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In this research, the teacher-researcher adopts a qua itative methodology 

to explore the linguistic representations of unilingual Anglophone students ta 

rench as a second language at a secondary school in the lower mainland of 

olumbia. Semi-structured group interviews are used to discover the 

students' representations of the nglish language, 

Francophones and nglophones. The impact of these linguistic representations 

on the students' investment in the rench language is discussed. 

absence of contact with rancophones, students do not have an elaborate 

reference representation of this cultural community but rather co-construct 

representations of an imagined Francophone community during the group 

interviews. 

French as a second language; linguistic representations; investment; 

imagined communities 
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e believe in two official languages and in a pluralist 
merely as a political necessity but as an enrichment. 
live in a country in which French Canadians can ch 

nglish Canadians and nglish Canadians can choose to 
live among French Canadians without abandoning their cultural 
heritage (Trudeau, 1968) 

9, Canada became a nation with two official languages: English and 

ince passing the first Official Languages Act (1 969), the Federal 

government has sought not only to protect but also to promote both languages 

throughout the country. One of the Federal government's primary means of 

promoting both languages is through education; Canadian children and youth 

have the opportunity to learn French or nglish as a second language in their 

elementary and secondary sc 001s. The Federal government supports and 

encourages the learning of the country's two official languages because, 

nowing both official languages enriches the lives of Canadians and 

understand one another better. The Canada of tomorrow is being built in the 

classrooms of today" ( epartment of Canadian eritage, 1999). In 2003, the 

Federal government revealed that as a part of its Action Plan for Official 

overnment of Canada Privy Council Office), it wishes to double the 

number of bilingual Canadian youth by the year 2013. s the government sees it, 

young Canadians who speak bot nglish will reap economic as well 



as cultural benefits. However, despite the government's efforts to promote 

e of both official languages as an important and enriching experience, 

learning a second language does not appeal universally to all students. 

ome of my students, for instance, have told me that they are ta 

French as a second language not because of interest in the Ian uage but rather 

to satisfy university entrance requirements. In ritish Columbia, hereafter 

referred to as C, certain universities re uire students to have a Grade 11 

language course as part of their admission requirements (UBC admission 

requirements, SFU admission from BC and Yu on secondary schools). Although 

Federal government discourse asserts that knowledge of both official languages 

is important for the future of young Canadians, as a French teacher in BC, I 

cannot help but wonder if my students would agree with this claim 

helping them meet university entrance requirements, do students 

knowledge of the rench language will be a key asset in their future? 

In 2003, 1 taught rench as a second language, including 

secondary school in the lower mainland of BC. The school was relatively small, 

having less than 1000 students in grades eight through twelve. Due in part to its 

smaller size, the school offered few choices when it came to second languages 

classes. In grades eight through ten, the school offered only French as a second 

language. In grades eleven and twelve the school offered both French and 

erman as a second langua ince most of the students at the school began 

learning French in elementary school, many of them decided to take French right 

through to Grade 1 1. Additionally, some students opted for French because they 



believed that learnin erman would be extremely difficult. ot all of these 

students were interested in learning rench and some claimed that they did not 

even like French. 

It seemed to me that there were two primary reasons for these reactions 

to the French langua t, students were frustrated by the lack of choice of 

second language clas ince the school offered only two second language 

classes, students did not necessarily have the opportunity to learn a language in 

which they were interested. Second, students did not see the value of learning 

C:. Living far from any francophone community, they did not have the 

opportunity to use or practice their French outside of the classroom. 

Indeed, I have had students tell me that Mandarin or Japanese would be 

more useful as a second language in C. These students indicated that they had 

no interest in visiting francophone countries or regions. They claimed to have no 

interest in meeting Francophones or learning a out francophone cultures. On 

very rare occasions, I have even had students claim that they had no desire to 

learn French because francophone Canadians were separatists who disliked 

English-speaking Canadians. ince they claimed to have no desire to travel, 

knowledge of a second language seemed valuable to them only if it helped them 

C. Some students argued that knowledge of an sian language 

would be more useful in this context. 

ome students have also expressed the idea that it really is not necessary 

to learn a second language at all since everyone speaks nglish. They asked 

e the time to learn a s cond language for travel when, in every 



country in the worl there are hotel, store and restaurant employees who speak 

hey also asked: Why ta e the time to learn another language in the 

hopes of landing a good job when everyone else has to learn 

to succeed in fields such as business and I 

Indeed, according to my professional experience, some students are 

aware of the dominant position that nglish currently ho ds in the world. As 

Breton (1 998) explains, nglish is the current lingua franca in many regions of 

the world. "Lingua franca denotes any language which is employed as a common 

vehicle of communication by people of different languages" (p.2 

have probably never heard the term lingua franca, some students are aware that 

people all over the world learn English as a second language in order to 

communicate with others. It seems that ce ain students may have little interest in 

learning, not only rench, but all second languages because of their 

representation of their first language. They se nglish as a language of power 

importance that everyone needs to know. ese anecdotal observations 

from my professional experience led me to develop an interest in systematically 

examining students' linguistic representations in my master's research. 

Linguistic representations, or representations of language, of speakers of 

language and of the teaching of language, hav been the object of many studies 

urope. According to Moore (2001), a representation is an image that one 

holds about something or someone elaborated through discourse and other 

forms of communication. epresentations influence behaviours. 

second language learning, for example, the effo that students put into learning 



the second language will be influenced by their representations of that language 

and of the speakers of that Ian 

Within the context of this research I explored the linguistic representations 

lophone students studying nch as a second language in a 

secondary school in purpose was to discover: 

1. What representations did students have of the French Ian 

2. What representations did students have of Francophones? 

3. What representations did students have of the English language? 

4. What representations did students have of An 

eo 

The theoretical perspective adopted in this study will be discussed at 

length in Chapter Two. In this chapter, a brief overview is provided. 

ccording to European sociolinguists ( astellotti and Moore, 2002; 

Matthey, 2000; Moore, 2001 ; Py, 2000) representations are characterized 

three interdependent features; they are ela orated through communication, they 

reconstruct reality and serve to organize it. Representations are complex 

ecause they are at once dynamic, stable, shared and individual. 

Representations are never neutral but rather value laden (Perrefort, 1997). When 

it comes to second language learning, Py (2000) signals that the representations 

learners hold of the target language, of native speak rs of the target language 



and of bilingualism are important factors in their success or failure in learning the 

language. 

y (2000) further notes that representations are culturally and locally 

specific. As Perrefort (1 997) explains, the representations that learners develop 

of a language and of another cultural group are formed and influenced in part by 

the cultural and linguistic the history of the learners' community. 

Given that the Federal government wants to increase the number of young 

Canadians with a working knowledge of the French language and has made this 

goal part of its official language action plan, it is germane then to discover what 

representations students in BC currently have of the French Ian 

native speakers of the rench language. It is e ually relevant to consider their 

representations of the nglish language and of native speakers of the 

language given that these representations may influence their representations of 

the French language. 

The task of doubling the number of bilingual youth in anada falls to those 

in the education system. avalli (1 997) ar ues that the success of a linguistic 

policy depends, in part, upon the representations of all those involved in or 

affected by that policy. owever, she further ar ues that the representations of 

those implicated at the school level are of particular importance since schools are 

responsible for the implementation of the plan. Given the cultura 

specificity of representations ( y, 2000), in order to successfully carry out this 

ederal government's ction Plan for fficial Languages (2003), 

need to be aware of their students' representations. 



nve 

learly, learners' re resentations affect he investment that they are 

prepared to make in learnin a second langua orton (2000) explains, 

learners invest in a second langua e because they believe that the Ian 

allow them to access symbolic or material resources. For example, learners who 

have a particularly positive representation of language of native speakers 

of this language may choose to invest in learning this language 

able to travel to the country, interact with the eople and explore the culture. On 

, learners may choose to invest in language X because they 

nticipate that knowledge of the language will yield increased opportunities for 

higher paying employment. Norton adds that whether for symbolic or material 

reasons, language learners expect a good return on their investment; the 

resulting benefits must be worth the effo spent learning the language. 

In this research project, I adopted a qualitative methodology and relied on 

group interviews to gather information on the representations held by students at 

my school. While various methods can be used to access the representations of 

a particular group, researchers often use group interviews (Pepin, 2000; Gajo, 

2000). Muller and de Pietro (2001) signal that analysis of interactions occurring 

roup discussion reveals changes to and elaborations of the participants' 

representations. 



Group interviews are also particularly well suited to conducting research 

with adolescents. First, they allow them to express their opinion and ideas orally 

in group interactions. In my experience, students enjoy expressing their ideas in 

small group discussions because everyone gets the opportunity to speak, they 

enjoy challenging and supporting each other's clai s and they do not have to 

write anything down. Second, this method prevents students from feeling 

interrogated or "put on the spot" in individual interactions with an adult 

researcher. 

The students I interviewed were unilingual nglophone students who were 

taking French 11 with a colleague in my school as well as those who had just 

finished taking French 11 with me. Initially I had decided against interviewing my 

own students because I did not want my students to feel that their grade in my 

class would be affected by the opinions they expressed during the interview. 

Since our school was organized according to a semester system however, I 

simply waited until the end of the se ester when I no longer taught them French 

to interview this group of students. 

I adopted an interpretive epi ogical perspective for this study 

(Savoie-Zjac and arsenti, 2000). 1 wished to allow the representations of 

students to "emerge" as they explained, in their own words what they thought of 

nglish, and of native speakers of these languages. The participants 

themselves defined the key concepts (Francophone, nglophone). The results of 



this case study are not generalizable since they describe representations in one 

particular school. 

o outlines the theoretical fra ework of this research. I 

introduce the construct of representation and present research conducted by 

uropean sociolinguists on the relationship between linguistic representations 

and language learning. Norton's (2000) theory of learner investment in language 

is also presented in greater detail. Research on the representations that second 

language learners develop of native speakers is also explored. Finally, in an 

effort to understand the linguistic representations that second language learners 

develop when they have little to no direct contact with native speakers, 

Anderson's (1 991) construct of imagined communities is outlined. 

hree outlines the methodology of my research. I present the 

context in which the research took place followed by an explanation of the 

manner in which the research was conducted. Chapter Four presents data on 

resentations of the nglish languages while Chapter 

ive presents data regarding students' representations of Francophones and 

nglophones. I discuss conclusions drawn from my research and propose ideas 

for future research in Chapter Six. 



First developed as a concept in social psychology, social representations 

are now of interest to various "socio-compatible" disciplines (Gajo, 2000). Most 

notably, European socio-linguists have done extensive research on 

representations ( ajo, 2000; Muller, 1998; Pepin, 2000; erra, 2000) as have 

Canadian education researchers who publish in rench (Dagenais, 1994; 

Jacquet, 1992; Laplante, 1996). In an effort to fully outline and explain the 

concept of social representation, the first part of this chapter will present the 

construct from the perspective of social psychology and then from a 

sociolinguistic perspective. 

oeial 

According to a collection of essays by French social psychologist 

Moscovici (2000), recently translated into nglish, representations are a 

framework of beliefs, values, ideas, images and practices shared by a particular 

community or society. Representations serve two primary purposes. 

enable people to conceptually organize reality and make it comprehensible. 

Representations allow us to transform something that is unfamiliar into 

something familiar. We create representations in order to understand and have a 

sense of control over our world. econd, representations facilitate 

communication among members of a community "by providing them with a code 

for social exchange and a code for naming and classifying unambiguously the 

10 



various aspects of their world and their individual and group history" (Moscovici, 

p. 12). 

Formed through communication, representations are dynamic and mobile 

oscovici, 2000). Once formed, representations "circulate, merge, attract and 

repel each other and give birth to new representations while old ones die out" 

(p.27). Constructed by and transmitted through language, representations are 

elaborated upon and changed over time. These changes can ta e place rapidly 

or slowly over generations. urrent representations are the elaborations and 

transformations of the representations of previous generations. 

ccording to Moscovici (2000), representations are generated by two 

processes: anchoring and objectifying. nchoring is the process of classifying 

and naming a new idea or new information. We name and classify new 

information so that it can be integrated into our existing representations. When 

the new information is integrated, our existing representations are modified. As 

we classify new information and place it in a category, we also name it. We name 

things in order to be able to talk about them. Qnce a person or thing has been 

named, it can be described. The person or the thing now has particular 

characteristics, traits and qualities which make it distinct from other persons or 

bjectifying is the association of an abstract idea or concept to an image. 

ing an idea or concept to an image makes it more comprehensible, thus 

facilitating social communication. 

Representations are not neutral or value-free according to 

(2000). In order to be classified and placed in a category, every person, idea or 



e evaluated and labelled. The process of creating representations 

through classification and naming does not allow for neutrality ecause in order 

e placed in a category, everything must be assigned a positive or a negative 

value. Consequently, as Moscovici explains, our representations reveal our 

values and beliefs about society and human nature. 

on ardi isti 

ccording to sociolinguists who have recently borrowed and adapted the 

construct of social representation developed initially by social psychologists, 

individuals and groups create representations of people, things and events 

through communication (Moore, 2001). As Gajo (2000) explains, representations 

are formed, circulated, made and unmade in and for a particular social 

environment. Representations serve to make this social environment visible and 

comprehensible. Matthey (2000) points out that whereas within social 

psychology, representations are seen as being cognitive and somewhat more 

implicit in nature and more stable, within sociolinguistics they are viewed as 

emerging and transforming within a particular verbal interaction. 

s Gajo (2000) further explains, representations can either be pre- 

constructed or they can be co-constructed. re-constructed representations exist 

within communication and are for the most part implicit and stable. They are 

diffused within a particular community and are shared, recognized and or 

recognizable by that community. Co-constructed representations are 

representations that are created for and by communication. They are explicit and 

dynamic because they are negotiated and proposed during a particular social 

12 



y (2000) distinguishes between what he re 

reference representations and representations in use. Reference representations 

come from memory and are recognizable to members of a particular community. 

epresentations in use are representations that are formed and evolve within a 

particular interaction. 

his distinction can be illustrated by the following example: Canadians' 

representation of the United his representation, shaped in part by the 

media, Canada's historical and political relationship with the United 

geographic proximity to this country, is composed of beliefs, ideas, and images 

about the United tates. Although this representation is not held by all 

Canadians, it is still recognizable to most Canadians because it is a "pre- 

constructed" or "reference" representation which exists within the collective 

memory of Canadian society. uring a social interaction between members of 

the Canadian community, this representation of the tates could be called 

lthough it is not necessarily accepted by all members of the community, 

the representation is still familiar and understood. On the other hand, a 

representation of the nited States could also be "co-constructed" within a 

particular social interaction between members of the Canadian community or 

between a member of the community and someone from outside the community. 

This representation would emerge and be elaborated upon while "in use" within 

the interaction. 

erra (2000) explains that representations evolving within a particular 

social interaction are elaborated and interpreted by the interlocutors through 



explicative, justificatory and narrative types of discourse. For ins 

interlocutor will share a personal experience as a means of supporting or refuting 

a particular representation. The introduction of this personal experience can be 

used to justify or further explain the representation or it can serve to illustrate 

either the representation's validity or its inconsistency. 

nves age 

Representations influence not only social interactions but also conduct 

(Castellotti and Moore, 2002; Moore, 2001; illiez and Millet, 2001). 

representations influence behaviours, the representations that second language 

learners have of the target language, of native speakers, of the countries in 

which the target language is spoken and of Ian uage learning are of particular 

importance in the study of second language learning. These representations can 

influence various behaviours such as the amount of time and effort a student is 

willing to spend learning the target language. As y (2000) notes, the 

representations that learners have are key factors in their success or failure in 

learning the target language. Indeed, fee ings, emotions, attitudes and positive or 

negative associations with the second language play a pivotal role in a learner's 

desire to learn a second language (Perrefort, 1 

Dabene (1 997) explains that a language's image, the way in which it is 

perceived, represented and valued has an impact on the investment that learners 

make in that language. Communities and individuals make judgments about the 

value of a particular language according to economic, social, cultural, cognitive 

and affective criteria. The assessments ased on these criteria come together to 

14 



form what Dabene refers to as a language's informal status: the images of the 

language in circulation within the community. When it comes to econd language 

instruction for children and adolescents, a language's informal status influences 

behaviours such as whether or not parents decide to enroll their child in a second 

language class. language's perceived status also has a direct effect on the 

expectations and attitudes of second language learners, and as a result, the 

effort they are prepared to put into learning the language. The more highly 

regarded or valued a language is, the greater the investment learners are 

prepared to make. As Dabene notes, the level of investment that learners make 

in a language is influenced by their image of that language. 

This link between the representation of a language within a pa 

community and a second language learner's level of investment in that language 

is illustrated in errefort's (1 997) study on the representations of 420 

students studying German as a second language. The students revealed that 

many people in their families and community considered German to be a harsh, 

vulgar and even menacing language that was difficult to learn. This 

representation, which was formed by those who lived through the occupation of 

France during the Second orld War, had been passed to, shared with and 

transformed by those born long after the war. This representation impacted the 

students' ability and desire to learn German because they began to see German 

as a difficult language that was not desirable to learn. Many of the students felt 

as if they had to justify not only their interest in the language but also their level 

of proficiency. 



As Perrefort (1 7) notes the opinions that people express about a 

language contain automatically a judgment of the speakers of that language. In 

the context of Perrefort's study, since the erman language was devalued and 

viewed negatively within the community, the speakers of the language were also 

devalued. Perrefort explains that in attempting to learn erman, the French 

students were attempting to construct not only a new more positive 

representation of the German Ian e but also a new identity for themselves as 

erman speaking bilinguals. 

Les tensions entre tradition et innovation, entre loyaute sociale et 
linguistique et changement identitaire a travers la langue allemande 
ont ete trop fortes pour certains et ils ont soit abandonne le cycle, 
soit les etudes d'allemand, soit ils sont restes jusqu'au bout, mais 
sont devenus progressivement monolingues ne s'exprimant plus 
qu'en franqais. (Perrefort, p. 58) 

The representations in circu ation within the students' families and 

community influenced the students' linguistic practices (Perrefort, 1997). Many of 

the students stopped studying erman while others, although continuing with 

their studies, stopped speaking erman. In both cases the students stopped 

investing in the erman language, 

Indeed Perrefort's (1 7) study illustrates the extent to which the 

representations that learners have of the target language and native speakers of 

the target language, can impact the investment they are prepared to make in the 

second language. As Norton (2000) explains, language learners invest in a 

second language in order to acquire symbolic and material resources that will 

increase the value of their cultural capita Norton defines cultural capital as "the 



nowledge and modes of t ought that characterize different classes and 

in relation to specific sets of social forms" (p.10). Symbolic resources include 

as friendship and education while aterial resources include things 

e money and real estate. earners expect the return on their investment in the 

e proportionate to the a ount of effort they expend learning 

orton (2000) further explains that the concept of investment is different 

than the concept of motivation envisioned in social psychology because of the 

way in which language learners are conceptualized. Motivation is seen as a 

personality trait of a "unitary, fixed and ahistorical language learner" ( 

2000, p. 10). The language learner is not seen as an ever-changing person 

whose identity and way of perceiving the social world is constantly being 

constructed and reordered. According to 

The notion of invest ent, on the other hand, conceives of the 
language learner as having a complex social history and multiple 
desires. The notion presupposes that when language learners 
speak, they are not only exchanging information with target 
language speakers, but they are constantly organizing and 
reorganizing a sense of who they are and how they relate to the 
social world. Thus an investment in the target language is also an 
investment in a learner's own identity which is constantly changing 
across time and space. (p. 11) 

Given that language learning involves the reframing of ones identity, and 

given that value judgments made about a particular language contain 

automatically a judgment of the speakers of the Ian uage, it is not surprising that 

the investment learners make in a language is affected by their representation of 

that language. 



on o 

econd language teachers need to be aware of the representations that 

learners and their community hold of the target language, of native speakers and 

of the countries in which the target Ian e is spoken. As previously indicated, 

these representations can have a significant impact on language learning 

abene, 1997; d, as Castellotti and Moore 

) note, representations can either help or hinder language earning. They 

signal the need to understand the representations at play so that appropriate 

teaching strategies can be undertaken. Similarly ain and de Pietro (1 997) claim 

that if second language instruction does not take into account learners' 

representations, they could become an obstacle to learning if they are based on 

negative views of the target language and language speakers. Given the 

important role that representations play in second language teaching and 

learning, second language educators need to understand not only the learners' 

representations ut also the social and historical context in which they were 

formed. As Cain and de Pietro remark, language learning never takes place in a 

neutral context. 

An international research project, organized by the United Nations 

cientific and Cultural Organization (UNESCO) was conducted on 

the representations of second language learners in 

witzerland (Muller and de Pietro, 2001). The purpose of the research was to 

discover what images the students had of the various countries whose languages 

they were learning. The results of the study conducted in rench-speaking 



Switzerland in particular have been examined by European researchers (Cain 

and de Pietro, 1997; Muller, 199 ; Muller and de Pietro, 2001). he participants 

rench speaking primary and secondary Swiss students who were 

rman as a second language. The research was intended to reveal the 

students' representations of Germany and the erman language. 

research method used was word association. The students were provided with a 

prompt and were asked to quickly write down the first five words they thought of. 

The students were then asked to attribute a connotation to each word using one 

of the following symbols: +, -, =. 

Muller and de ietro (2001) found that there was a significant link between 

the students' tendency to attribute negative connotations to ermany, with a 

belief that learning German was hard and with dislike of the subject. Thus, the 

research established a link between the representation that Ian uage learners 

have of the country in which the target language is spoken and their experiences 

ietro (1 997) note that these experiences, 

including how difficult learners find the language and their level of success in 

learning the !an uage, help shape the representations that learners develop of 

the country in which the target language is spoken. s has been explained, 

linguistic representations impact language learning. Likewise, experiences 

learning the target language affect the linguistic representations that learners 

develop. 

The research further revealed that the French-speaking wiss students 

had a rather negative image of Germany (Muller, 1998). Indeed, the 



students' representations of Germany and of learning German were more 

negative than the representations held by students in other countries. In fact as 

Muller notes, the proximity to German-speaking Switzerland was an important 

variable in the students' responses. The rench-speaking Swiss students who 

lived in the bilingual regions near the German-speaking region of Switzerland 

were the ones who were harshest in their view of Germany. Muller hypothesizes 

that the close proximity to German-speaking Switzerland made some students 

feel threatened. The students' negative representation was understood as an 

attempt to establish symbolic distance between themselves and the 

speaking Swiss. ccording to Muller, this representation of German-speaking 

Switzerland shaped their representations of Germany and the erman language. 

The results of the O project in Switzerland, led Muller (1998) to 

conduct another more comprehensive and ualitative study on the 

representations of French-speaking Swiss students. The purpose of the study 

was twofold. First the researchers hoped to better understand the formation of 

the students' representations and they wished to further explore the implications 

of these representations for language learning. Second, the researchers wished 

to make students aware of their representations and help them understand how 

representations emerge in socio-historic context. This portion of the research 

involved the implementation of a series of classroom activities designed to make 

the students aware of their own representations. esults from the research were 

published by Muller (1 998) and Muller and 



) research is relevant to my study for a number of reasons. 

irst, the research participants and the context are similar to those in my study. 

uropean research was conducted in order to discover the linguistic 

representations of secondary ( ) students, studying a second 

language in a classroom envir nt and my study documents the linguistic 

representations of econdary student econd, the result of the research 

her underscore the connections between representations and language 

learning and this relationship is also explored in my study. Fu her, although my 

research project did not involve the implementation of a series of activities 

designed to make students aware of their representations, as did Muller's, this 

portion of the research informs the discussion chapter of my thesis. 

98) study took place in three secondary classrooms in 

ienne is Switzerland's only officially bilingual town ( 

French). Eighty-four students between the ages of sixteen and seventeen 

participated in the study. The research methods included a survey, word 

associations, classroom observations and semi-directed interviews with the 

students and teachers. 

In general, the students in Bienne found the German language to be 

difficult with a complex grammatical structure. They did not consider German to 

be a soft, musical or warm language and many of the students felt that it was not 

a pleasant language to listen to. On the other hand, the students agreed that 



German is both a rich and useful language (Muller, 1 ). Muller notes that the 

students' word association activity revealed two interesting phenomena. First, the 

students tended to associate the tar et language with the country in which the 

target language is spoken. When asked to write down the first five words which 

came to mind when they thought of the erman langua e, students often wrote 

down words that related specifically to Germany: most notably words relating to 

food and war. Second, German was also strongly linked to the area of learning. 

German was seen above all as a school subject and not as a language used to 

communicate with real people in the real world (Muller). 

) also notes that in general, the students had a negative albeit 

incomplete representation of ermany. They viewed Germany as an unknown 

country situated far away. Many of the images which the students associated 

with the country were images related to ar II. Muller further reveals that 

the participants tended to shift negative associations with German-speaking 

Switzerland onto Germany. For instance, when a teacher told some of the 

participants that students in ulgaria enjoyed studying German, one 

of the students replied by saying that those students did not have to live next to 

course, the students in not live in close proximity to 

Germany but German-speaking Switzerland. The students' transferred their 

negative representations o German-speaking Switzerland onto Germany. Muller 

ers to this phenomenon as a "shi ting" of representations between Germany 

and German-speaking Switzerland. 



To better understand and situate the students' representations, Muller 

) also conducted group interviews with some of the participants. The 

interview questions dealt with the participants' xperiences learning German, 

their personal experiences with Germany, and the relationship between 

and German-speaking Switzerland. The interviews were set up in a discussion 

format to provide the participants with the opportunity to explain argue and share 

their different points of view. This format allowed Muller to see how the 

participants' representations were actualized and co-constructed during a social 

interaction. 

s Muller and de Pietro (2001) explain, these interviews underscored two 

particular dimensions that characterize representations. First, representations 

serve as a means of est lishing one's identity. While attempting to define the 

language and the thinki of the German-spea ing Swiss, the participants in the 

study were defining how they saw themselves; they were esta lishing their own 

identity. Second, representations are dynamic and situated in a particular 

context. During the interview, the participants' first established their differences 

from German-spea ing Swiss people. Eventually however, the participants 

elaborated and expanded upon their representation of erman-speaking Swiss. 

new category of erman-speaking Swiss, havin more in common with 

French-speaking Swiss, was co-constructed during the interview to classify 

younger and more urban German speakers and to differentiate them from older 

German speakers living in more rural areas (Muller and de Pietro). 

ietro note, this elaboration of and change in the pa icipants' representations 



would not have been revealed through a research method such as a word 

association activity. 

Realizing that negative representations were circulating and affecting the 

erman by the French-speaking wiss students, Muller (1 998) 

designed a series of classroom activities that targeted the students' 

representations. s Muller and de ietro (2001) explain, the purpose of the 

activities was not to eradicate the negative representations, nor was it to chan 

them into more positive representations. The activities were designed to allow 

the students' representations to emerge and to provide the students with the 

opportunity to understand the relative and contextual nature of representations in 

the hopes that they would become aware of the ways in which they represent 

themselves, others and the world. Three classes at a school in 

participated in the activity. The interactions that took place during these activities 

were observed, taped and analyzed. 

the interactions, Muller and de ietro (2001) found that many of 

the students realized that words and their connotations do not represent reality 

but rather representations of reality. Many students also became aware of their 

own "socio-centrism", their tendency to attribute positive values to members of 

their own group while attributing negative values to outsiders. hile the activities 

led the students to some positive insights, Muller and de ietro indicate that they 

also led to three problematic and unforeseen results. First, the students 



developed new stereotypes about other cultural roups. Second, certain existin 

stereotypes were reinforced and last, some of students began to justify the 

existence of such stereotypes (Muller and de Pietro). 

hile representations are malleable and can therefore e acted upon and 

perhaps modified so as to not be an obstacle to language learning, attempts to 

do so should undertaken carefully. As we can see from the study in 

the most well intentioned and well developed attempt to simply make students 

aware of their own representations can have unfortunate and unanticipated 

results. Although second language teachers need to be aware of their students9 

representations so that they can devise appropriate strategies to act upon these 

representations, it is somewhat naive to expect that negative representations will 

necessarily be transformed into more positive ones. 

ions: The Absence a 

As we have seen, the French-speaking wiss students' representations of 

Germany were shaped by their representations of German-speaking 

Indeed as Muller (1 998) notes their negative representations of German- 

wiss were "shifted" onto Germans. These representations were 

formed in a situation where the learners found themselves in close proximity to 

native speakers of the target language. Their representations of these speakers 

became associated with all native speakers of the language. As Gain and de 

Pietro (1 997) remark, proximity to native speakers of the target language does 

not necessarily lead to positive representations. 



ot all language learners, however, find themselves in a situation where 

they have direct contact with native speakers of the target language. This is 

certainly the case for students learnin tudents in this province 

do not live in close proximity to any la francophone communities. In a context 

such as this, when learners do not have contact with a country, region or 

community in which the target language is spo en, what repres 

learners develop of the target language, of peakers of the target Ian 

of regions in which the target language is spoken? 

s has been previously stated, the rench-speaking Swiss students saw 

erman as a school subject and not as a means of communicating with real 

people. Muller (1 998) explains, ". . .llimage de I'allemand n'est pas celle d'une 

langue parlee dans un univers contemporain, mais celle d'un objet qui a 

finalement pris les autres caracteristiques d i n e  autre matiere scolaire" (p. 120). 

This is not particularly surprising given that, as Castellotti and 

explain, second language learning often takes place in an academic setting. 

Students do not find themselves in contact with native speakers of the language 

but rather find themselves in a classroom surrounded by other would-be 

language learners having contact with only textbooks and language tapes. This 

representation of a non-existent target language speaker is further reinforced if 

the learners are not able to participate in activities such as cultural exchanges 

which would put them in contact with native speakers (Castellotti and 

Castelloti and oore explain, students who do not have contact with native 

of the target language develop a type of "blindness" and "deafness" 



toward native speakers of the target language; they do not really know what they 

are like. 

This would appear to be the case for the students from 

participated in the same UNESC research project as the students from 

Switzerland. The students in question were studying lish and had never been 

s Cain and de ietro (1 997) signal, the Bulgarian students knew 

very little about daily life in England however they did express good factual 

e in areas such as politics and the arts. hen asked to describe British 

ents used a wide variety of fourteen a 

describe both their appearance and behaviours. Cain and de Pietro comment, 

"Cette etendue est revelatrice d'une attitude quasi fantasmatique vis-a-vis de 

gens dont on rkve sans les connaitre" (p. 303). The Bulgarian students were not 

really describing British people, as they did not really now them; they were in 

fact describing who they imagined them to be. Their representation was of an 

ritish community. 

nderson (1991) explains that in fact all communities are "imagined". 

Members of any given community will never know or know of most of the other 

members of the community yet all of the members have a clear image of the 

community in their mind; they imagine it. They have a sense of connection to 

others within the community and they have a clear idea of who is not included in 

this community. xtending Anderson's construct, it would seem then that a 

community can be "imagined" not only by its mem ut also, although 

differently, by those outside the community. urther, this outsider's "imagining" of 



the community need not be b sed on any actu I contact with members of the 

community; it can olely a product of fantasy based on one's own lack of 

contact with them. In the context of the arian students' r presentation of 

ritish people, the fact that they had not been to and had not met any 

British people id not stop the students from imagining the British. The 

representation revealed throu tudy was of a completely 

imagined British community. 

ulgarian students were isolated from ngland, students in 

are similarly isolated from francophone countries and regions. s explained in 

ne, despite Federal government discourse and policy promoting the 

equality of both official Ian es in Canada, learnin rench as a second 

language does not appeal to all students in BC. Linguistic representations affect 

language learning. ince representations are culturally and locally specific, I 

decided to examine the representations that students at a secondary school in 

BC had of the French language, Francophones, the English language and 

Anglophones. 

Elaborated through communication, representations allow communities 

and individuals to organize reality and make it comprehensible. Representations 

can exist prior to a pa icular interaction or they can be co-constructed within a 

particular interaction. Linguistic representations are of pa 

second language learning because they impact the investment that learners are 

prepared to make in the language. Indeed, these representations can either help 

or hinder language learning. 



The representations that learners devel re shaped in part by the social 

and cultural context. The experience of learnin anguage in an academic 

environment can cause learners to view the la ge as a school subject rather 

than as a means of communicating with peopl ximity to native speakers of 

the target language influences the representations that learners develop of the 

e and of native speakers o owever contact 

with native speakers does not necessarily lea to the elaboration of positive 

representations. hen language learners do not have contact with native 

speakers of the target language, they develop a certain i norance of this 

They can nevertheless elaborate a representation of an imagined target 

language comm 



The linguistic representations that learners develop are shaped, in part, by 

the social, political and cultural context in which they are situated. They are also 

influenced by the cultural and language history of the learners' community 

(Cavalli, 1997; errefort, 1 997); the experiences and ideas of a community's past 

permeate its present experiences and ideas (Moscovici, 2000). Therefore, a 

study on the linguistic representations of unilingual nglophone students in a 

community in BC should begin with an examination of the socio olitical context in 

which these representations are situated. To this end, a discussion on the 

Federal government's language policy and its impact on Canadian society will be 

provided in the first part of this chapter, followed by a description of the social 

and cultural milieu in which the students' representations were formed. 

t ha a 

dopted in 1969, the Official t gave equal status to the 

nglish and French languages in Canad ffice of the Commissioner of 

Languages, 2003b). ince that time, the era1 government has endeavoured 

not only to protect our country's two official languages but also to promote 

bilingualism and linguistic duality. The ederal government included protection of 

the country's two official languages in the Canadian Charter of Rights and 

reedoms (1 982) and established a new Official Languages Ac 

the objectives of this new Official Languages Act is to advance the equal status 

30 



and use of both languages within Canadian society (Office of the Commissioner 

her this objective, the Federal government announced in March of 

2003, as part of its Action Ian for Official Lan es, that it wishes to double the 

number of bilingual young Canadians by the year 2013. Currently, half of all 

elementary and secondary students, that is approximately 2.6 million, are 

learning either English or rench as a second language and 

students are in French Immersion. At this time, 

Francophones in Canada aged 15 to 19 are bilingual. The objective of the 

Federal government's Action Plan is to raise this proportion to 50% by 2013 and 

in so doing provide young Canadians with not only cultural but also economic 

overnment of Canada Privy Council Office, 2003). 

Indeed the government considers the two official languages to be "an 

essential asset for Canada's future success" ( vernment of Canada Privy 

Council Office, 2003, p. 1). In this era of glob tion, when interest in second 

languages is increasing in countries around the world, Canada is considered 

unate to have two official languages of international stature. ccess to these 

languages is "an asset for labour markets and increases the mobility of the 

individual" (p. 2). Furlhermore, bilingualism is viewed as an enriching experience 

that allows one access to a broader cultural heritage (Government of Canada 

Privy Council Office). 

While the Federal government hopes that this new emphasis on 

ualism will positively shape the future of young Canadians, linguistic duality 



has already had a significant impact on their present. The Federal government 

sees a link between its policy of linguistic duality and Canada's diversity ( 

of the Commissioner of es, 2003a). The Federal 

claims that the values of respect and understandin that led to the adoption of 

the first Official Languages ct in 1969 allowed Canada to become a strong and 

prosperous multicul%ural nation where diversity is respected. According to official 

government discourse, having two officia languages has allowed Francophone 

lophone Canadians to develop sensitivity and respect towards each 

vernment documents further state that this understanding and 

sensitivity have helped Canadians accep the many different cultures and 

languages of immi ffice of the Commissioner of fficial Languages, 

2003a). In order to maintain and enhance multiculturalism in Canada, the Federal 

government passed the Canadian ulticulturalism Act in 1988. It details the 

Canadian government's policy to recognize and promote multiculturalism as a 

"fundamental characteristic" of Canadian society ( epartment of Justice Canada, 

2004). Diversity and cultural acceptance, in addition to linguistic duality and 

bilingualism, have become defining aspects of Canadian society in official policy 

discourse. 

3. 

ccording to data from the 2001 census, 74.5% of Canadians are 

speaking while 24.1 % are French speaking. When it comes to bi 

official languages, 43% of Francophones are able to speak English, whereas 

% of Anglophones are able to speak French (Office of the Commissioner of 



004). At the same time, ethnic and cultural diversity have 

reatly in Canada. The proportio of the population made up of 

rants stands at 1 the proportion of the country made up of members 

of visible minorities stands at 13.4% compared to only 4.7% two decades ago 

(Parkin and Mendelsohn, 2003). 

A survey designed by the Centre for Research and Information on 

Canada, The Globe and il, and the Canadian 

conducted by phone in the spring of 200 , in order to determine the impact of 

diversity on the Canadian identity ( arkin and Mendelsohn, 2003). As 

Mendelsohn explain, Canadians see themselves as an open, tolerant people. 

he study revealed that while all Canadians tended to be comfortable with ethnic 

diversity and multiculturalism, young Canadians between the ages of eighteen 

and thirty were most supportive. or instance, 54% of Canadians would agree 

that multiculturalism makes them feel very proud to be Canadian. However, when 

considering solely the responses of Canadians between the ages of eighteen 

and thirty, this proportion increases to 66%. Younger Canadians are also more 

comfortable with diversity close-up, such as "including people from different 

ethnic backgrounds in their communities and . . . in their immediate 

arkin and Mendelsohn, p. 3). or example, 67% o Canadians said that they 

would be comfortable with a close relative marrying someone who is 

Eighty-one percent of younger Canadians, however, would be comfortable with 

this marriage. 



ore, according to the sa e su rvey, Canadians s all ages value 

and take pride in Canada's diversity. evenly percent of Canadians are proud 

that different cultural groups can get along and live in peace in our country 

arkin and Mendelsohn, thnic and cultural backgrounds are seen by 

Canadians as an i one's own identity but they are not considered 

ant factors when choosing friends or a s ot surprisingly, younger 

Canadians are most likely to have friends who come from a different religious, 

ethnic or cultural background ( arkin and Mendelsohn). In fact diversity and 

multiculturalism are so much a part of Canadian society that they rank higher on 

a list of sources of Canadian pride than bilingualism. While 70% of Canadians 

say that they are proud because different cultural groups live peaceably in 

Canada and 54% of Canadians say that multiculturalism makes hem proud, only 

41% of Canadians say having two official languages akes them proud to be 

arkin and Mendelsohn). 

BC is a domin rovince, with ap roximately 74% of the 

ulation having nglish as a first language ( tatistics Canada, 

ccording to statistics Canada, when it comes to knowledge of Canada's official 

languages 90% of the people living in C are only able to speak nglish. Despite 

the federal government's promotion of linguistic duality and bilingualism, only 

6.9% of the provincial population surveyed by tatistics Canada is able to speak 

both official languages. 



Looking at surveys conducted on behalf of the Centre for Research and 

anada, about the attitudes of anadians toward langua 

kin and Turcotte (2004) find that people in C seem to value the 

ability to speak a second language. When asked if, in today's economy, people 

who were able to speak more than one langua e would be more successful, 90% 

of respondents from hen asked if they felt that it was important for 

children in the province to learn a second language, 73% of respondents said 

that it was important. 

owever, although they seem to have a favourable attitude toward the 

general idea of learning a second language, people in BC are not in agreement 

about which second language is the best to learn. urcotte (2004) 

further reveal that when asked which second language would be most important 

for children in the province to learn, 58% of ritish Columbians chose French. 

Chinese was selected by 16% of British olumbian respondents as the most 

important second language for children to learn. In Vancouver, support for 

Chinese was even stronger with 28% of respondents citing it as the most 

important second language. lthough the support for French as the most 

important second language for children to learn stood at only 58%, which is the 

lowest level of support in all of Canada, it does not mean that British Columbians 

have a negative feelings when it comes to the rench language. 

respond to the statement, "You wish you could speak French," 73% of British 

Columbian respondents agreed. It seems reasonable to conclude then that the 

lower level o,f support for French as the most important second language for 



children to learn has little to do with olumbian's feelings towards the 

language, and more to do with immi s, the influence of 

countries, as well as the province's location far from any lar 

population (Parkin and Turcotte, 2004). 

3. in 

t located near any large Francophone communities 

and given that some in this province feel that other languages are more important 

for children to learn, one ma oung people learn 

second language in . Indeed, students and ven a few parents have posed 

this question to me on several occasions. The Integrated 

) for French as a second language which sets out the provincial curriculum 

outlines the reasons and the rationale for learning French in BC. The IRP ( 

Columbia Ministry of ducation, 2001 ) states that since approxi 

quarter of Canada's population speaks French and given that French is one of 

the country's two official languages, it is important for students in B 

opportunities to communicate in rench. The document also indicates that the 

Ministry hopes that in addition to being able to communicate meaningfully in 

rench, students will develop openness to cultural diversity. The I 

positive effects of communicative competence in rench: the expansion of career 

opportunities; the enhancement of learning additional languages and; the 

development of cultural awareness. Communicative competence in French is 

seen as promoting positive attitudes toward not only Francophones but also 



other cultural groups. It is also seen as enablin students to understand their own 

cultures better (British Colum ia Ministry of Education). 

ducation Policy (1 9 

Education requires that students in Grades five to ei ht take a second language 

unless they are: 

identified as having s needs or are receivi 
age (ESL) services; 

le to demonstrate their learning in relation to the 
expected learning outcom of the second language 
course; or, enrolle rench Immersion in Grade 
6. (BC Ministry of 

ecause the Ministry of ducation wants students to have the oppo 

to study languages which are "significant within their communities" School 

Boards can choose which second languages to offer, however the curricula for 

these second language courses must be provincially approved. If the School 

oard does not select another second Ian ore French is offered. 

The students in my study are learning rench in an Anglophone 

community in an Anglophone province which is located thousands of kilometres 

rancophone communities. People in 

idea of second language learning, and French is seen as a positive language to 

know, however it is not necessarily the language which they would say is the 

most important for young people to learn. The anadian government values and 

motes diversity, multiculturalism, bilingualism and linguistic duality. 

in my study have never known a Canada without the new anguages Act 

n Multiculturalism Act. 



n this context, the following four uestions were developed to guide this 

study: 

nglophone students in a comm 

2. dents in a community of B 

hat representation do nglophone students in a community of 
rench language? 

4. What representation do Anglophone students in a community of BC have 
nglish language? 

o answer these uestions, I decided to conduct a small ualitative study. 

Qualitative research is a human-centred approach (Palys, 1992) to research in 

social sciences. It is an approach grounded in the understanding: 

... that humans are cognitive beings who actively perceive and 
make sense of the world around them, have the capacity to 
abstract from their experience, ascribe meaning to their behaviour 
and the world around them, and are affected by those meanings. 
(Palys, p. 16) 

s humans, we construct and give meaning to our experiences. This meaning is 

rooted in a particular culture and context (Davis 1995, Karsenti and Savoie-Zajc 

ualitative study is one in which the researcher seeks to understand 

the reality of the participants. 

Understanding the reality of participants requires closeness with the 

participants (Palys, 1992). The researcher must take the time necessary to 

understand the social and cultural influences on the participants' perspective 



avis, 1995). Qualitative studies produce results that are dynamic, temporary 

and contextual because the situation and participants' perspectives continue to 

esearchers see ing to illuminate a particular situation or phenomenon 

through rich, thic tion may choose to c~nduc t  a qualitative case study 

iam, 1988). Merriam defines a qualitative study as "an intensive, holistic 

description and analysis of a single instance, phenomenon or social unit" (p. 21). 

One popular method of data collection in qualitative research is the 

hile interviews allow the researcher access to the participants' 

experiences and the meaning that the participants give to their experiences, they 

are not without their limitations. The quality of the interview depends in part on 

the relationship between the participants and the interviewer. There must be a 

level of trust and closeness between the researcher and the participants in order 

he participants to feel comfortable enou o respond fully, openly and 

honestly. There is also the issue of the credibility of information provided during 

ometimes participants will respond in a certain way in an effort to 

assist the researcher. Other times their responses will be coloured by the desire 

to be seen as a good person. They will not respond completely honestly for fear 

of being perceived in a ne ative way (Karsenti and 

or my study, I decided to use a semi-structured group in erview format. 

semi-structured interview is somewhat flexible. The researcher outlines the 

themes or topics to be discussed during the interview however the exact 

ed, the level of detail and the interview dynamic changes with each 



hile I did prepare questions in advance, the dynamic of a group 

interview meant that each interview was uni articipants were encouraged to 

respond not only to my questions but also to the comments of ot ers. This meant 

that topics that elicited a great deal of discussion in one group were not 

necessarily discussed at all in another group. ecause I wanted to allow the 

ations of the students to emer el I wanted a method of data collection 

that would be consistent while still being flexible. 

.7 

My role as researcher was as the facilitator of the group interviews. My 

goal was to enable the discussion to flow while also getting the most complete 

and accurate information possible. To do this, I rephrased questions for the 

participants when necessary and asked questions to follow up on statements 

they made. In order to not be viewed as a participant in the discussions or, worse 

yet, as the leader of the discussions, I sat to the side of the groups. 

The participants in the study sat in desks, facing each other with the tape 

recorder in the middle. I sat in a desk that was placed to the side and slightly 

away from the participants. I felt that this physical distance was important in 

helping me establish my role as facilitator. I was close enough to tep in and help 

the students out or ask a question but I was clearly not the leader of the 

discussion group. In order to allow their representations to take shape, I wanted 

the students to talk with each other. I did not want them to speak only to me and 

perhaps feel pressured to get the "right" answer to the interview questions. I 



wanted to provide them with the opportunity to respond to or add to the 

of the other pa 

6 

The community in which my st mall, predominantly 

lish speaking suburb ing to the 2001 

us, the city has approximately 1 5 of whom learned 

nglish as their first Ian e. The community does not have a lot of cultural 

diversity when compared with more urban communities. In 2001 nearly 2 out of 5 

residents of the ancouver metropolitan area were members of a visible minority 

arkin and Mendelsohn, 200 ). In the community where my study was situated 

however, only 1 0 residents were members of a visible minority and 31 0 

residents were 

he secondary school in which the case study too 

approximately 980 students during the 200 12004 school year. The school offers 

French and German as a second language and has a small French Immersion 

t the time of the study, there were 190 students enrolled in Grade 

eleven. There were four rench classes offe ed at the Grade eleven level 

with a total of 94 students. 

In July of 2003, 1 submitted my re uest for ethical approval of research to 

esearch Ethics at Simon Fraser niversity. My application was 

granted approval by the Simon raser Research oard at its meeting on 



copy of the approval letter has been filed at the Theses 

Toward the end of eptember 2003, 1 met with the princi al of the school 

to discuss my intended case study and to ask ermission to seek participants 

from the school. I outlined my research questions, the interview format and the 

types of questions to be asked of the participants. I also summarized the content 

of the permission letter to be given to the participants. e agreed to allow the 

case study to take place in the school. 

I chose to conduct my study at this particular school for two reasons. First, 

it was the school in which I was teaching. s a full time teacher, I felt that this 

would make it more convenient for me to arrange and conduct the group 

interviews. Second, I was going into my fifth year of teaching at the school so I 

knew many of the students and was familiar with the school culture. I felt that this 

iliarity, this insider's perspective, would ass st me in my interpretation of the 

data collected during the interviews. 

rior to contacting the school district to seek permission for the study, I 

met with the colleague whose students, in addition to my own former students, I 

planned on interviewing. I met with her to discuss the possi 

study to her students during one of thei rench classes in order to seek 

icipants. In addition to agreein w me to speak to her classes in both 

semesters, she further offered to take over my lasses while I was making my 

presentation to her classes. 



003, having the consent of the school principal and the 

support and consent of my colleague, I fo 

uperintendent of the school district. In addition to a brief letter outlining my 

request, I included a copy of my ethical approval from Simon Fraser University, 

icipant permission letter and my sample questions. On 

I received permission from the school district to proceed with my case study. A 

copy of this letter is included in 

In January and May of 2004, toward the end of the semesters I spoke to 

my French 11 class as well as my colleague's classes about my thesis. I 

explained that, as a part of my Master's thesis I wished to do a study of their 

uistic representations and I briefly outlined what a representation was. I 

er explained what participation in the case study would entail; taking pa 

small audiotaped group interview at the school. The students wanted to know if 

the group interviews would be in French or in English. I advised them that they 

In order to find Anglophone students willing to participate, I passed out a 

brief information sheet to the class. II of the students filled in the sheet which 

asked for their name, age, and some background information. Students willing to 

participate in the study were asked to in icate this on the bottom of their 

information sheet. Participants were then selected from this group of students. 

The students chosen to participate in the study spoke nglish as their first 

language, spoke nglish at home, and indicated that they were not fluent in any 

es. These students learned French through the Core French 



program and had never been in rench Immersion. Male and female students of 

varying ability levels in rench 11 between the ages of 16 and 17 were selected 

as participants. In all fourteen students participated in the study. During the first 

semester of ,the school year, four students were selected from each class. During 

the second semester, three students from each class were selected to participate 

in the study. 

The group interviews took place at the school in the French classrooms. 

Three of the interviews were conducted during the school day and one was 

conducted after school. The interviews lasted from an hour to an hour and a half 

and were audiotaped. The interview questions were written on cards and placed 

in a pile on the table. The students too turns reading the questions to the group. 

After a question was read each student answered it. The students were free to 

discuss the questions, agree or disagree with each other and could make more 

than one comment for a given question. 

I listened to and transcribed all of the interviews myself. A list of the 

transcription conventions I used has been included in Appendix B. The data 

gathered from the group interviews are presented in the following chapters. 



or the purposes of clarity and organization, an interpretive discussion of 

the data from my study is presented in two cha s. This chapter deals with my 

students' experiences and representations of t rench language as well as 

their representations of the nglish language. In the followin chapter, I present 

data regarding my students' representations of rancophones and 

ces 

s indicated in Chapter Two, the linguistic representations that learners 

develop are shaped in part by the cultural and language history of their 

community. Additionally, their representations are shaped by their individual 

experiences (Perrefort, 1997). Having considered the national, provincial, and 

local context in which the students' representations were formed, it is also 

important to consider the impact of individual experiences on students' 

representations. Therefore, in order to situate students' representations in 

context, I asked them to share their experiences with the French language. The 

students responded to two question prompts: 

1.  What is your experience of the rench language In what kinds of 
situations do you hear it, use it and see it? 

. Before beginning French at school, what was your e perience with the 
French language? 



he following excerpt illustrates the type of response iven by most of the 

students. 

Carly: nch from grad d, I don't really 

e it very often but I see it and on shows on 

TV. That's about it. 

ruary 26, 2004, page 1) 

Carly's experiences were not unique. Students revealed that their 

experiences with French were connected to school and various forms of media. 

of the 14 participants shared experiences with the 

that were school related. tudents were also aware of the French channel, 

specifically French children's television shows as well as French movies. I had 

anticipated that many of the students wo Id discuss school related experiences 

in response to the first question prompt, which is why I included the second 

question about their experiences with French prior to learnin rench at school. 

Yet, as the following excerpt shows, st dents' experiences with French 

prior to school were limited. 

im: t to  a French elementary school. 

teaching it to  us, I knew it was 

Car ly : I never really had any experi ore school. Um, I 

w it on TV and packages and ally in person. 



Many students like arly shared that they had little to no experience with 

rench prior to learning French at school. In some cases, they recalled seeing 

French in the media. Others however, claimed to have had o real awareness of 

rench language before school. Students, like Kim, revealed that even before 

they began to study French themselves, their e periences with the language 

still school related. Ki shared that she w nt to an elernentary school with 

a French Immersion program and was therefore aware of the language. Others 

recalled older siblings bringing home French homework long before they began 

studying French themselves. 

Outside of the school setting, French was at once absent from and yet 

omnipresent i students' daily lives. As the e cerpt below shows, while students 

saw the French language everywhere, t ey rarely heard it used in their 

community. 

Beth: see it a lot on like --- just, 

Um - what do you mean by situations? 

esearcher: Um - do you ever hear anybody in t e community using it ... 

eth: h, no I don't hear a lot o f  it bein used. Only in the  classroom pre t ty  

much. 

ob: Well like, I hear rench like um --- I ' l l  be hanging around with my 

ds and some of them are Immersion kids ...( unlnfelligible) 

ang around kids who are in Immersion, so you hear it more --- 

they're talking in t h e  hallways or ... 



Rob: ah hallways, a t  

esearcher: And other t h  n with your French mersion friends, do you see or 

Alice: 

ot  really 

't hear it often either. I only started rench --- taking 

rench in --- actually --- hen I moved here. They didn't 

teach it in Prince Georg o, the only time I ' l l  see it is on, cereal 

oxes --- like food thin , and that's it. 

Like Beth, students noticed the rench language everywhere on product 

owever, although they saw the French Ian uage all over, students 

did not have experience actually using or hearing French outside of school. Beth 

lice claimed that they did not hear a lot of French in their community. In 

fact, Beth said that French was basically only used in the classroom. 

ob had heard rench being spoken outside of school by his friends in the 

French Immersion rogram, he did not hear it used by others in his community. 

hile students like ob said that they heard friends in the French 

rogram speaking French, other students shared that they sometimes 

used French themselves outside of school. However, those who did so also 

revealed that they did not use it for authentic communication with native 

eakers but rather, fully with friends. While hanging out with other 

eaking friends, a c e of the students claimed that they threw French words 



and phrases into their speech. They did this, they said, just for un. It was not a 

serious attempt to use or practice their 

Some of the students, of course, did have other experien 

ive of the 14 participants had actually travelled to 

speaking regions or countries. Two had been to France, one had visited both 

France and Switzerland and two had travelled to uebec. Yet, when initially 

asked during the interview to share their experiences of the French language, 

only 2 of these 5 students spoke of their travels to French speaking regions. The 

other 3 students talked about their travel experiences only incidentally, later in 

the interview. It is noteworthy that these students did not immediately associate 

their trips to French speaking countries as experiences with the French 

language. Is it possible that for them, French is so closely associated with school 

that other forms of contact with the language did not count as a legitimate 

experience? 

P res nc 

In order to access students' representations of the French language, I 

provided them with a series of question prompts for discussion. 

were not only aske to share their thoughts and feelings about the French 

language, they were also asked how they would describe the language. In 

addition, they were asked how they would compare French to other languages 

and if they anticipated using French in the future. 



When students were asked what words they would use to describe the 

rench language, the most prevalent responses were "hard" and "difficult". One 

participant even described the language as "mind bog ling". However, in addition 

to describing rench in this way, many also used words such as "fun", 

"interesting" and "enjoyable". It seems that while many had trouble with the 

guage, they nevertheless liked the la guage when they experienced some 

success with it. 

This following excerpt of a group discussion, for instance, illustrates the 

students' thoughts and feelings about the 

Mike: Kay, when I ' m  trying t o  spea the French langua e it makes me feel - 

. I really don't know what I 'm  saying that  much. And then 

there's lots of parts of it t h  t I don't understand - like the accents. 

Lots of  the  endings ... 

esearcher: So is it the pronunciation that  makes you feel dumb? 

Mike: N o  I like that. I t ' s  just  that  - ecause I don't understand parts o f  

t he  words ... 

Jen: You don't even know what you're saying. 

Mike: No,  not really. (student reads question fro card) Wow does it make 

you feel when you t r y  t o  wri te i t?  1 don't know - bad, in 

esearcher: Why? 



t 's so hard. I don't know anythi 

make you feel when you are t r y i  

understand it, it makes me pret ty happy. I t ' s  like 

on't get it, that  kind of sucks as 

es that  I listen to, I can't 

u t  when someone speaks it normally an 

Jen: Like when Mrs. rown (the teacher)speaks i t?  

Mike: Yeah, yeah. 

Melanie: Yeah like when Mme Brown speaks it, it's fine but the tapes are kind 

ad. Like (makes noises to imitate ho 

Karri: 

Mike: 

Karri: 

(laughs) 

And it's like a different accent and stuff. 

ends where I am. I n  class I feel almost 

erstand it but when I was in France, I did 

one thing that anyone else was telling me. 

(Group interview 1, J~nua ry  

Students associated lack of proficiency in French with feelings of 

incompetence. or example, when Mike spoke about the rench language, he 

recounted feeling "du escribed French as "hard". 

he related that when he was able to understand so ething he felt pleased 

because it was enjoyable to learn new things. It is essential that teachers 

recognize how their students feel when a empting to spea 



understand French because he students' affective relationship wi 

language, as well as positive or negative associations, play a pivotal role in their 

desire to learn the language (Perrefo 

he previous excerpt also illustrates the way 

their abilities in French. spoken French was articularly difficult for 

iven that the teacher was the students' primary model of spoken French, 

students became accusto ed to the way she spoke and were able to understand 

French when it was spoken by her. French spoken by others however, was 

incomprehensible. For instance, when t to France, she was not able to 

understand what people were sayin . Moreover, all students re arked that the 

uage tapes used in class, which were intended to imitate authentic speech, 

rehensible to them. Melanie even demonstrated how the French 

e tapes sounded to her by makin meaningless sounds. 

student in another interview described oral French as a "big cha 

make out any individual words. 

In addition to finding it difficult to understand spoken French, students also 

found speaking French to be very challen ing, As Bradle 

to pronounce the language correct1 

radley: h it 's a lot harder ecause you pronounce the wor 

Different letter 

but, if you just go ouP there and sort of t r y  - iP's n 



Kim: Yeah I agree with Bradley 

lish pronunciation and s 

really can't --- I don't t h  

f my --- well most of my fr ien 

and they really made fun of us when they came into our French class 

and watched our videos and ou sentations. They said we 

didn't know how t o  

(Group interview 2, February 2 

im explained that it was not always easy for students to 

know how to pronounce the French language. The rench language has different 

sounds than the nglish language and as im pointed out, students would want 

to fall back on English pronunciation when speaking French. 

understandable given that students had few models of correct pronunciation and 

limited opportunities to practice their speaking. f these limitations were not 

e the students anxious about their ability to pronounce French, 

m also had friends in the rench Immersion program who teased 

them about their pronunciation. 

In addition to pronunciation, speaking French posed other challenges for 

rying to accurately express even a asic idea while speaking French 

was difficult. While attempting correct pronunciation, students also had to worry 

out vocabulary and sentence structure. A though some students felt somewhat 

comfortable writing in rench, none were at ease speaking the language. 

Students, like arcie in the excerpt below, explaine that spontaneous 

conversation was challenging. 



Researcher: t o  have a conversation with you? How 

up with your own idea 

Marcie: rn - I don't --- I can't do tha t  as se it 's not r ight  in f ront  

e, and urn - I don't know all t h  French, so you know, I 

can only say what I know. An other people speak French is -- 

- is not easy, but like if you find words tha t  you kno 

a t  grasp what t 

(Group interview , May 20, 2004, p.6) 

As Marcie pointed out, engaging in a conversation was pa icularly difficult 

because she did not have anything written in front of her. hen attemptin 

express herself, she was limited nowledge of the language and her 

vocabulary. Marcie further pointed out that s ontaneous conversations were 

problematic because understanding what was bein said to her was also difficult. 

Conversely, as other stu ents explained, when writing in French they had time to 

out what they wanted to say and could look up words in the dictionary. 

As the following excerpt reveals, even the one student who had actua 

used French to communicate successfully with a native s eaker was still not 

convinced that he had any competence in French. 



I describe the  language? Learning it, I find, is 

et i t ive jus t  because we have t o  go through all of these 

conjugations over and over. nd like, the  di f ferent 

-- that's fine, I can learn t h  --- but, the  ways of conjugating verbs 

which you'd instinctively know if you actually spoke the  language, 

think tha t  those are really weir t o  learn. Especially intuitively 

because, I can't do --- I can just  wri te the  

can't speak them. ords t o  descri 

actual language - I don't know what I ' d  use. 

Researcher: u t  it 's not intuitive. You would describe it as not intuitive for  you. 

reg: Well, just  the, various grammatic parts. Like I can get thoughts 

across, but  anybody t o  it would be like, " that 's not how 

osed t o  say that," 

o you feel comfortable enough using French to  get 

but  you know tha t  it 's not grammatical. 

reg: o not saying it the  ay you're supposed t o  

Researcher: u t  you could st i l l  use it t o  get across an idea. 

reg: I think so. 

Researcher: o for you French is ... 

Greg: I don't know. 

r: Well i t 's usable. [You can use it for  com 

reg: Yeah I can use it] but I wouldn't u e it fluently or anything. 



esearcher: That's fine. That's how you woul 

a language that  you can use to  get cross but you can't use it 

luentty. 

reg: 

Researcher: o you think if you had a conversation with someone ... 

reg: ell like I can get a --- there's this oy that  was staying a t  

Tanya's house or a week --- a week ago or so I guess --- and I could 

like, sort  of talk with him. And sort of, he could talk ck but, for the 

most part, not very well. Like we could understand things but not very 

well. 

hy do you think that  is? 

Greg: I don't know. I think I don't really have much ractice actually 

speaking it --- like in class we go over the exercises where we just 

learned the words and stuff but --- I don't know hat it 's actually like 

to, talk to someorle 

roup interview , May 3, 2004, p. 

insightfully pointed out that school Ian uage lessons did little to 

prepare him to engage in real conversation with native speakers. Althou 

was able to communicate in rench with a visiting rancophone peer, he refused 

to acknowledge that he could use the rench language in a conversation outside 

of school albeit without fluency. When I sug ested that, he was able to use the 

language although not fluently, he replied that he could not speak the language 

because he could not make grammatical sentences. rench was thus 



associated with mastery of the mechanics of the language, and 

consider that he was able to communicate successfully in 

ot only did students like Greg consider their abilities in 

arri did not actually consider the rench used in Canada to be 

authentic. 

Karri: xperience has been not really much in $he town buP I ' ve  

been to  France and and I 've heard it t h  r e  and it's a lot 

different than it is in Canada. I t ' s  actual French. And I haven't b 

uebec yet  but I plan t o  go there t o  hear that langua 

roup interview 1, January 12, 200 

In the above excerpt, Karri referred to the rench she heard while in 

France as "actual" French and added that she would like to go to Quebec and 

hear "that language too". Karri, hris, who had all travelled to France, 

commented on the differences between the rench spoken in anada and the 

French spoken in France. While hris merely remarked that the French in 

anada was different, the two others made value judgments about this 

difference. Like arri, Alice from group interview 4 referred to 

as "modified" French. 

Paradoxically, while students talked about the differences between 

nglish in Canada, the ngland, they did not establish 

English as more legitimate, but merely different. Thus, although they were able to 

acknowledge that the nglish language varies from place to place without losing 

it authenticity, they were unable to apply this knowledge to the French language. 



s we have seen, when students escribed their thoughts about the 

rench language, they primarily referenced cla sroom experiences an 

They shared their ideas about the langua e in relation to schoo 

activities, grammar exercises, presentations and their teachers. 

xperiences help shape the linguistic representations that learners develop 

; Cain and de Pietro, 199 iven that most of the students' 

experiences with the Ian e occurred at school, it is understandable that they 

would describe rench as a school subject to be mastered rather than as a 

means of communication. 

ith the exception of a few trips made by some of the students, the 

participants in this tudy had not had the opportunity to use French for any 

authentic communication with native speakers. Since is situated far from any 

rancophone communities, students did not have the opportunity practice 

their communication skills with Francophones. They also did not have the 

opportunity to hear the language being used for actual communication by people 

outside of a school setting. Instead, students were limited to practicin 

second langua e learners in the artificial environment of their classroom. As a 

result, like the students in Muller's (1 998) study, the pa icipants in my study did 

not perceive French as a tool for two-way communication with a real life speaker; 

they perceived rench as a class activity. 

The few students who had been exposed to the Ian uage in an authentic 

situation, either when visiting a Francophone region or while getting to know a 

visiting student from Quebec, were ill pre ared to use the French language. 



Furthermore, these experiences did not improve their abilities and did not 

increase their confidence in using the language. 

erhaps due in pa to the province's geographic distance from 

Francophone com unities and the resulting lack of opportunities to use the 

French language, students did not see French as a language one needed to 

know in BC. 

Marcie: t think tha t  i t 's t h a t  useful here --- unlike in Ontario, 

e --- you have t o  

have a certain amount of kno , in French, t o  get a j o  

like, Wal-Mart,  in --- in Onta a lo t  di f ferent here than it is on 

w --- it 's not as use ul here but,  i t 's s t i l l  

up interview 3, May 20, 2004, 

Like Marcie, many students considered the ability to speak French to be a 

much more relevant skill in central or eastern Canada. Indeed the ability to speak 

French was considered an almost necessary skill in eastern or central Canada; 

one would even need it to secure employment at Wal-Mart. Conversely, aside 

from a vague notion that one needed to speak rench in order to secure a job 

ederal government and the belief that it would be useful if one were to 

work in tourism or at the airport, students did not see it as a necessary or 

relevant skill for their future employment in BC. s Dabene (1 997) explains the 

status of a language within a particular community is based on economic, social, 

cultural, cognitive and affective criteria. tudents did not consider the French 

language to have economic value in BC. 



radley aptly put in the next excerpt, very few people in 

actually speak French. 

radley: ell, I don't think they think tha t  d to  speak it cause, 

r io last summer, 

there, than it is here. Like 

but  over there  you hear peopleju 

and you're like " there's lots of Fr  

in BC don't think they need t o  know it because it 's like o 

e of t he  country --- and there's like not --- nowhere near as much 

French used here 

Kim: think people only use it here, like in school. Like you don't just  

use it in your convers tions. Like even --- like my friends in like, 

French Immersion classes --- and they're actually in French classes, 

but  they'll be havin conversations and ta l  kin about thei r  work in 

nglish. They get in t rou ut, they don't speak in French 

even in French class. 

(Group interview 2, Fe 

s Bradley explained, while one might rench spoken in places like 

Ontario, one was unlikely to hear it spoken in m added that in fact people 

in the province only spoke French at school. She further argued that students 

were even reluctant to use the language at school. She supported this claim by 

explaining that her friends in the rench Immersion program spoke in English 

during their classes despite the expectation that they would speak in French. 



When asked to consider what the thought of the 

French language, the students sug ians did not care 

uch about it. 

esearcher: What bout other people in 

Greg: - I don't know. I think it 's - actually the  same b 

C don't really speak mean they probably 

took it in high school or whatever but, other than tha t  ... 

Researcher: o if I did a survey on t h e  st reet ,  what kind of a response do you 

think I ' d  get if I asked people what they thought o f  the  

language? 

Greg: They'd probably say --- you kno --- it 's fine, whatever --- but not 

t 's fine but nobody really cares because it 's ... 

t 's not really prominent around here. I I our (readihg 

from his juice ox) faif de concen 

eople be upset if they stop ed printing it on things? 

Greg: bly, just  because --- you know --- the  whole we're Canadian 

roup interview 3, May 20, 2004, p. 17-1 

Greg also described French as a Ian e that was neither used nor 

C outside of school. He ointed out that althou appeared on 

all product packagin in Canada, it was not widel en asked what 



he imagined people in BC thou ht of the language, he s 

Columbians were rather dispassionate when it came to 

dislike it; they just did not give it much consideration. Paradoxically, he believed 

ritish Columbians would be upset if the French language were removed 

ackaging because of the "we're Canadian bilingual thing". Greg 

associated bilingualism with Canadian identity. While French is not widely used 

in BC, bilingualism is nevertheless a defining facet of Canadian identity. 

ritish Columbians (Parkin and Turcotte, 2004), most students, 

agreed that it was important to learn a second language but they did not all agree 

that French should be that second language. 

Car ly: e should offer more li e, Mandarin and 

Chinese because here's a growin pulation of Chinese 

people ---and other, Asian descent --- um, mo to  Canada and the 

population in that  um --- it'll be more ... 

Lindsay: Useful. 

Car ly: Useful. That's the word. Useful, in the future. 

(Group interview 2, February 26, 2004, p. 14) 

While some, like Carly, felt that an sian language might be more valuable 

in BC, others were not so convinced. 

im: we should more --- ecause we're Canadian --- then we should 

have French and lish, rather than English and another langu 

(Group interview , February 26, 200 



argued that French should be the second language learned by 

lthough she had previously claimed that no one in 

French outside of school, she still proposed that French should 

uage learned by students because "we're Canadian". 

im's representation of Canadians included both official languages. 

uage is one of the traits that groups and individuals use to identify 

themselves (Pepin, 2000). nglish and French to identify 

anadians. Learning French as a second language in 5 was logical because 

she considered the language to be a part of Canadian identity. 

also argued that students in C should learn French because it was a useful 

language in Canada. Some felt that it was a good choice of a second langua 

given its world ide popularity. 

despite describing French as "hard" and "difficult" and despite 

expressing frustration over their inability to speak, rite and understand the 

language, a number of students still said that they enjoyed learning French. 

the following excerpt reveals some even expre sed interest in the French 

Immersion program. 

Jen: I wanna travel lots when I ' m  older. e if my kids take French 

Immersion o r  something I ' l l  be a le to  help them a l i t t le  

s that  something t h  



Jen: gone in French ion cause it woul 

be kind of easier in high school for Fren --- for the Ian 

stuff. 

hen asked what role rench would play in her future, Jen said that she 

may enroll her children in the French lmmersion program. Representations affect 

iliez and Millet, 2001 ; Dabene, 1997; 0) such as whether or 

not to place one's child in a French Immersion progr e fact that Jen would 

consider this possibility for her children suggests a positive ima 

he also added that she wished she had been in the 

Immersion program. his desire to have rench Immersion also indicates 

a positive view of the language. Like Jen, others also said that hey wished they 

had been in the rench Immersion program or said that they would consider the 

program for their own children. 

fficially, French and nglish may have equal status in Canada yet in 

rench does not have the same de facto status as nglish. A language's informal 

status, the images and ideas in circulation within a particular community, 

influences learner investment in the language (Dabene, 1997). abene explains 

that a language's status can be contradictory; a language can be valued and 

devalued at the same time by a particular community. n considering 

resentations of the status of the French I age in BC, it is clear 

that while students did not value the language for economic reasons, some did 



value it for affective reasons. The rench language was valued ecause it was 

ian history and culture. 

hen asked if they thought that they would use French in the future, most 

participants said that they would use French if they travelled ho 

student did not see himself using lthough students 

explained that rench would be useful for travel, they still seemed hesitant about 

doing so. They also clearly described conditions and limitations for using their 

French language skills. For some, "a few words" or "simple phrases" were all 

they anticipated using. One student sed that she would use French 

primarily to read things while travelli gested that she would 

use French only if she could sound 

icipants also said that they were taking French in order 

to get into university and most added that if they had not needed to take French 

to satisfy university requirements, they would not have taken French 11. It 

hat students were investing in the French language purely for 

instrumental reasons to gain access to a post-secondary education. 

seen, for these students, French was more of a required school subject than a 

means of communication. ue to their lack of confidence about their proficiency 

e, they did not vie themselves as legitimate speakers nor did they 

see French playing a significant role in their future beyond school. For them, 

considered useful for travel but it was neither necessary nor critical 

for living and working in BC. 



Understandably, the students' level of investment in ch was limited. 

s was explained in Chapter wo, learners invest in a second language in order 

to access symbolic or material resources that will increase their cultural capital 

and they expect a good return on their investment ( orton, 2000). 

the gain must be proportionate to the effort they put in. iven the limited 

opportunities for students to practice and use rench outside of a scholastic 

setting, and given the French language's status in C it is not surprising that 

student investment in rench was limited. They believed that the language would 

narrow roles in their future, travel and access to a university 

education, and neither necessitated a high level of proficiency. Although the 

students were enrolled in rench class, they did not actually think that they were 

the language. Students did not seem concerned about this lack of 

mastery however, because they did not imagine that they would really ever need 

ents' ons of l i 

iven that the students described th language as "difficult", it is 

not entirely surprising that, when asked to describe the nglish language, many 

described it as "easy". reg explained in the excerpt below, speaking 

was natural and effortless. 

Greg: Well I think in nglish, so when I eak I ' m  not actually thinking 

language. I ' m  just, le ng words come o t and they have 

meanings and things. 

esearcher: Versus? 



Greg: rench where I have t o  think about what 

t it means som 

thinking using those words usually. 

Greg: Right. 

nd then you're trying t o  build something in French. 

Greg: nd that's a lot hard ut,  yeah with English, I ' m  not actually 

out t he  language ever, 

erview 3, May 

ointed out, he thought in nglish. Therefore, when he spoke, his 

were already in English. e did not have to think about the mechanic 

the language. Indeed, students found French to be frustrating and challenging, 

because they had to work hard to express even a basic idea. They continuously 

had to think about how to structure what they wanted to say and were limited by 

the extent of their vocabulary. n the other hand, when spea 

were able to s eak and express themselves without making a conscious effort. 

Yet, while the students considered Engli h to be easy to use, they did not 

actually think of it as an ea y second language to learn. 

Carly: m, I think the  e is --- it just  see 

'cause i t 's second nature. I rew up speaking this like --- 

eaking English. A on't know --- when 

just  comes naturally 'cause that's the  way I, s eak ---- that's what I 



ind of come ou outh. You don't think about it 

arly: --- like a person who was 

rench --- t r ied to  learn t h  

ecause we hav 

things. 

terview 2, February 004, p.18-19) 

arly explained, nglish was easy because it was her first language 

and therefore intuitive. Students in all groups argued that English was difficult to 

learn as a second language. Indeed, many even described English as the 

"hardest" second language to learn. tudents also described the language as 

complex, inconsistent and confusing. Furthermore, although they found French to 

be a difficult and challenging language because of the grammar, students 

at a second language learner, who spoke neither French nor 

as a first language, would find it easier to learn rench as a second language. 

ecause they considered English to be easy, some of the students also 

described the nglish language as boring. his led me to ask the following 

question during one of the interviews: If you could have any anguage as your 

first language, would you choose nglish or would you choose something else? 

radley: think it's an im 

hout the world like, 

Carly : Everywhere. 



radley: nd all those othe 

and - all of Nor t  

uebec --- and --- yeah it j 

language throughout the whole 

Kim: 

Car ly: 

nglish too. Cause, it's lik ley said, it's used everywhere 

else, and a lot of eople do learn s d --- and I think 

I ' d  want --- if I spoke a di ge --- I ' d  wanna be able to  

eak English too. u t  English is so hard to learn, for other people 

trying to  learn it --- if yo i th  it --- so I ' d  keep 

nglish. 

ean, it 's used everywhere. Most places in the 

just think that, you need 

nglish because, i t 's just --- everyone spea s it so I wouldn't 

give it up. I ' d  keep it, definitely. 

roup interview 2, , 2004, p.20-21) 

As the exchange between Bradley, Carly and shows, the students' 

representation of the English language was closely linked to its status 

internationally. They saw nglish as a worldwide lingua franca ( 

nglish an official language o numerous countries, it is also learned 

by many people as a second language. The students saw nglish as a language 

power and imporlance in the world. In fact, escribed the language as 

"important" an "universal". When asked what words they woul use to describe 

the English language, students used the following terms: useful, practical, 

worldwide, widespread, universal, impo d even dominant. 



he recognition of the internationa dominance of nglish even led some 

students such as arri to express intolerance for the maintenance of other 

Karri: o t o  a mall or something now, you're walking 

t h e  people there aren't even speakin English. They have thei r  own 

want them to  have 

t o  learn even a couple word 

roup interview 1, Ja uary 12, 2004, p. 20) 

Karri clearly viewed other languages as "little" and less important than 

nglish. Moreover, she would have liked to see speakers of other languages 

required to "have to learnq9 nglish. In fact, she was bothere when she heard 

another language at the mall. s was explained in 

opinions expressed about languages contain judgements about the speakers of 

those languages (Perrefort, 1997)- arri's intolerance o languages other than 

English suggests a negative attitude towards non- nglish-speaking immigrants in 

BC. In her view, these immigrants are welcome in as long as they speak 

English. 

As the students talked about the English and French languages, it became 

clear that they assessed the value of a language according to economic and 

ective criteria. s they saw it, languages spoken by more people were more 

he students accepted that one would want to be able to speak a 

widespread or ominant language because knowledge of such a language 

allow a person to travel to various countries and may even provide increased job 



opportunities. For example, students considered nglish is to be a business 

uage so they understood why so eone who did not speak nglish as a first 

language would want to learn it. tudents also saw French as being widespread 

although not on the sa e scale as the English language. They therefore stated 

that it was worthwhile knowing some rench. While students claimed that 

knowledge of t h rench language did not offer any advantages for employment 

they did consider it to be an asset in another province such as Ontario. 

In addition to valuing a language for economic reasons, students also 

understood why someone would value a particular language that was significant 

to their culture or heritage. 

Mike: I wouldn't say all languages are equally important. I ' d  say tha t  English 

is the  most important one, nd then af ter  tha t  I ' d  probably -- 

1 don't know what I ' d  say would be the  next important, probably 

rench actually just  ecause it 's also known very much around the  

world. 

esearcher: So you guys think tha t  t he  languages tha t  are the  most spoken are 

the  most important? 

Students: Yeah. 

Mike: Yeah how practical it is. 

esearcher: Practical? 



Jen: 

Mike: 

r t an t  t o  you. But so 

s you spoke it with your family, then it woul 

of course it woul 

interview 1, January 12, 2004, 

Mike suggested that English was the most important Ian 

world, followed by French. He ranked he languages according to how 

widespread they were. lish and French were important because they were 

spoken in many countries in the world whereas another language spoken by few 

people would be "pointless" to learn unless it was culturally significant to the 

lden 

he students' experiences with the French language influenced their 

representation of the language. heir main experience with the language was at 

school so it is not surprising that they saw French as an academic subject and 

not as a tool for communication. heir lack of opportunities to develop their 

language skills meant that the students did not think that French was actually a 

language they could use. Moreover, they did not consider French to be a 

language needed for living and working in BC. Their investment was not really in 

the language but rather in their French class; they needed it in order to get into 

university. 



While most students claimed that they would use French if they were to 

travel, this seems unlikely given their limi ed investment in French and their 

representation of nglish. The students' considered e a "worldwide" 

and 'tmiversal" language. heir opinion that people in most countries of the world 

speak English, as well as their acknowledged lack of proficiency in French 

est that they would use little or no French when travellin . Indeed most 

students revealed that they would only use a few words or phrases. If students 

were to travel to a francophone country, their responses indicate that once they 

had used up their limited repertoire of words and phrases such as "bonjour" and 

"comment qa va" they would simply speak lish. Moreover, the students 

anticipated that they would be understood. 

Yet, although French was not highly valued for economic reasons, and 

although it seems unlikely most students would ever use the language for travel, 

students did not dislike French and some even valued it for affective reasons. 

hey saw the French language as part of a Canadian identity. s we will see in 

hapter 5, students were very aware of stereotypes and the way in which cu 

groups were represented. When talking about Francophones and 

students explained that Americans are often stereotyped negatively. Could it be 

that students saw the French Ian ans of distinguishing Canadian 

merican identity? 



As explained in the mandated Core French provincial curriculum (British 

Columbia Ministry of ducation, 2001), it is expected that learning French as a 

second language will lead students to be more open to cultural diversity. It is 

further expected that students will develop a positive awareness of 

Francophones and a greater understanding of their own culture. As a French 

teacher, I was curious to know what representations the students at my school 

had developed of Francophones and nglophones while studying French as a 

second language. In the first section of this chapter, I examine students' 

representations of Francophones. In the second section, I explore their 

representations of 

ents' Re ons of ophones 

In order to discover what representation the students had of 

Francophones, the following discussion uestions were rovided during the 

group interviews. 

1. Who are Francophones? 

2. What are Francophones like? 



ome students ha ciding who they thought 

h they all claimed to have heard the term 

a clear idea as to its meanin 

- Francophones --- I elieve --- are um - 

that  speak, French? I believe 

nyone that  speaks French? 

Sure. 

Researcher: I speak French. 

Greg: ell, do you like, spea rench regularly? 

esearcher: I speak it every 

That's true. 

Marcie: I thought it was, just people who --- I ' ve  never been to1 

what it was so I just --- I just assumed it was someone who, speaks 

French. 

esearcher: Any ody who speaks 

Greg: [sure there" some distinction. 

Marcie: 

earcher: Fluently? 



Yeah, that's the --- if they s ently, then they're a 

terview 3,  May 20, 2004, p. 18) 

In this exchange we see that the students did not have a clear idea as to 

who Francophones were. This is not entirely unexpected. As Castellotti and 

Moore (2002) remark, learners who do not hav contact with native speakers of 

the target language develop an unawareness of them. Here, Chris began the 

exchange by emphasizing his lack of knowledge. He said "I believe1' and phrased 

his response as a question in an attempt to verify his understanding of who was 

Francophone. Greg elaborated on Chris' claim, by saying that a Francophone 

was "anyone that speaks French". In an effort to clarify his definition, I asked if he 

considered me a Francophone. The question prompted him to seek more 

information about me. He had not yet provided a clear definition when Marcie 

entered the discussion. She explained that she was also unsure about who 

Francophones were because no one had ever explained the word to her. At the 

end of the exchange however, the students seemed to have elaborated a 

definition of Francophone; a Francophone was someone who spoke French 

fluently. 

This representation of Francophones did not exist prior to the students' 

conversation. Rather, it was co-constructed during their interaction. As was 

explained in Chapter Two, repres ntations can exist prior to a particular social 

interaction or t ey be elaborated within it (Gajo, 2000; Py, 2000). Here, t 

students' representation was proposed and negotiated during the discussion. In 



fact, following the discussion in the previous excerpt, the students continued to 

revise their co-constructed definition of the term Francophone. Marcie noticed a 

map titled "La Francophonie" on the classroom wall. The map showed 

speaking regions in the world. Using the information on the map, the students 

eventually concluded that rancophones were people who spoke French as a 

first language. 

Later in the discussion when prompted to describe what Francophones 

were like, Greg responded initially with humour. 

ey're like real er. (group laughs;) 

esearcher: So, know that  all you uys have said all people are different but 

when you think "Francophone", what o you think of? 

white horizontally striped shirt, 

her: That's so weird. radley said the same thin . (laughs) So, seriously, 

o you think Francophones are like? Personality wise, culture --- 

what do you think? 

Chris: I ' d  have to  say that  they're pro ly not --- they're 

an ordinary person it's just hat they - speak another 

rench. 

p interview 3, May 20, 2004, p. 23) 

Greg initially responded that rancophones were "like real people but 

e then shared stereotypical imagery; black and white horizontally 

striped shirt, cigarette and beret. Chris attempted an explanation but the 



explanation was simply a restatement of the definition that the students had 

previously agreed on; Francophones were "ordinary" people who spoke 

s the excerpt below shows, I tried unsuccessfully to get 

elaborate upon his idea. My questions did however prompt Greg and Marcie to 

enter the discussion. 

esearcher: 

Chris: 

esearcher: 

Chris: 

Researcher: 

Researcher: 

reg: 

Researcher: 

Marcie: 

Researcher: 

French people spea u t  they are just  like anybody else. 

Mm hmm. 

Like who? 

ec the  same as 

France, the  same as Fra 

ecause they're all f rom the  same basic area. There mi 

ifferences but  - you can't be that,  di f ferent really. 

Okay so what are peo le in those areas like then? - Well think about 

t kinds of th in s are important to us? What's our 

hat do you think Canadian rancophone culture is like? 

Celine Dion yay! 

Cel ine? (group laughs) 



Marcie: Pout i ne yay! (laughs) 

Chris: 'm not too sure --- being a rancophone - pr 

ly just have to  say they just are --- they're 

person. 

Marcie: e another Canadian? 

hris: 

Marcie: ause Francophones --- cause there's res --- like one's 

itzerland have - different cult 

- I 've never really met, a 

This excerpt illustrates typical student reactions when asked to describe 

Francophones. Like many other students, Marcie first thought of stereotypical or 

iconic images; she associated Canadian Francophone culture with poutine and 

reg had associated Francophones with people in 

horizontally striped shirts and berets. These images however were 

acknowledged by the students to be stereotypes and were said in jest. 

made the students laugh. 

he previous excerpt also shows that students were explicit about their 

lack of knowledge about Francophones. or instance, continued to assert 

his ignorance of Francophones by saying that he was "not too sure" what they 

were like. Marcie also signalled her lack of expertise by explaining that she had 

not met any Francophones from other countries. hey were reluctant to describe 

a cultural community of which they had xtremely limited knowl 



hile neither Chris nor Marcie seemed confident in elaborating what 

rancophones were like, reg did make a clear although limited assertion. 

Francophones who lived in Canada were like nglophones who lived in 

peakers use narrative, explicative and justificatory types of discourse to support 

representations ( reg explained why he considered Francophones 

in Quebec to be the sa e as Anglophones in uebec or Ontario; they were from 

the same area so they could not really be that different. He later offered the 

following narrative to further support for his clai 

reg: 

reg: 

Marcie: 

Well I met Hugo, who Tanya's house and he as some French 

oy, from Quebec --- lish or anything. 

just like her younger brother, ex would - swear in French 

when he, lost his videogame or whutever. 

So, then Canadian Francophones are just like C nadian Anglophones.. 

Right. 

roup interview , May 20, 2004, 

Greg's anecdote about Hugo served as a support to his 

and as proof of his qualifications to speak about 

explains that during conversation, a representation is often preceded or followed 

by statements that highlight the appropriateness of the representation's content. 

o, while Marcie and Chris stressed how unqualified they were to speak, Greg 

established his expertise; he had had contact with a rancophone boy. This 

narrative of his experience served as proof of the validity of the re resentation he 



elaborated about Francop uebec was similar to a boy 

Greg imagined that anadian Francophones were the same as 

nglophones but they spoke French. 

e students from this roup, others also had difficulty defining the ter 

hone. They also looked at the m a Francophonie on the classroom 

wall and after s e discussion, eventual concluded that rancophones were 

people who sp as their "main" language. his difficulty encountered 

with the first question had an impact on the students' attem 

lice: y want their cultures res 

Researcher: So you don't really know what Franco 

Alice: No. Hence our guessing in the revious question 

Beth: - I ' m  with her on t h  

esearcher: Okay, so you have no idea. 

Beth: No clue. 

ob: I think a Franco hone's just like a 

French. I t ' s  not like, they, are totally different and alien 

t o  ... unin te//hible. --- they're just - 

, May 27, 2004, 

eth essentially withdrew from the discussion y citing a lack of 

hey had no idea who Francophones were so they certainly could not 



describe what they were like. did not stress a lack of expertise as 

up he provided a de 

language. Francophones were "just people" who spoke 

s the following excerpt illustrates, students were re1 

escribe what Francophones were like. 

Mike: 

Researcher: 

Mike: 

Researcher: 

Mike: 

esearcher: 

Mike: 

kay, I can't answer this question ve never actually met a 

rancophone. You see them in h t  but that's extremely 

fake. Like if you go --- if you see alifornia and then you go 

to California, you'll see a huge r e  it's the same 

thing here. 

Well what stereotypes have you seen in movies? Or thin 

seen in movies that  you think are stereoty 

outdoor restaurants. 

outdoor restaurants. 50 you're saying France ... 

Yeah France. 

hones act in these movies that  you've seen? 

ind of cheesy. 

roup interview 1, January 12, 2004, p. 12) 

ever having travelled to a French-speaking region, 

experience with rench had been at school. ware of his lack of knowledge, he 

clarified that the question was impossi to answer given that he had 
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cophone. As with Greg in the revious group, the first thoughts 

ind when asked to descri e Francophones were 

stereotypical i ages. Mike was careful to expl in that he realized that these were 

tereotypes and were not an accurate portrayal of Francophone li 

t this point, Karri entered the conversation. 

arri: ell I ' ve  been to France an I mean sure there's a --- differences 

with the langua u t  if you really look a t  it, some 

basically like Canada. Like the restaurants. Like they have McDonald's 

there. I t ' s  really wor dwide and sure they serve different food and 

serve it differently ... 

Researcher: t comes to your 

mind? 

Jen: arents' friends are rancophone so I ' v  seen them speak really 

really fast and like --- I dunno. Th y're the same as us. Dress the 

same, act the same ... 

Melanie: Yeah exactly 

r r i :  ure what they think about us but I know that  the only 

difference really is the Ian 

Jen: I think they --- I dunno --- they really --- dunno --- I think they 

really respect their Ian uage and respect who they are. 

t makes you think that  they respect their own language and 

c t  who they are? 

Jen: dunno --- they really ... 



Mike: still holding out. Every y else is learni g t o  speak English. 

rcher: They're still hol ing out ... so you're talkin le from Quebec. 

Mike: Yeah 

Karri: 've kept their --- shows a sign of prid 

their language. 

esearcher: So do you think that people from 

Mike: Stubborn? 

rview 1, January 12, 2004, 

arri positioned herself as somewhat of an expert wit her statement, 

"Well I've been to France". This positioning allowed arri to make an assertion 

about what was, to most students, a virtually un nown country. Most students 

who shared descriptions of Francophones were very careful to support their 

descriptions. Karri compared France to Canada highlighting the similarities she 

saw between the two countries. Jen then built off this assertion. She began by 

the experience that made her ualified to contribute to the discussion. 

She then elaborated on Karri's assertion by claiming that Francophones were the 

same as "us". While she did not clarify to whom she was referrin when she said 

given Karri's previous statement, one can surmise that Jen was referring to 

ing Canadians. Karri then built on Jen's claim when she said that 

the only thing that distinguishes Francophones was that they spoke French. The 

students were co-constructing a representation, albeit vague and lacking in 

detail, of a Francophone. 



he discussion shifted somewhat when Jen said that 

their language and identi he students began by talking about 

oved to talking about cophones in general, without reference 

to a specific region. Jen's comment moved the conversation to a discussion of 

uebec. The students revealed that they saw people fro 

uebec as proud of their language and perhaps somewhat stubborn. 

the students did not live near uebec and had not had the opportunity to interact 

with Francophones from uebec, one wonders how they became aware of 

uebecers pride in their language. While it is certainly possible 

understanding was acquired from their family or fro teachers they may have 

had in elementary school, I suspect that it developed in their Social Studies 

he mandated Social Studies 11 provincial curriculum ( ritish Columbia 

Ministry of Education, 1997b) included the themes of Quebec na 

bilingualism and anadian unity. 

e of the ambiguity of the students' description, I asked them to 

explain what people from Quebec were like. 

Melanie: They're no different from .... 

Researcher: So you think they're the same? 

Mike: Yeah 

arri: 



Mike: They're just  t he  same. I don't really think 

i f f  erence. 

uary 12,2004, p. 14) 

This excerpt is interesting because we can see apparent inconsistencies 

in Mike's representation. e began the discussion 

unable to descri e what Francophones e because he had never met one. 

At this point in the discussion however he was confident that there was no real 

lish and French speaking Canadians. 

e difference as eing significant. Serra (2000) 

a social interaction re resentations can evolve in a contradictory 

During the discussion, Jen mentioned a video series1 a out Francophones 

that the students had watched in French class. Melanie explained how the host 

spent time in different Franco ions in each episode. 

u t  he goes t o  like all differen Canadians, and like --- from like 

laces like tha t  and he talks t o  them 

t \#hat they do in thei r  spare time an they do the  things tha t  we 

do. 

Mike: 

Yeah like they play sports. They ... 

Go ice skating. 

(Group intervie 

In this last segment the students so idified their co-constructed 

representation of Francophones. aving little to no experience with the French 

1 Jeunes Francophones, BBC Educational Publishing 1995 
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language and culture, the students' representa ion is really of an imagined 

rancophone community. s indicated in hapter 2, all communi 

are in fact imagined because individuals ill never know or of most of the 

members of their community yet they have a clear ima e of their community in 

nderson, 1991). Here, although the students were not members of 

rancophone community they were able to imagine this co 

drawing images and ideas from media such as television, movies and even 

educational videos. arri and Jen also shared personal experiences with this 

he students' limited experiences led them to ima 

rancophone Canadians were proud of their culture and essentially "like them", 

except they spo 

ne discussion roup stood out because the students talked about 

rancophones without first explaining how little they knew about them. None of 

the students had been to either uebec yet they did not claim to be 

norant about Francophones. The following excerpt reveals how these 

students reflected on the relationship between stereotypes nd their image of 

Francophones. 

Bradley: Can I. describe the ste eotypical French 

esearcher: Yeah. hatever you think. 

radley: The stereotypical French guy, the guy with the beret with his Ion 

cigarette in the Ion cigarette holder, a black and white striped shirt  

and some sort of weird capri 

kirls laugh) 
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ar ly: Don't forget t h e  

oustache. Thank you. 

Researcher: u t  you said that '  

radley: reotypical, yeah. That's not lik verybody. That's just a 

stereotypical French guy yo see in like, cartoons o r  something. 

esearcher: Okay. o you think they're like? 

Car ly: I think tha t  Francophones are just lik anybody else, who isn't a 

Francophone. I mean they're just, le. They just  speak a di f ferent 

language, that's all. 

Researcher: So if they're just  like a ybody else --- like who? 

Bradley: ell I think tha t  Francophones in Quebec are proba 

anadians except they speak French. They pro 

hockey. They probably are nice, considerate people --- you know --- 

generally. Well cause some nglish speaking people are like tota l  

so, some French people are obviously going to be jerks as well. 

Researcher: So in what ways do you think we're alike? If you say they're like us, 

then in what ways are we similar? 

Car ly: 

Linda: 

I ' m  sure they have t h e  sa sure they go t o t h e  

movies and go to  the  all with their  friends and all t a t  sor t  of thing. 

I mean, that's, what, I like t o  do so I ' m  sure tha t  a lot of t he  

t h e  same way. 

The same hobbies and interests. 



Carly: 

g to note that like the discussion in other groups the ima 

that came to the students' minds was ima ery associated wi 

students however astutely rejected these stereotypes about 

Bradley pointed out, his initial description was not reality but a somewhat 

cartoon-like depiction. Interestingly, when students tried to move beyond this 

tried to imagine what rancophones were actually like, they 

automatically shifted into imagining Francophones from uebec. I wonder if this 

was because they were able to more easily ima ine the Canadian community as 

a whole and then extend this imagining to Francophone Canadians specifically. 

In the previous exchange, when asked what rancophones were like Carly 

reiterated that they spoke French. radley expanded this idea by imagining that 

Francophones in Quebec were like other Canadians except they spoke 

e explained that Anglophone Canadians were "nice considerate hockey fans" 

therefore, Francophone Canadians must be as well. Carly expande 

Bradley's imagining by thin ing of activities she enjoyed and surmising that 

rancophone Canadians probably enjoyed them as well. 

In the next segment, im supported the representation that had been co- 

constructed by the group; however she a so introduced a new element into the 

discussion. 



im: anadian Francophones are like everyone else --- are like 

the rest  of the anadians --- have the sam 

- dress the same an all that  stuff. Bu 

think of like, Francophones in France as like, more suphisticated. [I 

on't know why. 

radley: More artsy.] 

Kim: Yeah artsy. Walking a poodle. (students la 

esearcher: Do you guys think thal* people in France are 

Bradley: Well probably cause it's like, it's a --- it's in Europe. 

ifferent continent. 

Researcher: 50 what do you think they're like? 

im: The rest of the E uropeans. (students laugh) 

esearcher: Well you said that  you thought they were more sophisticated. 

Bradley: Probably - probably --- yeah I think so because Euro 

more sophisticated place than merica --- like with --- they 

enaissance there, they I these different revolutions 

and, they have more of a histor uess, that  in itself makes 

them ... 

im: Yeah, you learn about more, like, uropeans in school than you do 

about Canadians or, mericans. They do everything over there. 

radley: They've had more of a history. Yeah. 

interview 2, February 26, 200 



introduced a new point of iscussion when she shared that she 

rancophones in rance as being ore sophisticate than Canadians. 

ot have a clear sense of why she thought of them as more 

sophisticated an not seem to have what they were like 

hen pressed to explain what rancophones in France w re like she joked 

that they were li uropeans. She used the eographic logic the students 

applied to describing someone from uebec to describe eone from France. 

Bradley tried to reason out why Kim perceived people fro rance as being more 

sophisticated. In this group description, we once again see how students' lack of 

experiences with rancophones has led them to co-construct a representation of 

an imagined community. 

Looking at interactions from each of the discussion groups one thing is 

clear; the students did not have elaborate pre-constructed or reference 

representations of Francophones. It seems that the students' lack of contact with 

native French speakers had left them with little more than some stereotypical 

images drawn from the media. uists (Py, 2000; Gajo, 2000) argue that 

representations can initially take shape as primitive stereotyped ormulas that are 

then reformulated and rewor ed. These students however completely rejected 

stereotypes and simplistic imaginings of Francophones. Their representations of 

Francophones were formed and e aborated durin interactions that too 

roup discussions. These carefully negotiated representations were 

built on limited "expertise" and logic. They tended to focus on the similarities 

rancophone and nglophone lifestyles. 



The absence of contact with rancophones did not cause students to have 

negative representations of this community. In ulgarian students 

hapter Two (Cain and de Pietro, 1997), students tended to have 

rather positive although vague representations of Francophones. 

Moore (2002) explain that representations allow groups and individuals to 

categorize thernselves and determine which tr its are relevant in distinguishing 

their identity. Students in this study saw language as being the only signific 

trait when describing rancophones. 

the students' responses, it appears that their reluctance to 

answer questions about Francophones was due not only to their lack of first and 

experience with this cultural community but also due to their unwillingness to try 

and essentialize an entire cultural group. he excerpt below shows how students 

pointed out the impossibility and the absurdity of attempting to describe all 

Anglophones in a meaningful way. 

Alice: n Anglophones? --- o r  just An 

earcher: So tell me either o r ,  o r  both. W ian Anglophones like? 

C Anglophones like? How ever you want t o  put i t .  

Alice: Polite. 

olite. We're polite? 



lice: 

Rob: 

you're polite. You'll a ologize if you do somethi that 's horrible. 

Francophone, not bei 

over your dog! I hate dogs" (students laugh) - 

just  like, Francophon s except we speak English. 

esearcher: Okay. e're not really any di f ferent 

Beth: o. We're all people --- just  

e as Anglophone 

ob: e're totally different. 

Researcher: Are we? 

o b: e, our cultures. ven though we're like, branched off --- 

we have lots of di f ferent culture. Like, I say t ruc . They say, lorry. 

th :  I say tomato, t h  y say tomato. (pronounced differently) 

(Group interview 4, May 27, 2004, p. 18) 

As we can see, the students were even reluctant to describe their own 

cultural community. Alice immediately sought clarification of the prompt question: 

hat are Anglophones like? hen I clarified that they were free to describe any 

Anglophone community they wished, Alice defined them according to a single 

nglophones were "polite". ob used humour to reject this idea. 

joke underscored his belief tha ions were meaningless. As he saw 

it, the actual difference between An lophones and Francophones was based on 
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language. When I sought clarification of his point, eth supported Rob's claim by 

e're all people --- just different languages". hen I pressed further and 

ed if we were like lophones in England, Ro responded that we were 

completely different. He added that our cultures were different and he pointed out 

that although we spoke the same language we used different voca 

express ourselves. eth reinforced this distinction with an 

pronunciation differences. It seems that while the students accepted the idea of 

cultural differences, they were uncomforta le with trying to define them in detail 

and focused instead on langua 

Indeed the students resisted the prompt questions, often humourously, 

and deftly deflected my attempts during the interview to access their 

representations of Anglophones. While the stu ents acknowled ed the existence 

of cultures and cultural ifferences, they were not prepare to express in a few 

words what it meant to be a part of a particular cultural community; not even their 

ventually though, some of them offered a few tentative descriptions of 

Anglophones. In the followin excerpt, Chris shared his ideas about his own 

cultural community. 

Chris: r e t t y  easygoin tures and everything. 

Researcher: Easygoing towar s other cultures? How so? 

Chris: That we - accept everybody as, ho they are and, accept many other 

languages into our country. 



reg: 

Researcher: 

Marcie: 

esearcher: 

Marcie: 

Researcher: 

reg: 

esearcher: 

Greg: 

. Like there's no defining term for lophone, just like 

other people --- they'r 

e sti l l  have things in co 

nglish. You don't think that people in BC or people in 

Canada have certain things that  we have in common with each other? 

We also have many differences i th  each other. We're not --- I don't 

So everybody is different nd nobody has anythin 

Well there's more differences than things in co 

Do you think? How so? 

ecause, even if you say there's like ---okay these three t ra i ts  which 

all Anglophones have, every p ill also have like a thousand other 

traits. Okay one of the three t ra i ts  is that, all lophones have two 

arms except for the ones 

view 3, May 20, 2004, p. 32-33) 

s happened in the other intervie s, when a participant offered even a 

superficial description of e like, another participant pointed 

out, either explicitly or implicitly that the description was not t ue of all people. 

After Chris' description, Greg and Marcie provided similar insights that students 

in other groups also shared; people are alike and differen at the same time. 

tudents were able to articulate the dialectic between homo 



aracterizes social groups. T ey clearly rejected 

attempts to essentialize an entire cultural community. 

espite their reluctance, students neve roposed some limited 

descriptions across discussion roups. Students in three of the 

positive descriptors to define Anglophones as open to diversity and accepting of 

other cultures. Paradoxically, students also attributed very negative 

characteristics to An lophones and were critical of their own cultural community. 

esearc her: 

Mike: 

Girls: 

Mike: 

esearcher: 

Mike: 

Jen: 

Karri: 

Mike: 

Karri: 

Okay, how would you descri nglophones since we haven't 

yet. 

Handsome. 

(a// laugh) 

eriously? Seriously 'd say we're a pret ty rude peo 

eally? 

really say we are. 

Proud. 

Yeah we're prou of our language. 

Yeah. 

We take no time to  learn like --- if we idn't have to  take Frenc 

we probably wouldn't ave to  take it if it wasn't our second language 

for our country. 



Mike: 

arri: 

o r t  of worldwide 

erefore like ou 

learn aurs but we 

that's sort of ... 

nuary 12, 2004, p. 28) 

he students in this group described A ophones as an arrogant 

with a sense of su eriority. This is interesting ause they did in fact see 

English as being more important than many other Ian es as indicated in 

our. While they did not mind takin French at school, most of them 

itted that they would not have been in French 11 if it were not required for 

university. 

In fact, students in three of the four groups attri uted negative traits to 

Anglophones. 

Bradley: 

im : 

radley: 

Kim: 

I think in general lophones are like - don't know what to  call it 

but they expect everyone else to  speak lish, and like they don't 

have t o  speak other langua 

out the United State 

o like everyone --- like even in like Vancouver --- where like, 

ly half of our population is sian --- yet we have no Asian signs 

or anything except for like Chinatown. 

Chinatown yeah. 

e expect just ex ect them to  learn Engli 



radley: There are some places in --- I don+ know --- --- I ' ve  noticed 

l i t t le  like --- those mall hatever, those s Ils they're called 

--- they have half thei  e language and half their  si 

English. I ' ve  noticed that.  

Car ly: definitely think tha t  Anglophones think tha t  they're more su 

tha t  they don't need --- like they don't need to  learn anything else - 

-- other people have t o  learn also --- on the  same thing 

--- I also think that ,  e're more easygoing than a lot o f  other people 

o what are English speakin e in Canada like --- or in BC? 

Kim: Yeah but  we're st i l l  different. Like e're all f rom Canada but  --- I 

know like Canadian people tha t  don't like hockey but  yet  - we 

generalize Cana ians as all loving hockey. 

Bradley: Most of them do. lot of them do. 

Kim: A lot of them don't. 

radley: 'm thinking like, t he  or i ty  of people - do e joy - I think - a 

hockey game now and the  uld we agree on that? 

im: like hockey. I ' m  just  saying ... 

Lindsay: Um, yeah. I think tha t  Ang in Canada are really, like, 

Ily, nice people --- when most o f  

icans are stereotyped as bein 

mean people --- or stupid or --- you know ... 



2 ,  February 26, 

This segment illustrates two themes that recurred in t 

irst, that one cannot really describe an entire cultural community in a 

im, for instance, pointed out that while anadians are often 

characterized as liking hockey, this is not in fact true of all Canadians and is 

therefore not an accurate descriptor. econd, it illustrates the seemingly 

contradictory depiction of nglophones which the students did provide. 

nglophones were at once open to other cultures, and yet were arrogant and 

nglophones in B were accepting of other cultures as long as 

everyone spoke English. The students accepted tensions and contradictions 

within groups. 

S 

Since the students did not ha 

have elaborate reference represent y students openly 

expressed their ignorance of this cultural group, They acknowledged that the 

images that first came to mind when they thought of Francophones were 

stereotypes that did not accurately depict this diverse group. While the students 

were able to co-construct representations of Francophones during their group 

discussions, these representations were extremely limited. The only significant 

descriptor for Francophones was langua e; Francophones spoke French. 



ce to describe rancophones however w 

of contact with them. It was also d 

ribe an entire cultural community. is unwillingness even extended to 

describing their own cultural comm y saw it, cultures existed. 

owever, they were not prepared to describe an entire community in a few 

ay that would ful? The students were very 

aware of stereotypes and were wary of generalizing abo t an entire group of 

people. Althou glophones may have things in common, they are not 

a completely homogeneous group. 



In this thesis, I have presented research I conducted on the linguistic 

representations of ~~nil ingual Anglophone students taking French 11 in BC. My 

purpose was to discover what representations they had of the rench language 

as well as their representations of their first Ian uage. I further wanted to learn 

what representations they had developed of Francophones and 

ot surprisingly, given the students' experiences with the French 

language, they saw French as a course at school and not as a language that was 

actually needed or used in C. Their investment in French was proportionate to 

red result, admission to university. They took the class but they claimed 

to have no competence in actually using the language. Interestingly, although the 

students did not feel that French had economic value in C some did feel an 

affective connection to the language. 

nglish, not French was considered the language needed for living and 

working in BC. In fact, the students saw English as a worldwide lingua franca 

(Breton, 1998). They claimed English was a language used and understood in 

most countries of the world, even those in which it was not an o ficial language. 

ue to BC's geographic location and the resulting lack of contact with 

Francophones, the participants in this study did not have elaborate reference or 

pre-constructed representations of this community. ather, their representations 

were carefully co-constructed during the group interviews. ooking at the student 
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discussions of both rancophones and Anglophones, i is clear that the students 

in this study were sensitive to stereotypes. While they ac nowledged the 

existence of cultures and cultural differences, they were hesitant to generalize 

about entire cultural groups. 

Indeed, accessing the students' representations of rancophones and 

Anglophones was challenging. The students used humour and logic to deflect 

and circumvent the questions I designed to access their representations. 

uestions such as " rancophones like" will not suffice to 

discover the representations of culturally aware and sophisticated students. 

lot of research has been done in Europe on linguistic representations. 

While a great deal of research has been done on the linguistic representations 

that second language learners develop, much of this research has focussed on 

situations of contact. or instance, studies have examined the representations 

that French-spea ing Swiss students have of the German language and German 

people (Muller, 1998; Muller and de Pietro, 2 1). I found less research 

on the representations that second I uage learners develop when there is an 

absence of contact with native spea of the target language ( 

ietro, 1997). 

hile it is only a small ualitative study, my research adds to the literature 

on the linguistic representations of Ian uage learners in situations where there is 

virtually no contact with the native speakers of the target Ian uage. My research 



uely Canadian but more s ritish Columbian 

e time of my literature review, I was not able to find any 

research on the linguistic re resentations of second 

This research may therefore be of interest to o 

C and could perhaps serve as a starting ture research. 

The scope of this research was extremely narrow. nly students enrolled 

in French 11 at one secondary school i C were interviewed. One avenue of 

possible future research would be to e resentations of 

students takin French 11 at other schools in this particular school dis 

Indeed, as a result of my teaching experiences since conducting my research, I 

would find this to be particularly interesting. 

fter collecting the data analyzed in this thesis, I went on to teach at two 

other secondary schools in the district. ne school did not have a French 

lmmersion program and offered a self-directed learning environment instead of a 

traditionally structured school schedule. mong other courses, I taught French at 

this school. During the year, I heard many students express negative opinions of 

the French language, more so it seemed than at my previous school. In 

conversations with students, they also seemed to express more negative 

stereotypes about French speaking people. 

The differences I perceived in the students' representations led me to ask 

two questions. First, I wondered about the impact of a French lmmersion 

program on the linguistic representations that language learners develop. 

students in a school with a French lmmersion program develop more positive 



representations of the French language and Francophones than students in a 

oes not offer French Immersion? econd, I wondered if the 

perceived differences in students' representations were related o the learning 

environment itself. s was explained in hapter Two, students9 experiences 

learning a language help shape the represen ations they develop of the language 

and of native speakers of the language. erhaps then, the differences I 

perceived were due to the students9 learning environment. 

urrently I am teaching in another secondary school with a French 

Immersion program. ur district has 6 public s condary schools and only 2 of 

them offer French Immersion. t the district level, it would be interesting to 

conduct research on the linguistic representations of learners taking French as a 

second language at secondary schools with and without lmmersion programs 

and then compare the results. This would allow us to get a sense of the 

representations of students in the distric and would perhaps begin to illustrate 

any differences in the representations that learners develop in schools with and 

without French lmmersion programs. 

My research was also limited because only students who spoke 

as a first language and considered themselves to be unilingual were asked to 

participate. Since BC is becoming ever more diverse, both culturally and 

linguistically, it would also be relevant and indeed necessary to research the 

linguistic representations of students who already spoke a second language 

including those whose first language was not ould these students 

have a more positive representation of the French language because of their 



w would these stu lish language? 

t representations would they have 

of Francophones and 

8 8 

imilar research could also be conducted in other schoo 

enough such studies were conducted, a more co plete picture of the linguistic 

representations of second langua e learners studyin rench in BC would be 

tudies such as mine could infor the Ministry of 

changes needed to improve the Core French curriculum. In fact, in its Action Plan 

for Official Languages ( ment of Canada Privy Council O fice, 2003), the 

ent calls for improvement of the Core French pro 

aim of the Core French pro ram in BC is communicative competence in 

yet student responses in my study indicate that more needs to be done to enable 

students to meet this goal. udents found that they were not competent enough 

in French to actually use it. Mike said, "I don't know anything and it's always 

ven with improvements to the Core Fr nch program, in order to double 

the number of students in BC with a working knowledge of French, steps need to 

be taken to increase student investment in the French language. The impact of 

linguistic representations on Ian uage learning is evident. In order for a language 

policy to be successful, linguistic representations that are helpful need to be 
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supported and the impact of representations that hinder the policy need to be 

7). As Muller and de 01) research shows 

however, such actions must be undertaken carefully. Although representations 

are malleable, educators would be naive to believe they could simply transform 

student representations. In fact, acting on students' representations can have 

unforeseen and undesired conse 

hile students in my study did not have a negative representation of 

rench, their representation did not promote si nificant investment in the 

language. Further, one cannot ignore the influence of their representation of the 

nglish language on their investment in French. Although 

discourse highlights economic and cultural benefits of bilingualism for Canadian 

youth (Government of Canada Privy Council Office, 2003), students themselves 

need to view French as an asset and an enrichment or it is unlikely that many will 

be convinced to strive for communicative competence. 
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. . . 
bonjour 

that - 
(la ugh) 

Beginning of overlap 
End of overlap 
Speaker interrupts 
Rephrasing, shift of discourse or parenthetical adjunction 
Brief pause 
Longer pause 

ontinue or trails off 

mphasis or stress on a particular word 
Listener's observation 



Why are you taking French 1 I ?  

What is your experience of the French language? In what kinds of situations do you hear 
it? Use it? See it? 

Before beginning French at school, what was your experience with the French language? 

What do you think of the French language? How does it make you feel when you try to 
speak it? How does it make you feel when you try to write it? How does it make you feel 
when you try to understand it? How does it sound to you? 

What words would you use to describe the French language? 

ow would you compare French to other languages? 

Do you think that you will use it (the French language) in the future? Please explain why 
or why not. 

Do you think that others share your opinions of the French language? Your friends? Your 
family? Other people in BC? 

Who are Francophones? 

What are Francophones like? 

What do you think of the English language? How does it make you feel when you speak 
it? How does it make you feel when you write it? How does it sound to you? 

What words would you use to describe the English language? 

How would you compare English to other languages? 

Do you think that others share your opinions of the English language? Your friends? Your 
family? Other people in BC? 

Who is an Anglophone? 

What are Anglophones like? 

Is it important for people to learn a second language? Please explain. 



Mike: 

Jen: 

arri: 

arri: 

Jen: 

Melanie: 

Mike: 

esearcher: 

arri: 

Melanie: 

Mike: 

Melanie: 

Yeah. 

That are native French s 

eal ly? 

Yeah. 

(laughs) 

ell I knew they were 

Plus they have lophones as well. 

Okay so where do ncophones live? hen you think Franco 

i rs t  place you th i  

Montreal. 



Researc:her: Oh yeah you're not ering what was the f i rs t  

lace that came into 

arri: second is France. Th f i r s t  for some reason i 

Melanie: 

arri: (laughs) 

en : Yeah that's true. 

Melanie: Yeah cause a lot of people speak 

Mike: 

(long pause) 

Jen: nglish? 

Mike: eally? I thought they ... 

verywhere they speak 

the next card. What are Francophones like? 

(long pause) 

esearcher: I know that you haven't met every Franco hone in the world. When 

you think of a Francophone what ou think they are like? 

Personality, what do they believe s of things do they li 

just whatever comes into your 



esearcher: 

Mike: 

esearcher: 

Mike: 

Researcher: 

Jen: 

Karri: 

esearcher: 

can't answer t h  ver actually met 

t that's extremely 

ovies of California and t h  

'm sure it's t he  same 

ell what stereotypes have you seen in movies? Or  things tha t  you've 

seen in movies tha t  you think are stereotypes? 

Lots of outdoor restaurants. 

oor restaurants. o you're saying France .... 

Yeah France. 

hones act  in these movies tha t  you've seen? 

around on bikes. (la hat made me think 

of that.  

ean sure there's a --- differences 

uages but  if you really look a t  it, some 

basically like Canada. Like the  restaurants. Like they have McDon 

t ' s  really worldwide and sure they serv di f ferent food and 

serve it differently ... 

Okay but  what are the  le themselves like ... hat comes t o  your 

mind? 



en : friends are Franco 

really fast and like --- I 

same, act the same ... 

Melanie: Yeah exactly 

Karri: I 'm  not sure what they think about us but I know that the only 

ifference really is the lang 

en: I think they --- I eally --- I dunno --- 

really respect thei 

Researcher: t makes you think that  they respect their o n language and 

c t  who they are? 

en: dunno --- they really.. 

Mike: hey're sti l l  hol ody else is learnin 

esearcher: They're st i l l  hol ing out ... so you're talking about 

Mike: Yeah 

arri: They've kept their o uage which is --- sho s a sign of pride for 

their language. nd stubbornness. 

Researcher: So do you think that  people from uebec are mor 

Mike: tubborn? 

esearcher: (laughs) Okay, o r  more proud than the r e  



rri: ouldn't say more prou u t  they are proud of their f i r s t  language 

ich is French. lish in school 

like we have learned 

Mike: 

merican or something because t h  bad stereotype and 

' t .  Except that  e all wear fur hats. 

Jen: And that  we all live in igloo 

Mike: o t  no electricity. 

Karri: 've heard a lot. 

provinces and she was f r o  

Mike: Have you ever seen Talking to  mericans. I t ' s  so f u ny. Those are the 

est guys in the world. 

esearcher: Okay so uebec like? Stub orn we've heard. 

Melanie: They're no di f ferent  from. 

Researcher: o you think they're the same? 

Mike: Yeah 



rri: They're just like us. 

Mike: ame. I don't really think the Ian 

erence. 

Jen: y have accents. 

(sf uden fs laugh) 

r maybe we do. So do you rench culture in 

your French class? 

Melanie: French culture? 

Karri: I don't really think we've learned much about French culture. 

Jen: 

Karri: Amelie? That's about French culture? (laughs) 

unno. 

Melanie: Which video are you talking about? 

Karri: Amelie the French movie.. 

Jen: h no, no, no. The ones on hones remember? With the A 

guy. 

With the rapping 

Mike: With the rapping guy? 

Jen: Yeah. 



rri: I wouldn't really say that  o out French culture it's j u  

t s  of the world. 

Melanie: s,and like --- f r o  

ebec and othe ces like that  and he talks t o  the  

time and they do the thin 

do. 

Yeah like they 

Mike: o ice skating. 

1, January 12, 2004, 
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