli-h teachers. There were a
number of English and French teachers who believed it would be beneficial for the principal to be
bilingual. Immersion teachers felt more strongly about this issue than English teachers,
particularly in the areas of supervision of instruction and staff development. Teacher #2 was
adamant about the importance of a bilingual principal in these two categories. Teachers generally
agreed that the effects of the principal’s degree of bilingualism were minimal in staff collegiality,
schootl organization for instruction and parental involvement. Administrators all agreed that the
principal’s lack of French skills had some effect on teacher supervision. A general trend for all
partictpants was a progressively less significant effect for the five categories, in the order that they

appear above.
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School Profiles
In the literature (C.E.A., 1983) a 50/50 balance of English and French student populations is

recommended for the effective implementation of programs in the dual track school. In this study,
School A met this criterion. In School B, there existed an approximately 209 majority in the
immersion student enrollment; this disproportion in numbers was criticized by one English teacher in
the school. Staff relations, however, appeared to be fairly collegial in School B. The student
enrollments in the immersion and English programs in Schools C and D were substantially different,
having French and English minorities respectively. School C appeared to have the poorest school
climate and School D excellent staff relations. Therefore, there is little evidence in this study to
support the theory of a balance in student populations positively effecting program implementation.
'Futther research with larger samples of schools is required to shed light on the effect of student

enrollment on various aspects of the dual-track school.

In School A, teacher responses suggested that the principal had a significant role in fostering a
congenial, social relationship among staff members. Immersion teachers believed that staff relations
were more positive than did their English colleagues. The principal perceived the staff to be "very
close”, not in a "complacent” way. He gave little indication of being aware of the dissention expressed
by one English staff member. While teachers reported the principal to be personable and open, their
comments indicated criticism of the principal's lack of involvement in the supervision process.
Although teachers believed that their administrator was likely supervising new teachers, they
themselves had not been visited in the classroom. One English teacher was particularly resentful of the
principal's perceived involvement with immersion teachers and believed he was too "lenient” in the
instructional process. The principal, on the other hand, identified teacher supervision as his number

one priority and believed he was highly involved in the process.

In School B, the beliefs of teachers and the administrator emerged as more congruent than in

School A. The principal expressed the same concemn for the English track students as one English
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teacher who discussed extensively the negative effect of the immersion program on her pupils.
'Féachers perceived the principal to be visible and supportive; the principal believed he was consistently
and actively supporting teachers. English teachers in School B were more positive about the
principal's role in supervision than immersion teachers. Both English teachers' responses were more
(V:riticalin the area of staff collegiality than those of their immersion peers. The principal, however, did

_not indicate an awareness of any friction among staff members. Staff relations appeared generally to

- S l}oemorje collegial than those in School A, with the principal assuming a leadership role in promoting

. collegiality.

| In School C, in which English teachers constituted a large majority, staff relations were very
B mamed All four teachers commented upon the principal's failure to intervene, even after being
o approached by staff members concerned about the poor climate in the school. They perceived the

~principal to be out of the school excessively and as weak in decision-making. The administrator was

o j ~also Cnncmed for not taking an active role in supervision of instruction. The principal, on the other

| hm‘ld,‘yb'elicved he was very involved in teacher supervision; he defined supervision, however, in a
fﬁﬁﬂ‘chbroader sense than simply classroom visitations. His comments indicated only a vague
- :ayware,hess of tension in staff relations. The administrator identified the French immersion teachers as a
:tighffk‘niitﬁminority group; the two immersion teachers interviewed portrayed the French teachers as

~ c;lOﬁebut not particularly unified.

In School D, the teachers did not perceive the principal to be actively involved in the supervision of
instruction process. Their comments on the principal’s role in teacher supervision were not as critical
as those of their counterparts in Schools A, B, and C; the principal's passive participation in the
process seemed appreciated. Indeed, this administrator was the only principal respondent who did not
identify supervision of instruction as a priority. Staff relations in the school were perceived by both
teachers and the principal as excellent; one English staff member reported that rapport in the school had

historically been good.



CHAPTER V

SUMMARY, RECOMMENDATIONS AND CONCLUSION

‘While there are a multitude of factors affecting the operation of a dual-track school requiring
jnvegtigaﬁon, this study was limited to three significant areas: supc’rvision of instruction, staff
collegiality and the bilingualism of the principal. Interview data from the areas staff development
’and’*s'chool organization for instruction yielded some relevant information; therefore, responses to
scvéral questions in these two categories were included in the analysis. The factor parental

* involvement was eliminated entirely from the study.

Supervision of Instruction

. The school effectiveness literature highlights the principal's key role in the improvement of

in’s’tru’ctional programs. There is substantial evidence, as well, that teacher beliefs about the
; principal’s role in the supervision of instruction process do affect implementation of programs in
the classroom. Research indicates that teachers, although they are often critical of the supervision
process, respond positively to the concept and appreciate administrative feedback regarding their
instructional strategies and programs. This finding is supported in this study as many of the
teachers questioned the principal's lack of involvement in the supervision process; several believed

that the principal should be more involved in instruction and in the monitoring of student progress.

There is considerable research on both the supervision of instruction and the evaluation
processes as they relate to teaching personnel. In this study, many teachers used the two terms
interchangeably. This suggests that teachers associate supervision of instruction with evaluation
and that the two are inextricably intertwined. Several respondents referred to the problems

associated with the two programs being conducted by the principal. Many suggested that they
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would seek assistance with instruction from their peers rather than from the principal. Teacher
support programs, such as peer coaching or peer mentoring, may be viable alternatives to
supervision by the administrator. The principal, acting as facilitator and encouraging risk-taking,
- can provide the foundation for a successful peer supervision program. Findings in this study

Support Hanrahan's (1987) research that principal and teacher perceptions of the success of the

supervision process differ considerably.

- A majority of teachers believed supervision of instruction was not a priority of the principal.
Pj'inici"palrs, on the other hand, emphasized the importance of teacher supervision; three out of four
“identified it as their number one priority of the five areas investigated. If supervision of instruction

‘is indeed a priority for senior and school administration, that fact should be communicated to

S teachers by both levels of administration at the beginning of the school year. Policies should be

_clearly articulated and the supervision of instruction and evaluation processes defined. District in-
o ffsucr‘\,i/ice f(jr teachers and principals together would clarify the district's perspective on these issues
B ‘afhd might help to minimize distrust. If supervision is indeed a district priority, the message to

N pgrsonnel must be that administrative tasks rank second to the instructional program.

- In this study, many teachers expounded the belief that supervision of instruction was more of a
pnonty “fOrkprincipals in the case of inexperienced teachers new to the profession. Several

| expeﬁen(ﬁed Ehglish teachers expressed resentment for their lack of contact with the principal.
Since there is historically a large turnover of immersion staff in many dual-track schools, this
resentment may be directed towards those new teachers. Experienced teachers in this study
suggested that they appréciate feedback from the principal on their instruction. While the barrier of
time constraints is obvious, the principal cannot ignore the needs of more experienced staff

members.



While the role of the vice-principal was not investigated in this study, two respondents
commented positively on the contribution of the vice-principal in the instructional process. It
seems plausible that the role of administrators other than the principal in the supervision process

may significantly affect instruction. Further research is required to shed light on this issue.

Most teachers in this study could not explain the school or district policy for supervision of
instruction. Principals, on the other hand, could clearly articulate supervision procedures in the
school. These results suggest that either principals were not effectively communicating school and
district policies in this area or that teachers were not receiving the message clearly. Since teacher

“supervision is critical to curriculum implementation and requires a high level of trust to implement
- meaningfully, it is important that administrators ensure teachers understand the issue thoroughly.
New teachers require special consideration in this area. Process and intent must be clearly

articulated by school-based administrators at the beginning of the school year.

Teachers in this study recognized that their principals were overloaded with administrivia and
with parental and community demands. If the improvement of instruction in the school is of
utmost importance, however, steps must be taken to ensure that classroom visitations and teacher
conferencing are built into their busy schedules. Teacher supervision includes many elements in
addiﬁon to classroom visitations and conferencing, such as impromptu discussions and goal-

setting. An effective supervision program must be well thought out and planned.

The unilingual administrators of dual-track schools need special consideration and support in
the implementation of an effective teacher supervision program. While some teacher respondents
in this study questioned the unilingual principal's ability to supervise and evaluate teachers in an
immersion setting, many indicated that principals can distinguish significant learning variables

without knowledge of the French language. In the author's experience, seldom is in-service
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unique to the immersion phenomenon provided for unilingual administrators. The district must

take initiative in this area.

A supervision of instruction program cannot be successfully implemented without a trusting
3 rélationship between the principal and the teaching staff. Interpersonal skills must be a primary

*" consideration in the hiring of school administrators. Teachers in this study expressed a belief in

. the supportive, fair approach of their administrators. Only when such a relationship is evident will

teaChers'welcomc the input of the principal and act upon it. In some districts, teachers are

l mernbers of the team responsible for the hiring of administrators; teacher input in the selection

R N proéq‘s‘s'«WOuld build trust and empowerment.

. In tkhis study, there were two teachers who, while they respected and trusted the principal,
ff : 'cﬁticize@'the. administrator's role in instructional improvement. They believed that the principal
couldnotbe knowleﬂgeable in all facets of the curriculum. While it is unrealistic to think that the
i prmmpal cén be an expert in all curricular areas, the role of instructional leader necessitates a
- 1(nowleclge of and an interest in curriculum. The principal's credibility as a teacher and leader in
o Vyfiﬁ’s‘tfructk:ionﬂis crucial to school improvement. Once again, district in-service and financial support

~ for professional development are essential.

| Staff Collegiality

The school effectiveness research provides evidence that the relationship among staff members
is an important aspect of school climate. There is also support in the literature for the impact of
school climate on student learning. It can be assumed that collegial staff relations affect school
climate positively, while negative staff relations have a detrimental effect on school climate. The

effect of staff collegiality on school climate and on student outcomes merits further investigation.
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The very nature of the dual-track setting implies the existence of intergroup tensions based on
language and cultural differences, reflecting those found in society. Conflictual sentiments are
often camouflaged. English teachers may have feelings of job insecurity which are seldom
expressed. They may have concerns about the transfer of weaker immersion students to English
programs, as was expressed in this study, and about the loss of more capable students to late
immersion. French immersion teachers may believe that English teachers do not understand the
pressures they encounter. Indeed, one immersion teacher in this study commented on the English

teachers' lack of understanding of difficulties implementing immersion curriculum. Proactive

' intervention by the principal is essential in order to focus both groups of teachers on educational

corntnonaliﬁes rather than on divergent goals.

 The principal's role in monitoring and nurturing staff relations is a critical one, particularly

N 'whcrke‘tgacher cultures, goals, beliefs and languages differ substantially. Specific strategies must
be i'mrpl‘émented by administration to strengthen staff collegiality. A strategy used by one

adminiStrator in this study supports the literature; he approached influential staff members to

, promoté professional concepts. Sources of conflict must be discussed openly and
misunderstandings clarified. An outside facilitator can provide guidance in this area; conflict
rcsOl'ution"as a staff development focus would also be beneficial. As is evident in this study, a
sensitive and humanisitic approach by principals is a crucial factor in staff collegiality. The

| importance of excellent interpersonal skills should be addressed in district in-service for dual-track

principals.

Strategies for integrating staff and students must be pursued proactively and not left to chance.
Cross program activities, such as buddy reading, whole school assemblies, common cultural
performances, joint field trips and lunch hour clubs are invaluable opportunities for building
collegiality. School-wide themes, platoon teaching and a common staff development program are

other ways of using the collective strengths of staff members to build a whole school philosophy.
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The large majority of teachers considered their principals to be fair and sensitive to teacher
differences. One English teacher expressed resentment of inequitable administrative practices
- favouring immersion teachers. It is not enough for the principal of a dual-track school to believe
‘ }b’othk,r‘)r()grams are being administered equitably; he/she must deal with the perception of
. stzikeholdcrs. This perception of equality or inequality permeates the entire functioning of the
L qchool, from the allocation of audio-visual equipment and textbooks to resources provided for
bmfcssional development to support for field trips. The principal must be proactive in maintaining

" the fragile balance in meeting the needs of both programs.

Ll N 11" j‘Arkxk‘thher challenge for the dual-track principal is in the area of goal-setting; school goals must
reﬂectthe ﬁceds of both programs and, at the same time, unify staff, students and the community.
- ~ A number of teachers in this study referred to the importance of goals as providing direction for the
f S (,h oolm a ny ménﬁbned~the principal's emphasis on school goals. In setting the direction for the
g qchool ihe principal must constantly focus on cooperation and unity. Whether goal-setting
o séssiohs Qccur at the beginning or at the end of the year, it is important that teachers new to the

" school be involved in the process.

- : Staff development received harsh criticism by many teachers in this study. While some

: ‘féspdndénts praised their principals for their encouragement in the area of professional
development, no school appeared to have a strong staff development program. Despite financial

~and time restraints, a meaningful staff development program is an integral part of school
imprdvemént and could be a unifying force in a dual-track school. Cost can be minimized by
utilizing school and district staff to present in-service. Creative ideas for low-cost staff

development can be explored as part of a needs assessment process.
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The use of French in the staffroom was addressed by every respondent in this study. This
sensitive issue elicited strong emotions, particularly by English teachers. In the one school where
this topic was not overtly addressed, mistrust and resentment were obvious. This suggests that the
issuc of the use of French in the staffroom or in any school area outside the classroom must be
" broached by the principal early in the school year and constantly monitored. The leadership of the
‘ adrr)inistrator is instrumental in facilitating open and honest communication among English and

French staff members as they attempt to develop consensus on this question.

The transfer of immersion students from French immersion to English is another sensitive
‘iSSuc‘ in dual-track schools. One teacher in this study referred to the English program as being
dumped upon" by immersion teachers who encourage weak academic students and those having
behavioural difficulties to transfer out of immersion. This teacher is not unique in her perspective;

' éuchiCon’nhents are evident in the literature and have been expressed to the author by a number of
N 'Eneg]‘ish,uack teachers. Problem-solving through open, honest discussion between immersion and

English teachers and the establishment of a school policy on the issue are essential.

There is minimal research to support the effect of social events on school climate. In this
| s‘ttid'y,y one principal actively encouraged integration of staff members through social events, from
vo_llcybally games to weekend retreats. Relations in this school appeared congenial at best rather
than truly collaborative. Two other administrators mentioned similar efforts at social integration.
Only one teacher complained about the promotion of social activities by the priricipal. There was
no menton of social events in the school with the least collegial relations. Further research in this

area is warranted.

Bilingualism of the Principal
Research on the effect of the degree of bilingualism of the principal on immersion programs is

scant and ambiguous. This study supports the literature which indicates that the unilingual
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‘principal is able to evaluate some important instructional indices in the classroom, such as
classroom environment. Comments by teacher and principal participants suggest that unilingual

. prmcxpals cannot accurately determine teacher and student appropriateness of and level of

o ]a,nguage As well, unilingual administrators appear at a disadvantage in the supervision of

~ curriculum implemeuiation and in the monitoring of student progress. In this study, the principal's

unfamiliarity with immersion learning resources was mentioned. One teacher in the study thought

- that the principal might be staying away from immersion classrooms because of an uneasiness

' being in an environment where the language of instruction was not understood. The avoidance of

" immersion classrooms in supervision has been mentioned in the research and merits further

- investi gation. It is essential that principals are perceived by teachers to have an instructional

- leadership role and not simply a passive role.

o :f Samé, immersion teachers in this study believed that the principal's unilingualism had a
i ";ffne;,atwc 1mpact on staff development. Once again, specialized training for dual-track

B ,riddmlmstrators by the dlstnct would build confidence with the immersion program. Principals

£ “";wou‘ld deve;op a sound base of knowledge, skills and attitudes to assist in building a framework

A for school 1mprovement Training in conflict management, problem-solving, group dynamics,

. ’tedm buxldmg and effectwe communication would strengthen the principals' confidence and belief

3 _:, ;m abﬂmgual educanon.

With in-service would come a better understanding of the intricacies of immersion teaching.
For e){ample, the emphasis on oral rather than written language in the early grades in immersion
‘mi ght concern some principals unfamiliar with the program. One immersion teacher mentioned the
difficulty in attaining learning resources and the necessity of translating English materials to
French; an awareness of these complexities is important for the immersion principal. Several
English teachers in this study noted the culture shock experienced by some new immersion

teachers; becoming more familar with the educational and professional backgrounds of immersion
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teachers could help principals understand the strengths and needs of these staff members. An
immersion teacher in this study commended her principal for taking an immersion summer course
and for attempting to say a few words in French on the public address system daily. These are
much needed indications of support for the immersion program by administration. The
improvement of their French language skills through workshops or coursework would build

administrators' credibility with immersion teachers, students and parents.

- Itis a reality in British Columbia that unilingual English principals will continue to administer
?dlialftrack schools due to a lack of bilingual personnel. It is this author's belief that the
- bilingualism of the principal, although beneficial, is not as relevant to the successful administration
of a"du"al—track school as other variables. Both bilingual and unilingual principals can be effective
. i(r)fi iﬂéffé_:cﬁve administrators. What is needed b the dual-track administrator is a positive attitude
_toyvards ﬂle uniqueness of the school and a sensitivity to and understanding of the issues which
: may anse in administering an immersion program. Support for this challenge must be provided by
the district. A mentoring program and a strong network of resource people would assist the
e ihéxpéﬁen‘ccd principal in the effective administration of a dual-track school. This study supports

‘,Ridéout's (1987) research that the bilingualism of the principal and staff collegiality are unrelated.

) Special Considerations of a Dual-Track School

| ’Ihefe are considerable demands on the administrator of a dual-track school above and beyond
those in a single track school. One of the most challenging is the hiring of French immersion
personnel. Because of the shortage of immersion teachers in British Columbia, it is often
necessary to hire teachers from out of province. Those teachers hired may be unilingual French,
unfamiliar with the educational changes in the province and lacking in second language
methodology. Many of these teachers are new to the profession and arrive at their first teaching

assignment unprepared for the cultural and professional differences. Where the immersion
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program is not soundly established in a school, these teachers are also faced with a scarcity of

teaching materials and may be the only teacher in that school with a similar assignment.

There has historically been a large turnover of immersion teachers in the province. This change
factor impacts significantly upon the delivery of programs in the school. In this study, a teacher

~ reported the lack of support felt by some immersion teachers. He noted that an immersion

s 'cbl;eaguerhad resigned in frustration. An effective school and district induction program would

. offer invaluable support for immersion teachers. District in-service, staff social events, a

| ihcﬂtbn’ng program and other forms of assistance would help immersion teachers adapt to change.

" The principal can facilitate the process by securing district and school resources to meet individual

needs.

Altnou gh the category parental involvement was eliminated from this study, the unique
'i"/";{admmlstratlve challenge of communicating with two groups of parents should be mentioned. In

‘j"'jfsome dual-track schools, separate parent groups exist; in others, both groups operate under an

' ,,,k’u,rr‘jbfclla'committee. If only one parent group exists, equal representation by both groups of

o parents 7$hou1d be encouraged. Where two parent groups are inevitable, each should have parent

"~ representation from the other parent group. Both situations require a great deal of sensitivity and

e XCé nm t communication skills on the part of the principal. It is critical that the dual-track

*administrator be proactive in modelling a philosophy which emphasizes unity of staff, students and
parents and encourages strategies which support this philosophy. In-service for administrators on

the politcs of implementing a French immersion program should be provided by the district.

This study provides littie evidence for a balance in the immersion and English student
populations, although the school with the poorest staff relations did have the largest imbalance.
Sensitivity on the part of the principal, however, is required when dealing not only with staff and

students but also with the parent minority group, especially when that group is composed of
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English parents in the catchment area. Enghlish track students in the minority need to be perceived
to be treated fairly and equitably. Regular communication with parents, a close association with
the parent executive and the encouragement of parent involvement in the school can help alleviate
distrust, fear and misunderstandings. Regular newsletters, open houses, curriculum nights, a
parent handbook and student-led conferences are means by which open home-school

communication lines can be fostered.

Resea'rch Questions

| Flve research questions were presented in Chapter I. The first question presupposed the use of
tyl:ifk:‘French language by immersion teachers outside the classroom setting as a predominant issue in
dua]—track schools. The results of this study support that proposal. All respondents expressed
k‘\rrery déﬁnite opinions on this topic, which are thoroughly discussed above. The findings in this
= ~3‘smdykindicate that principals should address the issue openly with staff members early in the year

() mmamze conflict and to develop consensus on this language question.

The second research question posited that differences in beliefs between immersion and
kEnglri"s‘h teachers are a potential source of conflict in dual-track schools. In this study, the belicfs of
' Enélisﬁ and French teachers differed in several areas. A number of English track teachers
: cxpressed their concern over the excessive use of French in the staffroom. While many immersion

teachérs supported their English colleagues on this question, they did not appear to be aware of the
intensity of English teachers’ feelings on the subject. Several English track teachers expressed a
concern for the self-esteem of the English students; no immersion teacher mentioned this issue.
One English program participant was highly critical of both the immersion program and the
immersion teachers; most respondents in this study, however, were supportive of each other. In
the area of staff development, several teachers expressed differences in needs between the English
and immersion programs. Most of the criticism, however, was directed toward school and district

administration rather than to colleagues.
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The effect of the principal’s French language skills, particularly in the area of supervision of
instruction, was the third research question investigated. While several immersion teachers
commented that it would be valuable for the principal implementing teacher supervision of
inéﬁructian and evaluation programs to be bilingual, a majority of respondents believed that
,'prizici pals could administer a dual-track school effectively without French language skills. The
| éff_(ift to speak French and a supportive attitude were deemed more important than language skills.
' Eﬁnher research on the effects of the unilingualism of the principal is warranted, particularly in the

s areas of teacher supervision of instruction and evaluation, goal-setting and staff development.

“The fourth question examined in this study concermned teacher beliefs about the principal's role
in supervision of instruction and in the instructional process. Three out of four principals
| . idenuified teacher supervision as their number one priority of the five areas originally investigated.

A Onthe other hand, no teacher identified supervision of instuction as a priority for their principal.

3 Several "‘tjcachers perceived the supervision of new teachers to be important for the principal, but
| thc) {Ehefnselves had not been supervised. A number of teachers believed that the principal
" monitored their instructional program by occasional drop-in visits. Some teachers questioned the
- absence of the principal from the classroom and indicated a desire for more administrative
| _feedback, A majority of teachers believed that the administrator monitored student progress
through report card reading only. No teacher respondent perceived their principal to be
significantly involved in student evaluation. Several teachers believed that the principal's role in

the instructional process was minimal.

The final research question addressed teacher input in the decision-making process. The
school effectiveness literature underlines the importance of participatory decision-making. All
teacher respondents in this study indicated that they had considerable input in the development of

school policies and in the solving of school problems. All four principals indicated that they took
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measures to involve teachers in goal-setting, in problem-solving and in developing school policies.
Several teachers in one school complained about having too much input into decision-making; they
felt that the principal should be responsible for routine decisions. All teachers is this school
wanted their principal to be an assertive leader in problem-solving. This finding was unexpected

and warrants investigation.

Conclusion

In 1987, provincial legislation mandated the withdrawal of administrators from the British
Columbia Teachers' Federation. This historical change in provincial education created an
unprecedented division between teachers and administrators which is having far reaching effects on
~ the role of the school administrator. This division was referred to by two teachers in this study
whose comments suggested suspicion and misunderstanding. Now more than ever before is it

critical for the school administrator to assume a leadership role in the area of staff collegiality.

Dual-track principals, in this study, received criticism for their lack of involvement in the area
of supervision of instruction by both English and immersion teachers. Staff relations, on the
whole, appeared to be congenial rather than truly collaborative. An effective staff development
program, reflecting common school-based goals and unifying staff members, seemed absent in all
four schools. A number of immersion teachers believed that the principal's lack of French
language skills had a detrimental effect on the implementation of supervision of instruction and

staff development.

These findings suggest that further research is required to clarify a number of issues. The
principal’s role in supervision of instruction needs to be compared in dual-track, single track
immersion and regular program school settings. The indices of professional collaboration need to
be identified in order to distinguish congenial staff relations from true collegiality. The effect of the

principal’s French language skills in the areas of teacher supervision, staff development and staff
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collegiality in single and dual-track schools should be further investigated. The concerns of
English track staff in the dual-track school need to be addressed in order to preserve the integrity of
both programs. These directions in research will hopefully assist district and school personnel in

providing the optimal leaming experience to both immersion and English track students in the dual-

~track school.
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Table 9

TEACHERS' YEARS OF TEACHING EXPERIENCE
AS SUBMITTED ON WRITTEN QUESTIONNAIRE
Years of Teaching Years of Experience Years of Experience
Experience in French Immersion in Present School
1 6 6 5
2 7 5 1
T 3 6.5 5 6
" E 4 10 5 5
A 5 10 3 3
C 6 5 4 4
H 7 10 9 9
"E 8 7 3 3
R 9 32 6 6
10 10 6 6
11 16 5 5
12 25 9 *16
13 17 4
14 5 5 5
15 10 7 1
16 14 11 * 14

* Teacher was in the present scnool before it became dual-track.



Table 10

DEMOGRAPHIC INFORMATION ON PARTICIPATING SCHOOLS
AS SUBMITTED BY PRINCIPALS ON WRITTEN QUESTIONNAIRE
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| Total student population

| French immersion student
- population

| Grades offered in En glish
| . program

S ‘}’Grr?‘sldcs offered in French

~7.} immersion program

| Number of years French immersion
- offered in the school

- | 'Number of English rack
classroom teachers

Number of French immersion
classroom teachers

SCHOOLS

A B C D
430 438 590 521
218 250 183 279
K-7 K-7 K-7 K-7
1-6 K-7 2-7 K-7

5 11 7 12

8 7 14 6
9 9 7 10




Table 11

PRINCIPALS' EXPERIENCE AND TRAINING
AS SUBMITTED ON WRITTEN QUESTIONNAIRE
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PRINCIPALS
A B C D
Number of years experience
as a principal 11 20 6 13
Nﬁmber of years as
principal of a French
immersion school 8 5 3 5
* Number of years in
-1~ present school 8 5 3 5
| Spegﬁiﬁc training in - two first year | - summer institute - district none
preparation for the university orientation
role of dual-track French courses | - Ministry annual
principal conference for
- - immersion administrators of
program for F.\. schools
teachers in
Quebec - district meetings
Courses/workshops/ - Ministry -APPIPC. - FSL workshops - summer
exchanges to improve annual institute
- French language skills conference for - national
and/or knowledge of administrators conference
French culture of F.1. schools
- conversation
- APP.LP.C. classes
- social events

* A.PPIP.C. = Association provinciale des professeurs du programme d'immersion et du
programme cadre
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Appendix A

April __, 1989

Dear ,

Thank you for your prompt response to my request to conduct research in the

- School District. I have outlined below the significance of my study, a brief description of the

methodology, and the nature of the research report at the conclusion of my study, as you have

requested.

Théimportance of the role of the principal in the school improvement process is well documented.

There is a paucity of research, however, on the role of the principal in the dual-track French
immersion school. The literature does indicate that the administration of the dual-track school

“requires special considerations. A better understanding of these special conditions is critical to a

school's success. Very little is known, as well, about teacher beliefs surrounding the role of the

- principal. Recent research reveals that teacher beliefs are related to teacher performance. It is also
- becoming clear that teachers have very definite beliefs about the effective and ineffective principal,
. “which may affect their performance in the instructional process. My study, entitled The Role of the
~Principal in the Dual-Track School: Principal and Teacher Beliefs, is designed to investigate the

principal's beliefs and behaviours and both the English and French immersion teachers' beliefs

-----about the principal's role in five areas. These are teacher-supervision of instruction, staff
" development, staff collegiality, school organization for instruction, and parental involvement in the
“school. It is hoped that a better understanding of the dual-track principal's role and of teacher
7=+ beliefs about this role will result in improved communication between the principal and teachers
"~ “and among the teachers themselves, important factors in school success.

- Two dual-track schools in having at least kindergarten to grade five student
-2 -populations are required for this study. The two principals and a random sample of two English
. .program and two French immersion program teachers at various grade levels in each school would
. receive a brief questionnaire to obtain background information; subsequently, an interview
- _consisting of questions about the principal's role in the five categories named above would be
-+ .conducted.  The principals selected must have had a mininum of two years administrative
- -experience in a dual-track school. Only teachers with at least three years teaching experience and
- -one year in a dual-track school can be included in the sample. Upon acceptance of this request for
~°~ ‘conducting research in , the questionnaire would be mailed to the participating
- subjects. The interviews would be conducted in May.

“At the completion of the thesis, I will submit a report to the Research Department.

The approximate date of termination of the study is August, 1989. I am hoping that
recommendations arising from the results of my study will assist in better
understanding the unique aspects of the dual-track principal's role and the significance of teacher
beliefs about this role. My belief, based on recent research, is that congruency between principal
and teacher beliefs makes for easier, more effective implementation of programs and for the more
collegial, supportive learning environment which is characteristic of effective schools.

Sincerely yours,

Marlene Day
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Appendix B

LETTER OF PERMISSION

Dear

I am presently working as a teacher for School District . Concurrently, I am
a graduate student in the Administrative Leadership Programme at the Faculty of Education, Simon
Fraser University. I am researching the role of the dual-track principal to fulfill my thesis
requirements.

At our interview, I will be asking you questions about the role of the dual-track principal. I assure
you that all information is confidential and that your name will not appear in my thesis. The
information divulged by individual principals and teachers will be known only to me.

“Unless you object, I propose to tape record my interview with you as a means of ensuring greater
accuracy of data. All tapes and their transcripts will eventually be destroyed, following completion
and approval of my study. If you wish a copy of my thesis, one can be made available to you.

| Siann Fraser University requires that I have evidence in writing of your willingness to participate

1in this study. For this purpose, I ask that you sign this letter and return it to me on the day of our
interview.

Thank you very much for your participation in my research.

Yours sincerely,
Mérlene Day

1 agree to participate in this study, as it is described above.
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Appendix C

May __, 1989

- Dear )
This letter is a follow-up to the conversation which we had today and is a confirmation of our
interview to be held on

“The title of my thesis is The Role of the Dual-Track Principal: Principal and Teacher Beliefs. The
~* dual-track principal has a particularly challenging role, considering the specific characteristics

-~ surrounding the administration of the dual-track French immersion school. My research is
- designed to investigate both principal and teacher beliefs about this very important role.

7 The criterion for selecting principals is that they must have at least two years administrative
- experience in a dual-track school. Interviews with four teachers at each school are also required.

_ Criteria for their selection are: they must have at least three years teaching experience and a
- minimum: of one year in their present school. Two English track and two French immersion track

) e -teachers, one each from the primary and intermediate divisions, would be selected randomly by
- - myself.

_If.you require any further information, please don't hesitate to contact me at home in

- the- mornings or at in the afternoons.

Thdnk you for your kind attention to my request. I am sure that you will find the results of my
study both interesting and beneficial.

Yours sincerely,

" Marlene Day
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‘Number of years you have been a principal

PRINCIPAL QUESTIONNAIRE

School name

Total student population

French immersion student population

Grades offered in regular English program

Grades offered in French immersion program

Number of years French immersion offered in this school

Number of English classroom teachers

Number of French immersion classroom teachers,

Number of years you have been principal of a French immersion school

Number of years you have been principal of this school

Do you have a teaching assignment?

If so, what percentage of time do you teach?

What subject/grade level do you teach?

Please give your self-rating on the following statements. (Circle the most appropriate
answer.)

I speak French:

notatall alittle reasonably well verywell fluently

T understand French:

notatall alittle reasonably well verywell fluently
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14. Describe briefly your experience as a principal. Include assignments in all types of

schools/programs and in all geographic regions.

15.’1‘D'f:'scﬂ,be below any specific training which prepared you for the role of principal

(include a Master's degree, PhD, summer courses, €tc.).

o 16. Describe any special training you may have received which prepared you specifically for

’;lr‘hc role of principal of a dual-track school (include university courses, district workshops,

**'summer programs etc.).

17Deqcr1be any courses, workshops, exchanges etc. which you may have attended with the
: puipre of improving your French language skills or of gaining a better understanding of

the French culture.




Appendix E
TEACHER QUESTIONNAIRE

1. How many years have you been a teacher?

2. How many years have you been a teacher in a French immersion school?

3. How many years have you been a teacher in this school?

4. Please give your self-rating for each of the following statements. (Circle the most
appropriate answer.)
~ I'speak French:
notatall  alittle reasonably well  very well  fluently
: I uhderstand French:

mnotatall alittle reasonably well very well fluently

N My principal speaks French:
‘notatall alittle reasonably well  very well  fluently
f ‘My principal understands French
notatall alittle reasonably well very well fluently
5 Please briefly describe your experience as a teacher. Include grades taught, specific
) programs taught (F.S.L., E.S.L., early immersion, etc.) and geographical regions in

‘which you have taught.
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6. Please describe the education you received which prepared you to be a teacher. Include the
college/university and province/country where you received your teacher training, as well

as any summer programs or courses you may have attended.

: 7. ,D_ycys;cribe any specific training you received which prepared you to be a French immersion

teacher. Include college/university courses, summer programs, workshops, etc.

(if applicable)




Appendix F
PRINCIPAL INTERVIEW

TEACHER SUPERVISION OF INSTRUCTION

1. Please describe your policy regarding teacher supervision. How do you communicate this
policy to your staff?
Probe: How was this policy developed?
2. Please describe the teacher supervision process in your school. Is a different process
necessary for French immersion and English program teachers? If so, why?
Probes: Does anyone assist you with the teacher supervision process?
Do you have different procedures for teachers at risk?
Is there any other form of teacher supervision in your school?
3. How do you think teachers feel about the teacher supervision process? Do you think the
~ opinions of English and French immersion teachers differ on this subject? If so, why do
you think this difference exists?
Probes: Do you think French immersion teachers feel your language proficiency is a factor
in teacher supervision?
4. Describe any problems associated with teacher supervision? Why do you feel these problems
- exist? Do you see any solutions to these problems?
Probes: How critical a factor is time in teacher supervision?
How do teachers' attitudes affect teacher supemsmn‘?
" 5..What is your role in classroom instruction?
Probes: What percentage of your time is spent discussing instruction with teachers"
How do you assist teachers with instruction?
Does anyone else assist teachers with instruction?
: How are teachers' questions/concerns about instruction handled?
6. How do you think teachers feel about your role in the instructional process? What makes you
think this?
7. What is your role in the monitoring of student progress?
Probes: What percentage of your time is spent discussing student progress with teachers?
How are teachers' concerns/questions handled?
8 What is your role in student evaluation? Does this role differ at all for English and French
immersion students? How?
Probes: What is done about results on standardized tests?
What percentage of your time is spent discussing student evaluation/achievement with
teachers, either as a staff or individually?
Does anyone assist either or both groups with evaluation?
9. Do you have a school policy or set of goals on student evaluation? If so, how was this policy
developed?
Probes: How are teachers made aware of this policy?
How often is this policy revised?
10. Do you feel that your level of bilingualism has an effect on teacher supervision?
11. Do you have any further comments on teacher supervision?
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STAFF COLLEGIALITY

1. Please describe the relationship between staff members in general and between English and
French immersion teachers in particular.
Probes: Do French immersion teachers speak French in the staffroom?
How do English teachers feel about this?
Do English teachers help French teachers with their English skills? With report
cards?
Do French teachers help English teachers with French skills?
Would you say that English teachers or French immersion teachers make more of an
- effort to work collaboratively with the other group?
2. What strategies do you use, if any, to promote staff collaboration?
- -+ Probes: How do you handle staff conflict?
3, Could you describe the process used in developing school policies? In solving school
- problems?
- Probes: What strategies do you use to assist teachers in attaining consensus on professional
” issues?
Which group of teachers, English or French, give more input into the decision-
; ~ making process in the school? Why do you think this is so?
- 4. Are English and French immersion classrooms mixed throughout the school or are they
: housed in separate areas of the school? What is your philosophy on this issue?
-~ 5.-Do you have a policy on staff development?
Probes: How are teachers made aware of this policy?
6. How do you perceive your role in staff development?
- Probes: How are decisions about staff development made?
L What percentage of your time is spent discussing staff development with teachers?
Is there a school-based professional development committee?
, Are you 2 member of this committee?
.. 7. How do you think teachers feel about staff development?
~ Probes: How do you think teachers perceive your role in staff development?
8. What oppe—unities exist for teachers to exchange ideas on professional matters?
Probes: Do English and French teachers tend to discuss educational questions/concerns
separately or jointly? Why do you think this is so?
Do they sit together in the staffroom?
What provisions are made for those teachers who wish to engage in professional
development activities?
9. What committees exist in your school? How do they function?
Probes: Do English and French teachers sit on the same committees?
Do they work harmoniously?
Are you a member of any of these commiittees?
10. How important is the question of your bilingualism on your relationship with French
immersion teachers?
I'l. Do you have any other comments on the relationship among staff members or on staff
collaboration?
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TEACHER INTERVIEW

TEACHER SUPERVISION OF INSTRUCTION

1. Describe the process of teacher supervision in your school, the definition of teacher
supervision being the non-evaluative process by which the principal and other personnel
assist you with instructional improvement. What do you think of this process?

Probes: Who assists you in improving your instruction?
What do you do if you have problems/questions concerning instruction?
How often during the school year does the principal visit your classroom or discuss
instruction with you?
What steps precede and/or follow such a visit?
Do you see supervision practices fulfilling school goals?
2. What role does the principal play in classroom instruction?
Probes: How does the principal monitor your instruction?
Does the principal assist you with instruction? How? Is this assistance beneficial?
Does anyone else assist you with instruction? How? Is this assistance beneficial?
Do you have confidence in your principal's assessment of your instruction?
. Do you think teacher supervision is a priority for your principal? What makes you think this?
. Is there a policy or set of goals about teacher supervision in your school?
Probe: How was this policy developed?

. Do you see any problems associated with teacher supervision? What do you think causes

these problems? Do you see any solutions to them?

. What role does the principal play in monitoring student progress?

Probes: How often does the principal discuss student progress with you?
What do you do when you have concems about a student's progress?
7. What role does the principal play in student evaluation?

Probes: What does the principal do with standardized test results?
Do you approach the principal with concerns/questions regarding student
evaluation/achievement? When?
How often is evaluation/achievement discussed as a staff?
Does anyone assist you with evaluation? Who?
What do you think should be the principal’s role in student evaluation?

8. Do you think the principal's level of French proficiency is a factor in teacher supervision?

9. Do you have any other comments on teacher supervision?

N W kb

STAFF COLLEGIALITY

1. Please comment on the relationship between staff members generally and between French
immersion and English program teachers in particular.
Probes: Do the two groups intermingle in the staffroom regularly?
Do French immersion teachers speak French in the staffroom?
How do the English staff feel about this?
Do English teachers help French teachers with their English?
With report cards?
Do French teachers help English teachers with French skills?
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What strategies does the principal use to promote staff collaboration?

Probes: Does the principal exhibit equality in decision-making?
What strategies does the principal use to attain staff consensus on professional
issues?
Do you feel that the principal is supportive of and sensitive to individual differences
among staff members?
How does the principal handle staff conflict?
Does the principal promote risk-taking among staff members? How?

What role do staff members play in developing school policies and in solving school

problems?

- Probes: Which group of teachers, English or French, give more input into the decision-

making process? Why do you think this is so?
Could you describe the process of staff development in your school?

- Probes: How are decisions about staff development reached?

Is there a school-based professional development committee?
Is the principal a member of this committee?
How often do you discuss staff development at staff meetings?
‘What do you think is the principal's role in staff development?
Probes: Does the principal encourage you to participate in staff development? How?
How often does the principal discuss staff development with you, either individually
‘ or as a staff?
How do you feel about staff development in your school?
What opportunities exist for teachers to exchange ideas on professional issues? How is this

~process facilitated?

: Probes: Do English and French teachers tend to discuss educational questions/concerns

10.

separately or jointly? Why do you think this is so?

Do they sit together in the staffroom?

What provisions are made for teachers who wish to engage in professional

development activities?

How does the principal facilitate the professional development process?
What committees exist in your school? How do they function?
Probes: Do French immersion and English teachers sit on the same committees?

Do they work harmoniously together?

Does the principa! sit on any of these committees?
How important a factor is the principal's French language proficiency on staff collegiality?
Do you have any other comments on the relationship among staff members, on the
relationship of the principal and staff, or on staff collaboration?
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PRINCIPAL INTERVIEW

TEACHER SUPERVISION OF INSTRUCTION

1.

5.
6.

Please describe your policy regarding teacher supervision. How do you communicate this
policy to your staff?
Probes: Does your school or district have a written policy on teacher supervision?
How was this policy developed?
Please describe the teacher supervision process in your school. Is a different process
necessary for French immersion and English program teachers? If so, why?
Probes: Does anyone assist you with the teacher supervision process?
What role does this person(s) play in the process? Why was this person(s)
chosen for this role?
What percentage of your time do you spend on teacher supervision?
Do you have different procedures for teachers at risk?
Is there any other form of teacher supervision in your school?
How do you think teachers feel about the teacher supervision process?
Do you think the opinions of English and French immersion teachers differ on this subject?
If so, why do you think this difference exists?
Probes: Can you describe any incidents involving teachers which clarify your beliefs?
Do you think French immersion teachers feel your language proficiency is a factor
in teacher supervision?
Describe any problems associated with teacher supervision? Why do you feel these problems
exist? Do you see any solutions to these problems?
Probes: How critical a factor is time in teacher supervision?
, How do teachers' attitudes affect teacher supervision?
Do you feel that your level of bilingualism has an effect on teacher supervision?
Do you have any further comments on teacher supervision?

STAFF DEVELOPMENT

1.
2.

Do you have a policy for staff development?
Probes: How are teachers made aware of this policy?
How do you perceive your role in staff development?
Probes: How are decisions about staff development made?
Who makes these decisions and by what process?
What percentage of your time is spent discussing staff development with teachers?
Is there a school-based professional development committee?
Are you a member of this committee?

. How do you think teachers feel about staff development?

Probes: What motivates teachers to participate in staff development?
Do you think teachers' beliefs about staff development can be modified? How?
How do you think teachers perceive your role in staff development?

What is your role in classroom instruction?

Probes: What percentage of your time is spent discussing instruction with teachers?
How do you assist teachers with instruction?
Does anyone else assist teachers with instruction?
How are teachers’ questions/concerns about instruction handled?

How are teachers' instructional objectives developed?

Probes: Who assists teachers with the development of these objectives?
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How are school curricular changes introduced to staff?
Probes: How are decisions made about what new curriculum is to be implemented?
How is the implementation of school curricular changes monitored?
- Probes: Who monitors these changes?
= What do you think motivates teachers to make curricular changes?
- 8. How is the implementation of school curricular changes evaluated?
Probes: When and how do you evaluate curricular changes?
How do you determine when these changes have been institutionalized?
o Who participates in the evaluation?
9. How do you think teachers feel about your role in the instructional process? What makes you
..~ think this?
- 10. Do you feel that your level of French proficiency has an effect on staff development or on the
.- instructional process in your school? Do you think that French immersion teachers believe

- that it has an effect?
‘ "~'1 I. Do you have any other comments on staff development or on the instructional process?

o

~

STAFF COLLEGIALITY

1 Please describe the relationship between staff members in general and between English and
--French immersion teachers in particular.
- Probes: Do French immersion teachers speak French in the staffroom?
How do English teachers feel about this?
Do English teachers help French teachers with their English skills? With report
cards?
Do French teachers help English teachers with French skills?
Would you describe the majority of your teachers as classroom-oriented or
school-oriented?
Do you notice any difference between French and English teachers on this question?
If so, why do you think there is a difference?
Would you say that English teachers or French immersion teachers make more of an
S effort to work collaboratively with the other group?
2. What strategies do you use, if any, to promote staff collaboration?
- Probes: How do you handle staff conflict?
-3. Could you describe the process used in developing school policies? In solving school
. problems?
‘Probes: What strategies do you use to assist teachers in attaining consensus on professional
issues?
Which group of teachers, English or French, give more input into the decision-
making process in the school? Why do you think this is so?
4. Are English and French immersion classrooms mixed throughout the school or are they
noused in separate areas of the school? What is your philosophy on this issue?
5. What opportunities exist for teachers to exchange ideas on professional matters?
Probes: Do English and French teachers tend to discuss educational questions/concerns
separately or jointly? Why do you think this is so?
Do they sit together in the staffroom?
How much time do teachers spend on recess and lunch hour supervision?
How long is the lunch hour? Do most staff members spend that time in the
staffroom? Is there any discrepancy between English and French immersion
teachers on this question?
What provisions are made for those teachers who wish to engage in professional
development activities?
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What committees exist in your school? How do they function?
Probes: Are there any grade/subject committees?

Do English and French teachers sit on the same committees?

How often do they meet?

Are you a member of any of these committees?
How important is the question of your bilingualism on your relationship with French
immersion teachers?
Do you have any other comments on the relationship among staff members or on staff
collaboration?

SCHOOL ORGANIZATION FOR INSTRUCTION

1.

2.
3.

4.

.

10.

How are teachers assigned to classes?

Probes: What input do teachers have in determining their assignment?
How are students assigned to classes?

Probes: Who makes the final decision about where students are assigned?
How are teachers assisted with class organization?

Probes: How are groupings within each classroom determined?

What is your role in the monitoring of student progress?

Probes: What percentage of your time is spent discussing student progress with teachers?
- How are teachers’ concerns handled?

What is your role in student evaluation? Does this role differ at all for English and French

immersion students? How?

‘Probes: Can you compare the standardized evaluative materials which exist for English and

French immersion program students?
Are you involved in the selection of evaluative material? For which grade levels?
For French immersion, English materials or both?
What is done about poor results/concerns?
What percentage of your time is spent discussing student evaluation/achievement
with teachers, either as a staff or individually?
Do you see any differences between French immersion and English teachers in their
classroom evaluation of their students?
Does anyone assist either or both groups with evaluation?
Do you have a school policy or set of goals on student evaluation? If so, how was this policy
developed?
Probes: How are teachers made aware of this policy?
How often is this policy revised?
Can you please comment on your expectations of the students in this school?
Probes: What percentage of the students do you feel will complete high school?
Do you have any different expectations for French immersion and English students?
Do you notice any difference in expectations of students between French immersion
and English program teachers?
Can you briefly describe your policy on student discipline? Do you have a written policy on
discipline?
Probes: How was this policy developed?
How do teachers, students and parents respond to the procedures dealing with
discipline?
Do you feel that your level of French proficiency has any effect on the organization of the
school for instruction? Do you think that French immersion teachers believe that it has an
effect? Why do you think this?
Do you have any other comments on the organization of the school for instruction?
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PARENTAL INVOLVEMENT IN THE SCHOOL

1. Please briefly describe the role parents play in the school?

- o

Probes: How do you encourage parent participation in the school?
What kinds of activities do parents participate in?
Do parents assist in the classroom?
Do you notice any differences between English and French immersion teachers as
to how they involve parents in the classroom or in school activities?
Is there a school-based Parent Advisory Committee?
What kinds of decisions do parent committee members make?
What percentage of parents on the committee are from the immersion program?
How are parents made to feel that they can be meaningful participants on these
school committees?
Is there a school or district policy on Parent Advisory Committees?
What do you feel is your role in school-community relations?

 Probes: What percentage of the day do you spend talking to parents?

Does this differ for French immersion and English parents?
What strategies do you use to gain parental support? Which are most successful?

By what means, in order of frequency, do you communicate with parents?
“Probes: Which means do you feel are most successful in promoting good school-community

relations? Why?
What means do you feel parents prefer in learning about their child's progress and

about the school?

Please comment on the relationship between the English program parents and French

" immersion parents.
_Probes: What factors do you think contribute to this situation?

How do you promote good relations between the two groups?
How do you dissipate conflict between the two groups?
Can you compare school and community goals concerning instruction?

‘Do you see your level of bilingualism as a factor in your relationship with either group of
‘parents?

Probes: Do you think French immersion parents feel that you are supportive of the program?
Do you think English program parents feel that you sympathize \-ith their concerns?
Do you have any further comments on your relationship with parents on the role of parents in

the school?
“Considering the five categories of questlons on which you have just commented, could you

. describe what you perceive to be your priorities in your role as principal.
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Appendix [

TEACHER INTERVIEW

TEACHER SUPERVISION

1.

Describe the process of teacher supervision in your school, the definition of teacher
supervision being the non-evaluative process by which the principal and other personnel
assist you with instructional improvement? What do you think of this process?
Probes: Who assists you in improving your instruction?
What do you do if you have problems/questions concerning instruction?
How does the principal monitor your instruction?
How often during the school year does the principal visit your classroom or
discuss instruction with you?
What steps precede and follow such a visit?
Do you receive any assistance in developing instructional objectives generally and
for specific subjects?
Do you think teacher supervision is a priority for your principal? What makes you think this?
Probes: Do you have confidence in your principal's assessment of your instructional
: techniques?
Do you take measures to implement changes suggested by your principal?

Is there a policy about teacher supervision in your school?

Probes: Who developed this policy?
How were you informed of it?
‘What do you think of it?
, Do you see teacher supervision practices as fulfilling school goals”
Do you see any problems associated with teacher supervision? What do you think causes
these problems? Do you see any solutions to them?

. Do you think the principal's level of French proficiency is a factor in teacher supervision?

Do you have any other comments on teacher supervision?

STAFF DEVELOPMENT

1.

Could you describe the process of staff development in your school?
Probes: How are decisions about staff development reached?
- Who makes these decisions?
Is there a school-based professional development committee?
Does the prmc1pal attend meetings?
How effective is this committee?
What do you think is the principal's role in staff development?
Probes: Does the principal encourage you to participate in staff development? How?
What are your principal's goals about staff development?
Is there a school policy on staff development?
Did you have any input into the formation of this policy?
How often does the principal discuss staff development with you, either individually
or as a staff?

. How do you feel about staff development in your school?

T

Probes: What motivates you to participate in staff development?
Have your beliefs about staff development changed during your career as a teacher?
If so,why?

What role does the principal play in classroom instruction?

Probes: How often does the principal discuss instruction with you?
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Does the principal assist you with instruction? How? How beneficial is this
assistance?
Does anyone else assist you with instruction? If so, how beneficial is this assistance?
How are your concerns/questions about instruction handled?
5. How are your instructional objectives developed?
Probes: Who assists you with the development of these objectives?
6. How are proposed curricular changes introduced to staff?
Probes: How are decisions made about what new curriculum is to be implemented?
Do you feel that you have enough input into decisions about what is implemented?
What motivates you to make curricular changes?
What role does the principal play in your implementation of new curriculum?
_— How often does the principal discuss curricular changes with you?
7. How is the implementation of curriculum changes monitored?
- Probes: Who monitors these changes?
What role does the principal have in monitoring curricular changes in your
: . classroom?
8. How are curricular changes evaluated?
< Probes: Who evaluates the implementation of curricular changes in your classroom?
When and how are curricular changes evaluated?
7 What role does the principal play in the evaluation?
- 9. Briefly describe any in-service for implementing curricular changes which you have received
. in the past year.
- Probes Do you feel the support you receive for curriculum implementation is adequate?
Who gives you this support?
R How often do you seek the principal's opinion on curricular matters?
... -10. Do you feel that the principal's level of bilingualism has an effect on staff development or on
-~ his/her role in assisting you with classroom instruction?
- 11.-Do you have any other comments about staff development or about the principal's role in the

5 ;\,mstructlonal process?

ST AF F COLLEGIALITY

l‘ Please comment on the relationship between staff members generally and between French
~ immersion and English program teachers in particular.
- Probes: Do the two groups intermingle in the staffroom regularly?

Do French immersion teachers speak French in the staffroom?
How do the English staff feel about this?
Do English teachers help French teachers with their English?
With report cards?
Do French teachers help English teachers with French skills?

. What strategies does the principal use to promote staff collaboration?

Probes: Does the principal exhibit equality in his/her decision-making?
What gtrateglcs does the principal use in attaining staff consensus on professional
issues?
Do you feel that the principal is supportive of and sensitive to individual differences
among staff members?
How does the principal handle staff conflict?
Does the principal promote risk-taking among staff members? How?

3. What role do staff members play in developing school policies and in solving school

problems?

Probes: Which group of teachers, English or French, give more input into the decision-
making process in the school? Why do you think this is so?
What strategies does the principal use to assist teachers in attaining consensus on
professional issues?
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4. What opportunities exist for teachers to exchange ideas on professional issues? How is this
process facilitated?
Probes: How often do you discuss staff development at staff meetings?
Do English and French teachers tend to discuss educational questions/concerns
separately or jointly? Why do you think this is so?
Do they sit together in the staffroom?
How much time do teachers spend on recess and lunch hour supervision?
How long is the lunch hour? Do most staff members spend that time in the
staffroom? Is there any discrepancy between English and French immersion teachers
on this question?
What provisions are made for those teachers who wish to engage in professional
development activities?
How does the principal facilitate the professional development process?
5. What committees exist in your school? How do they function?
Probes: Are there grade/subject committees?
Do French immersion and English teachers sit on the same committees?
Do they work harmoniously together?
Does the principal sit on any of these committees?
How often do they meet?
How involved is the principal in the staff's professional development? Does he/she
attend professional development sessions with teachers?
6. How important a factor is the principal’s French language proficiency on his/her relationship
-with you?
7. Do you have any other comments on the relationship among staff members, on the
relationship of the principal and staff, or on staff collaboration?

" "SCHOOL ORGANIZATION FOR INSTRUCTION

1. How are teachers assigned to classes?
Probes: What input do you have in determining your assignment?
2. How are students assigned to classes?
- Probes: Who makes the final decisions about which classes students are assigned to?
3. How are teachers assisted with class organization?
Probes: How are groupings within each classroom determined?
What role does the principal play in organizing your classroom?
4. What role does the principal play in monitoring student progress?
Probes: How often does the principal discuss student progress with you?
‘What do you do when you have concerns about a student’s progress?
5. What role does the principal play in student evaluation?
Probes: Is the principal involved in the selection of standardized tests?
What does the principal do with the evaluation results?
Do you approach the principal with concerns/questions regarding student
evaluation or achievement? When?
‘What is done about these concerns and about poor results on evaluative materials?
How often is evaluation/achievement discussed as a staff?
Does anyone else assist you with evaluation? Who?
‘What do you think should be the principal's role in the student evaluation process?
6. Is there a school policy addressing student evaluation?
Probes: How was this policy developed?
Did you have input into the formation of the policy? How?
Are you in agreement with the policy?
Is the policy revised as new teachers join the staff?
7. Please comment on your expectations of your students?
Probes: How do you communicate these expectations to your students?
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What percentage of your students do you feel will complete high school?
Can you comment on the principal's expectations of the students in the school.
Probe: What does the principal do to make you think this?
How is student discipline handled in the school? Is there a policy en student discipline?
Probes: How was this policy developed?
Is the policy being implemented successfully?
Do students and parents respond well to the procedures dealing with discipline?
Is the policy revised as new staff members join the staff?
Do you feel that the principal's level of French proficiency has an effect on the organization of

the school for instruction? How?

Do you have any further comments on the principal's role in the organization of the school for
-instruction?

© PARENTAL INVOLVEMENT IN THE SCHOOL

5
. Probes: Do they observe? How often?

Please briefly describe the role parents play in your classroom?

Do they assist you with preparation of materials? How often?

Do they assist students? How often?

How do you feel about parental participation in the classroom?

Does the principal encourage you to involve parents in your classroom? How?

. What role do parents play in the school as a whole?

- -Probe: - Name some activities in which parents are involved.

“How do you see the principal's role in school-community relations?

. Please comment on the principal's relationship with the parents in the school.
' Probes How much time does he/she seem to spend talking to parents?

- Does he/she make parents feel welcome in the school? How?
Have you noticed any strategies which the principal uses to gain parental support?
Do you think they are successful?
Do you think he/she spends more time dealing with English program or French
immersion parents? Why do you think this is so? How does this make you feel?

: f By what means, in order of frequency, do you communicate with parents?
“Probes: Which means do you feel are most successful for explaining your opinions to

parents?
Which means do you think parents prefer for learning about their child's progress?

f,‘:By what means, in order of frequency, do you think the principal communicates with parents?

Do you feel the principal is successful in communicating the school's policies to parents and in

~_ promoting good school-community relations? What makes you think so?

10.

~How do you think parents view school-community relations? What makes you think this?
~Please comment on the relationship between English program parents and French immersion

parents.
Probes: What factors do you think contribute to this situation?

What strategies, if any, does the principal use to gain parental support?

How does the principal dissipate conflict between the two groups?
Do you think the principal's level of French proficiency is a factor in his/her relationship with
parents? What makes you think this?
Do you have any additional comments on the principal's relationship with parents or on the
role of parents in the school?
Considering the five categories of questions on which you have just commented, could you
describe what you perceive to be your principal’s priorities for his/her job?
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