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ABSTRACT 

The study describes the design, implementation and 

evaluation Sased principally on participants' perceptions, of a 

Teacher Retraining Program for French lmmersion implemented 

at Simon Fraser University i n  September, 1 985. The program 

included elements of effective in-service in  the context of 

professional change, language acquisition processes, as we1 l as 

the means to provide the participants with the knowledge and 

ski 11s to effectively teach a French immersion program. It was 

created, at the request o f  the Modern Languages Branch, Britrsh 

Columbia Ministry of Education, to respond to the growing need 

for pedagogically qualified and linguistically competent 

teachers of French Immersion in  Brit ish Columbia, the program 

conslsts of four phases: a) one semester of language training, 

curriculum, instruction and cultural workshops, and 

opportunlties to observe and work in lmmersion classrooms; b) 

one semester of academic coursework oriented toward 

lmmersion pedagogy and curriculum; c) an intensive six-week 

practicum; and, d l  six weeks living and studying in a 

f rancophone environment. 

The purpose of this evaluation study of the Teacher 

Retraining Program for French lmmersion is  to provide a 

combination of descriptive and responsive information in  order 

to offer experiential knowledge to those interested in 



understanding the effects of the program on i t s  participants. 

The intent was that this understanding would lead to a refining 

of the program where necessary and w i l l  deal wi th  the 

implications of retraining in general, Much of the descriptive 

information was gathered by the writer during attendance at 

weekly seminar sessions, The seminar provides a forum for 

participants to air their concerns, to discuss their successes, 

and to refject upon their experfences of the previous week. The 

responsive information was gathered at various times 

throughout the program through quest ionnaires and interviews 

w l t h  participants, instructors, program organizers, school 

district personnel, and the director of the Modern Languages 

Branch of the Mlnistry of Education. The data gathered have 

been compiled to provide a complete picture of the program 

wi th an emphasis on the participants and the change process t o  

which they have committed themselves. 

Growth i n  language development, know ledge and practice 

of immersion methodology, and participant self-confidence 

occurred. It was concluded that the chosen elements of 

effective in-service upon which the program is  based have 

strongly contributed to this growth. 
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Chapter 1 

l NTRODUCT ION 

Backaround Information 

This study describes the design, implementation and evaluation 

(based largely on participants' perceptions) of a Teacher Retraining 

Program for French Immersion implemented at Simon Fraser 

University i n  September, 1985. In a climate of financial restraint 

over the past four years, and in many cases declining enrolment, 

school districts i n  0.C. have suffered cutbacks resulting in, cost 

saving measures such as, teaching staff reductions. French 

immersion programs however have experienced a tremendous growth 

(approximately 25% each year), necessitating the hiring of qualified 

French immersion teachers from outside of the district, i f  not from 

outside of the, province. This practice, a1 though not the cause of staff 

layoffs, was frequently perceived as threatening to teachers in  the 

English programs (Mi 1 ls, 1985). 

Early French lmmersion involves total instruction in  French in 

the early prlmary grades, between f i f t y  and sixty percent instruction 

in  French during the intermedtate (4-7) grades, tapering down to 

approximately forty percent to twenty-f ive percent instruction in  

French in the secondary (8- 12) grades. Late French immersion begins 

in grade six wi th  one hundred percent instruction In French, while in 

grade seven, students receive between sixty to eighty percent 

instruction in  French. The percentage of French instruction for late 

immersion students in  the secondary grades i s  parallel to that of 
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early immersion students. In the mid-seventies in  Brit ish Columbia, 

French immersion was offered in  only three school districts to 

approximately 1,000 students. By the mid -eighties, twenty -seven 

school districts offered French irnmerslon to approximately 12,400 

students, (Shapson, 1 985). 

In an attempt to ease political fr ict ion and to assist S C ~ G O ~  

Districts in thelr hlring, the Modern Languages Branch, of the Brit ish 

Columbla MInlstry of Education, requested proposak from the three 

major post-secondary institutions in the province for programs 

aimlng to retrain teachers presently teaching in the English program. 

The University of Victoria (Department of French Language and 

Literature) and Simon Fraser University (Faculty of Education) 

subsequently submitted proposals and received approval for funding 

f rorn the Modern Languages Branch. 

The Modern Languages Branch undertook the task of 

linguistically screening candidates for the two programs. 

Development of the screening process was undertaken in consul t a t l ~ n  

with the two institutions as well as with representatives f r ~ m  the 

French Education Department at the University of Brit ish Columbia. 

The process consisted of three phases; a self -evaluation, a wrlt ten 

test, and an oral interview. Winnowing occurred after each phase. In 

September of 1955, each program registered twelve participants. 

This study focuses on the retralnlng program offered at Simon 

Fraser University. At though quest ionnalres and interviews were 

administered to participants of the UVK program, much more 

observation time was spent at the SFU site creating a richer and thus 
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more informative bank of qualitative data. 

The purpose of this evaluation study of the Teacher Retraining 

Frogram (TRP) for French Immersion was also to provide descriptive 

and responsive information in  order to offer experiential know ledge 

to those interested in the effects of the program on i t s  participants. 

It was hoped that this understanding would lead to a refining of the 

program towards offering the best possible means of retraining 

teachers for French immersion. This study also hopes to test the TRP 

in  relation to recent theories of effective In-service, French 

immersion methodology and language acquisition. 

The responsive and descriptive information was gathered . 

throughout the duration of the TRP through questionnaires, 

interviews, classroom observations, and attendance at meetings w i th  

participants, instructors, program organizers, school distr ict 

personnel, and the director of the funding agency. 

Program Description 

The TRP involves full-t ime study for one year, while the 

clients are practicing teachers on leave from their school districts. 

The design of the SFU Teacher Retraintng Program for French 

lmmersion was based on recent findings on the process of 

educational change. Many factors must be present in  order for 
- successful change and implementation to occur. Teacher commitment 

(Palmer, 1978; Joyce, 198 1 ; Bush, 197 1 1, teacher input (Hall b 

Loucks, 19791, teacher interaction (Fullan, 19821, teachers' sense o f  

efficacy (Ashton, 1984; Dembo & Gibson, 1984, a supportive 
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environment (Ful lan, 1 9821, and on -going evaluation and feedback 

(Joyce, Hersch & McKibbon, 1983) are necessary elements in  a teacher 

retraining/in-service program. The SFU model was designed w i th  

these factors i n  mind. The program was also based on Joyce and 

Showers' ( 1  984) work on the process of collegial coaching. 

Recent trends i n  French immersion education research 

emphasize a communicative approach whereby students speak French 

for functional reasons (Allen, 1985; Tardif, 1985). Although some 

formal language study is needed (Calve, 1 985; Nemni, 1 9851, to truly 

acquire the language, students must use it, and to use it, they must 

have a reason for using it (Krashen et al., 19841, The SFU program 

was deslgned following this premise. While some language 

coursework was offered, the bulk of the participants' language 

development occured 'on the job' --in the French immersion 

classrooms during observation and pract ica phases, or during courses 

on curriculum, cultural studies, and French immerson methodology 

generally and in  specific subject areas. 

Ctatement of the Problem 

The TRP i s  unlque in that it i s  a retralning program for 

practicing teachers. Many pre-service lmmerslon teaching programs 

have been implemented In  various Canadian universities, however they 
- are deslcjned for students who are strlvlng to become qualified 

teachers. Several in-service lmmerslon teaching programs exist as 

well. In -service programs are aimed at practicing teachers but are 

distinctive from a retraining process because they serve to refresh or 
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upgrade teachers who are already teaching a particular curriculum o r  

program. In-service programs Usually take the form of coursework or 

workshops offered outside of the normal teaching schedule, either 

after school, on weekends or during the summer. Rarely are they 

off wed in con junction w i th  actlve support i n  the classroom (Ful lan, 

1982). 

A retraining program is aimed at practicing teachers wishing 

to change direction within their education career. Based on the 

writer's review of the literature, one should define retraining as an 

intense, full-time process, undertaken during regular teachlng hours. 

It is  comblned wi th  teaching experiences in  the classroom and 

provides direct, on the job support in a protective environment (Joyce 

& Showers, 1984). This element allows the retrainee to learn by 

applying new knowledge, trying out newly acquired skitls, and making 

mistakes i f  necessary, in  a non-evaluative sf tuation. 

Although many universities across the country offer 

pre- service and in-service Immersion teaching courses and programs 

(Wilton, Obadia, Roy, Saunders, & Tafler, 1984, the TRP at Simon 

Fraser University (SFU) is also unique since the program participants 

have not yet become masters of the language in  which they hope to be 

teaching. Most Immersion teacher training programs w i l l  accept only 

those students who can demonstrate a native-like fluency in the 

language. Through the screening process, the TRP participants have 

al l  been judged as being fair  to good speakers and writers of French 

w i th  the realization that much study and practice lay ahead for them 

to acquire a natural fluency in  the language. 
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The major objectives of the TRP were to provide an immersion 

setting in which the partdcipants w i l l  study and use the language in 

practical, functional situations and to provide learning situations in 

which the participants would internalize current methods specific to 

French immersion teaching. The f i rs t  objective would help them 

develop their oral and writ ten fluency to a level acceptable to school 

districts looking for good linguistic models in their immersion 

classrooms. The second objective would help them to develop ski l ls 

in teaching French immersion which involves the constant marrying of 

content knowledge and language ski l l  development. The TRP is  unique 

then, in  that it is  most llke a real t lfe immersion situation in  which 

teachers (the TRP instructors) are using curricula as a vehicle for 

language acquisition on the part of the students (TRP participants). It 

is also unique in  that the participants are already qualified, 

practicing teachers, and it was Intended that these teachers be 

'sponsored' by their school districts and recommended as probable 

candidates for immersion teaching positions in the following year. I t  

must be mentioned here that this latter cri terla' is one determined by 

the SFU program and that due to a variety of factors the critera o f  

official sponsorship by a school distr ict could not be realized in year 

one. Further details of the partfcipant group and the TRP w i l l  be 

provided in chapter three. 

The organization and emphases of this study have been 

determined by the wri ter in collaboration wi th  program organizers 

who expressed interest in discovering not only whether the 

objectives of the TRP are being met, but also in  the effects of this 
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change process on the part iclpants. The research questions which 

therefore provide the focus for the formative evaluation 

(Stuff lebeam, 1 983) o f  the TRP program at SFU are: 

1. What changes in  a t t l  tude, concerns, and motivation do the 

part f cf pants experience as they progress through the 

program? Almost al l  the participants have taken great 

risks (financial, professional and personal i n  undertaking 

thls year long commitment to professional change. It i s  

theref ore incumbent upon the writer, in accordance wi th  

program organizers, to examlne the development of the 

above aspects of the participants. 

2. Are the objectives of the program realistic? Do they 

correspond w i th  the needs of the participants, and i f  so, are 

they met? Does the program help the participants develop 

confidence to face a new professional situation? If not, i s  

the program f lexf ble enough to change direction in  

accordance wi th  the perceived needs of the participants? 

3. W i l l  the participants become ski l l ful enough in immersion 

teaching and know ledgeable of French immersion issues t o  

meet hiring standards of school distrlcts? 

4. W i l l  the participants' linguistic ski l ls improve sufficiently 

to meet hiring standards of school districts? 
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This study attempted to answer these questions yet the writer 

remained open to addressing other issues as they arose throughout the 

study. It was not the intent of this study to systematically and 

objectively determine the worth of the TRP by rendering a judgement 

"based on the accumulated evidence about how it compared wi th  

similar objects in meeting the needs of consumers ..." but rather to "... 

collect and report data and judgements to assist the development of 

an object" (Stuff lebeam, 1983, p. 123). 

This study, in  describing the program and presenting i t s  

outcomes, w i l l  attempt to show whether a retraining program based 

on princfpals of educational change, language acquisition and French 

immersion methodology, can effectively help teachers in their 

endeavor to become French immersion teachers by meeting the hiring 

standards of school disticts In Brit ish Columbia. 
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Chatter 2 

LITCRATURC R r - \ t ~ r \ ~ /  L V I L V V  

The f i r s t  section of this chapter provides a description e f  

recent findings in  the research on in  sen ice .  The real l ty of teacl;lng 

as described by educational wr i ters w i l l  then be examined, followed 

by a summary of problems of traditional models of in  s e r ~ i c e  

education. Reported elements of effective in-service w i l l  be 

discussed and a descrlption of what v a r i c ~ s  researchers consider t c  
hn vc i ,deal i n  service models w i l l  ensue. The review w i l l  be c0mpieted 

kU'+ a hrilef dic3cli~sjon on motl'dation factors for teachers to  

partk ipate In  professional g r o ~ t h  activities. 
T h  r r r rnncl  r 
I I I ~  3FLUIIU section of this chapter l o ~ k s  at  a design for a 

teacher retraining prograrr; for French I mmers:on based on Michael 

rullan's ( 1982: suggested elements for effective fn service, recent 

theorf es on 1angi;age acqulsi t i on, and contemporary trends in French 

immersion teacher education. 

Theories of Kducatiofial Change 

Throuah Teacher In servf ce 

Thn I I n neai iV/ of Teaching 

It i s  said that today's sociev i s  an extremely diverse one with 

few c~mmonali t ies providing a focus for educators (Dillon Peterso:, 

1981 ). This coupled with the tremend~us breadth of expectatlclns for 

teachers has resulted in a 'survival' attitude on the part of teachers 
t r r h i r h  v V I  IILII i m  13 reflected In the deslgn of many exlstlng in-service modets. 
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Teachers are under pressure not only to teach the basics better but to 

ensure the personal, social, and physical needs of students are more 

than adequately met. They are given these responsibi l i t ies and 

encouraged to partk ipate in  professional growth programs yet they 

are yniven few i f  any decision making powers. Lack of t lme and dlrect 

upper administration support, decreasing budgets, and pol :t ical 

tension contrlbute to  low levels of growth and participation. "The 

spring of each school year i s  better symbolized by dismissal letters 

and budget acts than it i s  by opportunities for new collaborative 

plannlng around improvement" (McLauchl in  and Marsh, 1 973, p.9 1 1. 

Teachers have become accustomed to teaching :n lsolatton 

largely because most local systems do not promote processes which 

encourage a collegial spir l t .  This results i n  a brewing cynicism, 

l i t t l e  opportuni t y  for cl inical work and experimentation, and pressure 

to teach i n  a traditional fashion. 

Trylng a1 ternatives i s  a rlsky business. Tor one thlng, when 

teachers explore a new teaching strategy, their performance 

suffers In that they are less comfortable w i t h  the new than 

w i t h  the old . . . other teachers and communi t y  members are 

slispicious of awkwardness in  performance. I i ovwer ,  in1 t ia l  

awkwardness Is  a condition of the acquisition of a new 

teaching approach. A social climate that encourages r isk 

taking and provides a protective haven in  whlch t o  experiment 

w i th  teaching i s  essential i n  order to combat the pressures 

that st r ip the profession of l ively alternatives in  favour of the 

normative model. (Joyce, 1981, p. 123) 
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O f  the teachers that do pa r t i c i ~a te  In in service programs, 

many of them see it as a "convenient way to pi le cip units, whlch w i l l  
" I A l l  move a teacher horizontally across the pay schedule ,en, 1 97 1, p .  

109:) while relatively few perceive it as a means of improving their 

classroom performance and contributing to their professional 

deve 1 opment. 

Problems w i th  Tradl tional A ~ ~ r o a c h e s  to In- service 

Schiffer ( 1373) explains that the mediocre results of 

in-service programs are, in  part, due to extremes in  planning foci. 

Either they are biased toward fu l f i l l ing  organizational goals,. 

overlooking values of the school and the needs of teachers, or they 

don't deal w i th  organizational change at  a l l  whlle concentrating 

solely on personal change. 

ful lan ( 1  352) states that the in- service model of the late 

seventies and eighties l ikely consists cf cne- shot workshops or a 

series of workr;hcps gfven by an 'expert' i n  the f ie ld of a current 

educational development. Provision for individualization consists of 

offering choices among the avai table workshops or, i n  the case of a 

s ~ e c i a l  request, app.rova1 by a professional development committee 
< s t i t  
VV teacher and board off ice representation. There Is a lack ef 

plannfng for the entire process of change and therefore resources are 

not available for consistent and valuable follow up to ensure transfer 

of techniques and skil ls. 

f requently, teachers are exposed in  a workshop to  sequence 
+ ~heory, practice theory, or whatever, and then nalvely expected 
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to apply this theory magically and correctly in their practice ... 

Too frequently teachers are not observed or coached after 

in -service; consequently, they never translate the new learning 

into their teaching, appears form that is not as 

productive as it could be. (Ijunter, 1955, p. 60) 

Hunter goes on to descrlbe one of the major problems of today's 

ir( serdce programs as a patchwork effect created by lack of 

coordination and plannfng, resulting fn the teachers seeing "no 

relationship between the patches" (p. 60). 

I t i n n r  Fullan U382) concurs with I i~inter and warns that "sold LIu113 

directed at any one factor in isolation wi l t  have minimal impact" (p. 

9). He stresses that the major reasons why many in -service programs 

do not succeed are, a) they are ad -hoc and fragmented, and 5 )  they 

ignore the "real it ies o f  everday work of teachers and administrators" 

:p. 3:. 

In 1980, at a symposium held at Simon Fraser Universl ty, 

Fullan described the Brit ish Columbia in-service experience as 

suffering from this "one- shot workshop syndrome" (p. 24). More often 

than not, th? topics are decided upon by someone other than the 

recipients, there is no follow upJ  evaluation^ are minim;, and the 

process does not deal w i th  the social system of the school. In the 
t i ~ * r i  t 
vV I  ~ ~ e r ' s  experience, it has been observed that local administrators 

are very good at espousing the latest research on, and effectiveness 

of, schoo! based in- service and careful planning, but in close analysis 

t t is  fiot wholely acted upon. They fal l  into the  att tern of condoning 
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"instant solutions to long term problems" (Dillon -Peterson, 1981, 9. 

5: which take the form of "crash training courses in new teaching 

techniques, cursory introduction o f  new 'teacher proof' curriculum 

materials, . . . in -service days with l i t t l e  or no foltow up, college type 

courses GT large group presentation by an outside consultant" (p. IS). 

Despite research indicating the effectiveness of long tern 

planning, problem solving approaches using homogeneous teacher 

grouping, sesslons based on teacher needs, and provision of time, 

most in  -service programs consist of expert /lecture presentations, 

and no on the job support via coaching practices in order to ensure 

maxirnurn transfer and application of ski l l  and knowledge. "What we 

have done to ourselves is  create a staff development ecology in which 

we very rarely put together the elements we know we learn from" 

:Jc),ce, : 953, p. 3 ! 1. 

In districts where a consultative support staff i s  provjded, 

most often the consultants are appointed because they are experts in 
+p leir CI1m UI ricular field, not because they have demonstrated effective 

consulting skills. Fullan ( 1952) considers effective consulting skit ls  

t o  Include the aSWy to plan, organ:ze,and facil ltate groups of  

teachers wi th  varying aM:tties, concerns, and levels of interest. Jotj 

cfescr'iptions for consultants are open-ended enough so they eventuatly 

f ind that they're carrying overlapping responsabill t ies which in  turn 

rnakes ft dif f icult  for them to gain credibility and trust frorn their 

colleagues. For example, a consultant who i s  hired mainly as a 

facititator and a curr icu lm advisor in a supportive nature, may also 

find himself being asked by distr ict administrators to evaluate. lie 
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wil l  soon find classroom doorbs closing If he is  percievect as one who 

makes judgements about teachers' actions In the classroom. Also, 

more often than not, they are part of a district which does not have a 

coordinated process In place for professional development and 

curriculum implementation yet they are cont inuousy expected t o  

effect change (Fullan, 19821. 

Al l  of this has le f t  us with a scene where those who are the 

most powerful implementers of change (the teachers), are not being 
r n ~ s , i  nor utl l ized effectively. The teacher's right and 

responsibility t o  see that his professl~nal aspirations are fulfitleu", 
r r n A  in n ar lu l t ~ g r l b  and sophlstlcation are respected, have beer; ~t'erlocked 

by education dzcision makers. To reme* this problem, Rubin : 1378: 

calls for "an effective machlne~y that w i l l  generate professional 

growth among teachers as a necessary pre condition t o  ratlonal 

change and better schools",(p. 32). 

[lements of Fffect4*le I v In. service Pro9 rams 
Thn 
I I IG demand during the sixties and seventies for more 

knowledge on the science of the change process was very clear 

(Carlsen, 1965; Pel legrin, 1965; Cane, 1 973; James, 1373; Watkins, 

1973; Rubln, l878). M l a n  ( 1882)) in his book 'The Meantng of 

Educat ional Change" responded by analysing the change process 

carefully and setting forth steps for action for those involved fn the 

i;lannlng, implementat Ion and continuat ion of educational change. 

In t 37 1, Rubin stated that educational change results from 

shtfts In educational policies which reflect changing social values, 
C + ~nancial limitation, an: p~pulation shifts. rullar; takes this furtber 
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by adding that we can take it for granted "that there w i l l  always be 

pressure for educational change in  pluralistic and: or externally 

inf :uenced soc:etiesN (9. : 3) .  The purposes of t h m  exerting the 

pressure are usually well intended in  that they are seen as arr 

improvement to the system. These 'improvemznts' are of course 

retatlve and must be interpreted by those in charge o f  making 

educational decisions for the benef it of students and society. In 

~ r d e r  for these people to make sound decisions, they must consider 

the available process as well as the content, since, i f  the innovation 

cannot be implemented properly it w i l l  likely have l i t t l e  effect. As 

Fullan stated "...the practioner interested in planning and bringing 

about change requires a theory of changing" (p. 961, and "... a theory of 

changing should be judged only in terms o f  whether it is successfully 

implemented" (p. 98). 

Fullan suggests three dimensions to consider collectively when 

planning an innovation; bel iefs, teaching practices, and resources. 

What people do and think are crucial consideratlons. Simply put, 

"Educational change is technically simple and socially complexn (p. 

53:. As teithwood, Holmes, fi Montgomery ( 1  979) concur, "Attempting 
t n  hr inn 
L V  LII ly &out change is, irc essence, an attempt to influence 
ind i  ~ ~ ~ ~ , v l d c ; a l s  or groups to decide to do something different" (p. 73:. 

Fullan also points out that al l  those affected by the change w i l l  

experience concerns regarding practices, beliefs, goals, and 

'tmplementation. It i s  very important for a mechanism to be in place 

to facilitate dealing wi th  these concerns and to gi'v'e meaning to the 

change. 
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The f i r s t  step in pursuing an innovation i s  i t s  adoption which i s  

the process teading to  and including the decision to proceed. This 

phase entails ensuring, a> the advocacy of a l l  those concerned, t;: 

resources, inctuding time, w i l l  be availabe to help teachers 

implement the change, and c) a solid plan for implementation and 

eval uatlon. The second step, implementation, i s  the experf ence of 

plitting the innovation into practice and helping the teachers 

understand the change, for it i s  at  this stage when real change i s  at 

stake. A demonstrable change in  practice i s  called for, and to ensure 

success, several facors must be considered. The innovatlon must be 

perceived to be needed by those undergoing the change, i t s  objectives 

must be clear, i t s  scope must be kept fair ly simple, and i t s  quality 

and practicality must be of high caliber. This i s  often the stage 

where modif icat ions are made to  suit individual s i  tuations, however 

lloyle ( 1  9731 warns us to  be cautious of 

. . . knocking o f f  the corners to get it through the doors of the 

school ie: completely transforming the innovation fn order to 

bring it in  line w i t h  prevailing beliefs and procedures and 

thereby robbing it of i t s  innovative character. (p. 9 3  

Continuation i s  the final stage where, after a complete 

evaluation of the innovation's effectiveness, it i s  either dropped or 

continued. 

I t  takes a fortunate combination of the r ight factors- a cr i t ical  

mass to support and guide the process of resocialization whlch 

respects the maintenance needs of indiv:duals and groups and 
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at  the same time facilitates, stimulates, prods people to 

change through a process of incremental and detrimental f i t s  

and starts on the way to institutionalizing or discontinuing the 

change in  question. (Fullan, 1982, p. 72) 

Fullan suggests the key i s  the resocialization factor involved in 

brtnging about the change. I t  doesn't really matter who ini t iates the 

change, but how it i s  carried out ts crucial. CoxSining knowledge 

about the nature of the change process, an understanding of the 

phases o f  change, and the abi li t y  to remaining flexible throughout, 

w i l l  help to ensure the success of many educational innovations. 

In describ:ng the Rand Change Agent Study, McLaughlln and 

Marsh ( 1  979) also outline the factors necessary for  successful 

innovations to  occur. F i rst  there must exist an institutional 

motivation tied t o  a broad-based, collaborative apporoach to change. 

Active commitment must be evident from al l  levels of the system. 

Secondly, there must be a planned strategy for the implementation of 

the project. Staff  training act ivi t ies and s ta f f  support activit:es 

must accompany clear objectives for the project. Thlrdly, 
in-+; I I ~ ~ ~ l t u t i ~ n a l  leadership must be prevalent whereby administrators 

provide continuity where staf f  changeovers occur. The attitude of the 

admlnlstrator has a direct bearing on the perceived legitimacy of the 

project. Finalli;, teachers' sense of efficacy i s  extremely ixportant 

to  the success of the innovation. This can be affected 5y the approach 

used in the planning and adoption stages. If the teachers have a 

feetirig of ownership, i f  the change has meantng and relevance for 



Teacher Retrain ing Program 
18 

them, then the chances of positive results are great. 

The key to effective in-service education i s  a process oriented 

approach. The education system should have an integrated framework 

to support the exchange of ideas, the enhancement of enthusiasm, and 

the promot ion of problem-solving capabi l it ies (Di l lon- Peterson, 

1 95 1 1. This aspect of organizational development i s  a process based 

on research and broad-based participation, the goals of w hich are to 

". . . effectively solve problems, ini t iate needed changes, and provide 

support for their members" (Roark & Davis, 1 98 1, p. 37). 

Within the framework of the various models of in-service, 

almost invariably t ime Is  emphasized as a crucial factor of the 

process of implementing a change or encouraging continuous 

professf onal development. In general, in-service i s  now undertaken 

on weekends or after school when receptiveness i s  at  a low ebb. I f  

teachers are to  be supported in  their quest for instructional 

improvement and continuing growth, then time w i l l  have to  be 

provided and/or responsibilities tvvi 1 l have to be 1 ightened. 

Other important elements of the teacher in-sew ice education 

process, as outlined below, constitute a general consensus on the part 

of contemporaty educational researchers and wri ters. An effective 

in-service program w i l l  incorporate a col loborative, broad-based 

participation i n  i t s  design. Teachers, principals, and administrators 

tvvlll a l l  have input as to  i t s  format and content (Fullan, 1982; Joyce, 

Hersch, and McGibbon, 1983). 

In-service education should be designed to improve groups of 

teachers working on a common problem. The most l ikely identifiable 
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groups would be a school staf f  or department who collectively 

determine a problem merit ing attention and decide on the steps to 

implement in  order to solve the problem. This collective 

determination promotes commitment by al l  parties and i s  more l ikely 

to succeed. An actively supportive administration which openly sets 

the in-service process as a prior i ty and which offers specific 

implementation support w i  11 make al l  the difference to the in-sewice 

education program. No matter how sincere verbal encouragement may 

be, a general support I s  not enough. The support must be explicit and 

reflected through act ion. 

The success7 ul  teacher in-service education process w i l l  be a 

continuous and self renewing one so that teachers may benefit from i t  

throughout their career. This i s  not to say that a l l  teachers w i l l  

constantly be seeking change and growth through the system, bi;t they 

w i l l  go through stages whereby they w i l l  be heavlty Involved i n  the 

process of change and stages when they w i  1 l not be involved in the 

process set up for  in-service education. There w i l l  also be times 

when a teacher w i l l  be giving to the process much more than he i s  

taking from it. The important element i s  that the process be 

constantly intact and supported. 

The accomodation of individual differences in  teachers should 

be incorporated into the process as wel l .  Teachers learn In different 
70 0 xays and on different levels (Allen, 1371; Corno h Clark, 1 %  U; ~ e n t s  

3( Howey, 1981 1. In order for a l l  to  benefit frorr; the process, they 

should be able to pro f i t  from act ivi t ies geared to their style of 

learn: ng. 
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Any model or process for teacher in-service education shoutd 

be based on sound research, as it i s  this ~ o l i d  startlng point whlch 

gives direction and clarif ication t o  goals and objectives. The 'why' 

and 'where' are as important as, and serve as a basis for the 'what' 

and 'how', An understanding of the problem Is  essential I f goals are to  

be clear and accepted by those participating. 

l n - s e ~ i  ~e - m0ddz 

As mentioned earlier, the elements of effective in-service 

outlined above are generally espoused by educational researchers. 

Some specific models however are of interest t o  i l lustrate the 

different ways in  which these elements can be combined. 

Joyce ( 1  980) outlines components of training which are 

necessary for successful implementation or transfer of learning. 

Presentation, modeling, practice, and feedback, i n  combination, are 

veri/ effective. He emphasizes however, a f i f t h  element, coaching for 

ai;plication, which i s  essential for some teachers. In 1981, he 

described the coaching element as, a) providing companionship to  

combat the isolation so prevalent in  teaching, 5 )  giving objective 

technical feedback, c) analyzing application to determine appropriate 

use, d) providing ideas on how to adapt the students to change, and e) 

offering a personal faci l i tat ion process which helps to  keep up self 

. confidence during a vulnerable t ime of t r la l  and error. 

Hall and Louck's ( 1979) Concerns-Based-Adoption-Model (CBAM) 

emphasizes meeting the individual needs of teachers who encounter a 

wide variety of issues and problems. I t  i s  a process which meets and 
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deals wi th the concerns and provides alternative approaches In 

accomodating al l  teachers' needs regardless of their level of concern 

or ability. 

The Aptitude-Treatment-Interaction (AT11 model (Corno & 

Clark, 1978) also strives toward the individualization of teacher 

in-service education by identifying groups of teachers with similar 

learning styles and subsequently designing professional development 

programs which compliment their specific learning style. 

Day ( 133 1 writes of a classroom-based in-service model, the 

basis of which is  interactive Theory of Change. A client-centered, 

facilitative but confrontational approach is used to create a cognitive 

dissonance in the teacher forcing him t o  clarify his beliefs and a d j ~ s t  

his practices accordingly. The facilitative skil ls of the helper are o f  

capital importance since the model is based on a trusting 

professional relationship. The use of trained facil itators in 

professional growth i s  also discussed bi.' Lipi t t  and Fox ( 197 1). 

The Clinical Supervision model, developed in  the sixties, also 

uses direct confrontation with the teacher in order to help him 

understand the direct consequences of his instructional act ions 

(Flschler, 137 1 1. The combined use of planned conferences, classroom 

observation, and feedback conference, is a means of promoting 'the 

professional development of teachers, wi th  an emphasis on improving 

teachers' classroom performance" (Atcheson b Gall, 1980, p. 1). 

Wood, Thompson, & Russel 1 ( 1 38 1 out1 ine the stages of an 

effective in-service education model. The readiness stage involves, 

a) ensuring a healthy school ctirnate exists through clear and open 
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communication, b) collectively determining needs, c) obtaining 

support, d) outlining expectations, and e) forming a long term plan, 

The planning stage i s  used to  set out a specific process for 

implementation and i s  followed by the training stage where Intense 

orfentation activities are provided. The implementation stage i s  the 

carrylfig out of the plan but should be undertaken w i t h  a conmltment 

to follow up assistance by dist r ic t  learders and resource personnel. 

The final stage, maintenance, ensures continuous monitorfng and 

adjustment of the innovation. 

On paper, there seems to  be no reason why these nodels of 

effective in-service should not be successful. Many of the wr i ters  

follow up their descriptions w i t h  accounts of successful innovations 

based on their model. Many of the innovations however have occurred 

in an experimental setting where intervention has produced the ideal 

conditions for their Implementation. The real world of education does 

not always comply w i t h  these conditions and instead provides 

barriers to  them. For example, in the school d is t r ic t  of Surrey ("36) 

BrItisl i  Columbia, a wel l  established program of week long courses 

for teachers in  collegial/clinical superviston was severely curtailed 

due to job action by teachers related to contract Issues. 

Regardless of the theoreticat basis for each of the models 

mentioned above, their appears a common thread i n  their application - 

that of allowing teachers to work in their own educational setting on 

a one to one basis w i t h  a faci l i tator or coach. Whether it be a fellow 

teacher, d ist r ic t  consultant, school principal, or a course instructor, 

it appears that the direct support of someone who the teacher trusts 
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1s crucial to the success o f  any attempt at change. - 
In addressing the problem of motlvation for teachers t o  

partlclpate In an on-going, growth orlented In-service educatlon 

program, educational wrlters offer a varlety of suggestions. Brltton 

( 1 973) comes out strongly agalnst f lnanclal cornpensation used as a 

reward, and suggests that slnce students are compelled to attend 

school, teacher attendance at in-servlce actlvl ties should be 

compulsory as well. He does however qualify hls statement by saying 

"Such a compulslon lmplles a compulslon on the part of local eduatlon 

authori ties to make necessary provlslons" (p. 26). Flscher ( 1 97 1 ) also 

feels that In-servlce should not be accompanied by flnanclal 

increments or bonuses, He adds that promotion or ralses should be 

based str ict ly on performance as evaluated by colleagues tralned as 

observers. 

So what i s  a good motlvator? Rubln ( 19801, Bush ( 1 97 1 1, and 

Palmer ( 1  978) agree that a high level of lntrlnslc motlvatlon 1s 
I%. 

necessary to comml t to an on-golng program of professional 

development. "There 1s a proportlon of Incentive and motlvatlon to be 

had In the simple human deslre to be good at what we do" (Rubln, p. 

82). In order to maximize this motlvatlon, in-service educatlon 

programs must be relevant to teachers' needs (Bush, 197 1 )  and be 

clearly percelved as beneficial to partlclpants. A well planned, 

concise process of development and renewal w l l l  help to increase 

teachers' self esteem and motlvatlon once they percelve that they are 
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being taken seriously. An effective teacher in--service education 

program should incorporate a process to provide access for 

continuous professional growth for motivated teachers who see 

themselves as controlling their own development, w i t h  a process to  

deal w i th  curriculum changes deemed necessary by the Ministries of 

Education or local School Boards. There should also be a support 

infrastructure aimed at  helping teachers deal w i t h  the demands on 

then. The fn -service process should be an integral part of the 

educational system i f  it :s to  carry any mer i t  at  alt. 

A Framework for the Design of a 

Teacher Retrainin? Prooram 

For French Immersion 

In-service 

Research directly related to a ful l - t ime teacher retraining 

program was not found since such a program has not been reported In 

the avai labte literature. The wr i ter  has therefore re1 ied on research 

,derived from studies on teacher in-servlce programs I n developing a 

framework for  a teacher retraining prograrn for  French Immersiom. 

In- service programs for teachers have been in  existence for 

many years. Very few however have resulted in  long t asting changes 

i n  instructlc;nal practice (Clllon- Peterson, 1 %  1 ), yet educators s t i l l  

bet ieve that professional development through In-service shout d 

contfnue to be a focus (McLeod, 1985). In his work cn educational 

change, f ~ l l a n  ( 1  982, p. 263) summarizes the l i terature on in-service 
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by outlining seven reasons why in-servfce seems to fail. These seven 

caveats xill be med to forin the conceptual basis for an effective 

in -service/ retraining program. 

ne .shot \r;n bmhone are ~ j d e s ~  vrna I ua 

f n order to effect lasting change, time i s  needed to ensure an 

understanding of the changes occurring, to integrate acqutred 

knowledge, to come to terms with concerns and fears arising from the 

ri sk -taking involved in the change process, and to practice, analyze 

and adjust new ski1 1s. To aim for positive changes in classroom 

practice, i t must be understood that change is  a process which takes 

time and is  achieved in stages (Hall & Loucks, 1978). Teachers 

involved in innovation w ill experience changes in concerns as they 

progress through the various stages of change. Flannlng for a long 

tern in -service program allows them the tfme necessary to reflect 

(Wideen, Carlman, S( Strachan, 1986) on the process and on their 

teaching. 

Coping w i th  change i s  stressful and puts the teacher in a 

vulnerable sltuation where they may well feel awkward and insecure 

In their new practlce. Fullan ( 1982) stresses the necessity for t'me 

t~ allow the teacher to better cope wi th  the chartge and to effect new 

strategies and understanding. Innovations should also be planned to 

lnclude an implementation phase which involves continued in-service 

as a support structure for the teacher ( Fullan, 1982; Hunter, 1985 1. 

Given the knowledge that we now have on effective change, it 

Is  apparent that the one-shot workshop model fs not gdng t o  prodace 



Teacher Re t ra in ing  Program 
26 

long lasting change in teaching practices. I f  in-service i s  to be 

effective, i t  may wel l  include a few workshops but only i f  they are 

part of a larger scale program for change. A teacher retraining 

program for French immersion should take place over an extended 

perTod of time to ensure participants' understanding of the process of 

change i n  the context of French immersion, to  enable them to practice 

new strategies i n  a safe environment, to  allow them to  cope w i t h  

concerns as they arise, and to  le t  them ref lect on their new 

experiences. 

( ~ ) T G D ~ c ~  are freouentl:; selected by oeo~ le  other than those for whom 

the In-serdce i s  intendeG 

Professional development act ivi t ies are most effectively 

undertaken when the topics have been selected by the participants. 

They are even more powerful when the participants have had a direct 

hand in  their design and implementation (McLeod, 1985). Change takes 

on an extremely personal dimension (Hall S( ioucks, 1379) , the 

recognition of which i s  of crucial importance in designing in-service 

programs, 

Fullan ( 1  982) identif ies four aspects of the nature of change 

which have been found to  affect in-service efforts. (a) Need--teacher 

identified prforit ies for change; (b) cladti;--the identif ication of the 

. essential features of the innovation; (c) complexity- -the recognition 

t;)l participants in  the innovation of the di f f icui ty  and extent of the 

change they w lll be undertaking; and (d l  qua1 f t y  and practlcali t y  of 

the program--the availabil i ty of quality materials to  help the 
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participants implement the innovation. A1 l o f  the above 

characteristics o f  change require participant involvment through the 

identification and understanding of them. 

u a ~ o r t  for ideas and ~rac t ices  introduced In In-ser,l'ce '4 I 

n (.r oarams occurs in  onlv a verv smal: mlnori tv of cases 

During the course of a normal school day, teachers have l i t t l e  

opportuntty t o  discuss teaching problems or to spend time in  each 

others classrooms. Traditionally, teachers work in isolation, and 

share few of their instructional problems with colleagues. If 

long-term in-service programs are t o  be effective, they must include 

plans for a support structure upon which the participant can rely 

when attempting to implement changes in their classroom. 

Fullan ( 1982) talks about the need for in-service work during 

the implementation phase of change "....to provide the ongoing, 

interactive, cumulative learning necessary to develop new 

conceptions, skills, and behavior" (p. 66). He states that although 

teachers say that they learn best from each other, they also indlcate 

that they can learn from helpers from outside of the scheol, i f  the 

help is  "practical and c~ncrete" (p. 66). McLa~chlIn and Marsh ( 1978) 

also support direct outside help when involving skill-speciffc 

training. 

I f  a process for change through a model of retraining is  to 

succeed, it must incorporate a network oaf support for the 

participants a t  all stages of the process. In their stucf): of 

Problem-Focused Coursework as a Model for In-Service Edticaticn: 
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Case Studies of Teacher In: t iated Change, Wideen e t  al. : : 986) foilnd 

that support was essential to teachers undertaking an instruct ional 

change process. The type of support varied, however it was noted 

that almost all the teachers who had effected significant change in 

their teaching practice had had access t o  some form of support. 

A retraining program for teachers should strive to provide a 

supportive environment in  at 1 i t s  phases. It should provide a 

facilitator who w i l l  trouble-shoot for the participants when 

necessary and who w i l l  open the doors to various support mechanisms 

available to teachers of French immersion. A process of clinical 

feedback should be available to participants during the practical 

phases o f  the change process, and access to quality materials to 

assist them in the development of their own learning. 

(49 Foilow-u;, evaluation occurs infreauentlv 

In all learning situations, at some point the learner needs to 

know how he is  doing relative to his objectives. Often he is  too close 

to the situation to objectively assess his progress and must rely on 

someone else to provtde feedback. The feedback need not be of an 

evaluatlve nature, but simply an objective reporting of what the 

learner did. This allows the learner to 'see' his words and actions, to 

ref k t  upon them in the context of his objectives, and to adjust hls 

. practice 1: he deems it necessary. 

Joyce and Showers ( 1  9 8 4  promote the use o f  collegial 

coaching to circumvent the notion that once learned, a ski l l  can be 

applied in the classroom w: th no consideration of i t s  longterm use. 
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The non-evaluative feedback in coaching "...stresses the 

appropriateness of specif lc strategies to certain goals" (p. 84). 

Coaching i s  a continuing problem-solving process engaged in  by the 

two parties who establish the cr i ter ia for observation and the 

methods of recording. Following the observation, the learner can 

discuss the data w i t h  the coach and set directions for the following 

observation session. 

Ful lan ( 1 982) sl;ggests that the more teachers are able to 

analyze and review their own teaching practices, the better equipped 

they w i l l  be to  effect the changes that they have identif ied as 

needing. He also ci tes several studles (Berman & McLaughlin, 1976; 

Ful lan, 198 1 b; House, 1074; L i  tt le, 198 1 ; Loucks & Me1 le, 1380; 

Stallings, 1980) which indicate that teachers interacting w i t h  other 

teachers or d is t r ic t  speciallsts, f ind this process very helpful. 

A teacher retraining program should include a coaching 

element, not only to  provide objective feedback to  the participants 

but also to  assist t hen  i n  developing ski l ls  i n  analyzing their own 

pract t ces. 

( 5 )  In-serdce ~roarams rarely address the inditt; ,dual needs and 

concert 0,- 
13 

Earlier in th is chapter, the importance of offering programs 

. Lased on teacher identif ied needs was discussed. Joyce ( 198 11, Cay 

( 1'38 1 1, McLaughlin h Marsh ( 1979)) Fullan ( 1982)) Hall 9, Loucks 

( 1979)) McPherson ( 13801, and many other contemporary educational 

researchers stress the importance of teacher involvement when 
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determining thk content and process of innovations. When specif ic, 

relative needs are identified by the participants of change, a sense of 

~wnership develops which lends i tself  to a greater degree of success. 

These same researchers charge that any in-service program 

must be sensitive to and able to  diagnose participants' changing 

concerns as they proceed through the stages of change. The 

Concerns-Based Adoption Model of Hall & Loucks ( I 979, as eldident i n  

f ts  t i t le,  focuses on the diagnosis of group and Individual needs and 

concerns dwing the adoption phase of an innovation. Fullan ( 1  982) 

and Joyce & Showers ( 1  984) stress sensitivity to teacher's needs 

durlng the implementation phase. In her Client-Centered Model for 

teacher in-service, Day ( 1984) states that the teacher's concerns 

should be considered at  a l l  stages of the innovation. 

I f  the goal of In-service i s  to effect positive change in the 

instructional practices of teachers, their individual needs and ever 

changing concerns must be considered and addressed. A teacher 

retraining program can deal w i t h  this element by providing a forum 

for participants to  express their concerns on a regular basis and the 

necessary f lex ib i l i ty  to  respond to them. 

(6)  The rnatorlt:; of ~ r o  rams involve teachers from inany different 

schools and/or school districts. but there i s  no recoanition of the 

d l f f  r nctial im 1 
J e m s  to which they must return 

The degree to whfch school d ist r ic ts promote and support 

professional development programs varies from total understanding, 
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commitment, and silpport to no recogni tlon whatsoever. The teacher 

who may init ially be motivated to effect change in his instructional 

practices may find his efforts thwarted in a system where a 

supportive process is  not in place. Fullan (1982) states that 

... the successful ones had central off ice administrators who 

enjoyed or were able to gain the support of the board, and who 

had very clear views and sets of ideas and ski l l  which 

determined how they confronted and managed change; in the 

management o f  change they provided the support and training to 

increase the w i 11 lngness and capacl ty of principals and 

teachers to deal w i th  change. (p. 177) 

A teacher retraining program should encourage participants t o  

gain experience in  and knowledge o f  the pol icies and practices 

pertinent to professional development and other support structures 

for French immersjon In the school district in which they w i l l  be 

teaching. This w i l l  enable the participants to tap into existing 

support mechanisms and establ lshed professional networks upon their 

return to teaching. I f  the participants discover that such support 

mechanisms do not exist in their district, then the program should 

assist the participant to develop external networks and access to 

external resources. 

(7)  There is  a orofound lack of anv conceotual basts in the ~ lannlng 

en ta t i ~n  of  in-service orograms that would ensure 

their effectiveness 

For in-service programs to successfu:ly assist teachers in 
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their endeavors to effect change in their instructional practices, a 

t h n ~  Ll ough understanding o f  what change involves i s  essential. W l  thout 

that understanding, proper planning cannot occur, training strategies 

w i l l  have no direct purpose, and implementation w i l l  most l ikely be 

abandoned. Dist inct from and accompanying an ~nderstanding of 

change nust be a conceptual understandlng of how to inf hence change 

(Fu:lan, 1982). ".,rationally planned strategies are not that rational 

when it comes to dealing w i th  people and the problem of meaning" (p. 

7). 

A teacher retraining program shoulu" be based on a thorough 

understanding of the change process and of the social complexities 

involved when attemptTng to effect change. This know ledge should 

also be mderstood by the participants to avoid unexpected 

misunderstandings regarding the change process in the context of the 

program. 

Following the guidelines for effective in-service, a summary of 

the elements necessary in planning and Imp1ementl;ng an effective 

retraining program would include: 

a) time for participants t o  absorb knowledge, to gain an 

understanding of the innovation they are undertakjng, and to 

address concerns as they arise in the implementation phase. 

b) participant involvement in  determining i t s  content and to 

promote ownership of the process of retraining. 

c) opportunities for practice in the classroom of new 

skills,conbined wi th  a supportive entrironment and the 

promotion of collegial interaction. 
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6) a supportive context for learning, understanding, and 

application which includes a process o f  faci 11 tat ive feedSack 

to promote analysis and reflection between stages of 

application. 

e) an integrated process whereby participant's changing needs 

can be highlighted and addressed. 

f )  a process whereby particlpants wlli  become skilled at 

developfng their own networks of support within and outside 

of their schools and school districts, to reach out and tap 

existing resource centres and professional organizations. 

g) a Drogram design which ref k c t s  an understanding of the 

process of change and program planning, development, and 

implemen,tation, Implicit in this element is an understanding 

on the part of the particlpants of the complexities of the 

process or change they are undertaking. 

uisit iorl Lanauaae Aca 

In addition t o  being based on recent theories o f  change and 

effective in-service, a teacher retraining program must also cortsider 

the context ifi which it 1s operating-- in this case, French Immersion, 

An understanding of language acquisition princii;als upon whlch 

French immersion instruction i s  Sased i s  essential i f  a retraining 

program is  going to model them, and engender in i t s  participants an 

understanding of them. 

Edwards, Wesche, ~rachen, Clement, & Kruidenier t 1354) 

dlscuss the need for a protective environment or a low risk situation 
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conducive t o  lessening anxieties and increasing self-confidence. This 

state of  a low 'affective f i l ter '  increases the learners receptiveness 

l o  the second language. It i s  the creation o f  this safe environment 

within a context of subject matter learning upon which French 

Immers:on is  based. It seems appropriate that a teacher retraining 

program for French immersion be based on the same premise firstly 

because it has been shown to increase language acquisit ton (Edwards 

e t  al., 1984; Krashen, 19831, and secondly because it would provide a 

good learning/teaching model for future teachers of French immersion 

(Tardif, 1984). 

The theory on teaching a second language through subject 

matter forms the basis of French immersion programs in Canada. In 

discussing Krashen's ( 1983) "input hypothesis" Edwards et al. ( 1953) 

state that it 

... claims that second-language acquisi tfon results from 

comprehensible input provided in sufficient quantities withrfi a 

real communication situation. It claims that we 

subconsciously acquire new If figuistic structures by 

understanding messages that contain the structures, wi th the 

aid of extra-lingulstic information f ro3  the context in which 

the messages are embedded. ... the input hypothesis would be 

supported by a ftnding that students, when exposed to a second 

language as the medium of instruction in  'the subject matter' 

(sic) , make observable gains in  second-language proficiency 

while learning 'the subject matter' (sic) (p. 268). 
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Tardif ( 1985) in  her article "L'approche communicative: 

prat iques pedagogi ques" discusses the difference between the concept 

of language learning through grammar study and language acquisition 

through communication. 

... s i  je vois la langue comme &ant un ensemble de structures 

grammat icales que l'on doi t acquerir, mes pratiques 

pedagogiques seront differentes de l'enseignant qui voi t la 

langue comme un outil de communication. Dans le premier cas, 

la langue est vue comme tin stock de savoir a absorber - on 

memorise des cot onnes de vocabulaire, on complete plusieurs 

exercices f aisant accorder le participe pass6 etc., on apprend 

les regles d'usage du subjonctif, des pronoms d'ob jets 

directs/ indirects etc. Dans le deuxieme cas on voi t la langue 

comme une multitude de savoir-faire a acquerir: savoir 

demander une Information, savoir saluer quelqu'un, savoir 

comprendre un discours, savoir transmettre un message. Selon 

cette conception, la grammare devient non une f in  en sol mais 

un instrument au service de la cornmunicatlon (p. 63). 

Tardif sees the learner of grammar as one who i s  obliged t o  

absorb linguistic rules in order to emit grammatically and 

phonetically correct stock phrases. The teacher's role here is  to 

correct mistakes. In a communicative situation however, the learner 

takes on a more active role. He is  given the opportunity t o  express 

himself without being restrained by a framework of linguistic 

structures. The structures are determined by the ccmmiinicatlve 
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situation at hand and the needs of the learner. The teacher in this 

situation can tolerate some errors as long as they do not prevent the 

learner from effective1 y communicating. 

Both Tardif ( 1985) and Calve ( 1983) say that the most 

effectlve way to promote language acquisition through communication 

In immersion settings is  through teacher training programs which 

emphasize this approacn. A teacher retraining program designed t o  

promote thls model of language acquisition would strive t o  see that, 

i t s  participants w i l l  carry it into their own teachingAearning 

situations in the French immersion classroom. 

Course Content 

As discussed earl ler, the success of an in-service program 

w i l l  more likely occur i f  participants have had a collaborative hand in 

determining i t s  content (Ful lan, 1 982; PlcLaughl in 8, Marsh, 1 978; 

Joyce, 198 1) .  In the case of a retraining program which involves 

total commitment and personal and prof essional sacrifices over a 

long period of time, participant involvement in the establishment of 

personal and group objectives i s  essential. The development of a 

sense of ownership on the part of the participant w i l l  greatly enhance 

the effzctiveness of the program. 

Some research has been done on the content and design o f  

. teacher tralning programs for French immersion. In 1984, the 

Canadian Association of French l mmersion Teachers (CAIT) 

commissioned a National Study of French Immersion Teacher Training 

and Professional Development (Wilton, Obadia, Roy, Saunders, & 
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Tafler, 1984). The resulting report was based on questionnaires to 

hiindreds o f  ewerfenced French immersion teachers, French program 

coordinators, personnel of post-secondary institutes offering teacher 

training programs for French immersion, and Ministries of Education 

from each province, In brief, the perceived need for continued 

in-service training consisted of methodology of immersion, teaching 

of  reading and French language. 

In response to two of the recommendations outlined in this 

report calling for continued research on the training and retraining o f  

French immersion teachers, a follow-up study, "La formation et l e  

perfectionnement des professeurs en immersion: pour des criteres 

nationaux" was commissioned by CAlT (Frisson-Rickson & Rebuff ot, 

1985). One of the outcomes of this report was a 'tableau synthese' 

summarlzing a national concensus on the components of an effective 

teacher training or retraining program for French immersion (see 

appendix A). These recommendations do not denote specific courses 

but rather components of an entlre program dedicated to training or 

retraining French immersion teachers. 

1. General education training 

2. Acceptable 1 inguistic competence levels upon completion o f  

such a program 

3. Language and cultural studies 

4. Theories of second-language learning 

5. Theories of second-language teaching 

6. Didactics of French as a second language 

7. Specific subject area know ledge 
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8. ~ rac t i ca l  teaching experiences (practica) 

9. Methodology of French immersion teaching 

These elements have, as indicated in the preamble of the 

report, been supported in  whole or in part by other researchers who 

have delved into the issue of teacher training for French immersion 

(Rebuffot, 1980; Calve, 1983; Tardif, 1984). 

In her article 'La Formation des Enseignants' Tardif ( 1  984) 

outlines seven elements which a French immersion teacher training 

i>rogram should include; 

(a) the science of education--a general knowledge of the 

philosophies of education and more specifically within the 

context of French immersion which would entail the 

development of language ski 11s and cultural sensitlvi ti/ of 

students. 

(b) mastery of oral and writ ten French--to ensure that the 

students, for whom French is  not the normal social 

language, are exposed to an excel lent 1 inguistic model. 

(c) French Canadian culture--to ensure the students do not 

receive stereotyptcal images or false attitudes and values 

of French canadians and to enable them to deliver these 

images in a vibrant, living context. 

td) the nature of language--a know ledge of the l ingulstic 

systems of French and English would enable the teacher t o  

anticipate and t o  address areas of l inguist ic transfer and 

overgeneral isat ions t o  the target language. 
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(e) psychology of Ollingualism and second language 

learning--the effects of second language learning on the 

learner. 

( f  1 second language acquisi tion--the study of how a learner 

most effectively acquires a second language. 

(g) teaching communicative competencies in a second 

language-- to enable students to transmit ideas, attitudes, 

and feelings according to social norms, in a variety of 

sf tuations. 

A framework for the methodolcav - .  usec 

to aather and analyse data 

In his discussion of staff and professional development as an 

evolutionary process, Stake ( 1985) puts forth the notion that in order 

for educators to best benefit from educational experiences in which 

they have not directly participated, they should be able to experience 

them v i ca r i ~udy  by readlng descriptions of them. Descriptions of 

experiences which a1 low the reader t o  truly understand the program 

or process under scrutiny w i l l  enable him to incorporate that 

experience into his own. Stake advocates 

... the design of  studies to carried out by trained researchers, 

carried out in such a way as to provide vicarious experience to 

the readers, done so that they easily combine new experience 

w l  th old ... the role of the program evaluator or educational 

researcher on these occasions is to assist practitioners in 

reaching new experiential understandings, which ,.. I have 
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called 'naturalistic generalization' (p. 1). 

Stake contends that helping educators arrfve at understanding 

via naturalistic generalization should be seen as a valid i f  not more 

effective route than providing formal Ist ic generalizations through 

theory and empirical data. He also states that 

The basic task for an evaluator i s  made barely tolerable by the 

fact that he or she . . . merely needs to make a comprehensive 

statement of what the program is  observed to be, wi th useful 

references to the satisfaction and dissatisfaction that 

approplately selected peopt e feel toward it ( 1 985, p. 29 1 1. 

The purpose of this evaluation study o f  the Teacher Retraining 

Program for French Immersion at Simon Fraser University i s  to 

provide a combinat ion of descript ive and responsive informat ion in 

order to offer experiential knowledge to those interested in 

understanding the effects of the program on i t s  participants. It i s  

hoped that this understanding will  lead t o  a refining of the program i f  

and when necessary. 

In his article "The Countenance of Educational Evaluation", 

Stake ( 1467) proposes a model of program evaluation which allows 

for the recording of twelve different types of data wbict; could 
- feasibly by included ( see appendix 5). Since it is  not the intent of 

this study to extoll the merits or weaknesses of the program to 

possible consumers, i t s  focus w i l l  be t o  provide information in the 

descriptive matrix of Stake's model. The emphasis w i l l  be on looklng 
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at the relationship between the antecedent conditions, transactions 

and outcomes as they directly affect the participants. 

As noted in the preceeding chapter, one aspect o f  the outcome 

data in which the writer i s  most interested is  changes in attitude, 

concerns, notivation, and nos t  importantly, confidence which 

participants experience. There is  evidence that teachers' sense o f  

efficacy, their beliefs in  their ability to teach effectively, has a 

direct bearing on their success in  teaching and efforts toward change 

(Ashton, 1 984; Gibson & Dembo, 1 985; McLaughlin & Marsh, 1 979; 

Eerman & McLaughlin, 1977; Brookover, Schweitzer, Schnelder, Beady, 

Flood, & Wtsenberker, 1978; Armor, Conroy-Osequere, Cox, Klng, 

McDonnroll, Pascal, Pauly, & Zellman, 1976) In describing the Rand 

Change Agent Study, McLaughl in and Marsh ( 1979) out l ine the factors 

necessary for successfut innovattons to occur. In additlon t o  need, 

support, and commitment, they state that the teachers' sense of 

efficacy is  very important to the success of the innovatlon. The 

participants are being put in a high risk situation but this program 

hopes to reduce that feeling of exposure through a wel 1 planned, 

supportive, interactive change process 

Other aspects of the outcome data which the wrtter fritertds to 

record is  the lfnguistic development of the participants as well as 

their knowledge and ski l l  in French immersion teaching. Previous to 

the implementation of the TRP, some local French immersion 

sducators expressed doubt as t o  whether 'fair--to-good' speakers of 

French can, within a twelve month program, become fluent eno~gh to 

meet hiring standards o f  school districts. The success of the 
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partkipants' linguistic development, and their ski l l  in and knowleckje 

of French innersion methodology w i l l  be measured by the extent at 

which they are hired to teach French immersion. 

The writer's choice in using qualitative as opposed to empirical 

data in this study is  also reinforced by Miles and Huberman ( 1 983) 

who state 

Qualitative data are attractive. They are a source o f  

we1 I-grounded, r ich descriptions and explanations of processes 

occurring in local contexts. With qualitative data one can 

preserve chronological flow, assess local causal ity, and derive 

fruit? ul explanations. Then, too, qua1 ltatlve data are imore 

likely to lead to serendipitous findings and to new theoretical 

integrations; they help researchers go beyond init ial  

preconceptions and frameworks. Finally, the f indlngs from 

qua1 i tative studies have a quai 1 ty of 'undenlabf l i ty' ... Words, 

especially when they are organized into incidents or stories, 

have a concrete, vivid, meaningful .flavor that often proves far 

more convincing to a reader-- - another researcher, a 

pollcymaker, a practitioner - - than pages of numbers. (p. 15) 

The qualitative data format allows the evaluator to be more 

flexible in his quest for understanding the phenomonon at hand. He i s  

not tied to a pre-determined set of questions but can change 

direction depending on what each step of data collection brings t o  

1 ight. 
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METHODOLOGY 

The Sub jects 

As outlined by the Ministry of Education, i t  was required that 

all participants meet the following criterla 

- they hold a permanent B.C. teaching certificate 

- at the outset of the program, they demonstrate 

considerable prof iciency i n  the French language 

- they are prepared to give a full-time commitment to 

retraining for one year 

In addition, the TRP at Simon Fraser Universl ty was deslgned 

for qualified and practicing teachers in  B.C. working fu l l  or part time, 

who are sponsored by a school distr ict In this province. Sponsorshlp 

could range from financial assistance or at the very least a 

recognition that upon completfon of the TRP, the retrainee w i l l  be 

seriously considered for reassignment to an immersion teaching 

position within the district. The above criterion could not be str ict ly 

adhered to during this fnit lal year of implementation of the Simon 

Fraser TRP for two reasons. Firstly, Iingulstlc screening for 

retraining was opened to teachers who were unemployed or 

underemplo\jed. This meant that many candidates were not tied to a 

particular school distr ict and therefore did not receive assurance of 

employment upon completion of the TRP. Secondly, lead time was 

short since final approval for program funding occurred in  the spring 

of t 985. This factor prevented the program organizers of the TRP at 

Sfmon Fraser University from working with districts to ensure that 
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their participants satisfied the 'sponsorship' criterion. 

The Ministty init ial ly received 98 applicants who submitted a 

self evaiuatlon of their communicative ability in French. Of these, 60 

were recommended to take the written portion of the screening 

process. The 36 appl !cants who achieved better than 50% on the 

written examination went on to take the the oral exam. Of these, 24 

applicants were accepted into the program having achieved 60% or 

better. The twelve participants of the SFU program were al l  Brit ish 

Columbia certified teachers with an average of 7.5 years of teachjng 

experience. More descriptive informat ion about the participants is  

provided in chapter four. 

The twelve months of the TRP at Simon Fraser University were 

divided into four phases. The university operates on a senester 

system so the TRP was also designed on a semester basis. Within 

each semester however, the program was not l imited t o  str ict ly 

conforrn to the Faculty of Education course structure. 

1 )  Introduction to teaching French Immersion 

(September-December = 15 credits) 

This semester was designed t o  introduce the participants t o  

the French immersion setting. A strong emphasis was set on 

providing opportunities for language perfection in relation to the 

. pedagogical work required for immersion teaching. 

The f i rs t  week of the program was an orientation session 

allowing the participants to become familiar wi th the program, the 

campus and the faculty facilities. This session was designed and led 
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by the program coordinator who organized activities which helped the 

participants t o  establish a working/collegial relationship with her 

and with each other. Time was also taken for the participants to 

work together to form a group concensus on their objectives for the 

f f rs t  semester. 

This orientation was followed by eight and one-half weeks of 

language training sessions and introductory workshops on curriculum, 

instruction, and culture. One d;;y of each of these weeks was spent in 

French immersion classrooms around the Greater Vancouver area. 

Each participant was assigned to a practicing French immersion 

teacher (school associate) and was given opportunities to observe and 

to work with small groups of children. The role o f  the school 

associate was of a supportive nature t o  assist the participants in 

their trans! tion into the immersion classroom. The program 

coordinator, along with another faculty member, took on the ro l e  of 

Faculty Associate. The Faculty Associates at SFU are trained in the 

process of clinical supervision (see appendix C) which was 

implemented during their regular visits to the participants in their 

classrooms. 

The coursework was offered in  half -day Slocks and Included "la 

grarnrnairel','lta conversation", "la culture f rancophone", "les 

s6minairesn, "les groupes d'etudes", and "les ateliers". For a more 

. detailed description of the f i rs t  semester timetable and of each 

course, refer to appendices D and E. 

A follow-up to the coursework sessions was provided in the 

form of a three-day mini-conferewe. I ts  purpose was also to provide 
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a change of pace for the participants who had just completed a 

challenging block of learning and studying, and who were about to 

embark upon an intensive three-week pract icum In their assigned 

French immersion classrooms. 

The practfcum was followed by a final week on campus which 

served as a wind down t o  the fal l  semester and as an orientatton t o  

the spring semester. Seminars, dtscusslons and study groups were 

held in a more relaxed fashion where participants were able t o  share 

their practica experiences and to evaluate the f l rs t  semester. A 

process for goal setting and needs assessment for the second 

semester was also undertaken. 

2 )  Coursework semester 

(January - Apri I =  1 4 credits) 

The spring semester was designed following the expressed 

needs of the participants, The coursework was again offered In 

half-day blocks. It also involved instructors from the Department of 

Lanpages, Literature, and Lingulstiques (DLLL) who gave courses 07 a . 

more formal nature on French language study. The coursework 

included 

EDUC 473-4 l'apprentissage e t  I'enseignement de la lecture 

EDUC 474-4 I'enseignement des sciences humaines 

EDGC 496-3 la phonetique corrective dans la salle de classe 

FREN 206-3 intermediate French I f  t 

FREN 30 1 -3 advanced French - composition I 

In addition, the students attended weekly seminar sessions and 

a series of curriculum workshops whlch covered such topics as 
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les styles d'apprentissage 

l e  cours de langue en immersion 

l'approche communicative - Pi  toe 

les ecrivains en herbe 

l'orthopedagogi e 

math their way 

Appendix F offers detailed descriptions of each course and the 

timetable for the second semester. One day each week was le f t  

unscheduled to allow the participants to arrange visits t o  a varlety of 

French immersion classrooms in  the Greater Vancouver area. 

31 Pract icum Mpr i  I -May 1 

TO consolidate the f i rs t  two semesters of learning, a six-week 

practicum was undertaken In immersion classrooms. A c l  inical 

supervision model was implemented for the duration of the practicum 

involving the school associate and faculty associate (program 

coordinator). A process of analysis of instruction and self evaluation 

was emphasized in this practicum during which the participants took 

on all teaching responsabilities in their classroom. 

4) Quebec Component (July-August) 

The participants spent six weeks in  Chicoutirni, Quebec, living, 

studying, and practicing lfnguistic skil ls In a francophone 

environment. During the final week i n  Qukbec, the partlctpants were 

. evaluated on their communicative skllls i n  French by two evaluators 

from B.C. 

For those participants who succeed in the retraining program 

and who have jobs the following September, a follow-up component 
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"Impementation and Monitoring" wil t  be offered to assist the 

participants in their new professional environment. The effects of 

this component of the TRP however are beyond the bounds of this 

thesis. 

l nstruments and Procedures 

Although a time line for data gathering was established 

prior to the commencement of the study (see figure 3.1)) the actual 

instruments, especial 1 y those involving responsive data, were 

finalized just prior to their administration. This allowed the writer 

to design the instruments based on issues that had arisen during 

previous phases of responsive and descriptive data gathering. Mi les 

and Huberman ( 1 984) suggest that in an exploratory study such as 

this, specific site considerations w i l l  be lost i f  one remains tied to 

an inflexible, pre-established set of instruments. 

Phase One 

The f i rs t  task in  this formative evaluation process was to 

gather what Stake ( 1967) refers to as antecedent information, "...any 
I 

condition existing prior to teachlng and learning which m q  retate t o  

outcomes" Ip. 12). Stake gives attitude, prevlous experience, 

interest, and willingness o f  students prior to taking a course or 

enrol ling in a program as examples of antecedent information. A 

questionnaire (see appendix GI was distributed to participants for the 

purpose of discovering their expectations, concerns, and fears vis a 

vis the retraining program, and t o  find out what was their 
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figure 3.1 
Time line for data gathering procedures 

phase one Sept. 9 
antecedent 
conditions 

phase t w o  Sept.-Dec. 
transactional 
information 

Jan.-Feb. 
transactional 
information 

March 
transactional 
infor mation 

phase three August 
outcome 
information 

-- 

questionnaire (participants) 
discussions w i t h  program 
organizers 

observations - weekly semlnars 
discussions w i t h  program 
organizers 
attendance at evaluation 
sessions 

interviews w i t h  program 
instructors, school d is t r ic t  
personnel, and the director of 
the funding agency 
informal meetings w i t h  the 
above, the coordinator, 
part i cipants, and organizers 

interviews w i t h  partlcipants 
and program coordinator 

questionnaire (participants) 
discwsions w i t h  program 
organizers 
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understanding of current topical issues in French immersion 

programming, f his questionnaire was administered in the very early 

stages of the program, before their expectations and attitudes were 

altered by exposure to the program and before their knowledge of 

;,.+. ~~,cres I in French ;Immersion deepened. It is this antecedent 

information Wake 1967) which w i l l  help to establish a barometer on 

which to  analyze changes in participant concerns, expectations and 

confidence as they go through the program. 

Phase Two 

This init ial  stage of responsive information gathering was 

followed by a participant observation phase of data gathering 

throughout the f i rs t  semester. This was the f i rs t  of several methods 

used to gather transactional information which Stake ( 1975) 

describes as the encounters of the participants with each other, their 

instructors, their students, program organizers, school district 

personnel - everyone with whom they had contact within the context 

of the program. Ideally, the writer would have been present thoughout 

the entire program, i n  al l  the courses and in  all the classrooms during 

practlca. This was not possible and so the wri ter  relied upon the 

Interpretatjon of the major encounters by the participants anc: the 

program coordinator. The wri ter was able t o  attend the participants' 

weekly seminar sess'lons durjng the f i rs t  semester where they 

discussed the events and experiences of the week, and issues o f  

concern as they arose. The focus of the observatf ons was on 

gathering supportive data pertinent to the information gathered in the 

f i rs t  questionnaire, as well as on noting unexpected developments and 
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concerns. 

Transactional lnformat ion was also gathered throughout the 

second semester during several unstructured contacts wi th the 

participants, meetings w i  th program organizers, the program 

coordinator, as well as during interviews administered to each 

participant and the program coordinator (see appendices H & I). These 

interviews lasted a minimum of one-half hour each, and focused on 

the perceived changes i n  needs and concerns of the participants. 

Program personnel, Ministry officials and school distr ict 

representatives ( see appendix $1 were also interviewed. 

Phase Three 

The final stage of data gathering occurred a t  the end of the 

Qukbec phase , after twelve months involvement in the TRP. Stake 

(1967) describes this outcome phase of data collection as focusing on 

"...the abilities, achievements, attitudes, and aspirations o f  students 

resulting from an educational experience" (p. 1 1 2). This phase took 

the form of a questionnaire ( see appendix K) since it was not 

possible t o  gather al l  the participants together upon their return to 

B.C. All the participants had agreed prior to leaving for Quebec, to 

complete the questionnaires and to send them to the writer in  a 

pre-stamped and addressed envelope. 

Data Anvlasis Procedures 

Much of the data analysis procedures undertaken are consistent 

w l th those suggested 5i/ Mi les and Huberman ( 1 35.1) in their b o ~ k  
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'Qualitative Data Analysis: A Sourcebook of New Methcds'. 

Immediately following each contact, the wr i ter  completed a 

contact summary sheet (see appendix L). This was often done 

without referral to  the raw data just collected and served to capture 

the writer's in i t ia l  impressions of the interview, meeting or 

discussion. Each sheet recorded the time and place of the contact, the 

people involved and the situation under which the contact occurred. 

Through this process, the wr i ter  was able t o  highlight the main 

themes or issues which became apparent throughout the contact and 

t o  set directions for  the follow up contact. 

The second step of analysis was t o  consol idate the 

responses gathered during interviews and in  questionnaires or, in 

the case o f  descriptive data, t o  rewr i te verbatim the notes taken. 

This served two purposes: a) t o  review the raw data at hand, and b) to  

create an easier referral system to  the raw data. 

The th i rd step, codlng, was the in i t ia l  phase of data reduction 
i 
I 

which Miles and Huberman ( 1  984) describe as the "... process of 

selecting,focusing,simplifying,abstracting,andtransformingthe ', 

"raw" data that appear in  written-up f ie ld notes" (p. 21 1. Codes were 

established t o  ref lect the research questions and themes into which 

the wr i ter  wished t o  delve and also brought to the fore any 

unnexpected issues. The coding permitted the clar i f icat ion and 

quantification o f  the data while retaining the richness of words as 

wel l  as the retrieval, organization, and reduction of  bulky data :Miles 

and Huberman, 1984). 

The follow-up step to coding consisted of  the estabtishment of 
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categories which involved the collapsing of some of the codes to 

create more meaningful and workable data. The categorizfng allowed 

for e a v  transformation of data to various forms o f  visual 

representation such as tables, graphs, organizational charts and 

checklists. As Miles and Huberman ( 1984) state, visual 

representations of data are "...a spatial format that presents 

information systematically t o  the user ... You know what you display" 

(p. 79). The display of data, in combinatlon with a narrative text can 

be very powerful when describing or explaining a phenomonon. 

Depending on the issue under discussion, a variety of display 

formats were used in the analysis of the data gathered In this study. 

Tables were used in  conjunction wi th  descriptive text and quates 

when presenting results from questionnaires and interviews. 

Although a checklist matr ix does not emphasize data for 

individuals, it i s  very useful In sorting out conditions by role and 

time period, and w i l l  be used to stress the early-late differences of 

the dynamics in specific conditions. 

At one point during the analysis, it became apparent that the 

role o f  the program coordinator was of significant importance t o  the 

program and to the participants. To assist in illustrating the 

complexity of this role, a context chart was created. This allowed 

for the mapping of "..,the social context of individual actions, 

- economically and reasonable accurately, without getting overwhelmed 

with detail" (Miles and Huberman, 1984). 

This formative study of the TRP at Simon Fraser University can 

be described as exploratory, descriptive and Informative. I t s  
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l imitation is  of course that it cannot be used in generalizing t o  other 

simllar situations since it is entirely site specific. However, an 

attempt was made to provide pertinent responsive data from the 

University of Victoria site, where applicable, to i l lustrate a contrast 

or a sirnflarity in the context of available research literature on 

in- service and immersion 1 anguage learning. 
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Chapter 4 

RESULTS 

Phase One: Antecedent Conditions 

The antecedent information presented here looks init ial ly at 

the professional and personal background of the participants. This i s  

followed by a discussion of several issues which reflect participants' 

attitudes at  the outset of the program. Finally, a summary of the 

participants' know ledge of contemporary French immersion issues is  

presented. 

Eackaround of ~art ic ioants 

Upon entering the TRP al l  of the twelve participants were 

qualified to teach in Brit ish Columbia. One however, was qualified to 

teach only at the secondary level. Of the twelve participants who 

enrolled in the SFU TRP, only one ( I  had a continuing, albeit part time 

position wi th  a school district. This participant i s  also the only one 

who received financial sponsorship from a school distr ict to 

undertake the program. Six (6)  of the twelve participants had been 

working as substitute teachers immediately prior to enrolling in the 

TRP, while five 15) of them had not been teaching within the public 

school system during the school year 1984-85. As for sponsorship 

from a particular school district, nine (9) participants had received 

no support, financial or verbal. The major reason for these 

participants committing themselves t o  the TRP was to increase their 

marketability in  finding a secure teaching position. Three (3) of the 

participants had some form of sponsorship from a school district. 

One ( 1  involved leave wi th  partial pay while two ( 2 )  were of a less 
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table 4.1 
professional standing o f  part icipants: September 1 985 

(n= 12) 

teaching experience 0-3 yrs 4-7 yrs 1 1 -25 yrs 

teaching posi t ion* substitute permanent none 

school district 
sponsorship 

f inancia 

1 

B.C. c e r t i f i e d  ** Yes 

12 

1 

1 verba 

2 

no 

0 

1 none 

9 

*The TRP appeared to offer hope for employment to many applicants who had been 
unemployed or underemployed during the early 1980's due to the state of 
financial restraint within the educatfon system of the province of B.C. 

**One of the twelve participants was qualified to teach only at the secondary level 
(grades 8- 12). 
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tangible nature involving a verbal assurance that they would be 

seriously considered for an immersion teaching position upon 

successful completion of the TRP. Program organizers would have 

preferred to  work w i th  a more homogenous group in  terms of 

professional standing however table 4.1 illustrates the reality of the 

variety in  professional background of the participants for the f i rs t  

year of implementation of the retraining program. 

The average teaching experience of the participants was 7.5 

years, most of which were teaching in the regular English program. 

Three (3) of the participants had limited experience teaching French 

immersion but on a substitute teaching basis only and for brief 

periods of time. Eleven ( 1  1 ) had experience teaching French as a 

Second Language (Frangais de Base), however five (5) of those were on 

a substitute basis. Only one participant had no teaching experience in 

either French immersion or in French as a second language. 

The personal situations of the participants (see table 4.21, 

varied as well. The median age of the participants was 37 years, 

eight (81 of them were married, and nine 19) had one or more 

dependents. Two of the four single part icipants had dependents. 

The results of the screening tests (see table 4.3) indicate that 

the participants also varied in  their ability to speak and wri te French. 

In the written test for which a cut off point of 50% had been 

established, the scores of the 12 candidates who were accepted at 

SFU ranged from 53% to 84% (mean score = 69%). The scores on the 

oral test, for which a cut of f  point of 50% had also been established, 

ranged from 53% to 94% (mean score = 75%). 
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table 4.2 
personal data of participants: September 1 985 

(n= 12) 

marital status 

dependents 

single married 

4 8 

none 

3 

one two 

4 

three 

table 4.3 
results of linguistic screening: 

SFU participants 

writ ten 

oral 1 3 4 4 
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The wide range in  personal, professional, and linguistic 

backgrounds of the participants meant that the program was not 

dealing with a homogeneous group. The main unifying factor within 

the group however was a strong motivation and commitment to  

successfully complete the program. 

Hiahliahted Issues 

 oha at ion. At the outset of theTRP, the participants were 

highly motivated to successfully complete the program. Two reasons 

for undertaking this commitment were cited; (a) a need to improve 

language ski l ls and (b) marketability (see table 4.4). 

Prior to enrolling in this program, most ( 1  1)  of the 

participants did not have a steady teaching job. Several were 

substitute teaching (not necessarily in French immersion) and a few 

were unemployed. Increased marketability and a desire to change 

ones' teaching assignment were the prime motivators of the 

participants. Most ( 10) of the participants f e l t  the successfut 

completion of this program would better qualify them for a teaching 

job or for a change i n  assignment. 

As shown in table 4.5, half (6) indicated that they had been 

looking for a means of changing their focus within teaching to teach 

French immersion and that the design of the SFU program appeared to 

respond to that quest , while some (4) chose the SFU program over the 

UVlC program because of location. A few (2) said that the Ministry 

funding provided to cover al l  course related costs was a factor in 

their choice of methods to undertake that change. 
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table 4.4 
motivation factors: September 1985 

(n= 15)a 

linguistic job related 

a- Because of multiple reponses, this number is  greater than the number of 
respondents ( n= 12) 

table 4.5 
Reasons for choosing the SFU TRP 

- 

program design locat ion funding 

table 4.6 
confidence: September 1 985 

(n= 12) 

confident not confident 

to teach French 
immersion 1 

to successfully 
complete the TRP 12 
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Confidence. The participants generally would not have fe l t  

confident i f  they had been asked to teach in  an immersion classroom 

at this time (see table 4.6). This i s  not an unexpected piece of 

information given the nature of the program to which the participants 

have committed themselves for a year. The major reason for this lack 

of confidence was a weakness in  language ski 11s. Almost al l  of the 

participants indicated they had much work to do to develop 

communication ski l ls i n  French to the point where they would feel 

comfortable and in  control of a French immersion teaching situation. 

Another reason for this lack of confidence appears to be a recognition 

that to  teach i n  immersion one must acquire techniques and 

knowledge of methodology specific to French immersion. Many of  the 

participants do not appear to have acquired this know ledge. They had 

no previous training in  the teaching of French immersion although 

some had limited experience through substitute teaching. 

Despite the expressed uneasiness about teaching French 

immersion at this point, a l l  of the participants fe l t  confident that 

they would successfully complete the TRP. 

banguaae concerns. As illustrated in table 4.7, a fear which 

was strongly stated by several (8) participants was that of not 

improving their language ski1 1s enough to the point of being 

comfortable wi th  or being accepted into teaching French immersion. 

For many, this year represents hope for their professional future, yet 

they fear that their language development may prove to be a 

stumbling block. 

Concerns about f indina a fob. Another concern of ten (7) cited 
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reflects the reason why many of the participants enrolled in  the TRP 

-- marketabi 1 i ty. Despite the confidence expressed about 

successfully completing the program, many (7) of the participants 

stated that they were very concerned about f inding a fu l l  time 

teaching position when the program was over. 

Financial concerns Financial concerns weighed heavily on 

some (4) of the participants' minds. These tended to be the ones who 

have dependents and/or no spouse to financially support them. Even 

though the participants did not have to pay tuition, several had given 

up a salary for the year and forecasted diff iculties in  meeting 

persona1 expenses. 

Fami l~ concerns. For many (51, especially those who are wives 

and mothers, the organization of their time and priorit ies was 

expected to be a new and di f f icul t  pressure wi th  which to deal 

throughout the program. They feared the diff iculties inherent i n  

juggling family responsibilities and study obligations. Although 

most of them had worked in  the past, it appears that they expected 

full-time studies to be more demanding than full-time work. 

During seminar discussions, it was apparent that, a1 though 

almost all, of the participants seemed to be open to and ready for 

change, for some, the transition to becoming a student again was not 

a comfortable one. One had to leave her family and was feeling 

stressed at the thought of being in a new environment without her 

personal support system. For some, it was viewed as a challenging 

change while for others it was viewed wi th  apprehension. 

Concerns about the ~ract ica.  Many (5) participants were 
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table 4.7 
concerns: September 1985 

(n=29)a 

language job family practica financial 

8 7 5 5 4 

a- Because of multiple responses, this number is greater than the number of 
respondents ( n= 1 2) 

table 4.8 
expectations: September 1 985 

(n=28)a 
- - 

1 anguage French immersion curriculum/ increased 
development pedagogy resources confidence 

familiarity 

a- Because of mu1 tiple responses, this number is greater than the number of 
respondents ( n= 1 2) 
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fearful of their impending practica experiences since they fe l t  the 

f i rs t  weeks of the program was too soon to be in the classroom. 

Some (3/5) fe l t  that much more time on campus taking courses would 

be needed before they would feel prepared to face a practical 

situation. Others (2/5) expressed concern over the appropriateness of 

the grade level they had chosen for their f i rs t  practicum. 

Ex~ectations. Almost al l  ( 1  1) of the participants expected that 

the TRP would provide them wi th  opportunities to develop their 

fluency in French (see table 4.8). Most of the participants displayed a 

recognition of the differences between French immersion and regular 

English program instruction. They expected that this retraining 

program would also provide them with opportunities to learn and to 

practice techniques and ski l ls involved specifically in the teaching of 

French immersion. Many expected to develop an ease and a confidence 

as they became more proficient in  the language and more familiar 

wi th  curricula and specific programs used in French immersion. 

In summary, the main motivating factors for the participants 

undertaking the TRP were related to marketability and language 

development. Almost a l l  of them Indicated that they had l i t t l e  or no 

confidence to teach French immersion however they expected that the 

TRP would help them to overcome this lack of confidence by offering 

them the opportunity to improve their language skills, to become 

. ski1 led in French immersion teaching practices, and to become 

fami l iar wi th  curricula and resources specific to French immersion. 

The major concerns of participants were, a) their abil ity to improve 

their language ski l ls to the point of being comfortable and in control 
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of an immersion program, b) f indfng a job, c) being trained in 

pedagogy specific to immersion, d) finding the time necessary to 

successfully complete the program requirements, and e) for some, 

dealing with the financial diff iculties of not receiving income for 

twelve months. It w i l l  be of  interest to discover, through further 

study, whether their concerns change, are a1 leviated, or are increased 

as the program continues. 

Issues In French Immersion 

The participants appeared to be cognisant of current topical 

issues. When asked to outline arguments for and against the 

implementation of French immersion programs (table 4.91, many cited 

reasons often heard when parent groups lobby school boards to offer 

such a program. Reasons for i t s  implementation were varied, however 

the argument most often stated (19) was dealing w i th  the benefits to 

the child i n  learning to communicate in  French. Specific examples 

were; better fob opportunities, easier to learn whi le young, increases 

cultural awareness, enriches the child's know ledge of English, and 

generally enhances the child's education. Another argument often ( 5 )  

offered was to support the bilingual nature of Canada. Other reasons 

such as parent demand, lack of success of f.s.1. programs in  forming 

bilingual students, and no loss of English ski l ls were stated. 

Arguments against the implementation of French lmmersion 

programs most often stated as used by reslstant school boards (table 

4.1 0) included staffing difficulties,cost, administrative difficulties, 

and political barriers. 



Teacher Retraining Program 
66 

table 4.9 
reasons for implementing French immersion 

(n=30)a 

beneficial to bilingual parent English f.s.1. 
child country demand not affected unsuccessful 

a- Because of multiple responses, this number is greater than the number of 
respondents ( n= 12) 

table 4.10 
reasons for not implementing 

French immersion 
(n=29)a 

staffing cost administrative political 
diff iculties . diff iculties 

a- Because of mu1 tiple responses, this number is greater than the number of 
respondents ( n= 12) 
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table 4.1 1 
c r i t e r i a  for h i r i ng  

(n=37)a 

language teaching F.I. other 
competence competence methodology 

a- Because of multiple responses, this number is greater than the number of 
respondents ( n= 1 2) 
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When asked to state criteria for School Boards to look for in  

French immersion teachers (table 4.1 1 ), the participants 

overwhelmingly ( 1 2) stated language competence as a necessary 

quality. Ability i n  teaching generally (6)  and know ledge of French 

immersion teaching techniques ( 5 )  were mentioned by several. Other 

qualities mentioned were, enthusiasm (2), cultural know ledge (2), 

openmindedness (21, dedication ( 1  ), committment to a distr ict ( 1  1, 

and knowledge of second language development in  children ( 1 1. 

Almgst al l  ( 13/ 15) of the responses in describing immersion 

students were in terms of their parents who were said to be well 

educated professionals (51, supportive of their child's education (31, 

interested in language learning or bi  1 ingual themselves (41, and 

openminded ( 1). Only two participants directly described students 

and the adjectives used were, bright and likely to be bored w i th  the 

regular program. 

In giving reasons why parents choose French immersion for 

their children, a large number ( 1 0) suggested that parents realize the 

importance of learning a second language. Some explanations for this 

realization were, parents fe l t  immersion would provide a better, 

more challenging education, help their children get more out of life, 

and open more occupational doors in  the future. Some (3) participants 

fe l t  that another motivator was a perceived status factor ie: "it 's the 

i n  thing to do". 

Most ( 10) participants fe l t  immersion should be accessible to 

al l  students. A few (3) however added that enrolment in  immersion 

should not be open to students known to have learning dlfficultles. 



Teacher Retraining Program 
69 

One participant stated that e.s.1. students should not be encouraged to 

enroll in immersion. The choice factor was mentioned by two 

participants so as to ensure French immersion i s  not forced upon any 

student. 

When queried about their perceptions of public attitude toward 

immersion, the answers were varied. Many (5) stated they fe l t  the 

public was generally in  favour, a few (3) saw the issue as polarized, 

while two perceived the public to be generally against immersion. 

One fe l t  that the public was not well enough informed on the subject 

of French immersion to have a valid opinion. 

Many issues of concern regarding French immersion 

programming were brought forth in the responses to this questionaire. 

Half of the group raised the issue of the displacement of regular 

program teachers as needing attention. Several wrote of the lack of 

trained and/or experienced personnel, of the maintenance of 

immersion through secondary, and of the lack of tolerance or 

f lexibi li ty on the part of regular program personnel. Funding, lack of 

quality resources, and transportation problems were stated as issues 

by a few. Other issues mentioned were spl i t  classes i n  immersion, 

poor implementation of the program, overly high expectations, 

remedial instruction for French immersion students, and expansion. 

In conclusion, some conf l ic t  of  opinion was noted, and several 

issues were le f t  untouched. Further study strived to determine 

whether the group as a whole became more cohesive in  their opinions, 

whether their understanding of the issues broadened and/or whether 

some issues were dropped and others raised. 



Teacher Retraining Program 
70 

Phase Two - Transactions 

This section looks at the issues highlighted in the f i r s t  phase 

of the evaluation to see how, i f  indeed, they changed over the course 

of the program. Following this, a discussion of newly developed 

issues w i l l  be presented. 

Issues and Concerns 

Motivation. Motivation appeared to remain high throughout the 

program. This i s  reflected in  the continued high participation levels 

in al l  phases of the program of almost al l  of the participants as well 

as in their comments. A1 though a few of them had experienced 

discouragement at various phases of the TRP, they a1 1 reaffirmed 

their commitment to the program during each contact wi th  the 

evaluator. 

One of the participants had a part iculariy negative experience 

during her f a1 1 pract icum partly due to circumstances beyond her 

control (her school associate was of ten absent), and partly due to a 

lack of preparedness and ski1 1 development on her part. Another 

experienced a certain level of boredom during the mini-lesson 

presentations of the fa l l  semester. 

In general however, it can be said that the majority of the 

participants viewed their experiences during the f i r s t  and second 

semesters as worthwhile and relevant to their needs. Even the ones 

who had experienced some diff iculties remained motivated and 

optimistic about the program. 
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Confidence 

A l l  (12) o f  the participants who had indicated in  September 

that they were not at al l  confident at that time to teach French 

immersion became more confident as the program progressed (see 

table 4.12). The majority ( 10) of the participants fe l t  that the main 

reasons for their increased confidence were language improvement 

and familiarity wi th French immersion through their classroom 

experiences and the methodology and curriculum courses. As the 

coordinator said "... the unknown has become the known", or as several 

participants concurred, "...we have been exposed to such a variety of 

practical teaching and learning experiences upon which we can draw 

and expand." 

Lanauaae concern$. Language development, a1 though less of a 

concern to the participants, remained as a worry to a few (3) (see 

table 4.13). They a1 1 recognized that they had made enormous strides 

in this area however, as one participant stated "... the more I improve, 

the more I become cognisant of what I am doing wrong and of the long 

way I have yet to go." 

The participant's percept ion that they had improved 

linguistically was not noted by several unti l the latter stages of the 

second semester, even though observers could attest to their 

improvement on a weekly or monthly basis throughout the program. 

The coordinator, other faculty members and the wri ter  saw the 

participants developing in their ease and fluidity wi th  the language. 

The participants were able to participate more and more i n  abstract 
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table 4.12 
confidence: Sept./March 

(n= 1 2) 
- 

Sept. March 
confident not confident more confident 

to teach French 
immersion 1 1 1  

to successfully 
complete the TRP 12 0 

table 4.13 
concerns: SeptJMarch 

language job family practica financial 

Sept. 8 7 5 5 4 
(n=29)a 

March 3 3 9 0 7 
( n=22)a 

a-Because of multiple responses, this number is greater than the number of respondents 
(n= 12) 



Teacher Retraining Program 
73 

and technical discussions without having to  pause to search for 

words. Their vocabulary was also expanding at a noticeable rate. 

Despite the awareness that they were improving their language 

skills, some of the participants at the end of the second semester 

were s t l l l  concerned that they wouldn't be good enough by September. 

Concern about findina a :lob. The concern of finding a fob was 

less apparent from October through February than it was i n  

September, and became more of a concern in  March when the 

participants began to think about actually applying for a job. At that 

point, many started to feel the pressure of putting together resumes 

and letters of application while they were also trying to complete 

their course assignments. This, coupled wi th  the financial stresses 

many of them were experiencing made March a very di f f icul t  month. 

Shortly after that however, one participant was hired for the 

following September which seemed to lessen the concern. The writer 

observed that many of the participants fel t  that "If X can get a job in  

immersion then I can too!" It appeared that the their spir i ts rose as 

more of their colleagues either were hired or fe l t  they had 'a line on a 

job'. The program coordinator, during discussions wi th  the writer, 

indicated that toward the end of spring however, when several 

participants had work for the fall, those who didn't were feeling quite 

discouraged and for them, this concern mounted steadily. 

Financial concerns. The number of participants affected by 

financial diff iculties increased somewhat as the year went on. By the 

end of March, more than half of them (7) were very concerned about 

their savings being depleted and not lasting until the end of 
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September when they hoped to receive a pay cheque. One participant 

fe l t  that the fact that she had worked previous to the TRP and had 

acquired some savings was in  fact a detriment since she was told to 

cash in  and deplete her retirement fund before she could qualify for a 

bursary. She, and most of the other particpants experiencing 

financial dif f icult ies could not rely on spouses to support them. 

Family concerns. As the program progressed, more and more (9) 

participants fe l t  the pressures of a heavy workload and family 

responsibil i t les. The majority of these participants had young 

children, and even wi th  spouses able to take off some of the 

pressures at home, they fe l t  overworked and guilty about not being 

able to participate in family activities. A few expressed particular 

concern about their stay in  Quebec when their children would be out 

of school and without parental supervision. One participant had 

decided to take her young child to Quebec with her but had no idea how 

to go about arranging day care for him. 

Almost al l  (4/5) of the participants who expressed concern 

about time and family pressures fe l t  that some of the course 

assignments, especially those given by the Department o f  Languages, 

Literature, and Linguistics, were excessively heavy and unrelated to 

classroom teaching. They fe l t  that the essence of the coursework 

could have easily been captured in  less weighty assignments. "More 

does not necessarily mean better." As an alternative, these 

participants suggested that the formal language courses taken in the 

second semester should have been spread over two semesters thus 

retaining them but in a less intense manner. 
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Concerns about the oractica. The fear of working in  immersion 

classrooms expressed by the participants i n  September, waned 

considerably once they had actually begun their practical experiences. 

At the end of the three week practicum component of the fa l l  

semester, one participant captured the feelings of most of the others 

when she said, 

Initially, the thought of facing a group of immersion students 

was quite terrifying, but the one day each week that we spent 

in immersion classrooms really helped us to prepare, 

psychologically and practically, for this longer practicum when 

we took on much of the teaching responsabilities. 

Another added ... 

The fear of being put into a class before really knowing which 

level I would prefer has obviously been lessened because the 

experience i s  behind us and al l  went well 

In the fall, program organizers were not yet sure that a spring 

pract i cum would be necessary, however, during an evaluation session 

when the partkipants were asked how they felt, they indicated very 

strongly that they wanted another practicum experience. This could 

beinterpretedasareactiontonegativeexperiencesinthefirst 

practicum however this was not the case. During one of the final 

seminars of the fa l l  semester, almost al l  the participants indicated 

that this in i t ia l  experience in a French immersion classroom had been 
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very much a period of t r ia l  and error during which they had just got a 

taste for what teaching French immersion was al l  about. They wanted 

a second opportunity to focus on specific aspects of their French 

immersion teaching and to refine their skills. 

Exoectat ions 

The participants generally fe l t  that their expectations were 

being met by the TRP. Although many ( 5 )  of them fe l t  that they 

needed more language development, they recognized that they only had 

to do more of what they had been doing within the program since it 

offered plenty of opportunities for study and practice. The same 

appeared to apply to French immersion pedagogy ... as one participant 

expressed herself near the end of the second semester 

"...my major expectation which i s  being met i s  methodology, 

from awareness to  information to practice to perfection. I'm 

working on the last phase right now." 

Through coursework on campus, practice in the classroom, and 

field trips to French resource centres, al l  of the participants fe l t  

that their need to become familiar wi th French immersion curricula 

and resources were being met. They also felt, as indicated earlier, 

that the expectation of increased confidence to teach in  a French 

immersion classroom was steadily increasing. 

New issues and Concerns 

m. During the course of the program, two areas of 

concern appeared to develop and were mentioned during the individual 
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table 4.14 
new concerns new issues 

nt24(a) 

coursework ' meeting - program group 
individual needs - design cohesiveness 

a- Because of multiple responses, this number i s  greater than the number of 
respondents ( n= 1 2) 
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interviews held i n  March (see table 4.1 41, and during less formal 

conversations w i th  several of the participants. Although the 

participants seemed to appreciate and benefit from the courses 

dealing wi th  specific curricular areas (ie: reading and social studies), 

several fe l t  that they would like to have similar courses i n  other 

subject areas such as physical education, mathematics, and art. They 

added that although they realized that only so much could be fit into 

the program, these subject areas demanded specific and more 

technical vocabulary which they fe l t  they lacked. 

Individual Needs. Another concern which arose for a few of the 

participants was that some individual needs were not being met. They 

were specifically referring to the elementary orientation of the 

program when in  fact they considered themselves to be secondary 

teachers. Again the comments made here were qualified wi th  the 

realization that it was not possible to respond to each of their needs, 

especially when the focus of the program, at the outset, was teaching 

at the elementary level. 

Another, but less tangible concern which arose during 

discussions w i th  the participants was recognized by those whose 

previous teaching experience had been teaching French as a Second 

Language (Fran~ais de Base). They had never taught any other subject 

in French or in  English and realized that they had to develop ski l ls in 

becoming good generalist teachers as well as immersion teachers. 

They fe l t  however that this concern was being addressed through the a 

professional experiences provided within the context of the TRP. This 

specific concern was also recognized by the program coordinator who 
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fe l t  that for some o f  the participants, this realization was an 

unexpected but not unsurmountable chal 1 enge. 

Issue of arouD cohesiveness. Al l  of the activities undertaken 

by the participants, courses, discussions, presentat ions, even leisure 

activities, were carried out totally in French. Although this factor 

was very much desired and appreciated by the participants, many of 

them init ial ly fe l t  vulnerable in  this new situation and expressed 

these feelings during the seminars held early in the f i rs t  semester. 

They soon began to rely on each other once the in i t ia l  barriers of 

getting to know each other were overcome. The participants 

developed a supportive network among themselves and were of ten in 

contact wi th one another on the phone at night or during inpromptu 

study group meetings. The language of communication during these 

informal contacts was consistently French. Several of the 

participants said that by the end of the f i rs t  semester, they were 

beginning to dream in  French. 

This supportive network became very important to many of the 

participants. It began mainly as a means for them to call upon each 

other for assistance in carrying out assignments however it soon 

developed into a professional and personal bonding process. 

Throughout the program, the coordinator emphasized a process of peer 

supervision and actually taught the participants how to crit icize each 

other in a non- judgemental, unthreatening fashion. Many hours were 

spent participating i n  mini-lesson presentations or watching video 

tapes of each other's lessons. In both cases, the observee established 

what she wanted her peers to look for and to report back to her. For 
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example, before presenting a mini-ksson on tessellation, the 

observee asked her peers to observe her language, her use of gestures, 

the types or levels of questions she used, and the percentage of 

teacher-talk as opposed to student-talk. Each point was taken on by 

two or three observers who watched and recorded data. The data was 

then reported back to the observee while the reporter practiced his 

ski 11s in non- judgemental feedback. 

This process o f  learning and practicing the techniques of peer 

supervision combined w i th  the natural evolvement of bonding in a 

context o f  motivation and vulnerability created a professional and 

personal cohesion among the participants. Some of the participants' 

comments which reflect this cohesion are: 

-There is  a good group atmosphere here. I have fe l t  

comfortable taking risks and making mistakes. This Is due, I 

think, t o  the make up of  the group - most of us have a very 

strong commitment - and to the openess of the staff. 

-We have a really cohesive group which gives a l o t  of  mutual 

support. 

-The participants are very supportive of one another 

Issue of Droaram des'ign. Many of the positive comments the 

participants made during the March interview were related to the 

design of the program (see table 4.15). Several of them had been in 

contact informally wi th  participants of the UVlC program and had 

compared notes. The SFU participants were very appreciative of the 

practical orientation of their program, especially the opportunities to 
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put into action much of the know ledge and many of the ski1 1s they had 

learned during courses on campus. 

-The methodology courses are great - they're clear, practical 

assignments I w i l l  use in  class. 

-It models the latest research on effective immersion/second 

1 anguage teaching. 

-The methodological base for teaching French immersion is  

crucial. 

-It's orientation i s  of a practical nature, not too much theory. 

The importance of a practical orientation of such a program 

was reiterated by a l l  but one of the school distr ict personnel who 

were familiar wi th  the program and who had been contacted by the 

writer. They fe l t  that the educational and pedagogical aspects of the 

retraining process were as important as the 1 inquistic aspect. 

Al l  of the participants had, at some point, been students before 

beginning their careers and expressed genuine surprise a t  the 

professional respect they received from program organizers. 

-We are treated like adults and respected as professionals in  

our own right. 

-Our feedback i s  respected. 

-We controlled how much we wanted to get involved in  the 

teaching during our f i rs t  practicum. 

There were some negative feelings towards specific aspects of 

the program design which were expressed by the participants. 
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table 4.15 
positive aspects of the SFU TRP 
as perceived by the participants 

n = W  a) 

program 
design 

program gain in  
personnel self-confidence 

a- Because of multiple responses, this number is greater than the number of 
respondents ( n= 1 2) 

table 4.16 
negative aspects of the SFU"TRP 
as perceived by the participants 

n=8( a) 

program design 

interfaculty 
communication 

organlzat ion 

( a)Xwuse the nature of the questions were open ended, not all respondents had 
something to say about the program design when criticising the TRP (n= 12) 
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Several felt  that there should have been more communication between 

the Faculty of Education and the D.L.L.L. since the courses offered by 

these departments differed significantly i n  terms of orientation and 

structure. 

Some sensed that certain aspects of the program were hastily 

organized and therefore did not unfold as expected. For example, the 

free day each week i n  the second semester was established just prior 

to January yet on several occasions, that day was used by certain 

instructors for rescheduling classes which normally would take place 

on one of the other four week days. 

Another aspect of the program design which some of the 

participants fe l t  didn't meet expectations was the role of the sponsor 

teacher during the fa l l  practicum. This point was raised in  the final 

week of the Fall semester during a seminar which focused on 

analysing this semester. In a few cases, the sponsor teachers 

expected that the participants would speak fluent French and 

therefore heavily crit icized that aspect of their performance, at 

times in  front of the classroom students. During a semester 

evaluation session held in December, the group generally agreed that a 

more formalized attempt should have been made to inform the sponsor 

teachers as to the nature of the TRP and appropriate expectations of 

the participants. 

Apart from the few instances cited above, the participants had 

few quarrels w i th  the manner in  which the TRP had been designed, 

organized and implemented. They al l  appeared to appreciate the 

practical orientation of the program, the integration of linguistic and 
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pedagogical emphases, and the respect they received as professionals. 

Issue of oroaram personnel. Inevitably, during many contacts 

wi th the participants on a one to one basis or as a group, comments 

were made about the quality of the personnel directly involved w i th  

the TRP. 

-We get a lot  of support from program organizers. 

-(The coordinator and faculty associates) are good models and 

show respect and support. 

-The teaching staff i s  terrif ic. 

Most of the participants fe l t  that the instructors and coaches 

who were either themselves teachers in schools or who spend a lot  of 

time in classrooms, were the ones who had the most to offer them. 

Once again the practical nature of the program was highlighted. 

Specific courses and instructors were praised and/or criticized but 

these varied from one participant to the next. A number of 

participants however did comment that some of the instructors, being 

francophones, had no idea of the extent to which they had to work to 

complete what appeared to them (the instructors) to be a simple 

assignment. 

g r .  A1 though the position of the 

program coordinator was half time for most of the program (during 

practica phases, she worked full-time), she was the one w i th  whom 

the participants had the most contact. The aspects of her role which 

directly touched the participants involved the leading of seminars, 
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coursework instruction, coaching during practica, organization of 

f ield trips, and late night 'counseling' phone calls. It i s  not surprising 

then that many of the participants often made comments on her role 

i n  the TRP. A l l  of the comments were of a positive nature yet they 

reflect a perceived difference in  her approach from the f i rs t  to the 

second semester. 

During the f i r s t  semester, the participants saw her as a 

'mother hen' figure, prodding, supporting, encouraging, organizing and 

facilitating in a warm and sympathetic manner. During the second 

semester, the participants fe l t  a distance developing between them 

and the coordinator. Many perceived this change as her attempt to 

wean them from her to prepare them for the 'real world'. 

The coordinator confirmed these perceptions by describing her 

decision to withdraw somewhat from the participants after the f i rs t  

semester. Firstly, she fe l t  that she was getting too involved in  the 

program. Only working part time wi th  the program, she had other 

professional and personal responsibi li tes. Secondly, the nature of the 

second semester was quite different from the f i r s t  in that it entailed 

a more structured coursework format. The coordinator tried to 

involve herself only in the courses for which she was an instructor. 

This change is  illustrated by the action she took when approached by 

several participants complaining about the direction and the workload 

of one of their language courses. Rather than intervening to solve 

their problem for them, she encouraged them to discuss the problem 

as a group and to include the instructor in  those discussions. They 

did, and eventually came to an agreement w i th  the instructor about 
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how to modify the cousework. 

The context chart (chart 4.1) illustrates the complexity of the 

program coordinator's job. This person took on a variety of roles with 

the participants and was the contact for each person or agency 

directly or indirectly involved with the TRP. 

Issue of the Quebec  has?. Several (4) participants, as well  as 

some program observers, the program coordinator, and some school 

distr ict personnel fe l t  that the Quebec phase would be better placed 

at the beginning of the program rather than at the end. Their reason 

was that this would serve to give them a linguistic boost so that they 

wouldn't feel so vulnerable at  the beginning. As one French consultant 

who had a brief contact wi th  the participants stated: 

They (the participants) can express themselves wi th  no 

glaring grammatical errors, but there's a hesitancy ... they 

seem to lack confidence. To put them in  a situation (ie: a 

French immersion classroom) where they are expected to be 

totally spontaneous i s  very dangerous. The communicative 

approach, so necessary in the immersion classroom, demands 

an open, spontaneous organization. If one i s  not totally 

confident linguistically, one tends to want to hold one's 

cards very close to the chest, not letting go of any control in  

the learning situation. This i s  not conducive to students 

taking control of their own learning. It becomes a 'Cours 

Magistral' instead of an integrated 1ivingAearning 

experience. The participants lack the authentic spontaneity 

and syntax which comes only from exposure to native 
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speakers. 

It was generally fe l t  that time spent in  a totally francophone 

environment prior to the commencement of coursework and pract ica 

would greatly enhance their linguistic confidence. Some participants 

even suggested that two sessions in Quebec, one preceeding and one 

following the academic/practical phases, would have been ideal. 

The transactional information presented indicates that the 

participants remained motivated throughout the duration of the TRP 

despite some di f f icul t  moments experienced by individuals. Their 

confidence to teach French immersion increased significantly from 

September to May, and most of their init ial  expectations were being 

met. Many concerns which they had at the beginning of the program 

tie: language development, finding a job, practica) were lessened as 

the program progressed and helped them to deal w i th  these concerns. 

Other concerns (financial, time for family) appeared to increase. 

Some new concerns did arise as the participants continued the 

program. Offering more variety in subject area methodology 

coursework was suggested by several. The elementary orientation of 

the program was also mentioned but only by a few of the participants. 

Some issues based on the participant's experiences and 

reflections throughout the program were also high1 ighted. The growth 

of a supportive, cohesive group was perceived as a very positive 

developmentbymanyoftheparticipantswhoreliedheavilyontheir 

colleagues for professional and emotional assistance. The program 

design was generally well appreciated by al l  of the participants even 

though they had some specific recommendations for change or 
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improvement. The strongest opinions expressed by the 

participants reflected a very positive interaction between the 

program personnel, especially the coordinator, and themselves. They 

al l  felt  that the professionalism and respect demonstrated by a1 1 of 

the personnel was a very important factor in  making the TRP a 

positive growth experience. 

In contrast to the generally positive opinions expressed by the 

SFU TRP participants regarding program design and personnel, the 

UVl C TRP participants expressed serious concerns about these 

aspects of their program. Although the writer did not spend a lot  of 

time with them, their feelings were expressed very strongly in the 

responsive information they provided on questionnaires and during 

interviews. Some examples of comments regarding the design of the 

program as experienced by the UVlC paticipants were . . . 

- The program seems not to have built in  a process for feedback 

... any suggestions for change have not been sollicited by the 

organizers but rather initiated by disgruntled participants. 

- Not enough contact w i th  schools 

- I tes an art i f icial environment, not related. to the real world of 

teaching. 

- There i s  l i t t l e  active involvement on our part i n  the learning 

process. We want to talk in the language, not about the 

language. 

- Some non teachers have been accepted into our program and 

have vastly dl f f erent needs. 

- The program is  designed to f i t  the existing infrastructure of 
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the French Department ... has not been designed w i th  our 

needs in  mind. A special program needs f lexibi l i ty and 

special design attention. 

- There i s  a lack of direction. Fundamental questions regarding 

retraining approach and inherent process have not been 

addressed. There seems to be no plan therefore the goals are 

not clear. 

- One or two participants wi th  extremely weak linguistic ski l ls 

were le t  in  so we have a tremendous range in  communicative 

abilities. It makes it dif f icult  for those of us who 

consistantly have to slow down to accomodate the weaker 

students. 

- We need a "faculty associate" who can offer practical, 

relevant information and promote group cohesiveness. 

- The director (coordinator) of the program should have more 

contact w i th  us. 

- The program i s  too loaded on the scholarly side. We need a 

1 iving experience w i th  some language study. 

Most of the UVlC participants liked many of their instructors 

and found them enthusiastic within the context of their individual 

courses, but fe l t  that l i t t l e  accommodation was made for them in  the 

context of retraining. Some comments: 

- Pressure i s  increasing as our pracicum approaches but we're 

getting l i t t l e  help to prepare for it. 

- We listen 90% of the day. 
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- Our professors are scholars, not educators. 

- The faculty doesn't respect us as professionals. 

These comments contrasted sharply wi th  those of the 

participants from the SFU TRP whose experiences and reflections are 

generally of a positive nature. As discussed i n  the final chapter of 

this study, a great deal of consideration was given to  contemporary 

research i n  the areas of in-service, language acquisition, and French 

immersion methodology in the design of the SFU program. Comments 

given by the organizer of the UVlC program indicate that such 

research was not considered when that program was being designed. 

Although the goals of the two programs were the same, to retrain 

qualified B.C. teachers for French immersion, the steps taken to 

achieve that goal were very different, as is  evident in  the contrast in 

participants' reactions to their respective programs. 
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Phase Three - Outcome Information 

This section w i l l  look at the participants' experiences during 

their six week practicum in  April-May, and their stay in Chicoutimi, 

Quebec. Following this, their reflections on the TRP as a whole w i l l  

be discussed and their comments regarding contemporary issues in  

French immersion w i l l  be compared with their comments made at the 

beginning of the TRP on the same subject. 

S~ r i na  Pract icum 

The participants generally had very positive experiences during 

their final practica and indicated that these experiences helped them 

to gain confidence in  dealing wi th  their own pending teaching 

assignments. As illustrated in table 4.17, one of the major factors in 

this positive reaction was the choice of school associates wi th  whom 

the participants worked for these six weeks. Half of the participants 

specifically mentioned that their school associate was instrumental 

in  creating a supportive, healthy working environment. 

-my helping teacher was always positive and helped me wi th  

my grammar and pronunciation 

-'XI trusted me and le f t  me to do what I wanted 

-I had the great fortune to work with a positive encouraging 

and energet ic  school associate 

Just as some school associates were perceived as being 

positive influences on the practicum experience, others were noted to 

have been less than ideal models. 
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-I do not feel that my sponsor teacher was a good example as 

far as discipline was concerned 

-she was overprotective about leaving me alone w i th  the class 

-teachers and students should be matched carefully. Also, by 

the spring, many good teachers have already had a student 

and are burned. Maybe some teachers need to be kept 'in 

reserve' 

Many (71 of the participants expressed appreciation for having 

another opportunity to practice their ski 11s and to learn f rorn 

experienced teachers. 

-I was able to t ry  al l  sorts of strategies (integration, centres 

etc ...I 

- I  gained experience tr, a grade which I had not taught before, 

and also learned many ideas from an excel lent teacher 

-I feel more prepared to teach in September, more confident. 

As I took my practicum in my future school, I feel part of the 

staff, integrated into the routines and the school 

O f  those (8) participants who had some suggestions for changes 

to the spring practicum (see table 4.181, four fe l t  that the timing of 

the practicum could have been better. 

-have it earlier, perhaps the last 2 weeks of March and a l l  of 

April. (Much of the course content was finishing of f  at the 

end of May) 
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table 4.17 
positive aspects of the spring practicum 

n= 18(a) 

placement practical support 1 anguage 
(school associate) experience development 

opportunities 

a- Because of multiple responses, this number is greater than the number of 
respondents ( n= 1 2 ) 

table 4.18 
suggest ions for changes 
to the spring pract icum 

n= 7( a) 

timing 

4 

placements 

- -- -- - 

a- Because of open questions, this number i s  less than the number of 
respondents ( n= 1 2) 
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-it might be better to have it end before the 24th of May as the 

elementary schools start to have 'wind-down- activities 

soon after the holiday weekend 

-it should be held in  January. Until the final practicum i s  

completed, school boards are reluctant to  hire and this put 

our group at  a real disadvantage viv a vis the POP 

[pre-service] students 

The importance of careful placements was also mentioned by a 

few (3) of the participants, who considered themselves lucky to have 

had very good placements. 

-place teachers in  schools where a variety of grade levels can 

be okerved - teachers chosen shoenid be excellent models 

-assure that al l  future students have good placements. I f e l t  

very lucky to have had an experienced, calm, competent 

maitre-guide. 

-for myself, there were no problems, but I chose the school and 

the teacher myself. Teachers and students should be matched 

careful ly, personality conflicts can be a problem. 

Of  the twelve parti'cipants, al l  of whom completed the 

practicum, two did not succeed. One in particular failed because her 

language ski 11s were s t i  11 weak so they hindered her performance as 

an effective French Immersion teacher. Both of the participants who 
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did not pass the practicum went to Quebec, since a) the one w i th  weak 

language skil ls was told that her situation would be reviewed at the 

end of the Quebec phase i f  her 1 inguistic ski1 1s improved considerably 

and, b) the one whose language skil ls were fine but who was 

methodologically weak was told he may have an opportunity to be 

re-evaluated during another practicum in the future. 

Quebec ~hase  

One participant had decided not to go to Quebec since she found 

the prospect of being away from her spouse for six weeks too 

diff icult. She was asked to withdraw from the TRP since she was not 

going to be able to complete al l  of the program requirements. A l l  of 

the participants who went to Qukbec, had positive comments (see 

table 4.19) regarding their stay in Chicoutimi. Many (7) commented 

specifically on the program which was organized for them.. 

-a large selection of activities, batik to boating. Interesting 

weekend trips 

-it was a we1 1 organized program, excel lent idea to stay wi th  a 

family in Chicoutimi 

-very well organized, wery well received and taken care of! 

Many worthwhile activities planned 

Several (5) of the participants fe l t  that Chicoutimi was a 

particulary good location for the purposes of this program, while 

some (4) mentioned that the opportunities (organized and 

spontaneous) for perfecting their communication ski l ls were 
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abundant. 

-Chicoutimi was a very 'French' milieu allowing us unlimited 

occassions to practice our French 

-the community, the family, the school functioned totally in 

French , and provided the needed immersion 

-very French atmosphere, very organized program 

-absolutely helped my fluency, competance and confidence in  

speaking. I found the people warm, and welcoming. 

Other, less of ten mentioned positive aspects of the Quebec 

phase were living w i th  a family and specific program staff. 

When indicating suggestions for change to the Quebec phase 

(see table 4.20)) some (4) participants thought that there could have 

been more opportunity for them tc socialize with local francophsnes. 

Some fe l t  the program was a l i t t l e  too organized and le f t  them l i t t l e  

time to make their own informal contacts wi th  the local population. 

-needs a restructuring of the program to.assure that we spend 

more time wi th  the francophones in the area 

-we needed more time to integrate wi th  the French population, 

rather than being constantly together 

Some (4) participants were not pleased with their lodging 

arrangements and suggested that more care be taken when finding 

families to take students in. In one situation, three anglophone 

students shared accornodation w i th  a family that wanted to practice 
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table 4.19 
positive aspects of the Quebec phase 

n=2 1 (a) 

program locat ion language dev'p other 
opportunities 

- - 

a- Because of multiple responses, this number is greater than the number of 
respondents (n= 1 1 ) 

table 4.20 
suggestions for change 

to the Quebec phase 
n= 1 4 a )  

- - - -- - - 

contact wi th  hostfamily/ length other 
f rancophones 1 odg i ngs 

a- Because of multiple responses, this number is greater than the number of 
respondents ( n= 1 1 ) 
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speaking English. It was also mentioned that at this stage in  l i fe  

(middle age), privacy i s  a very important factor and that some 

participants found sharing accomodation a very di f f icul t  adjustment. 

-some more care needs to be taken in the placing of us, as 

mature students, in  a family. We did not like sharing rooms 

for six weeks for example. Some people found their families 

noisy and many people had problems wi th  the food 

-it would have been better i f  we had had only one anglophone 

for each family. Ours had three! My family included many 

English words when speaking French 

A few (3) mentioned that six weeks was too long a time to be 

away from home, especially for those with family obligations. For 

some It took a lo t  of  organization to be able t o  leave their home 

responsabi 1 it i es for that 1 ong. 

O f  the eleven participants that went to Chicoutimi and 

completed the program there, nine successfully completed the 

linguistic evaluation implemented under the jurisdiction of the 

Modern Languages Branch, Brit ish Colum'bia Ministry of Education at 

the end of the program. O f  the two who did not succeed, one had also 

failed her practicum so in  fact three participants did not meet the 

standards of the TRP. One did not meet linguistic requirements, one 

did not meet pedagogical requirements, and one met neither set of 

requirements. Since one participant had withdrawn prior to the 

Quebec phase, eight of the twelve partkipants who began the program 
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in  September 1985 successfully completed it. 

Outcome lnformat ion 

As of September 9, 1986, of the eight participants who 

successfully completed al l  components of the TRP, seven had jobs 

teaching French immersion. The positions ranged from fu l l  time to 

half time and from grade one to grade six. 

Confidence. One of the most striking issues which was 

highlighted during the gathering of outcome information was the 

uniformity of the confidence levels (see table 4.2 1 ) of the 

participants who were embarking on their new teaching careers. Al l  

but one expressed confidence in  themselves towards teaching French 

immersion. The person who did not feel as confident as the others i s  

the on!y m e  sf the successful participants who, as of September 33, 

had not yet found a job. This i s  in  contrast to the beginning of the 

program when only one of the participants indicated that they were 

confident to take on a French immersion teaching assignment (see 

table 4.6). 

For those who, at the end of the TRP fe l t  confident to teach 

French immersion, the major contributor to that confidence was the 

emphasis on French immersion pedagogy (table 4.22) which the 

program provided. Other influencing factors were their practica 

experiences, and the language develpment opportunities provided 

throughout the programme. 
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table 4.21 
level of self confidence 

toward teaching Fl 
n=12 

very confident confident somew hat unconf ident 
confident 

table 4.22 
aspects of the TRP 

contributing to participants' confidence 
n= 18(a) 

immersion prac t i ca language other 
Pedagogy development 
emphasis opportunity 

a- Because of multiple responses, this number is greater than the number of 
respondents ( n= 12) 

Concerns 
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Many of the concerns highlighted earlier in the program are no 

longer an issue since they have been dealt wi th  or been forgotten by 

the participants now that the TRP is  behind them. Some however 

remained throughout the final stages of the TRP, and in a few 

instances, continued after the program as well. Chart 4.2 tracks the 

presence of the participants' concerns as they progressed through the 

program. 

Lanauaae concerns. Many (5) of the participants recognized 

that they would have to continue to work on developing their language 

ski l ls and that the end of the TRP does not mean the end of their quest 

for improvement. 

-I am s t i l l  trying to improve my oral French. I am most 

fortunate to be in a school where the majority of the French 

teachers are francophones. I have learned a lo t  already 

-need to work on vocabulary development, mine and the 

students' 

Financial concerns. O f  the participants who were experiencing 

financial diff iculties earlier in the program, al l  but one had a job to 

go to in September. The participant who did not have a job and who 

had expressed concerns of a financial nature was, by the end of 

August, extremely concerned by her di f f icul t  financial situation. 

-I appreciate the fact that the government paid my fees and 

books, but the year has meant financial disaster for me 
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chart 4.2 
checklist matrix 

presence* o f  concerns 
- - - - 

september '85 march '86 august 86 
concerns 

linguistic high moderate low 

financial moderate high low 

family moderate high low 

job high moderate low 

practica moderate low low 
- - - - 

* high= 7- 12 moderate=3-6 low=O-2 participants 

Among those who have jobs, finances w i l l  continue to be of 
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concern to them as they pay off debts incurred over the past year. 

Even though only one of the participants directly expressed worries 

over finances on the final questionnaire, a few indicated during 

conversations that it would be several months before they would 

again be financially on their feet. 

-. Family responsibilites which were problems 

for several of the participants continued to be so during the Quebec 

phase. Special and sometimes di f f icul t  arrangements had to be made 

for childcare for the six weeks. Two of the participants brought their 

charges to Quebec w i th  them and arranged childcare there. Once the 

program was over however, this concern was a1 leviated. 

Concerns about the ~ r a c t i c q  The practica which had been a 

concern to several of the participants during the first, and for some 

the second semesters, are now looked back upon as being very 

worthwhile and useful. It appears that the concerns were based on the 

unknown which of course were overcome. One concern noted however 

was the manner i n  which one of the students was notified of her 

failure during the second practicum. She reported that, she found out 

formally by letter while she was in Quebec. According to the program 

coordinator, this participant's evaluation during the practicum was an 

ongoing process and that there were no surprises. 

Since seven of the eight 

successful participants who secured a teaching job for September in 

French immersion, this concern does not exist for them. For the one 

successful participant, who did not get a job, her concern i s  s t i l l  very 
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much in the forefront. 

Issue of Proaram Desian. Almost al l  ( 1 1 )  of the participants 

fe l t  that the TRP was designed to effectively prepare them to teach 

French immersion (see table 4.24). When asked to indicate what 

aspects of the TRP most helped them to develop their confidence (see 

table 4.221, half of the participants said that the emphasis of the TRP 

on French immersion pedagogy was a major factor in that 

development since they were repeatedly exposed to the reality of 

teaching French immersion in  contrast to teaching the regular English 

program. 

-all round awareness of the French immersion programs (eg. 

methods used, types of programs etc ...I 

-the discussion and training in immersion methodology 

-the emphasis on immersion pedagogy 

-pedagogical work and planning 

Two other aspects of the T.RP given equal emphasis when 

responding to this question were the practica and the language 

developmen't emphasis of the TRP. 

-the spring practicum and the stage in Quebec 

-speaking French while at SFU al l  the time 

-les stages pratiques dans les ecoles 

Throughout the program, during inf ormal discussions and 

seminars, during interviews and on questionnaires, participants 

consistantly suggested that when hiring French immersion teachers, 
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school districts should look for the following criteria: oral and 

written communication ski l ls in  French, immersion teaching 

experience, know ledge of French imrnerison methodology, and the 

abli l i ty to work collegially wi th  other teachers. Table 4.23 

illustrates how the participants thought the TRP helped them to 

develop in those areas. 

Almost a l l  of the participants fe l t  that the TRP provided them 

with opportunities to develop their oral and writ ten expression for 

the classroom and in  general. One participant who fe l t  less strong 

about this than the others added that she fe l t  that more work directly 

from the textbooks used in French immersion would have been more 

useful to her in  the development of language for the classroom. 

In acquiring knowledge about French immersion methodology, 

all of the particpants indicated that the TRP provided plenty o f  

opportunities to develop in this area. 

-this aspect of the program was extremely important 

-we1 1 examined and given a lot of thought and discussion during 

this program 

-a great emphasis was placed on this area 

Almost al l  of the participants said that the TRP provided them 

wi th plenty of immersion teaching experiences, ranging from the 

mini-let;ons of the f i r s t  semester, to the six week practicum during 

the spring. 



Teacher Retraining Program 
107 

table 4.23 
how well the TRP helped participants to 
develop effective FI teaching qualities 

n= I 2 

very quite some- not a t  
much a bit what a1 l 

oral expression 
for the classroom 6 5 1 

oral expression 
in general 7 4 

written expression 
for the classroom 4 5 

written expression 
in general 2 8 

know ledge of 
FI methodology 8 4 

FI teaching 
experience 5 6 

ability to work 
cot tegially with 
other teachers 4 4 

-there's nothing better that the real thing. I was in a situation 
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where I got to teach a lot  and really be a part of the 

classroom 

-the practica were very important to our success 

When asked about the opportunities provided to help them work 

collegially wi th other teachers, many (8) responded that the TRP had 

created several situations where they had to work wi th  other 

teachers. 

-we were given lots of opportunity to work w i th  the other 

teachers 

A few (3) however fe l t  that their ski l ls in this area were 

already well developed and that they didn't see the TRP as being 

instrunenta'l in ftjrther deveispiilg these skiHs. 

-remained the same, as a substitute I learned to adapt to any 

staff situation over the years 

-I work this way anyway 

One participant fe l t  that he s t i l l  saw a need for himself to 

improve in  this area. 

Since many of the participants' comments given in  March 

related to the design of the TRP, in  August, they were asked directly 

whether they fe l t  the design of the program was effective in  helping 

them to prepare for French immersion teaching. The UVlC 

participants were also asked this question since their remarks in  
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March were generally in  contrast to those given by the SFU 

particpants. Table 4.24 illustrates the continued contrast in 

reflections on the design of the two programs. Almost all of the SFU 

participants fe l t  that their TRP was very well designed for i t s  

purpose- to train teachers to teach French immersion. 

-they set up a relaxed, encouraging environment I s t  semester, 

intense work on language 2nd semester, practical appl ication- 

practicum, and perfect ionnement of language, Chicout imi 

-sciences humaines, lecture, arts plastiques, and f ran~a is  

method~logy courses were very useful, practica gave us a 

chance to put theory into practice 

O f  the UVlC participants who responded to the final 

questlonnalre W S ) ,  at1 of them fe l t  that their TRP was not wei i  

designed in meeting i t s  objective. 

-strong on language development, weak on methods 

-too much emphasis on traditional, academic course work 

Issue of Program Staff. Many (7) of the SFU participants fe l t  

that the personnel who organized and/or taught in the program were 

very good. The remarks made at the end of the program regarding 

personnel do not dif fer from those made during the program after the 

f i rs t  and second semesters. 

-considering it was the f i rs t  time, yes they were 
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table 4.24 
program design 
program staff 

program design 
was it designed to 
effectively prepare 
you to teach French 
immersion 
SFU 
(n=12) 

very strong fair  weak 
strong 

program staff 
were they able to help 
to prepare you to 
teach French immersion 
SFU 7 4 1 
(n=12) 

UVlC 
(n=7) 

-X's attitude i s  very professional and very positive 
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-did their best to meet our needs 

-excellent choice of competent teachers 

A few remarks were accompanied by qualifiers relating to 

speclf ic  instructors but the overall consensus was generally very 

positive. 

The comments of the UVlC participants' pertaining to the staff 

of their TRP were also consistent wi th remarks made in March, and 

continue to show a contrast from those made by the SFU participants. 

-no one at UVIC was familiar wi th the French immersion 

programme 

-The UVIC staf f  were not really committed to developing a 

program that would work effectvely. They made no effort to 

change their orlerrtzltion to teacher training methodology 

u a e s t i o n s  for chanae - Al l  of the participants made 

suggestions as to how they fe l t  the program should be modified in the 

future. They were asked to indicate their suggestions in  order of 

importance, to which the wri ter  accorded points depending on their 

placement (first, second, third, or fourth). Chart 4.3 presents those 

suggestions which received more than five points. 

As is  shown, the-recommendation which i s  most strongly 

stated has to do w i th  the language coursework which was offered 

during the f i r s t  two semesters. Several particpants reiterated what 



Teacher Retraining Program 
112 

chart 4.3 
recommendations for changes to the TRP 

i n  order of importance 

rank of importance 

f i r s t  second third fourth total 
X4 X3 X2 X I  

language courses 24 12 4 40 

pract i ca 8 6 2 16 

other subject 
areas 

entry 
requirements 8 

Quebec phase 

[other suggestions mentioned but with five points or less are, French immersion pedagogy 
( more of it), more emphasis on reading, more emphasis on specific commercial 
programs, better organization, more contact with francophones throughout the program, 
and more time for preparation.] 

they had indicated in  March, that the grammar course offered by the 
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DLLL was needed but that it involved an inordinate amount of 

homework. They fe l t  that the same course should be offered but 

spread over two semester. 

-a basic grammar course al l  year, once a week, not wi th too 

much homework, but s t i l l  a l l  year 

The phonetics course offered second semester was thought by 

many to be very useful but that they would also l ike to have received 

phonetics instruction during the f i rs t  semester. 

After having received what many participants considered to be 

excel lent instruction during a grammarAanguage course in  

Chicoutimi, some participants fe l t  that their SFU languages should be 

based on that model. 

-change f i rst term conversation and grammar course to an 

adult course taught in  a communicative style 

-in Quebec our teacher utilized the Approche Communicative 

always and we worked in  small groups to solve al l  kinds of 

problems. These discussions stimulated conversation, 

competence, and organization of ideas. Everyone really worked, 

this would be ideal for semester # I  

Changes which received considerably less but s t i l l  fairly 

substantial support dealt wi th  the practica. Although it was the 

practica in their varying forms which received the most support when 

discussing positive aspects of  the TRP, the participants s t i l l  had a 
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few points to raise, most of whlch were organizational. A few 

participants would like to have had even more time in the classroom, 

while others fe l t  that the timing of the spring practicum should be 

changed. Several mentioned the importance of carefully selecting 

apporpriate school associates. 

-spring practicum in March 

-three month pract icum, JAN - FEB 
-two practica are good, but watch the teachers who are school 

associates. More grapevine about good teachers i s  necessary 

Another change which participants would l ike to see has to do 

with their curriculum courses and workshops .offered throughout the 

f i rs t  and second semesters. Many fe l t  that several curricula areas 

were compieieiy ignored. They indicated that a1 though reading and 

social studies were very important, science, physical education, and 

mathemat i cs were also important because of the special ised 

vocabulary one needed to know in  order to teach these subjects. 

A few (2) participants indicated on the final questionnaire that 

they fe l t  that the linguistic entry standards should be raised. This 

concern was reinforced by several (4) others during informal 

conversations in  September. The constant worry of wondering 

whether or not they would improve their linguistic ski l ls  enough to be 

considered French immersion teachers wore heavily on most of them 

throughout the year. It was fe l t  that if the in i t ia l  entry standards 

were a b i t  stiffer, then future participants would not be so consumed 
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by this worry. 

-the level of French must be high enough at the beginning to 

permit entry, otherwise we just have false illusions about 

ourselves 

The Quebec phase of the program was mentioned by several ( 5 )  

as a focus for change however most of the comments related to the 

timing and the length of time. Of those concerned about the timing, 

most suggested that the Quebec tr ip be done earlier and/or more than 

once during the program. Other suggestions for change to the Quebec 

phase were offered earller in  this chapter. 

Issues in French Immersion 

The participants' knowledge of French immersion issues 

appears not t o  have changed sigfiificantly over the course of the 

program. Tables 4.25 through 4.3 1 indicate a general consistancy, 

wi th one or two exceptions, in  students' perceptions of issues in 

French immersion education. 

In giving reasons for the implementation of French immersion 

(table 4.251, 1 i t t l e  change was noted except for the few (4) who added 

federal funding as a positive factor. The arguments which 

participants fe l t  would be used aaainst the implementation of French 

immerion (table 4.26) also included federal funding but rather the 

lack of it and thus the perceived resulting increase in  costs to school 

districts. Two participants also added that the argument of students' 
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table 4.25 
reasons for implementing French immersion 

beneficialto bilingual parent English f.s.1. funding 
chi ld  country demand not affected unsuccessful 

september '85 
(n=30)a 

august '86 
(n=27)a 

a- Because of multiple responses, this number is greater than the number of 
respondents (n= 12) 
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table 4.26 
reasons for not implementing 

French immersion 

staffing cost administrative political English 
diff iculties diff iculties affected 

september '85 
(n=29)a 

august ',86 
(n=29)a 

a- Because of multiple responses, thls number is greater than the number of 
respondents ( n= 1 2) 
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table 4.27 
criteria for hiring 

French immersion teachers 

language teaching F.I. other 
competence competence me thodology 

september '85 
(n=37)a 

august '86 
(n=33)a 

- 

a- Because of multiple responses, this number is greater than the number of 
respondents ( n= 1 2) 
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table 4.28 
description of immersion students 

parents parents parents parents students 
professional supportive interested openminded bright 

in  bilingualism 
september '85 
(n= 15)a 

august '86 
(n= 1 3)a all kinds of students 

a- Because of multiple responses, this number is  greater than the number of 
respondents ( n= 1 2) 
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English skil ls suffering would be used. 

When citing criteria for the hiring of French immersion 

teachers (table 4.271, the same issues arose however slightly more 

participants f e l t  that general teaching abilities and French immersion 

methodology ski l ls were important to consider. 

The descriptors of children enrolled in French immersion (table 

4.28) did not change much except that no one used 'bright' as a general 

description. In fact, several thought that all types of students 

(slow/average/bright, variety of economic and ethnic backgrounds) 

were enrolling i n  French immersion. 

They reasons given for why parents choose French immersion 

for their children (table 4.29) remained the same. Examples of 

benefits to children cited: 
-n ,a, t- ents wanting a broader educational experience for their 

chi ldren 

-they feel they get a more quality education 

-to provide them wi th  better opportunities on the job market 

That parents viewed French immersion for their children as a 

status symbol for themselves was stated by a few (3). 

-From my experience, they see it as an elite group, this i s  also 

one more dimension in their efforts to allow their children to 

benefit from every opportunity 

-social prestige 
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table 4.29 
why parents choose 
French immersion 
for their children 

perceived benefits status 

september '85 
(n= 15)a 

august '86 
(n= 16)a 

a- Because of multiple responses, this number is greater than the 
number of respondents ( n= 1 2 ) 
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table 4.30 
accessabi 1 i ty  of 

French immersion 

open restrictions no comment 

september '85 
(n= 12) 

7 

table 4.3 t 
public attitude 

september 
(n= 12) 

august 
(n= t 2) 

for polarized against no 
comment 
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table 4.32 
issues o f  concern 

in French immersion 

teacher staffing secondary support funding administrative 
displacement maintenance problems 

september '85 
(n=23)a 
6 4 

august '86 
(n=22)a 
1 5 4 5 4 3 

a- Because of multf ple responses, this number is  greater than the number of 
respondents ( n= 1 2) 
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In discussing the accessibility of French immersion (table 

4.301, most of those who responded to this particular question (7/ 1 1 1 

said yes with no reservations. The rest also said that ideally, yes a1 1 

children should have access to French immersion education, but that 

the reality demanded that some sort o f  screening be undertaken to 

direct children wi th  learning disabilities into the regular Engilsh 

program. Reasons given for this were: 

-if a child has great problems with oral language and reading 

early on, I would reconsider, otherwise it is  harder for this 

child, he has two problems, understanding the concept 

and the language 

-yes, in general, however I'm not convinced that children wi th  

learning disabilities really get the attention they need 

-~lnfortunately, the reality of the situation i s  the FI teacher 

already carries a great load teaching this program, and may 

have dif f iculty dealing wi th  a child wi th  a learning or 

behaviour problem 

When the participants were asked to state what they thought 

were issues of concern i n  French immersion, six of them, in 

September, cited displacement of teachers in  the regular program as 

an issue. In August, only one fe l t  that this was an issue to be dealt 

with. Two more fe l t  that support, via teaching materials and 

consultative staff needed attention. A1 though four participants each 

time suggested that the maintenance of French immersion through the 
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secondary grades was an issue of concern in, the reasons cited in  

September were quite different from those given in August. Initially, 

most of the participants who mentioned this issue were concerned 

about the maintenance of the students' language ski l ls as the amount 

of time of instruction i n  French diminished as they got closer to 

graduation. In August however, the concern was more over the 

availability of qualified subject specialists who are also competent 

in  adapting their approaches to meet the language development needs 

of students. 

The participants as a whole remained quite consistent in their 

understanding of issues in  French immersion education from 

September to August. Some differences as noted above were evident, 

however there appear to have been no major shifts in  attitude and 

percept ions regarding French immersion education from September 

1985 to August 1986. 
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Chapter 5 

Dl SCUSS l ON 

Summary o f  Results 

The Part ic i~ants 

Backaround - The participants o f  the Teacher Retraining 

Program '85 '86 at Simon Fraser Universi ty were al l  qualified to 

teach i n  Brit ish Columbia prior to entering the program. They had 

also a1 1 been through the linguistic screening process and were 

prepared to spend one fu l l  year training to become French immersion 

teachers. Their actual professional background varied however since 

some had only taught at the secondary level and some had, for the 

most part, been substitute teaching for some time before the TRP 

began, while a few had not been teaching immediately prior to taking 

the TRP. The SFU TRP was designed for practicing teachers wi th  

continuing contracts which would have ensured a direct link wi th  a 

school distr ict and the increased possibility of being hired to teach 

French immersion the following year. Only one participant who 

successfully completed the screening process undertaken by the 

Ministry of Education satisfied this requirement. She was able to 

take an educational leave which involved receiving partial salary 

from her school district. Two participants had received verbal 

assurance that they would be seriously considered for a French 

immersion teaching position upon successful completion of the TRP. 

The other participants had received no support, financial or verbal, 

from a school district. 

The participants also varied in their linguistic abil ity as 
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indicated on their entry scores [written= 53%-84%, oral= 53%-94%]. 

Their ages ranged from 26 t0 52, most were married, and most had 

one or more dependents. 

The participants had al l  committed themselves to one ful l  year 

of retraining which for almost al l  of them meant no salary. The group 

was highly motivated since they fel t  that the successsful completion 

of this program would better qualify them for a teaching job which 

meant a steady income, or for a change in assignment. They saw it as 

an investment for which much hard work would be necessary before 

they would realize a return. 

Issues - Throughout the program, the writer tracked several 

issues as they affected the participants. The issues were determined 

by the part icipants themselves as they expressed them a t  various 

stages of the program. 

The confidence levels of the participants contrasted sharply 

from the beginning to the end of the TRP. Almost al l  of the 

participants were confident from the beginning that they would 

successfully complete the program however, in  September 1985, 

almost none fe l t  confident to  teach French immersion. The reasons 

most often given for this lack of confidence were weak language 

skills, and the realization that they knew l i t t l e  about French 

immersion pedagogy. By August 1986, al l  but one participant 

expressed confidence to teach immersion. The aspects of the program 

which the participants said most contributed to that confidence were 

the many opportunities to study and practice their communication 

skil ls and to learn and practice teaching methods specific to French 
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In t h n  
I I I LI  IC ear ty stages t h n  

C I  I t  
Tnn 
r nr, 

their 

the part ipants 

communication 

ski l ls  enough t o  satisfy the hiring stancards o f  school d is t rk ts .  Even 
t h n  rnh n  n  
L1 IUCI~I I ~ r ~ g r a m  obserms and instructors could see a continuous 
nrnnrnrmin  t h n  n rtir' 
pl vyl C J ~ I ~ ~ ,  Cl 15 . dpan t i  f e l t  throughout the f i rs t  and most of the 

second semesters that they were sti:l making too many mistakes and 

were not fluid enough in their speech, This frustration appeared t o  
i n i r k  r n  n*a,h-+ hrt +hn nnrl n f  +h  dlrn 1 1  I I J~  J U ~ G V V I  IUL uy CI IG CI IU UI LI I? sacond semester. In Aiigust, 

when the Quebec phase was completed, although most of them 

realized that they would Plave to continually be worklng on the 

u"eve1opment of their language skilts, v e v  few i;articii;ants fe l t  
, ,1nr-4  VVu l  I led about their ski i ls not befng good enough t o  teach immersfon. 

T ~ r n  t h n ~ ~ n h  t h n  M i  ' r + r * r  n f  TF111e-ti n nrri4 Cnr - 1 1  f n n c  mn4 
L V G ~  LIIUU~II LIIG I 11fi131.1 y  UI LUULULI~I I  (JUIU IUI a11 1cc;r UIIU 

hnnl / r  f irrrnt-i-1 t I n r r i n ~  o f f o r C n 4  Pnmn n f  t h n  n - r t i r i n o n t r  - r l * r  i n  
UVVR3, I IIIUIILIQI V ~ U I  t l C d  (21 I C L L C U  3U I I lC  V I  L l l C  pal L IL l pU l l L3  ?UI 1 )  Ill 

the n r n n  ern cnnr ic ,  l t t  uy ra~  I I, e a c l c ~  ~ a l  I those with dependents and/or no supporting 
rnnt  trn 
JpuU3C. Qj: the middle of the program, this concern was ralsed by 
r m r n  - 1  rnnm 
J ~ V C ~ U I  lllvl 2 participants who were seeing their savlngs depleted and 

forward to thelr f i rs t  paycheque and the poss:bil:ty o: becoming 
f i n - n t - i - 1 1 - t  ,-nltt 
I lllccllLIU1ly 3ulVent again, 

For some 0: the participants, especially those wi th  y o w j  
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demanding studies was very diff icult. By March, even more expressed 

this concern as they found they had to withdraw from many personal 

interest activities. Even those without dependents were finding that 

the amount of time they spent wi th the program affected their 

private lives. A few were very worried about how they were going to 

ensure care for their children while they were in  Quebec for six 

weeks. By the end of the TRP, this concern was no longer in  the 

forefront since it had been confronted and dealt wi th  by each 

individual. 

The concern of finding a job was very high in  the early stages 

of the program, lessening consistantly as the confidence levels of the 

particpants increased and, one by one, they began to get immersion 

teaching positions. 

At the beginning of the program, the participants were feeling 

very anxious about their impending practica. Many fe l t  that they 

weren't ready, especially linguistically. The practica began in late 

September when they spent one day each week in  a French immedsion 

classroom. By the end of their three week practicum in  November, 

very few participants saw the practica as a concern. One concern 

however which arose as a result of their in i t ia l  practical experience 

was that the school associates were not well enough informed as to 

the nature of the TRP and had diff iculty in  knowing to what point they 

should criticize, help, or leave the participants alone. 

A l l  but one of the participants fel t  that their expectations and 

needs were met by the TRP. Although some said they needed more 

language development, they also said that the TRP had provided as 
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much of that as was possible during the twelve month period. They 

also stated that their expectation that the TRP would provide them 

with opportunities to learn about and to practice techniques specific 

to French immersion teaching were met. 

The participants formed a cohesive group as most of them 

developed a very strong professional and personal support network. 

They al l  began the TRP i n  a state of risk-taking and vulnerablility yet 

they were al l  highly motivated. They were put into situations where 

they had to trust and rely on one another for personal support and 

professional feedback. The contacts they formed wi th  each other 

during the TRP may very well continue as a strong professional 

network throughout their teaching careers. 

The Program 

Desian - The design of the SFU TRP was very much lauded by i t s  

participants for i t s  practical nature, i t s  responsiveness to their 

needs, and i t s  f lexibi l i ty to address concerns as they arose. They 

appreciated the combination of language development opportunities 

and pedagogical emphasis. This i s  i n  contrast to the attitude of the 

UVIC participants, who fe l t  that their TRP was very r ig id i n  an 

attempt to f i t  the program into the existing structure of the 

Department of French Language and Literature. They fe l t  that their 

program was of an academic rather than an educational nature and 

lacked an understanding of what French immersion is  and how to 

effectively teach it. The UVIC participants also fe l t  that there was 

great disparity in  the 1 inguistic and professional backgrounds of 

those accepted into their program and therefore the needs were 
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extremely varied. 

The SFU participants, even though they generally fe l t  very 

positive towards their experience, had some suggestions for change 

to future TRPs held at SFU ... 

-the distribution of the formal language courses should be more 

evenly distributed over the two 'on campus' semesters rather 

than concentrated in the second semester 

-the spring practicum should be held earlier in the school year 

before the year begins to 'wind down' and the school associates 

become tired and 'overused'. They also fe l t  that the school 

associates should be made aware of the nature of the TRP so as 

to help them to focus on the most effective ways in which they 

can assist the participants. 

-coverage of more subject areas during the workshops and 

courses instead of concentrating on two (social studies and 

reading). 

-entry standards to the TRP should be raised so as to ensure 

less stress on the participants as a result of weak 1 inguistic 

skills, as well as a higher success rate 

-the Quebec phase be done earlier and/or more than once during 

the TRP. The time spent i n  Quebec should be less structured to 

allow them to mingle more with the francophone community 

rather that spending their time with other anglophones trying 

to perfect their French 

Personnel - During each phase of data collect ion, participants' 

comments highlighted the quality of the people involved in 



Teacher Retraining Program 
132 

coordinating or instructing in  the SFU TRP. They fe l t  that the people 

with whom they worked directly were very professional and 

knowledgeable about French immersion education. They were treated 

openly and wi th  respect as p r ~ f e ~ s i ~ n a l ~  w i th valid experiences to 

share and to build upon. 

Again, in contrast to comments made by the SFU participants, 

the UVlC participants stated that, although the personnel of their 

program were very nice people, they were scholarly oriented rather 

than educationally oriented. This created diff iculties in that the 

teaching staff at UVlC could not offer a program modeled on the 

strategies used to implement an effective French immersion program 

in a communicative environment. 

u s  
O f  the twelve participants who began the SFU TRP, eight of 

them successfully completed the program (one le f t  the program 

before the Quebec phase, one failed the linguistic test, one failed the 

methodology component, one failed both the linguistic test and the 

methology component). O f  the eight, seven have found jobs teaching 

French immersion. 

O f  the twelve participants who began the UVlC TRP, two were 

not qualified teachers and therefore were not considered in this 

study. A third participant le f t  the program in  March. O f  the nine 

'teacher-part icipants' from the UVI C program who went to Quebec, 

three passed the language exit exam. O f  these three, only one 

responded to the final questionnaire and indicated that she has a job 

teaching French immersion, so it is not known to the wri ter  whether 
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the other two have found jobs teaching French immersion. 

Issues in French immersion 

Many issues of concern regarding French immerion were 

highlighted by the participants however l i t t l e  change was noted from 

the beginning to the end of the TRP. The depth of knowledge of the 

group as a whole appeared to change very l i t t le.  Most of the issues 

raised are consistent wi th  the findings of educators and researchers 

of immersion programs (Carey, 1984; Day & Shapson, t 983; Jones, 

1984; Harley, 1985; Lewis, 1986). Points of view of some 

participants which are inconsistent wi th  recent findings are, 

negative or polarized public attitude (Shapson, 19851, and that of 

immersion not being accessible to low ability students (Jones, 1984). 

One of the issues raised but not addressed directly by research 

available to the wri ter  i s  that of problems experienced by school 

districts where French immersion teachers are being hired, indirectly 

causing the displacement of regular program teachers. It i s  the 

experience of the writer, during discussions w i th  Dlstrict 

Coordinators of French Programs (BCFCA Fall Conference, November 

19851, that this i s  an issue of concern to many school districts in  the 

province of Brit ish Columbia. It was pointed out however that this 

issue is  compounded by the restraint policies implemented in  this 

province during the early nineteen eighties. Under normal 

circumstances, the phenomenon of regular program teacher 

displacement would be of minor concern since attr i t ion and mobility 

of teachers encouraged during heal thy economic times would a1 low 

for the hiring of French immersion teachers without affecting regular 
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program staffing. This point was raised to emphasize that teacher 

displacement i s  ~CcurrinCj not as a result of French immersion 

program implementation, but as a direct consequence of funding 

cutbacks in the general education system. 

There are issues in  French immersion as indicated by educators 

and educational researchers which were not mentioned at al l  by the 

participants. Harley (1985) writes specifically about the need for 

appropriate library materials in  immersion schools and offers 

guidelines for immersion educators as to their selection. Carey 

( 1  984) mentions the need for a variety of intensive cultural 

experiences necessary to improve (immersion) students' attitudes 

toward francophone culture. When discussing specific staffing needs, 

Jdnes ( 1984) indicates a need for qualified immersion teachers who 

are trained in  specialized subject areas for secondary. Lewis ( 1986) 

suggests that educators take a close look at the quality of instruction 

and the variety of course offerings in secondary immersion. Jones 

also calls for a wider choice of quality materials, especially to cater 

to the 'gifted' immersion students. Shapson ( 1985) discusses the 

need for the development of post-secondary choices in  bilingual 

education to respond to the growing number of students who may wish 

to continue their studies in French. 

In general l i t t l e  change was noted in participants' knowledge of 

French immersion issues, perhaps because, from the beginning of the 

program, apart from a few exceptions mentioned above, their opinions 

differed very l i t t l e  from those views held by researchers and 
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A Framework f o r  the Desian of the SFU TRP 

a )  In-service 

One of the purposes of t h i s  s tudy is t o  test the SFU TRP agains t  

r ecen t  theor ies  of e f fec t ive  in-service, French immersion 

methodology and language acquisition. This  sec t ion  looks a t  the 

design of this  program a s  it relates t o  contemporary educational 

research.  

As mentioned in chap te r  one, the Teacher Retraining Program 

(TRP) a t  Simon Frase r  University is unique in t h a t  there a r e  no 

r e p o r t s  of s i m i l a r  programs being implemented in Canada. The 

research on in-service programs f o r  t eachers  t o  date d e a l s  w i t h  

school-based o r  school district in i t ia ted  programs. Even though the 

TRP removes the t eacher  f rom h i s  normal teaching milieu, ie: out  of 

their school, program organizers  have re1 ied on much of the e f fec t ive  

in-service l i t e r a t u r e  in designing their program. 

Chapter t w o  provided a possible theore t ica l  f ramework f o r  a 

Teacher Retraining Program f o r  French Immersion based generally on 

research done in the f ie ld  of in-service, and speci f ica l ly  on seven 

points  outlined by Fullan ( 1  982) a s  t o  why in-service programs fai l .  

Each point wi l l  be taken up again and inversely re la ted  t o  the design 

of the Teacher Retraining Program a t  Simon Frase r  University. This 

will be followed by a brief discussion on how organizers  of t h e  TRP 

a l so  considered research done in the a r e a s  of language acquist ion in a 

French immersion se t t ing ,  and content  of t eacher  t ra in ing programs 

f o r  French immersion. 
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( I ) One-shot workshoDs are wides~read but ineffective 

The TRP was designed based on the know ledge that change in 

teaching practice takes time. Time i s  needed to ensure an 

understanding of the changes occurring, to integrate acquired 

knowledge, to come to terms with concerns and fears arising from the 

risk taking involved in  the change process, and to practice, analyze 

and adjust new skills. Within the context of the TRP short 

presentations were offered, but always within a broader, relevant 

context. For example, during a three day mini-conference organized 

for the participants at the end of the f i rs t  semester, a workshop on 

children's literature was presented by an outside 'expert' in the field. 

The participants however had already had some exposure to children's 

literature i n  one of their fa l l  courses, they were about to embark on a 

three-week intensive practicum where they could begin to apply their 

newly acquired knowledge, and one of their spring courses was to be 

solely on the teaching of reading in  immersion. 

The TRP i s  a twelve month program wi th  a follow up 

component. It i s  based on the notion that learning, understanding, 

observation, practice, and feedback are most effectively assimilated 

when surrounded by a supportive framework which allows time for 

reflection, integration, and application of know ledge. 

(2) Tooics are f reauent l~ selected by ~eoole other than those for 

whom the in-service i s  intended 
b The participants of the TRP chose this program and underwent 
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a rigorous screening process before being accepted. Certainly the 

course content of the f i rs t  semester was in place when the 

participants arrived but it was based on the results of the ACPI/CA~T 

National Study of French Immersion Teacher Training and Professional 

Development ( W i l  ton et al., 1 984). This report synthesized the 

results of questionnaires to hundreds of French immersion teachers 

across Canada who indicated the kinds of courses they fe l t  should be 

included in a French immersion teacher preparation program. The 

design of the second semester and the inclusion of a second long term 

practicum relied heavily on feedback from the participants who, 

based on their in  class experiences of the f i rs t  semester, had strong 

feelings about what they needed. 

(3 )  Fot low-UD suD~ort for ideas and Dractices introduced in  

in-service Droarams occurs in  only a very small minority of cases 

The participants of the TRP at Simon Fraser University had 

ample opportunity to practice new ideas in  the classroom. During the 

f i rs t  two semesters, one day a week was set aside for participants t o  

spend in a French immersion classroom to observe and to practice 

new ski l ls under the guidance of their school associate (classroom 

teacher) and their faculty associate who visited them in their 

classrooms a t  regularly scheduled intervals. This process was also in  

place during their two long term practica. For those participants who 

successfully complete the SFU TRP and are hired to teach French 

immersion in  the fa l l  of 1986, a follow-up support structure 

involving continued vis i ts from an in-service associate w i l l  be 
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implemented. 

(4) Follow-uo evaluation occurs infreauently 

Inherent in  the support structure mentioned above, was a 

system of feedback and evaluation. During the f i rs t  semester, 

participants were trained in  and consistently practiced systematic 

observation ski l ls based on the clinical supervision model already in  

place within the Faculty of Education at Simon Fraser University. The 

program coordinator who initiated this process had two years 

training and experience in  clinical supervision. Her focus was to 

teach the participants to observe, analyze, and provide feedback to 

each other in an atmosphere of mutual respect and constructive 

criticism. The participants also became skilled in self evaluation. 

This model of ongoing evaluation w i l l  be continued during the 

follow-up phase in  the fa l l  of 1986. 

(5) In-service rare\y addresses the individual needs and concerns 

To address this issue, the TRP allowed for several program 

evaluation sessions where the participants aired their concerns and 

had input into program changes. For example, at the end of the f i rs t  

semester, the participants were given the opportunity to indicate 

their wishes as to the content and design of the second semester. A t  

their request, courses on Phonetique et Diction, Designs for Learning 

-Social Studies, Apprentissage de la lecture, and Grammaire et 

Composition were offered. They also requested, and got, one 

unscheduled day each week to allow them to arrange vis i ts to a 
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variety of French immersion ciassrooms around the Lower Mainland. 

In addition, the weekly seminar, led by the Program coordinator, 

provided the participants wi th  a forum to air and discuss concerns 

which had arisen throughout the week. 

( 6 )  The maioritv of ~roarams involve teachers from many different 

schools and/or school districts. but there is  no recoanition of the 

differential i m ~ a c t  of Positive and neaative factors within the 

systems to which they must return 

Many of the participants arranged to do their practicums in  the 

school distr ict i n  which they hope to be teaching French immersion in  

the fa l l  of 1986. This allowed them to experience the 'positive and 

negative factors within the systems to which they must return'. For 

example, they were able to discover their district 's support 

infrastructure (or lack of it) for French immersion programs and 

teachers, and to address issues of concern i n  partnership w i th  their 

faculty and school associates. They were also able to begin the 

di f f icul t  process of developing their own support network among new 

colleagues i n  their district. 

The in-service practicum (EDUC-407) to be implemented in the 

fa l l  of 1986 w i l l  not only offer the participants a research-based 

follow-up to the methodology, theory, and curriculum courses taken 

during the f i r s t  two phases of the program, but also allow the 

participants to address issues of concern specific to their own school 

district. The role of the in-service associate during this phase w i l l  

be to work w i th  each individual in their new environment, to assist 
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them in taking advantage of positive factors within their distr ict and 

to help them deal effectively wi th  the negative factors, as well as to 

help them implement appropriate curricular and ef f ectlve 

instructional strategies. 

(7) There is  a orofound lack of any conceotual basis in  the olanning 

their effectiveness 

The premise of this thesis i s  that the TRP at Simon Fraser 

University i s  in  fact designed following a conceptual basis in  the 

planning and implementing of effective in-service programs. Program 

organizers seriously considered and drew upon research in the areas 

of program design for teacher in-service involving change in  teaching 

practices, French immersion methodology, and language acquistion. 

The program was also able to draw on the well established models for 

effective in-service already being implemented in the Faculty of 

Education at Simon Fraser University. 

Program organizers at SFU have attempted to design the TRP in 

such a way as to avoid the many pit fal ls of in-service programs as 

outlined by Ful lan. Consideration was given to each of the points 

mentioned above in  the hopes of providing an effective means of 

preparing teachers for a major change in  their careers. In addition to 

the aforementioned caveats, Ful tan discusses characteristics of 

in-service which must be present for change to succeed. The two 

which apply to the TRP are: 

-professional development must focus on a need 
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-teachers must have the opportunity to interact w i th  each 

other, share ideas, and help one another, and must have some 

external assistance (p. 264). 

The TRP program focused on a need which was init ial ly 

perceived by the director of the Modern Languages Branch at the 

Ministry of Education and was corroborated by school distr ict 

personnel. The participants were enrolled i n  the program str ict ly on 

a voluntary basis, indicating a sense of a need for change on their 

part. 

Opportunity for interaction with each other and w i th  teachers 

already teaching in French immersion was abundant and encouraged. 

The role of the program coordinator ensured that these opportunities 

were sustained through her organization of the seminars, meetings 

between the participants and pre-service immersion teachers, 

coursework offered by practicing French immersion teachers, and 

many informal 'rencontres' of the group on their own and wi th  

participants of the TRP at the University of Victoria. In addition the 

coordinator not only provided them with external support, but also 

assisted them in developing their own networks of external support. 

b) 

In addition to being based on recent theories of change and 

effective in-service, the TRP was also designed wi th  contemporary 

not ions of language acquisition in mind. Edwards, Wesche, Krashen, 

Clement, & Krudenier ( 1  984) write of the need for protective 

situations created to lessen the anxieties of second language 
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students and subsequently to increase their receptiveness and 

progress. Efforts were made to help the participants during a time of 

vulnerabi 1 i ty  through the practice of m ini-lessons within the group, 

providing plenty of opportunities to observe French immersion 

teaching, and allowing the participants to control the extent to which 

they wished to become involved in  actually teaching during their 

weekly visits to classrooms. 

Krashen ( 1983) talks about providing real communication 

situations such as learning a subject matter in French so that the 

second language becomes the vehicle for acquiring know ledge. This 

creates a need on the part of the student to understand and 

communicate in  French and therefore a motivation. 

To il lustrate this point within the context of the TRP, it i s  

worthwhile looking at a specific activity which occurred at the 

beginning of the program. The writer was present during several of 

the activities during the orientation week in  early September 1985. 

The participants were engaged in creating their personal journals 

through a bookmaking activity. Although they could al l  communicate 

fair ly well in  French in  a general sense and could understand most of 

what was said to them, it was apparent that they lacked the specific 

linguistic tools necessary for this particular arts and craft activity. 

Through informal discussions wi th  several of the participants while 

they were doing the activity, many of them expressed frustration at 

not having a vocabulary l i s t  distributed to them so they could 

memorize the words they would need to lead a similar activity in  a 

classroom. The program coordinator, who was the activity leader, 
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explained to them that she fe l t  the words would be better learned if 

they were learned while performing a particular function - in this 

case, making the journals. As linguistic needs arose, she addressed 

them by encouraging the participants to describe the object or 

process they wished to communicate. She also encouraged the 

participants to rely on each other thus creating the beginnings of a 

mutual support network within the group. If the participants fe l t  the 

need to wri te words and phrases down for later study, they were free 

to do so. Some did, while others seemed to grasp the meaning and 

appropriate usage without writ ten reinforcement. The activity was 

done entirely in  French and acquisition of new linguistic elements 

was based on functional need. The environment was low risk in that 

everyone was a) in  the same situation, b) encouraged to communicate 

even i f  it meant making mistakes, and c) not being evaluated. The 

coordinator also used it to help establish her role as facil itator as 

opposed to 'answer-giver'. 

Formal language courses were offered within the context of the 

TRP, but only as a support to the entire communicative structure. 

This format i s  based on Tardif's .( 1986) and Calve's ( 1983) 

discu~sions on the creation of functional, relative learning situations 

within which to practice and acquire communicative skills. In such a 

design, language courses as such would play a supportive role, only. 

C) Course Content 

Although the participants had a great deal of input into the 

course content of the second semester, the f i rs t  semester courses 
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were already in place when the program began in early September, 

1985. Program organizers relied heavily on recent research into 

teacher training programs for French immersion teachers 

(Frisson-Rickson & Rebuffot, 1985; Wi  1 ton et al., 1985; Jones, 1984; 

Tardif, 1984) in designing this f i rs t  semester. 

The TRP ensured integration of  most of these recommended 

elements into i t s  design. The f i rs t  element, general education 

training, was not included since the participants have already had 

this in  their pre-service teacher training. The second element, 

acceptable linguistic competence levels upon completion of a 

program, was altered to include an acceptable, albeit lower linguistic 

competence upon entering the program. Due to the nature of the 

clientele and the program, the TRP had to ensure a certain level o f  

linguistic abil ity in  order to confidently set about helping them to 

reach a very good-to-excel lent level of competence in  French. The 

remaining elements outlined in  the CAIT report (Frisson-Rickson & 

Rebuffot, 1 985) on teacher training for French immersion, as we1 1 as 

those suggested in the CAIT (Wilton et al., 19841, were incorporated 

into the courses offered in the f i rs t  semester of the TRP at Simon 

Fraser University. Interestingly, the second and third phases of the 

TRP, the design of which was strongly based on feedback from the 

participants, provided a continuation of many of the'se elements. 

Conciusion 

It appears that the SFU TRP which was designed based on 

thoughtful consideration of research on effective in-service can be 
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considered to have been successful. The time element, participant 

Input Into program deslgn, ongo :ng support for ideas and practicers 

introduced during courseviork, follow -up evaluation, sensitivity to 

Individual needs, recognitfon of the difficulties of 'returning to the 

system', an3 the presence o f  a coficeptuat Sasls upon whlch thls 

program Is based, are al l  elements whtch research has suggested be 

taken irito account when planning an in-service innovation. The 

developers of the SFU TRF have adapted and extended them Into the 

context of retraining practicing teachers in the regular program, to 

teach French immersion. Elements of effective In -servIce:retratning 

has been applied to the context o f  French tmmerslon retra:nlng ?of 

which the objectives were language development and French 

immerston methodology. Teaching French immersion requires not only 

French language skllls, but also an understanding of second language 

learning and teaching, an abil i ty to teach curriculum content via the 

rnedlurn of a second janguage wi th  a view to constantly maxlmlze the 

deve:opment of that second language, and the sklll to dev:se teach:ng 
r4+1 3 ~ ~ d a t t ~ n s  in  which the students w i l l  have a need to speak the 

language. This is on top of the effective teaching ski1 1s expected of 

teachers of the regular program and provides the rational for 

includhg a strong methodological component in the SFU TRS. 

The educational researchers and writers who provided the 

ratioflak for the dest gn of the SFU TRF had def lnite Idea - s en- i U ~  

implementing effective change processes for practicing teachers. 

The SFU TRP design was based largely on in-service models reported 

in the literature, however the It tlluminated a factor which was not 
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found In the research literature on in -service. From the beginning t o  

the end of the program the participants lauded the prople involved in 

I++ La ~rganlzation n and 1 ts  instruci tonal and faci 1 i tative aspects. For - 

the most part, a l l  of the personnel treated the partictpants with 

professional respect. The role of the coordt nator, although in  i tself  

Important, was very well received malnly because fo the credibility, 

sktlls, and personality of the person who toot: on that role. Given the 

same program design and avallable resources, the SFU TRF may well 

have had vastly dtfferent results i f  the personnel had been less than 

sensitive, flexible, open, and professional in  their approach to teacher 

retralnlng. 

Fullan, ( 1  982) talks of the need for understanding the 

resocialization factor ie: people faced wlth the complexities of 

change when planning an Innovation, however he and other educational 

researchers do not appear to emphasize the people factor. The 

program is the people who run it, who have the responsibility of 

constant contact w i th  i t s  clients. 1 t Is their facil itative and 

professional ski l ls and flexible approaches which may determine the 

success o r  failure of an in-service program, perhaps more so than the 

model on which it is  designed. 

How do we know the program has been successful? O f  the eight 

successful partlcipants, seven found immersion teaching jobs which 

represents an 88% success rate. It I s  also necessav to consider the 

partlcSpants' self confidence as it has developed over the course of 

the program, In which case almost total success can be claimed. 

Looking at the experf ence from the partlcipants' polnt of view can 
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also assist In determintng the worth of the program. The personal and 

professional growth they experfenced contributes t o  the view that the 

SFU TRF was highly successful. 

To what can thls success be attributed'? It has been shown that 

the SFU TRP took i t s  deslgn basts from research on elements of 

effective educational in-service and professional development 

innovations. It is the consideration of these elements, and an 

understandlng o f  what teachlng French Immersion Is, vihlch have 

contlbLited to the success of the SFU TRF. A case tn contrast Is the 
T R r  n developed at UVIC which had the same objectives but which took 

a very different route to meet them. The foundations o f  the UVtC 

program were not based on research outlining the most effective 

route to take when helping professlonals undergo major changes in  

their career. The UVfC TRP focused on language development through 

academtc coursework as it existed within the Department of French 

Language and Ltterature to train teachers to teach French immersion. 

The attitudes of the UVIC TRP participants toward their program 

were vastly different (much less positive) from those whlch the SFU 

TRP participants had towards thetrs. 25% (3/ 12) of the UVIC 

participants successfully completed the entire program. A t  the time 

of writing, the writer i s  aware that three of the UVlC partfclpants 

have found employment teachlng French immersion (two of the 
- i>artlclpants were not heard from nor located after the Qu6bec phasee). 

( t  4~ +hn I >m4 &I ,ter's bet i e f  that the reasons for these dtfferences 

In partfcfpant attitlide and outcome data is  based in the difference 

between the foundations of the two programs. The SFU program %as 
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designed and nurtured within a Faculty of Education wi th  a long 

record of research based ?re -service and in  service educational 

programs. Being Involved In the latest research on French Immersion 

instruction was also an assett to the Sru TRP. The personnel, 

faci llties, and resources necessary t o  comp: iment the research based 

design and implementation of the SFU TRP were therefore more 

readily accesible at SFU. The SFU TRP was conceptualized as an 

' in-service program and therefore some f lexibil i ty in i t s  design was 

relatively easily accomodated within the university structure. The 

UVIC TRP however was designed largely to f i t  into the existing course 

structure of a university department wi th no experience in designing 

various programs dealing wi th  teachers undergoing a change in  career 

direction. The French language department's emphasis was on content 

knowledge rather than examining an effective process for teacher 

in-service. Program organizers at UVlC then had t i t t le  I f  ary 

experience upon which to draw when considering a program to retrain 

teachers, nor were they part of the 'French immersion network' which 

would have facilitated a deeper understanding as to the nature of 

French in^iinersion teaching and learning. 

Comments of the writer pertaining to the UVIC TRP are based 

on a) questlonnaire data recetved directly from the UVlC participants 

bl'whether the participants were hired as immersion teachers by 

school districts, and c) the final linguistic tests administered under 

the jurisdiction of the Ministry of Education at the end of the 

program. Methodologically, UVlC was not given as much attentfon as 
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SFU since virtually no observation time was spent there. This 

difference in Information gathering may be partially accountable for 

the wfde discrepancies fn the reactions and opinions ~f the two 

groups of participants. The writer believes however that more time 

spent 'Mth the UVlC participants would not have uncovered 

si;bstantial!y different opinions from those reported in  this study but 

would rather have lead to a deeper understanding as to why the UVlC 

particf pants held those opinions. 

French immersion staffing 

The underlying objective of  the TRP is t o  help t o  ease staffing 
r(+ff.I ulI ~ c u l t f e ~  of  districts which have had t o  look outside of their 

district, i f  not outside o f  the province, for qualified, competent 

teachers of  French lmmerslon. For some districts this has been very 

dl ff i cult since this practice has been perceived t o  have contributed t o  

the laying off of  teachers of  the regular English program. School 

districts w i l l  now be able to ease friction caused by this perception 

by encouracjlng one or more of their teachers who speaks French 

relatively well t o  enroll in the TRF. That teacher w i l l  then be able to 

return t o  his distr ict and take on a French immerston position without 

feeling that they displaced another staff member. 

The TRF tvi 1 l 1 ikely have a defined 1 ifespan since the supply of 

French speaking teachers teaching in the regular program is  not 

w ithout If mi  ts. This i s  perhaps not a Sad thing slnce a hlgh nmber of 

natfve rrench speakers is  needed in any ?{stem t o  provide excellent 

linguistic models for students and for their colleagues, 



Teacher Retraining Program 
1 50 

In-service: Retraining 

The lessons learned in  the implementation and evaluation of the 

SFU TRP should not end i f  and when the program has met the needs of 

the provfnce's school districts. Many of the elements upon which this 

program i s  based can be applied to slmi\ar programs In other areas 6: 

need. The elements of retraining which encourage an effective change 

process can Ilkely be modified and applied to any curricular area such 

as computer education, transfer from secondary to elementary 

education, cr  peer supervision. Since many of the TRP candidates are 

French as a second language teachers, as they retrain to teach in  

immersion there could feasably be a need In the near future to train 

teachers to teach French as a second language. Recent research 

(Lewis, 1986) indicates that French immersion educators need to take 

a hard look at the quality of teaching at the secondary level. This may 

spur the development of a program of 'perfectionnement' for teachers 

already teaching French immersion at this level. This could take the 

form o f  a modifled retrafning program or of an In-service practicum. 
Cu+ume Resear& 

The participants who have successfully completed the SFU TRP 

and who have teaching posit ions in French immerslon, are undertaking 

an in-servfce practicurn as the ffnal component o f  the program. This 

study does not consider this component, however it would be of 

interest t o  know, via a follow-up study, whether the presence of an 

In-servfce assoclate In a supportive, faci l i tat ive role actually 

assists the participants to adjust to their new professional 

evironmen t. 
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It w i l l  also to 5e of interest to follow these partictpants 

through the f i rs t  few years of their new careers t o  capture their 

reflections of their TRP experience in their professional context. 30 

they remaln committed to teaching French immersion? Are thelr 

con3dence levels maintained? Are they contlnuing to grow 

professionally? 

I f  changes to the second year TRP are made as a result of this 

study, it is incumbent upon program organizers to check the 

ef fectiveness of the changes as they touch the experiences of this 

year's group of participants. W i l l  they have the same concerns and 

worries as did the f i rs t  group? W i l l  they develop a new set of 

concerns as a result of changes made? Each year should be a learning 

experience to refine the program even further. 
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E v a l u a t o r  o f  Educa t iona l  P r o g r a m s  

(Stake, 1967) 
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APPENDIX C 

I 
The Cycle of Supervision 

"A central objective of the whole process is  the development of the 
professionally responsible teacher who i s  analytical of h is  own 
performance, open t o  help from others, and withal self-directing". 

A s  a student teacher moves through the ~rofess iona l  Development 
Program, i t  i s  c r i t i c a l  that  the school and faculty associate and 
the student teacher continue to ask: 

- i s  there a commitment to  teaching? 
- i s  there potential  to become a competent teacher? 
- how can each be more effect ive i n  his/her role? 

(See p. l1 & 1 2  items 6 & 7) 

SUPERVISION MODEL 

PRECONFERENCE OBSERVATION POSTCONFERE NCE 

OBJECTIVES RECORDING PATTERNS 

LESSON PLAN ALTERVATIVES 

OBSERVATION FOCUS ANALYZING FOLLOW-UP 

OPEN COMMUNICATION 0 
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Nous esperon; que c e t t e  annee de  renouvellement pedagogique 

vous  appor tera une grande sat  i s fac t ion  personnel  1 e e t  I'enrichissement de  

v o t r e  car r iere .  Vous e t e s  d f e l i c i  t e r  pour v o t r e  hardiesse,  ca r  vous fa i  tes 

p a r t  ie d'un tout  nouveau programme. Nous avons  h5 te  de le dkmarrer avec  

vous. 

Vous trouverez,  ci-inclus, I'horaire pour le  semestre.  Les 

cornposantes ont ete  se lec t ionnees  se lon v o s  besoms.  Suivant ce principe, 

i i e s t  donc poss ib le  qu'il y a i t  des  changements  durant  le semestre.  Les 

pages  suivantes  s o n t  des descr ip t ions  de  c o w s .  Nous esperons qu'elles 

vous  aideront  a m i e u x v o i r  le s e m e s t r e  qui vous at tend.  



Seminars / S-=s et dmEtudes 

p o x  

Le Programme de Recyclage en Immersion Franwse 

Jour el heure:  Anim atrice: 

le lundi, de 9h 30 a 12h Josetle Desquins 

Lieu: 

RIPX 76 10 

But: 

Une fois par semaine, les professeurs de furmarion continue se 

rkuniront din de partager leurs experiences dans 1es classes d'immersion. 

Ces sessions seront un vehicule pour le partage d'idkes, pour l'enseigne- 

men1 de certains concepts et notions pmticulieres A i'immersion et au 

program me-cadre. 

For mat: 

table ronde, prksentations, travaux pratiques. 

Sujets d'htude et de  discussions: 

- pianification de l e~ons  et d'unitks 

- evaluation 

- strategies d'enseignement en immersion 

- la discipline dans une classe d'immersion 

- les centres d'activiths 

- 1' enseignement individualis6 en immersion 

Evaluation: 

- contrats Ctablis selon des objectifs prCcis 



Study group / Groupe d'Etude 

p o x  

Le Programme d'lmmersion et le P r ~ r a m m e  - Cadre 

Jour et beure: Animateur: 

Le lundi. de  l j h  a lSh jO Andre Obadia 

Lieu: 

MPX 951 1/12 

But: 

Le but gknkral du cours est de placer l'6tudiant-maitre et le 

maitre en formation continue dam une perspective globde pedagogique, 

sociale, et pulitique de I'immersion frmcaise el de l'enseignement d u  

francais en milieu minoritaire (programme-cadre de i r a n ~ a i s )  au Canada et 

en Colom bie-Btitannjque. 

Format: 

Exposks, travail de groupe. discussions, prksentations 

audio-visuelles ... 

Sujets dSCtude et de  discussions: 



Curriculum ~ o r k s h o p s  / Ateliers 

BEiE 

-ramme d'Imrnersion et le Programme - Cadre 

jour et heure: Anirnateurs: 

ie mardi, de 9h a 12h Francine Frisson-Rick sun 
Laurent Savard 

Lieu: 

hlPX 951 1/12 

But: 

Les ateliers ont pour but de fournir au professeur de formation 

continue l 'masion de se familiariser avec le contenu et les strategies 

pedagogiques des matieres enseignees en immersion. Pendant I'ateljer, le 

participant aura l'masion d'examiner des ressources pedagogiques et des 

manuels smlaires dam les differentes matikres. Il/ elle participera aux 

activitks pratiques yui faciliteront la planification des lewns et unites qui 

seront mises en oeuvre durant le premier stage. 

For mat: 

Pr&sentations, travaux pratiques, travail de groupe, discussions; 

le participanr aura l'wasion de mettre ';la maid P /a pare T.- 

Evaluation: 

Certains travaux de nature tres pratique seront requis. Le 

professeur de formation amtinue pourra ensuite les utiliser dam la salle de 



lours: Assistantes pbdagogiques: 
-tous les mercredi, ainsi qu'un Josette ksquins 
stage de perfectiunnement du Francine Frisson-Ricksun 
18 ndvernbre au 6 dkcembre 

Buls: 

Le stage de perfectionnement offrira, au dkpart, au prdesseur 

de for mation continue, I'occasion d'observer une classe d'im mersion a 

l'oeuvre ainsi que le professeur, ses techniques, son rapport avec les 

enfants. Plus tard, le/la stagiere pclurra enseigner quelques lewns et 

unit& a cette meme classe. 

Form at: 

Une progression .......... de I'observation vers I'enseignement, s 

d'un stage intense de trois semaines. 

Evaluation: 

Le modele de "Clinical Supervision" de Acheson et Gail sera 

utilisk par les assistantes pedagogiques. Ce modele sera prksente aux 

stagieres lors de la semaine d'orientation. 



Le Programme de Recyclage en Immersion Franqaise 

Jour e t  beure: Anim atrice: 

le jeudi, de 9h a 1 2 h  Josette Desquins 

Lieu: 

h1PX 76 10 

But: 

A lzaide de sessions de micro-enseignement, l'animatrice 

presentera aux professeurs de formation continue le vocabulaire essentiel 

de la salle de clzsse, le langage requis pour enseigner le curriculum. 

L'elitve devra se familiariser avec ce vocabulaire, ce langage, d i n  de 

demontrer une certaine aisance avec la langue fran~aise dans une situation 

d'enseignement. 

Format: 

A u  dCpart, les Pleves etudieront des video-cassettes montrant 

des professeurs d'immersion P I'oeuvre. Ensuite, le groupe andisera 

I'enseignement des participants par le truchement des techniques 

d'observation systematique. Toutes les sessions auront lieu en fran~ais  et 

premniseront une ambiance de respect et de  critique constructive. 

Evaluation: 

L'aisance au niveau du langage facilitant le dkbit pedagogique 

sera P la base de 116valuation- 



La Culture Francophone 

POUT 

Le Programme de Recycla* en Immersion Franqalse 

jour et heure: Anim atrice: 

le jeudi, de 13h a 1 Sh30 

Lieu: 

MPX 76 10 

Michelle Paquin 

But: 

De nos jours plus que jamais, la survie des cultures et des 

nations repose sur une ouverture d'esprit qumt P nos differences. Le 

monde francophone est lui-meme hetkrwlite. Ce cours propose de fournir 

aux professeurs l'occasion de se familiariser avec le monde francophone, le 

Canada frmcclphone, milis suriout avec ia Coiombie-Brit anfniqiie francci- 

phone. A I'aide de projets pratiques, le professeur mnnaitra mieux ce 

milieu francophone qui l'entoure. 

Form at: 

Quelques sessions de preparations suivies de travaux pratiques 

afin d'accomplir les projets d'excursions. 

Evaluation: 

Les professeurs de formation continue devront crCer des 

excursions et activites para-scolaires aux differents sites offrant la 

possibiliti! de dkveloppper des activitks en fran@s. Ces projets et 

excursions seront partagks oralement et visuellement avec le reste de la 

classe. 



Jour et heure: Animrtrice: 

le vencfredi, de 9h A 12h Marie Castex 

Lieu: 

MPX 951 1/12 

But: 

Ce cours rafraichira la me moire linguistique. L'enseigne ment 

et  la pratique de la grammaire occuperont la majeure partie du cours. 

Nous nous occuperons explicitement de la structure de la langue franpise 

telle qu'elle est enseignke dam les programmes d'immersion. Le mntenu 

sera donc base sur le programme de franqiis (en immersion) dkcrit dam 

les guides du  Minisere de I'Education de la province. 

Le professeur en formation continue enseignera la grammaire P 

ses collegues. Le cours se deroulera uniquement en franqais. Nous esperons 

que ces situations fourniront a I'enseignant/e plusieurs occasions 

d 'essayer ses ailes. L'animatrice sera une personne ressource, 

fournissant 1 la dasse des exemples P exploiter. - 

Evaluation: 

Les criteres d'evaluation seront pr4sent.h aux eleves lors du 

premier cours. 



L e w e  de R e c y c h s t e  en Immersion Frangafse 

four et heure: 

le vendredi, de 13h 1 15h30 

Lieu: 

Anintittur: 

Claire Descamps 

Chaque semaine, pendant deux heures et demie, les professeurs 

de formation continue pourront se dCtendre dam une situation moins 

formelle pour parler frangis. Cette classe offrka aux enseignants 

l'occasion de pratiquer leurs compktences nouvellement acquises et/ou 

renouvelkes. L'animateur tentera de crCer une variCtk de situations 

orientCes vers la saffe de classe. Cefies-ci stimuleront des discussions avec 

l'ensemble de la classe ou en petits groupes. 
I 

For mat: 

tables rondes, cafk-causeries, ... 

Evaluation: 

L'animateur basera son &valuation sur la correction du fran~ais 
- . .- 

mais principalement sur la participation o d e  du prde&eur de formation 

continue. 



A P P E N D I X  

FRENCH RETRAINING P R O G M  

SPRING 1986 

List of courses offered during Spring Semester 1986 and their 
descriptions. 

EDUC. 473-4 L'APPRENTISSAGE ET L1ENSEIGNEI\IENT 
DE LA LECTURE 

Le but gGnEral de ce cours est d'in- 
culquer aux Gtudiants les notions fon-  
damentales de l'apprentissage de la 
lecture dans les classes d'immersion 

EDUC. 474-4 L'ENSEIGNEMENT DES SCIENCES HUMAINES 
EN IMMERSION FRANCAISE 

Le but principal de ce cours est 
d'offrir aux enseignant(e)s l'occasion 
d1acqu6rir une meilleure compre?nension 
des notions conceptuelles importantes 
dans le domaine des Sciences Humaines 
afin dfexaminer les stratggies de 
salle de classe propress cette disci- 
pline 

EDUC. 496-3 LA PHONETIQUE CORRECTIVE DANS LA SALLE 
DE CLASSE 

Le but principal de ce cours est 2 
double . volet. Le premier consiste 
a permettre aux Gtudiants dlamGliorer 
leur propre diction et le second 2 se 
familiariser avec les diff6rentes tech- 
niques d'enseignement de la phonstique 
et de la diction franqaises 

FREN. 206-3 INTERMEDIATE FRENCH I11 

Study in depth of the structure of 
French and extension of competence 
in the skills of oral and written 
expression 

FREN. 301-3 AQVANCED FRENCH -~ COMPOSITION I 

Emphasis is placed on written command 
of French. Detailed study of syntax. 



Ate l ie rs  --- 
0 pour Ie programme 

de - 
- perfectionnement 

date 

7 janvier 

14 janvier 

2 1 janvier 

28 janvier 

I 1  fevr ier 

18 f h r i e r  

25 fevr ier 

4 mars 

1 1  rtiars 

1 E mars 

25 mars 

l er  avri l 

Apprent issage lndividuel 
Sty les d'apprentissage 

Le cows de langue en 
immersion 

Approche communicative 
Pi  loe 

Le cows de langue en 
immersion (avec 405) 

Ecrivains en herbe 

Or  thopedagog i e  

Le cours de langue en 
immersion 

Math Their Way 

Le cours de langue en 
imniersion/arts plast iques 

libre . 

1 i bre 

Bamf ie ld ou excursion 

Autres idees: une reunion de classe, Ed.phys., rnusique,'thiatre, 
rnarionnettes, classe de sc. nat. . 

avec 

personne 

Josette 

Francine 

Rhoda Taf ler  

Francine 

M.P. Joanis/Kramer 

~ m m a  Thibodeau 

Francine 

Melodie Mart in 

Francine 

Josette 

Josette 

Josette/Francine 



rno~iduy 

9h30 h 1 1 h30: 
Frarqa is 
205-03 et 
30 1 -02 
mF'X 8633 

............................ 

l5h d 1711: 
Edur~ - 473-4 
Apprentissage 
#3e la lecture 

rn~:i-m.m 

Tuesday 

3h30 a 3h30: 

Ateliers 

..................... I 
Ateliers 

rnpx - 8633 
st 7600 

Lates et lieu pour les at.elie1-s: 

Wednesday I Thursday 

8h30 h 1 2h30: 
EdUC. 496 - 3 

Phondtique 
et Diction 
rmx - 7 5 0 ~  

.............................. 

Friday 

8h30 a 12h30: 
Educ.474-4 
3esigns for 
Learning 
Social Studies 

mPX 7506 
........................... 

Sern inar 

mpx - 7505 



TEACHER 

I ~artlci;ants 
quest a 

RETRAINING FOR FRENCH IMMERSION 
QUESTIONNAIRE A 

GENERAL INFORMATION 

Name 

Age 

University Education 
where 

teacher training 

169 

A P P E N D I X  G 

Marital Status 

N~lmber of Pegendents 

f wmal academic training in French 
course!vork where 

when 

when 

Other tpes of exoeriences In French (ie: travel, work, living in a 
francophone environment . . .I 
description where when 

Teaching Experience 
 grade!^) where when program 

total nclrnber of years of teaching experience 



participants 
quest a 

Please take the time necessary to 
reflect and to thoughtfully answer 
the following questions 

1. I low did you f i r s t  hear about this program? 

2. Why did it interest yoc; then? 

3. Did the linguistic screenirfg process have any effect on your 
a t t  i tc;de/e>;pectat ions toward the program? 

-- -- 

3. 1 lave you had any previous experience in  bench immersion?(Describe) 

5. Do you feel qualif iedkompetent to teach f rench immersion now? 
Explain. 

6. In what ways do you hope this program w i l l  help you t o  prepare t o  
teach in  French immersion? 



7. Descrlbe how you feel being a student again. 

participants 
quest a 

8. Descrlbe any concerns you have re: malting a :dl- tirrie corrimittment 
to cemplete this program. 

9. Why did you choose this program over any other options you may have 
fnvestigated to prepare you for French immersion teaching? (ie: 
summer in Quebec/France, study in a francophone environment, 
coursew ork on immersion teaching, language development 
coursework, similar program elsewhere) 

10. Do you anticipate any diff icult ies? Explaln. 



participants 
quest a 

l SSUES IN TRENCI I IMMERSION 

What arguments would you use to convince a school board to 
implement a rrench immersion program? 

With what arguments against 
respmd7 

French immersion would they likely 

What criteria/qualities in French immersion teachers shot;ld school 
boards be :ooking for? 

What kinds of students enroll in  rrench immersion? 

Why do you think most parents enroll their children in French 
immersion? 



participants 
quest a 

6. Should rrench immersion be accessible to all students? Explain. 

7. Do you have any perceptions re: the a t t i t ~ d e  of  the general public 
toward French Immersion? Please ccmment. 

8. What do you see as some issues of concern regarding rrench 
immersion programming? 
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participants 
quest b 

In  the questionnaire you f i l l e d  out i n  September, I asked 
some questions to e l i c i t  your concerns regarding your 
involvement i n  and committment to  th is  program. Have these 
( . . . ) concerns remained, been alleviated, or been replaced 
by others? 

probe 
Are these changes i n  any way di rect ly  caused/influenced by 
the program? Please explain. 

2. How would you describe your t ransi t ion in to  student l i f e ?  

probe 
(If not an easy transit ion).  . . Why do you think th is i s  so? 



participants 
quest b 

3. Are your needs changing as the program Progresses? 

probe 
if no, what are your needs? 

if yes, - i s  t h i s  because some needs have already been met? 
- or  have you changed your perception of your needs? 

please explain. 

Have program develo~ersfadministrators re l i ed  on your 
f o r  changes i n  the design of the program? If yes, give 
instances. 

input  

- - 

5. a) What are t w o  very pos i t i ve  aspects o f  t h i s  program? 



participants 
quest tr 

b) What are two negative aspects of th is  program? 

6 .  What would you consider t o  be the three most important 
c r i ter ia  School D is t r ic t  Personnel should be looking fo r  when 
hi r ing French Immersion teachers? 

7. What would you consider to  be the sign(s) of a successful 
Teacher Retraining Program for French immersion? Mow w i l l  
we know whether or  not th is  program has been worthwhile? 

8- A t  th is  midway point i n  the program, do you have any 
recommendations fo r  modifications to next year3 program? 

9. Do you feel more confident now to  teach i n  French Immersion 
than you were i n  September ? Please explain. 



Josette (April 23, 1986) 
question outline A P P E N D I X  I 
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If you were hiring teachers of TI  for a School District, what are the 
three most important criteria you would :ook for in candidates? 

At the outset of the program, what did you see as the most pressing 
needs of the participants? 

3id/do you perceive the needs of the participants changing as the 
program unf 01 ds? 

probe a)lf yes, please ellaborate.. . ie:what needs disappeared and why. 
what new needs developed and why? 

What would you consider to be the signk) of a successful Teacher 
Retrainfng Program for french immersion'? I tow w i l l  we know whether 
or not this program has been worthwhile? 

Many people Involved in f l education have expressed support for the 
program yet a good number are reserving judgement on the abil i ty of 
the program to  help participants gain the ease w i th  and depth of 
knowledge of  the language within the alloted time. Do you have that 
same reservation'? 

Probe a) If yes, describe why you have this concern. 

b) What do you think could be done for next year's program to 
eliminatelgreatly reduce this concern? 



a)What are two very positive (strong) aspects of this program? 

b)What are two negative (weak) aspects of this program? 

a)Do you think any (how many?) of the participants could have handled 
teaching f l last September7 

5130 you think most (how many) w i l l  be prepared to teach FI next 
Septenber? 

What does this program offer the participants in the way of preparatlon 
to teach specifically in  a French Immersion setting? 

Should the program be modified next year to better respond to the 
participants' needs and the program objectlves? I f  yes, t low? 

10.All participants commented positively about your role in  the program 
and many ~bserved a change in  your apprGach from the f l r s t  to the 
second semester. (see contact form interv sfu 86:O3:2 1 Is  this 
perceived change some thing you were aware of? I f so, was it a 
conscious decision to change your approach? I f  so, why? 
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feb '56 A P P E N D I X  J 

1. Can your school district benefit from such a program? 

7 Would your school d l s t r l ~ t  be prepared to provlde part lal / fuI l  financial 
support for a participant from your district') 

3. With what new skills/knowledge should partlclpants leave the 
program': 

4 Is  such a program the most effect ~ve/e f  f icient way to develop teachers 
w l t h  these desired sKllls/knowledge'~ 

5 What are the three most Important cr i ter ia you look for i n  a French 
Immersion teacher7 



A P P E N D I X  K 

Janet Brine 
223 4th street  

New Westminster 
B.C. U3L 2T9 
August 1986 

Welcome back! 

I t rus t  you had a safe journey and are glad t o  be home again w i t h  
family, fr iends and fami l i a r  surroundings. As you may recall ,  
my Master's thesis consists of  the evaluation o f  the Teacher 
Retraining Program f o r  which there remains one f i na l  but 
cruc ia l  phase o f  data collection. Your ref lect ions on the l a t t e r  
par t  of  the program and on your entire year in retrospect are o f  
prime interest t o  me. I would t ru ly  appreciate you taking about 
hal f  an hour or  so t o  complete the fol lowing questionnaire and 
to  ma i l  i t  back t o  me i n  the stamped envelope provided. 

Although put t ing your name on the questionnaire is, of  course, 
optional, I encourage you t o  do so as I w i l l  then be able t o  do a 
more exp l ic i t  cross- t ime analysis (comparing your responses 
f rom September through March through August). Conf ident ia l l  t y  
in the write-up of  my thesis i s  assured. 

I thank you f o r  taking the t ime t o  complete t h i s  questionnaire 
and wish you a l l  the best in your career. 

Stncerely, 



Teacher Retraining Program 

name 

August '86 

Please comment on the positive aspects of your spring pract icum 
experience. 

Please comment on the negative aspects of your sprlng practicum 
experience. 

Please indicate any suggestions you have for changes to the spring 
pract icum. 

Please cornrnent on the positive aspects of the program in Quebec. 

Please comment on the negat ive aspects of the program in Quebec. 

Please indicate any suggestions you have for changes to the 
orcjanlzation and/or content of the Quebec program. 



The Proaram 

1. Do you have a job to teach French fmmersion fn September? 

yes - no- 

*If yes, - in  what school district? 

- in what program ........ early immersion 

late immersion 

programme- cadre 

what grade 

*If no, havqyou been actively looking for a job? 

yes - no - 

"If you have been looking for a job, what steps have you taken? 

*If you haven't been looking for a job, please explain why. 

2. I-low confident do you now feel about teaching French immersion? 

1 2 J 4 7 

very confident somewhat unconf ident 
confident confident 
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*What aspects of the retraining program have most contributed to  
your confidence 

*How could the retaining program have better served you in reaching a 
higher conf i d e m  level'? 

3. How wet: did the Teacher Retraining Program help you develop in the 
following areas. 

very quite some- not at 
much abi t  what all 

oral expression 
for the classroom 1 2 3 4 

In general 1 2 3 4 

comment 

wr i t  ten expression 
for the classroom 1 2 3 4 

in  general 1 2 3 4 

comment 

ability to work colleg~aHy 
wi th  other teachers 1 2 3 4 

comment 

know ledge of French 
irnmers~on methodo logy t 2 3 4 

comment 

immersion teaching , 

experience 1 2 3 4 

comment 



4. What skills, knowledge, or teaching practices do you feel need the most 
attention during the f f r s t  few months of your new teaching 
assignment? 

5. Please rate the following aspects of the program. Please add a 
comment to  explain your choice. 

xProsram design (was i t  
designed l o  effectively 
~ r w m e  you tu teach French 
irnrnersion?) 

very strong fair 
strong 

comment 

"Program staff (were they 1 
able to help to prepare you 
to teach French immersion?) 

comrnen t 

6. List, in  order of importance, suggestions for modifications to next 
year's program. 

7. Please add any other comments you feel may be pertinent to the study 
of the Teacher Retraining Program. 



ISSUES IN FRENCH IMMERSION 

1. What arguments would you use to convince a school board to 
implement a French immersion program? 

2. With what arguments against French immersion would they 
respond? 

like 

3. What criteria/qualfties in French Immersion teachers should school 
boards be looking for? 

4. What kinds of students enroll in French Immersion? 

5. Why do you think most parents enroll their children in French 
immersion? 
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6. Should rrench immersion be accessible to a l l  students? Explain. 

7. Do you have any perceptions re: the attitude of the general public 
toward French immersion? Please comment. 

8. What do you see as some issues of concern regarding French 
immersion programming? 



1 .  What were the main issues or themes that struck me i n  this 
contact? 

2. Summary of the information I got  ( o r  f a i l e d  to get) or: each 
of the  target questions ycu had for this contact. 

3. Anything else that s t r u ~ k  me sf ssliant. interesting. 
illuminating or important i n  this contact? 

4. What new (or remaining) target questions do I have i n  
considering the next contact with this s ite? 
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