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Abstract

The purpose of the current study was to describe what
actions principals of elementary dual-track schools (i.e.,
schools housing both a regular English program and a French
immersion program) were taking (a) to integrate French and
English stream students during whole-school activities; (b)
to nurture a collaborative staff; and (c) to foster positive
home-school relations, resulting in cooperation between
French and English program parents.

An interview schedule was designed around the three
topics (French/English student integration, staff
collaboration, and home-school relations), and principals'
responses to questions were recorded. School practices were
identified and analysed according to strategies recommended
in the 1iterature and deemed appropriate by the researcher,
and an overall approach to each of the three areas was
developed for each school. Approaches taken by individual
schools were examined in the context of their school
district's policy regarding French immersion programming.
Finally, the relationship between those approaches and three
variables which, according to the literature, could affect
implementation of effective strategies (i.e., the enrollment
in the French immersion program compared to the English
program; the principal's fluency in French; and the

principal's experience in the dual-track school setting) was
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explored.

The study reveals that there exist great discrepancies
among principals of dual-track schools in their approaches
to student integration, staff collaboration, and home-school
relations. A relatively small majority of principals
employed effective strategies in integrating French and
English program students, and an even smaller majority took
steps to ensure collaboration between French and English
program staff members. Fewer than half of the principals,
however, were judged to be initiating actions designed to
engender positive home-school relations.

Neither student integration nor staff collaboration
were found to be significantly affected by enrollment,
principal fluency, or principal experience. There was some
evidence, however, that schools with higher French program
enrollments were less likely to be enjo&ing positive
home-school relations, and further, tha£ principals who were
fluent in French appeared to employ more effective
strategies in nurturing positive home-school relations in
the dual-track school than did principals with little or no
French fluency.

The study concludes with recommendations regarding the
administration of dual-track schools, among them that school
goals reflect those recommended in the literature, that

principals employ more of those strategies identified in the



study as effective, and that districts should plan frequent
in-service sessions directed specifically at the
administration of the dual-track school and its unique

considerations.
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Chapter 1

Introduction to the Study

Problem Statement and Background

The small group of Anglophone parents in St. Lambert,
Quebec who, in 1965, pursued and achieved the dream of a
French education for their children could hardly have
foreseen the long-reaching effects of thelr actions on
elementary education in Canada. 1In the two decades since
that time, the term "French immersion," referring to a model
of second-~language acquisition wherein students are taught
in'the second language for all or part of the school day,
has become familiar to most Canadian educators. Today, over
10% of Anglophone Kindergarten children are enrolled in
French immersion classes in every province and territory of
the country (Canadian Parents for French, 1986). From that
very first, and well-researched, attempt to provide children
with a unique method of learning a second language (see
Lambert & Tucker, 1972; Lambert, Tucker, & d'Anglejan,
1974), the phenomenon has grown at such a spectacular rate
that one wonders how it is possible that researchers can
keep up to it at all. Not unnaturally, the achievement of
students has garnered the most attention (see Cummins, 1978;
Lapkin, Andrew, Harley, Swain, & Kamin, 1981). But the
iésues at stake do not all pertain directly to studentsi

Parents, teachers, and administrators are affected in a



variety of ways by the spread of French immersion education.
parents, for example, have been the’driving force behind the
establishment of immersion programs in many parts of Canada
(Burns & Olson, 1981; CPF, 1986), and parents opposed to the
introduction of French immersion in their neighbourhood
schools have made their views clear as well (Burns & Olson,w
1981; Canadian Education Association [CEAl, 1983). Teachers
in the regular English program may be affected by declining
student enrollments leading to loss of teaching positions
(Burns & Olson, 1981; CEA, 1983), and by tpe presence of
'French immersion teachers in their schéols (Day & Shapson,
1983). Administrators may £ind themselves working longer
hours to cope with the new programs, students, parents, and
teachers which immersion has brought to their schools
(McGillivray, 1978).

Many researchers in the field of F;ench immersion have
recommended further study into the role of the principal in
immersion schooling (Olson & Burns, 1981;>Guttman, 1983),
yet such studies have existed only on the periphery of
other, larger topics. There is no lack of research,
however, devoted to the study of the role of the principal
in the more general school sefting, and his or her
indispensable contribution in providing leadership in almost
any area concerning schools or schooling. Sevéral studies
Have shown that principals éan have a positive effect on

student achievement by promoting the basic skills in their



schools (Leithwood & Montgomery, 1982; Shoemaker‘& Fraser,
1981), and by creating an atmosphere in which students and
teachers "work much harder than can ordinarily be expected"
(Sergiovanni, 1984, p. 5). Interest in the vital role of
the principal in schools housing a French immersion program

prompted the current study.

Lo
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In B.C., the large majority of immersion classes are
housed in dual-track schools. As the name implies, these
are schools in which two programs (i.e., French immersion
and regular English) run parallel to each other. 1In
general, English programs alone existed in these schools
until demand for a French program required that immersion
classes be installed. At that point, French immefsion would
be offered as an alternative in Kindergarten and/or Grade 1,
and the program expanded year by year as that "lead group"
passed through the system. This model is referred to as an
"early total immersion" experience for studenté, because
100% of their instruction for approximately the first three
yYears of school is in French. That percentage drops at
varying rates until the end of the program, while the
English component increases; generally, Grade 7 early
immersion students are receiving approximately one-half of
their instruction in English, the other half in French
(Modern Languages éervices Branch, 1981). At the end of a
seven- or eight-year period, the familiar neighbourhood

school would have been transformed from an all-English K-7



model, to one with a K-7 English program plus a K-7 French
program, attended by children from a much larger area .than
just the immediate neighbourhood.

This transformation carries with it importéﬁt Lp4uy
implications for school administrators. Not oniy are they &
required to become familiar with a completely new method of

dellverlng currlcula, but also with new teachers (p0551b1y

——

and probably from a dlfferent cultural background), new
students and their famllles, and new problems. \What is
ne;a;a i;m; descrlptlon of what principals in these schools
are doing, and how they perceive their role as leaders in
schools housing two parallel educational models.

The current study was undertaken in order to shed‘light
on strategies employed by principals in dual-track schools
in three specific areas: French and English student
integration, staff collaboration, and home-school relations.
How, for example, do principals of elementary dual-track
schools manage two distinct programs in one building? Are
the two grovps of students treated as one student body, or
are they dealt with separately? How much is the French
language used outside of classrooms? Do students from the
two programs have opportunities to learn together, or is the
lanqguage difference considered to be a barrier? How do
principals deal with the inevitable conflicts between two

groups of teachers and parents with shared, but nonetheless

separate, goals? What do principals do when French
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immersion teachers don't speak English fluently? How well %pr’(
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do English and French teachers accept each others' programs, (f
and what do principals do to promote acceptance? What
strategies, if any, do they employ to unify their students,
teachers, and parents? A questionnaire and interview

protocol were developed for the study in which principals
were asked to describe their school's handling of strategies

in each of the three areas.

Limitations of the Study

The following are considered to be the limitations of
the study.

l. There was no attempt to cross-validate principals'
perceptions with those of the students, teachers, or
parents. The lack of research specific to the role of the
principal prompted the decision'to'focus entirely on the
functions of administrators from their point of view.

2. The interview originally included a section on
supervision of teachers along with the sections on student
integration, staff collaboration, and home-school relations.
Once in-depth analysis of the data had commenced, howevef,
it became evident that the topic of supervision was a
subheading of the section on principals and teachers, rather
than a suitable fourth area for examination in this study.
Supervision was also found to be almost exclusively

manipulable by principals themselves, and was therefore not



as subject to influence by outside agents as were the other
sections. The supervision section, therefore, was dropped
from the study in order to focus on the relationships
between principals and the three other groups of people most
important in schools: principals and students, principals

and staff, and principals and parents.

Project Outline

A revie& of the literature is contained in Chapter 2,
and is divided into five sections. The first section deals
with the literature that is pertinent to the role of the
principal in the dual-track school, and what qualities are
generally considered to be most valuable for those
principals. In‘the second, third, and fourth sections the
topics of student integration, staff collaboration, and
home-school relations are dealt with inlturn by examining
literature from educationai models other than the dual-track
school, since research specific to that model was not
available. The fifth section considers factors which may
influence the achievement of goals in the dual-track school.

Chapter 3 details the methodology of the study. The
chapter begins with an explanation of the sample selection,
and moves on to descriptions of the data collecting
instruments: a questionnaire and an interview. A
description of procedures is then followed by a detailed

account of the data analysis.



In Chapter 4, the results of the data analysis are
presented in three sections, entitled Student Integration,
Sstaff Collaboration, and Home-School Relations. An overall
approach to each of the three areas, based on the
philosophies and activities described by principals, is
developed for each school. Pertinent results are
interpreted in order to establish the basis for the
characteristics of these approaches.

A discussion and examination bf results, including
their relationship to the literature, is contained in
Chapter 5. 1In a final summary, implications for principals
in dual-track schools are explbred. Several conclusioné
resulting from the study are drawn. A list df recommended
topics arising from the current study which may be of
sufficient interest to other researchers to merit further

investigation concludes the chapter.



Chapter 2
Literature Review

French immersion programming for Anglophone students in
Canada has grown very quickly since the first "experiment"
in St. Lambert, Quebec in 1965. There is an abundance of
literature dealing with student achievement (Déy & Shapson,
1983; Swain & Lapkin, 1982; Trites, 1981), language
development (Baetens Beardsmore, 1982; Bruck, 1978; Cummins,
1984; Day & Shapson, 1987) and comparative studies on the
different approaches to teachling and learning a second
language (Krashen, 1984; Lapkin, Andrew, Harley, Swain, &
Kamin, 1981; Swain, 1978), among others. Very 1little,
however, has been written about the role of the principal
working in the French immersion school setting. ?Pe
underlying assumption of this study is that French immersion
is an educational innovation which requires special
considerations in its administration.

In British Columbia, French immersion education is
still relatively new. The program was first offered in
1371, when only 83 students were enrolled. 1In the 1985-86
‘school year, over 15,000 students were registered in French
immersion programs throughout the province (Modern Languages
Services Branch, 1985). And yet, despite this phenomenal
growth, there is no special training available to principals

0f schools housing French immersion classes. Thus, most
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French immersion programs are administered according to the

same precepts as their English counterparts.

Training for Principals of Dual-Track Schools

The concern for adequate training for administrators is
not new. In a 1981 study, Olson and Burns state
unequivocally that "a...neglected area has to do with the
leadership of principals. No principals had specialized
training for being a principal in a school with an immersion

program... principals indicated that they played a

In their conclusion, Olson and Burns emphasize the
importance of the provision of training programs for bofh
administrators and teachers as a means toward '"becoming
responsible partners in these new demands [which immersion
programs will have on the existing system] rather than
remaining passive reactors to a change process that is
already well under way" (p. 14). 1In a later article, the
authors reiterate their findings, and further state that in
French immersion programs, the "leadership role [of the
principal] is jeopardized if the principal is unilingual and
has only minimal knowledge:of'the program's special
problems" (1983, p. 12). They go on to cite potential
préblem areas in budget, tréining, and materials, and add
logistical and technical problems to their list. They

suggest that "many of these problems could be solved if the
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Ministry created clear certification requirements and
mandated both the imme¥sion teacher and principal positions
as requiring special training” (p? 12).
prinqipals and teachers in 1982, agreed that "long term
planning for the implementation of an immersion program is a
rmust. Such planning should ideally inélude...é bilingual
principal" (1982, p. 35).

| Mary Alice Julius Guttman supports the contention that
"there is a crisis of leadership in French immersion
programs" (1983, p. 20). She points out the lack of effort
by school boards to establish "a highly trained bilingual
‘administrative staff to plan, support, and evaiuate thés;
programs. Instead, most boards have indicated that it is
business as usual. Boards of education have placed the
traditional school principal, without any French language
skills or specialized training, in charge of these programs"
(p. 20).

The Canadian Education Association (CEA), in a 1983
cross-Canada survey of school boards, found that of 96
boards, only 19 (or 27%) said the program was "usually
administered by a bilingual principal or vice-principal."
Eleven other boards stated that "bilingualism was strongly
preferred and would probably be required in the future"

(p. 26). Considering that French immersion had already been
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offered in one form or another in Canada for almost 20 years
at that time, one can only ask when "the future" will begin.

In the meantime, then, what Qualities should principals
of ﬁ;ench immersion programs possess? Are there special
problems unique to the administration of French immersion
programs which ought to be considered in deveioping a
profile for principal effectiveness?

One of Canada's foremost contributors to research on
the immersion phenomenon from an administrative perspective,
W. R. McGillivray, wrote an article outlining some of the
inevitable problems to be faced by a principal of an
immersion program (see McGillivray, 1978). Among them are
the three main topics to be dealt with in this study: (é)
the maintenance of two distinct programs in one school, and
the resultant integration or non-integration of the two
streams of students; (b) the development of a harmonious
working relationship between French immersion and English
program teachers; and (c) the recognition of and planning
for the special needs of the community served by the two

~programs. French immersion and English program parents will
have different, but no less important, concerns with which
the building principal must deal expeditiously and fairly.
Literature will be reviewed under headings designed around
these three administrative considerations, deemed to be of

special concern in the dual-track school setting.



Student Integqration

One obvious factor which sets the dual-track model
apart from most school settings is the co-existence of the
two programs (French immersion and regular English) in the
same building. Although the majority of students in each
program will be Anglophone, Aany of the French immersion
students will not live in the immediate catchment area of
the school (CEA, 1983, p. 21). Since those children are
also learning in a different language from their peers, the
question of whether or not these two distinct groups of
students can be administered as one body must be asked. It
may in fact be necessary to employ unique strategies in
order to provide experiences in the whole-school setting
which reflect the classroom experiences of the two streams.
An experienced principal in this setting expresses it this
way:

The bilingual designation of our school compels us
to engage in activities which reflect this status
of our school. The school will strive to have its
pupils acknowledge and appreciate the peaceful
coexistence of two dominant languages and cultures
(French and English) in their school community.
waever, no one group will be considered over the

other. (Lebrun, 1981, p. 7)
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The Canadian Education Association acknowledges the
same goal when it states that the principal "has a crucial
role in establishing a harmonious‘and supportive atmosphere
in the scﬁool with an immersion program or in a dual-track
school” (1983, p. 27).

One might expect, therefore, to find that principals of
dual-track schools would develop some strategiés designed to
integrate -- that is, promote a feeling of unity -- between
the two streams of students in the school.

There is virtually no literature dealing specifically
with this topic. Some possible strategies, however, can be
developed from statements made in related literature. For
example, a major study of student achievement in immeréion
centers versus dual-track schools showed that immersion
centers were more effective in promoting high student
‘achievement in several areas than were the dual-track
schools. Several causal factors were isolated, among them
being the amount of spoken and written French that the
sﬁudents were exposed to in the school environment.

There is,>on average, more French material
displayed in immersion classrooms, in the
corridors, and in school on parents' night in the
immersion centres than there is in the dual-track
Mgchqols. In addition, a higher proportion of
school assemblies, sports days, and announcements

are estimated to take place in French in the
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immersion centres....there is more exposure to
French in the wider school environment of the
immersion centres thén in the dual;track schools.
(Lapkin et al, 1981, p. 80-81)

Lebrun supports these findings by stating two

objectives for his dual-track school in this way: V£§O

~ T -
to ensure that "both langu

pEovide pupils with school serviceswin both languages" and

iges...be visible and heard in the

-

whqleﬂgcﬂqqlgw(1981, p. 8).

Recent literature on effective principals in any school
setting espouses the importance of setting clear goals.
"Effective principals are exceptionally clear about their
own short- and long-term goals for students and these goals
usually centre on 'the basics'" (Leithwood & Montgomery,
1982, p. 320). Sergiovanni calls this goal-setting
procedure "purposing" and defines it as "inducing clarity,
consensus, and commitment regarding the‘school's basic
purpose" (1984, p. 6). And Rallis and Highsmith (1986)
state that "leadership means keeping sight of long-term
goals and steering in their direction" (p. 300).

An essential goal included in any description of
effective principals is that of high expectations for
student achievement (Leithwood & Montgomery, 1982; Shoemaker
& Fraser, 198l1). We should expect, therefore, that in order
to encourage high student achievement in the French

immersion program, effective dual-track school principals
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would encourage the use of French throughout the school, and
péfficularly in whole-school activities; and that this would
be a stated goal of the school, wbrked toward by the
principal, staff, and students.

For the elementary dual-track school principal
operating in an Anglophone community, this goal, which has
been labelled "student integration" for the stﬁdy, carries
with it several implications.

First of all, it means that principal and staff must
be committed to the operation of the school as a unit,
rather than as two smaller schools. There may be differing
approaches to acknowledging or nurturing this committment.
Some schools may make a formal policy stating student
integration (or some similar term) as a goal of the school.
Others may discuss strategies for integrating students
withéut formalized policy but with an understanding on the
part of staff that students will functidn as a single body.

Secondly, the goal of integration means that students
in the two programs should be led to understand that it is
possible for them to work together both in class and out of
class, in the language of their program, without conflict.
In other words, they should be shown that although the
language may differ, the fundamental goals and content of
the two programs do not. When they understand that the'
expectations for students in each program are essentially

the same, they should be drawn to conclude that the students
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themselves in each program -- and hence, each culture -- are
also the same.
.And finally, the principal must seek ways to publicly

Al
validate the French program in the eyes (and ears) of all alﬁf{‘
(\( //’/f
students. No matter what the ratio of French to English fhﬁﬁ"wv
students, 1t is 1mportant for both languages and cultures to

be hlghllghtEd -~ if not equally, then to some extent -- at .fﬁﬁw’i
whole- school functloge”. In this way, the PrlnC1pa1 and élggJWQy“
staff are essentially saying to French immersion students,

"Your program matters. It is an important part/g;\our

school." BN

-
.//

Effective dual-track school principals, therefore, will {5,‘5¥*/
promote the goal of French and English student integration ,%fj ;‘ﬂgV
in several ways. First, they will try to achieve staff Sl
consensus acknowledging the importance of integrating the

two streams of students. Second, they will encourage Wia
teachers to involve students from both programs in joint éﬂféﬁﬂﬂ¢
intra- and extra-curricular activities. And third, they

will conduct whole-school functions in both French and

English.
Staff Collaboration

Not only will two distinct streams of students be found
in a dual-track school; the teachers will also be
representative of the two cultures, since many of French

immersion teachers in B.C. are Francophones. The relatively
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sudden rise in popularity of French immersion has given rise
to a number of problems in terms of teacher relations. 1In
B.C., an over 300% rise in French‘immersion student
enrollment between 1982 and 1986 clearly indicates that nore
and more parents are selecting French immersion for theif
children. Thus, the French program requires more teachers,
while the English program -- which, coincidentally, has been
declining steadily due to other factors -- requires fewer

teachers. It is hardly surprising, therefore, that "boards\ 97
/

face problems with teache;wresentment, 1nsecur1ty and S%m{>0f

e ——

animosity when the Anglophone teachers see their numbers _+K/w

.
— e b

decreese while French teachers are hired" (CEA, 1983,

-

p. 24). There is evidence of French programs "causing(i?/i?/
redundancies within schools and thus leading to teacher
transfers" (Olson & Burns, 1981, p. 11), but 1little to
suggest that English program teachers have actually been
released from employment; boards have generally been able to
handle the declining demand for English program teachers
through attrition. The potential for conflict, however,
remains. ,j“ﬁ
, : : g

A second factor in the guestion of teacher relatlonS\x:/ }
arises from the fact that French immersion teachers being "gg{
hired are often young, energecicwnoyjcesLmsincewgew
experlenced teachers are w1111ng to leave secure p051tlons

in Francophone school systems The Engllsh program, on the

‘other hand, has seen the average age of its teachers

;#fﬁ’
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increase rapidly in recent years. Overall, according to a
research report prepared by the B. C. Teachers' Federation
in 1986, "the teachers in B. C.'é public schools can now be
seen as a middle-aged (and aging) work force with over 70%
falling into the 35 to 55 age group" (Jacobson & Kuehn,
1986, p. 21).

A third factor which may contribute to cohflict between
the two groups is the fact that many Francophone immersion
teachers may not speak English fluently, a factor that can
cause non-French-speakers to become uncomfortable when
French is being spoken, or resentful of peopls they cannot
get to know very well because of the language barrier.

Fourthly, because of the newness of the Fiench prbgram,
both federal and provincial monies have been made available
for start-up costs, new materials, library and media
resources, curriculum development, and professional
development. It is not difficult to understand the feeliﬁgs
of English program teachers who are still using textbooks,

Jizf.urniture, and equipment which are far from new. As Lebrun
points out, "no one group will be considered over the other"
(1981,p. 7), a;d it often falls to the principal to deal
with the problems that such budgetary decisions engender.
These are some of the factors existing in the political
arena outside of the dual-track school. Turning again to
the literature on effective principals, it is evident that

"lattending] to the relationship among school
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staff...particularly the mutual trust existing among staff"
(Leithwood & Montgomery, 1982, p. 325) is an important
qguality for principals in any sefting, but perhaps even more
so in the dual-track school, if only because of its
potential for conflict. Finn, among others, states that
teachers "must function collegially if their schools are to
be effective" (1984, p. 522). Among the stratégies
discovered by Leithwood and Montgomery to be most commonly
used by effective principals in building interpersonal
relationships among staff members were: a) seeking staff
advice on important issues; b) engaging in shared
decisionmaking and encouraging participation early in the
decisionmaking process; c¢) establishing structures within
which participation can be fostered; d) acquiring personal
experience in attempting to implement innovations; and e)
encouraging staff to set their own goals. "Effective
principals publicly and unambiguously e#press their support
for new practices related to program improvement. They
attempt to develop trust among their faculty, frequently
using informal, person-to-person methods to do this. And
they make themselves available as sounding boards for
téachers' problems or new ideas" (1982, p. 326-7). 1In a
book devoted entirely to the topic of principal
effectiveness, published four years later, Leithwood and
Montgomery explain that "principals...demonstrate their

valuing of staff and students through efforts to increase

%
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participation in decisionmaking. More participative
organizational processes, less centralized decisionmaking
structures, and more Eormalized'rhles are associated with
teachers' perceptions of increased school effectiveness"
(1986, p. 180-8l). Lebrun's experience in the field leads
him to this statement: "Both staff groups should feel they
are equal partners in the school. All duties éhould be
shared and leadership should come from both groups" (1981,
p. 8).
The collaborative effort is cited as an appropriate
strategy in bicultural programs as well:
The leadership must perceive and work from the
instructional team concept....the hierarchical
method of downward flow of information, decision
power vested in administrative positions, and
consensus by decree is dysfunctional in bicultural
programs. The instructional ﬁeam concept, because
of its organization, taps many of the program and
non-program staff for their thinking power, glues
decisions to instructional reasons, and enhénces
staff support via maximum involvement. (Valverde,
1978, p. 338-9)

An effective principal might also prov1de opportunltles

S

for teachers to engage .-in-shared currlcular act1v1t1es,

et

— ish Colum

partlcularly in view of the fact that, in Brltlsh Columbla

I
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at least, the aims and objectives of the French immersion

/
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and regqular English programs are identical insofar as
content is concerned. Methodologies and teaching strategies
will diffexr, however, because of‘the language component.

It is evident that the dual-track school principal has
no easy task. Most of the literature on staff collaboration
has arisen as a result of problems perceived on culturally
matched staffs; the presence of two distinct celtural groups
contains even more potential for problems. The effective
principal, therefore, will utilize any and all strategies to
encourage a collaborative model on his or her staff. As we

gﬁhave seen, development of trust, participatory
idecisionmaking, and shared goals are key factors in creating
ithe desired results. Clearly, both French- and
iiﬁ:ngl'1sh—-speak'1ng teachers must be equal partners in all
decisions. Simply put, "the program needs the most

supportive of administrators" (Powell, 1982, p. 14).
Home-School Relations

It is virtually impossible to study the literature on
effective schools and effective principals without

understanding the importance attached to parents and their \rgﬁ

el

K
role in achieving school goals. Moyer (1982) calls the d\fn

school and the community "two of the most powerful 2

1nf1uenceswon student ‘achievement" (p. 285), and Leithwood , '@g“

(/ ......................... — o
and Montgomery also found that "effective principals view !

. the actions of parents and the wider school community as
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potential instruments for fostering goals being pursued by
the school and shape their relationships with the community
to serve this end" (1982, p. 321). The latter study
revealed as well that in studying relationships with the
community, effective principals were found to focus on
"communicating the goals of the school to parents," while
typical principals tended to focus on "establiéhing friendly
but nonsubstantive relations" (p. 325). A recent study by
Cattermole and Robinson on parents' preferred methods of
communication from schools showed that "close communication
between schools and their communities establishes shared
goals and thus builds public support for and commitment to
the schools and their educational objectives" (1985, p. 48).
In a 1983 study, the U. S. Department of Education
identified 152 schools across the country as being
meritorious, having identified 14 attributes of
effectiveness including "community suppbrt." Mangieri and
Arnn, as a result of that study, found that principals of
111 of those schools ranked "community involvement and
support" among the five most important tasks they performed

(1985, p. 9). In their summative work, Improving Principal

N

Effectiveness: The Principal Profile, Leithwood and

Montgomery state that
effective principals attempt to establish an
organizational backdrop to support and reinforce

the effects of classroom activity. This involves
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creative attempts to bring non-regular material
and other resources into the school. It also
involves ensuring coopefative working
relationships...between the school and the
community. These relationships usually involve a
real sharing of decision-making responsibility
around clearly established school priorities.
(1986, p. 227)

If it is important to nurture the home-school
relationship in a single-track school, it is even more
critical in the dual-track setting. As we saw in the
section dealing with staff collaboration, the establishment
of French immersion programs in some communities is not met
with immediate acceptance. The impetus for French immersion
programming may have come from parents (CEA, 1983; Lapkin,
1984), but that is not to say that all parents are strong
supporters. "Parents of non-immersion students must be
reassured that their children are still receiving a quality
education and the effects the program will have on the
school and on their children must be explained to them"
(CEA, 1983, p. 32). The notion that the French program is
going to "take over" is often a common one, arising from the
decision by some boards to establish single-track immersion
centres, thereby necessitating the relocation of English
students. And immersion parents themselves often require

extra reassurances.
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Most immersion parents are very supportive of the
program and are delighted that their children have
this opportunity, but fhey are also worried. 1In
spite of the positive results reported by various
reé;archers they realize that the program is
relatively new and they are still concerned about
possible negative effects. Consequeﬁtly they need
more frequent reassurance that their children are
proéressing normally in immersion. (McGillivray,
1978, p. 72)

Because the dual-track school community has the
potential for divisiveness, the principal must take extra
steps to ensure that the parents, like the students and
staff, can operate as a unified group. He or she "must show
sincerity in wanting parent participation and involvement"
and make the "establishment of a parent-advisory group...a
major responsibility" (Aguilar, 1979, p; 28). Moyer even
goes so far as to suggest that "if the public school to
survive...a true coalition of school and community is an
absolute necessity" (1982, p. 287). Parents, too, are
looking for meaningful involvement. One French immersion
parent expressed her desire for the-school to "maintain
effective and open communication with parents regarding the
formation of educational policies and curriculum
development" (Hawkes, 1982, p. 18). There are a number of

different strategies which can be employed by principals to
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Eoster a healthy, open communication between home and
school.

The parent advisory group, wﬁich might be known by any
number of different titles, is a key strategy. It must be
representative of the community (Aguilar, 1979; Moyer, 1982)
-- that is, it should be made up of both French and English
program parents; it should provide opportunities for parents
to learn about school goals and how they can contribute to
them; it should allow parents to express their views freely;
and it should allow parents to work cooperatively with the
school in planning activities to complement the school's
programs. Most writers agree that it is the principal who
is ultimately responsible for the success or failure of‘the
parent group.

A second strategy which is effective in fostering
strong home-school relations is the use of frequent and
varied communications of the school's activities and goals
to parents. Cattermole and Robinson, in 1985, duplicated a
1973 U.S. study in Abbotsford, B.C. They found that
"parents like to rely on first-hand sources of information"
(p. 49) to learn about what schools are doing, and that, in
fact, 78% of the parents surveyed preferred to learn about
the school from their children, 67% valued school
newsletters, 57% preferred to learn from report cards, 54%
from scheduled parent/teacher conferences, and 49% from

personal visits to the school. The authors concluded that
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"if schools really want to communicate more effectively with
parents, they have only to develop the traditional modes of
home/school communication that reiy on direct, personal
contact between'edﬁcators and parents" (p. 50).

Thirdly, principals will elicit from parents, on a
regular and frequent basis, their opinions on how well the
school is serving their children and what it might be doing
better; In the same study, Cattermole and Robinson found
that parents preferred to communicate to the school through
phone calls or visits (89%), parent/teacher conferences
(84%), volunteering in schools (61%), and messages sent with
children (60%) (1985, p. 49). 1In terms of those methods
which are manipulable by schools, and which could be
initiated by them, those preferred by parents were
parent/teacher conferences (84%), parent groups (47%),
surveys from schools (41%), and participation in school
activities, such as fund raisers or graduation (41%).
Effective principals, therefore, will employ all of these
methods at various times throughout the year, ensuring that
a full spectrum of parents, including those who do not visit
regularly, will be heard from.

Principals of dual-track schools must guard against
encouraging any rivalry between French and English stream
parents. "Both sets of parents will question why one group
is getting something that the other may not be receiving”

(Lebrun, 1981, p. 12). Allowing parents to have a

/
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meaningful part in the decision-making process by
establishing a parent group with a substantive agenda,
giving parents equal opportunity for input, and
communicating school goals frequently and in a variety of
ways are all essential if the home-school relationship is to
flourish.

Effective dual-track principals, then, wili take steps
to ensure that there is open communication between the
school and parents of both the French and the English
program. Three strategies which will aid in establishing
good home-school relations are (a) the establishment of a
parent advisory group, representative of both streams;

(b) frequent communications to parents, in the form of
newsletters and face-to-face dialogue; and (¢) giving
parents meaningful opportunities to express their opinions

about the school and its programs.

Clearly, the setting of goals, which has appeared in
every>section dealt with in this review, is fundamental in
the profile of the effective principal. Students, teachers
and parents must be aware of and committed to the goals of
- the school, and must also be given opportunities to
contribute to their achievement. Principals of dual-track
schools should employ strategies designed to encourage high
student achievement in the French language, and acceptance

-and understanding of the two cultures represented in the

AN
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school. A spirit of cooperation and equality between the

two streams should prevail.

Variables Affecting Achievement of Goals

There are many factors which affect the achievement of
goals in schools. When we re-examine the literature to find
what factors affect administration in dual-traék schools,
there are three that come to the forefront.

Firstly, and perhaps most obviously, there is the very
existence of the French program itself. The dual-track
school is a relatively new phenomenon. The model dictates
that principals, teachers, students, and parents will be
housed in one building, and the placement of French
immersion in a school has initiated both negative and
positive reactions, such as those described in the previous
section. Wheﬁ the French immersion program begins to
overtake the incumbent English program in size, these
reactions are further magnified. One important variable
affecting the achievement of goals in the dual-track school,
therefore, may be the size of the French program.

Factors which reflect personal characteristics of the
principal should also be considered to be of importance in
the achievement of goals. For example, several researchers
(CEA, 1983; Clinton & Talmanis, 1982; Olson & Burns, 1983)
stated their concern that most principals administering

French immersion programs were not bilingual. If a
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principal were able to communicate effectively with both
Francophone and Anglophone teachers, then perhaps more
substantive goals, such as staff development and
participatory decision—making, would be attainable on the
staff level. Principal fluency in French, therefore, may be
another factor affecting goals.

Thirdly, some researchers critici;ed the iack of
special training for French immersion program administrators
(Guttman, 1983; Olson & Burns, 1981, 1983). Failing that,
principals new to the program are recommended to establish
contact with more experienced administrators of French
immersion programs and "find out what it is all about"
(Clinton & Talmanis, 1982, p. 39). Experienced principals,
therefore, may be better able to effectively achieve the
goals of the program, at the same time achieving the less
tangible goals of cooperation and unity of purpose among
teachers, students, and parents. |

The three variables outlined.here -- predominance of
French immersion programs in schools, principal fluency in
French, and experience in administering French immersion
programs -- are not a comprehensive representation of
factors affecting the achievement of goals in dual-track
schools. They are, however, important considerations for a

study of French immersion principals such as this one.
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ththesis of Literature

Several strategies which encburage harmony between
students, teachers, and parents in the French and English
programs can be synthesized from review of the literature.

In the area of student integration, it is suggested
that principals attempt to develop the followiﬁg strategies:

1. staff consensus favouring the goal of
French/English student integration;

2. shared intra- and extra-curricular activities
involving students from both programs; and

3. the use of both French and English at
whole-school functions.

To promote a collaborative staff, it is recommended
that principals attempt to:

1. establish acceptance between teachers in the two
programs;

2. employ a participatory decisionmaking model,
encouraging equal input from teachers in both programs; and

3. provide opportunities for teachers to discuss and
develop shared goals for the whole school.

In order to promote positive home-school relations, and
to encourage parents of students in both programs to
function as a group for the good of the whole school, it is

suggested that the dual-track school principal:
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1. establish a parént group that 1s comprised of
parents from both thé French and the Engllsh programs, and
encourage their 1nvolvement -in meanlngful activities which
complement school programs;

2. communicate frequently and substantively with
parents regérding school activities; and

3. elicit feedback from parents on their
satisfaction with the school and its programs.

These strategies may be affected by a number of factors
present in the dual-track school. Among them are (a) the
enrollment in the French immersion program as compared to
the enrollment in the English program, (b) the principal's
fluency in French, and (c) the experience of the principal
in the dual-track setting.

The extent to which these strategies exist in B.C.
dual-track schools, their interrelationship, and the factors

affecting them are the focus of the present study.
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Chapter 3

Methodolo

The study was designed to reveal how principals
incumbent in dual-track schools in British Columbia deal
with specific areas of school administration. Because no
documented studies that were current or pertinent to B.C.
were available, a questionnaire/interview model was adopted
as the most reliable and specific method of obtaining the
desired information for the study. A sample of several
principals in different districts was also thought to be the
best method of acquiring reliable information so that the
role of the principal could be examined within the context

of different district policies.

The Sample

The following criteria for selection of school
districts to participate in the study were developed:

1. that the French immersion program had been
operating in the district for a minimum of eight years
(thereby allowing time for the program to have become
well-established);

2. that the district had, in at least some schools,
implemented the early total immersion model in a dual-track

setting, because that model is prevalent in B.C.; and
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,3. that the district expressed interest in the stﬁdy,
and a willingness to have principals participate, thus
ensuring that principals viewed the study favourably.

As a result of these criteria, four districts were
selected. All four were large districts located in the
Lower Mainland area of British Columbia. District operation
of the French immersion program ranged from 9 to 19 years,
inclusive of the year in which the study was conducted. All
four districts implemented the early total immersion model.
A sample copy of the letter sent to each district requesting
their permission to participate in the study can be found in
Appendix A.

Once district permission had been obtained, the schools
whose principals were to be interviewed were selected
according to the following criteria:

1. that the school be an elementary dual-track school,
housing both French and English programs (since that model
is the one most commonly implemented in B.C.);

2. that the model adopted for the immersion program in
the school be early total immersion (again, because of its
prevalence in the B.C. school system); and

3. that the immersion program span at least four grade
levels (since it was felt that a program spanning fewer than
four grade levels would not yet have had a significant
impact on the administration or daily operation of that

school).
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From preliminary contacts with the principals of scﬁools
in the four districts which fell within the confines of the
above criteria, it was discovered that only one was fluent
in both French and English. Believing that 1 out of 15
bilingual principals would not yield meaningful results for
comparative purposes, another principal who was known to be
fluently bilingual but whose district was not included in
the original sample was contacted, and when he agreed to be
interviewed, he was included in the study.

The final sample, therefore, included 16 principals of
elementary dual-track schools in five school districts,
whose early total immersion program spanned at least four
grade levels. 1In all cases but one, the English program
comprised the full K - 7 complement; the one exception
offered grades 1 - 7. Eleven of the 16 French programs
(68.8%) spanned K - 7. Table 1 summarizes specific
information about the French program in the 16 sample

schools.

Insert Table 1 about here

Data Collecting Instruments

The questionnaire. A questionnaire, consisting of 13

closed-ended and & open-ended questions (see Appendix B),
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sought demographic information on the school, such as the

numbers of students in each program and the numbers of Z)// il
teachers assigned to classes in each program. French lﬁp}f
immersion program enrollments were higher than English and 7

other enrollments in 9 out of the 16 schools; 4 of those 9
were by a margin of more than 20%. The numbers of full-time
equivalent (FTE) teachers in each program (hot'including
administrators, librarians, or learning assistants)ﬂﬁgg%;iso
requested. These data are summarized in Table 1. Raw data
are contained in Appendix B.

Principals were asked to rate their ability to speak
and understand French on identical 7-point scales, ranging
from "not at all" to "fluently". Principals who rated
themselves in the "not at all" and "a little" categories
were classified as low in language ability; Principals who
spoke and understood French "fairly well" or "fluently" were
rated as high in language ability. Table 2 shows that the
majority of principals (11 out of 16, 68.8%) were classified
as low in language ability because they spoke and understood
little or no French.

The participants were also asked to describe their
experience in any dual-track school setting. Those who were
in their first or second year of a‘principalship in a
dual-track school were classified as being low in

experience, and those with three or more years experience

were classified as high. Table 2 reveals that principals
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with three or more years experience in a dual-track school
(10 out of 16, 62.5%) outnumbered those with two years or

less experience (6 out of 16, 37.5%).

Insert Table 2 about here

It is interesting to note that only 3 out of the 16
principals in this sample had been principal of more than
one dual-track school; the other 13 were all in their first
placement, although the numbers of years in those schools

varied.

The interview. An interview protocol, included in

Appendix C, was developed specifically for the study,
according to the precepts of interview design contained in
recent studies (see Patton, 1980, and Borg & Gall, 1983).
The interview consisted solely of open;ended guestions.
Great care was taken to ensure that no bias could be
perceived by the participant: questions were phrased in
neutral terms; no assumptions were made regarding strategies
employed or beliefs held by principals. Pre-determined
probes were used by the interviewer only when more detail
was required from principals on certain questions. The
interviewer spoke as little as poSéible during interviews,

and followed the pre-set protocol with very little



deviation. One preliminary interview was completed betﬁeen

the interviewer and a volunteer principal of a dual-track

school not included in the sample, and several suggestions

from that principal on wording, order, additions, and

deletions were accepted by the interviewer. The appropriate

revisions were made prior to the first interview. No

further changes were made subsequent to the first interview

in order to ensure that valid comparisons could be obtained.
The interview sought information from participants on

three main topics related to the administration of the. »w’j

h e e ’——.\i
dual~track school: student 1ntegrat10n% staff collaboration,

/and home school relatlons.; Principals were asked to

e e s, i

L — . ) e
descrlbe the strategles they used to achieve each of these

goals, as well as to outline any problems they had
encountered in doing so. A minimum of 10 questions was
asked in each section. These questions were developed
specifically from the types of strategies identified in the

literature and described in the previous chapter.
Procedures

Principals were contacted by telephone after permission
to do so was obtained from the school district. An
appointment for the interview was set up at a mutually
agreed upon time, and a letter confirming the interview date
(see Appendix D) was subsequently mailed to the principal

along with the preliminary questionnaire. The questionnaire
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was retained by the principal until the interview date énd
returned to the interviewer at that time. All interviews
took place at the principals' schools.

Principals were made aware of the three general topics
to be discussed at the interview, but did not have access to
the actual questions which were to be asked. The prepared
gquestions were asked of all principals, and further probing
questions were utilized only when more detail was required
(see Appendix C). Because principals were asked to give
their opinions and perceptions regarding the issues being
studied, care was taken to ensure validity of responses.
Responses were closely monitored during interviews, and
continually scrutinized for internal consistency.
Objectivity on the part of the interviewer was maintained.
The nature of the data analysis was such that
inconsistencies or contradictions between what principals
said and the actions they described would become evident.
All interviews were tape-recorded with permission, and notes
were taken. Portions of interviews which were applicable to
the objectives of the study were later transcribed by the
researcher. Anonymity of participants and confidentiality
of responses was sought and ensured in all cases. The
actual identities of principals, the schools they
administered, and the school districts in which the schools

were located were known only to the researcher. Interviews
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took place between April 9, 1987 and May 8, 1987. The fime
of each interview varied from 42 minutes to 184 minutes.
Schools were coded by using‘a portion of the postal
code from which the identity of the school could not be
discerned, and by a digit representing the district in which
it was located. Once all the data had been collected, those
codes were dropped, and a simpler numbering system
identifying schools by the numbers 1 through 16, in no
particular order, was substituted. There was a 100% response
rate for each gquestion, though the amount of detail given by
each respondent varied greatly. When gquotations were used,
some minor deletions and/or additions may have been made for
purposes of clarity, taking care that the intent or meaning
of the comments was not changed. Tapes, their
transcriptions, and any other pertinent hard data were’
destroyed upon completion and approval of the project. An
Executive Summary of results was sent to each school

district contact person and each participant.

Data Analysis

Frequency distributions of the closed-ended questions
contained on the questionnaire were prepared. When the
total school enrollment was divided by the French program
enrollment, for example, a percentage figure was arrived at
which reflected the predominance of the French program in

the school. Schools were then divided into two groups:
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those with a French immersion program enrollment which was
higher than that of the English program (more than 50.0%),
and those with a French immersion enrollment lower than the
English enrollment (less than 50.0%). The same method was
used to analyse the numbers of FTE classroom tgachers
working in schools. The data from individual schools on the
predominance of the French immersion program were then
summarized in Table 1. Similarly, data from the
gquestionnaire on principal language ability and experience
in the dual-track sétting were grouped and summari#ed in
Table 2. These procedures, outlined in the earlier section
describing the questionnaire, were undertaken in order to
obtain a summatiQe profile of schools and principals. 1In
that way, groups of schools rather than individual schools
could be dealt with in subsequent analyses.

Responses to open-ended questions both on the
questionnaire and in the interview were content-analysed in
terms of strategies employed and attitudes expressed by
principals. Because of the enormous amount of subjective
data that had resulted from the interviews, only those
strategies which were found to be most important in the
- examination of the literature were selected for further
analysis. In the area of student integration, the following
strategies were analysed:

1. staff consensus re student integration;

2. joint intra- and extra-curricular activities; and
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/3. language at whole-school functions.
The ?éea of staff collaboration yielded the following three
stra&egies for analysis:
l. developing trust among staff;
é 2. participatory decisionmak{ng; and
3. shared goals.
In the area of home-school relations, these strategies were
an%&ysed:
1. the formation of a parent group;
2. frequent communications from school to home; and
“3. eliciting feedback from parents.
Based on their approach to each of these major
strategies, schools were classified into one of four

categories. These categories were labelled purposeful,

coordinated, limited, and detached. These same categories

emerged in each of the three main areas of investigation,
although they comprised different strategies. These
categories are defined in detail in the Results chapter.

The final analysis led to comparisons of the overall
approaches taken by schools in student integration, staff
collaboration, and home-school relations to the three
variables discussed above.

It was anticipated, for example, that schools with
higher French enrollment would highlight French in the
school more often than other schools, and would therefore

take a purpoqéd.or coordinated approach to student.
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integration. Similarly, schools in which the principal had

more experience might be more likely to employ more
strategies aimed at achieving staff collaboration, resulting
in a purposeful or coordinated classification.

The results of those analyses in each section
constitute the basis for the interpretation of results,

which is presented in the next chapter.
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Table 1

Predominance of French Programs Operating in Sample Schools

School Grades offered Fr. Imm. Fr. Imm. teachers
enrollment & . and % of FTE

% of total classroom teachers
1 K -7 370 (63.1%) 15.0 (57.7%)
2 K -1 326 (62.6%) 12.0 (61.5%)
-3 K - 17 162 (39.5%) 7.0 (38.9%)
4 K -7 353 (65.7%) 12.0 (63.2%)
5 3 -7 125 (24.3%) 5.0 (25.0%)
6 1 -4 184 (44.2%) 8.0 (47.1%)
7 K - 6 200 (47.1%) 9.0 (50.0%)
8 K - 17 241 (47.3%) 11.0 (52.4%)
9 K -7 252 (54.5%) 9.0 (50.0%)
10 K -6 141 (34.4%) 5.0 (34.5%)
11 K -7 250 (55.6%) - 10.5 (58.3%)
12 K -7 216 (50.2%) 9.0 (50.0%)
13 K -7 256 (68.1%) 9.0 (56.3%)
14 K - 7 395 (77.5%) 14.0 (70.0%)
15 K - 7 282 (50.5%) 11.0 (53.7%)
16 K - 4 (28.4%) 5.0 (23.8%)
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* Schools with at least 50% of totél enrollment in French

. immersion have been classified as "high French program

enrollment schools" in subsequent tables.
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Principal Profiles re French Language Facility and

Experience in the Dual-track School Setting

School/Principal Language * Experience *%*
ability

1 low high
2 low low
3 high high
4 low high
5 high low
6 low high
7 low . low
8 low high
9 low low
10 low low
11 low low
12 low ' high
13 high high
14 high high
15 low high
16 high high

* High = self-rating of "fairly well" or "fluently"; Low =
self-rating of "not at all" or "a little" (Appendix B).
**’High_='3 or more years; Low = 2 or fewer years (in a

dual-track setting).



Results and Interpretations

The chapter is organized around the three main topics
of student integration, staff collaboration, and home-school
relations. Results of the data analysis of major interview
gquestions are presented in the following order:

1. For each topic, strategies mentioned most
frequently by participants, and whose effectiveness is
supported in the literature, are outlined.

2. Principals' comments regarding specific school
practices under each topic heading divide schools into four
categories: purposeful, coordinated, limited, or detached.
The resulting school profiles are further characterized by
the inclusion of typical comments from principals whose
schools fall into each of the four categories.

I 3
i /

During interviews, principals were asked specific
gquestions regarding their philosophies and actions pertinent
to student integration. All 16 participants agreed that
student integration was an important consideration for
planning in the dual-track school. The remainder of
discussion on student integration will be in terms of the
three strategies discussed in the review of the literature,

"i.e., existence of staff consensus expressed through formal
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or informal policy, encouragement of joint instructional and
extra-curricular activities, and use of language at school

functions. These findings are summarized in Table 3.

Insert Table 3 about here

Staff consensuslj Principals were asked if they had any
policy in place which made a statement or statements
regarding the goal of student integration. A formal pblicy
was defined as one which was discussed and developed at the
staff level, and then written into the school philosophy or
handbook. An informal policy was defined as one which had
been discussed and accepted by the staff, and which was
known and understood, but which was not written down. The
majority of principals (11l out of 16, 68.8%) stated that
their staffs had discussed the goal of student integration
to the point of formulating an informal or formal policy.
The remaining five principals denied that a policy of any
description existed or had been discussed. This did not,
however, preclude the existence of some integrative
-activities, as will be seen in a later section. Scﬁools
were therefore divided into two groups: those where staffs
had reached consensus on student integration through
discussion, and those who had not participated in discussion

of the topic.



47

Inter-program activities. /In a series of questions,

’—&._'
2

principals were asked whether or not French and English
program students participated in any joint instructional and
extra-curricular activities, to describe the extent of their
integration if they did so, and to outline the linguistic
component of such activities. Joint instructional
activities were defined as those wherein students from both
programs were engaged in the same sequential learning
activities, with or without shared classroom time. 1In all
cases, the principal language of instruction was maintained
during instructional activities. During extra-curricular
activities, however, the linguistic component was much less
consistent, and usually dependent upon available personnel.
Principals' comments regarding the status of the two sets of
activities were divided into three basic categories.

1. Frequent: Principals whose schools fell into this
category described joint instructional activities which took
place regularly at several grade levels. Extra-curricular
activities were offered in both languages while students
from both programs were present.

2. Incidental: Joint instructional activities in these
schools were limited to one or two teéchers' classes, on an
irregular basis. Most activities took place over a set time
or during a prescribed unit of study. Extra-curricular
activities were offered in French on a limited basis to

individuals or small groups of French students.
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3. Never: Principals were not aware of any joint
instructional activities or planning having occurred.
Extra-curricular activities were offered only in English,
whether or not the teacher in charge was from the English or
the French program. \

)

Lanquage at school fgnctions.,ﬁFinally, principals

were asked to outline the use of French at whole-school
functions. Again, their comments fell into three distinct
categories.

1. Equal use of French and English: All or most of the
remarks and presentations would be presented in both
languages by teachers and/or students on a regular basis.

2. Some French: Certain components of assemblies, such
as the singing of the national anthem, opening and closing
remarks, and specific class presentations would be in French
on an irregular basis.

3. English only: No French was used at assemblies to
which the whole school was invited. -

School profiles and overall aggroachiv The status of

each of the three strategies in the schools was examined.
Schools were rated according to the overall degree to which
they pursued the most positive courses of action in
integrating students. The findings are summarized in the
final column of Table 3, entitled "Approach to Integration".
The 16 schools were divided into four categories, according

to the following criteria.
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Purposeful aggroach.CyThe first approach comprised
those schools which showed evidence that the goal of student
integration was being actively supported both
philosophically and practically. These schools pursued the
most positive course of action in each of the three
strategies, and therefore received the highest possible
overall rating.h They: (&) had reached consensus favouring
the goal of student integration; (b) enabled French and
English program students to participate in joint
instructional and extra-curricular activities, most often
preserving the language of the program in which the child
was enrolled; and (c) used the French language equally as
often as English during whole-school functions. The two
schools which fell into this category were classified as
purposeful in their approach to the goal of student
integration. The following quotations from the principals
of these schools typifies this approach, and are included to
further characterize the schools for the reader. School
identification numbers are bracketed after each quotation.
"There is a strong sense of value in having the
two programs in this school...as a result of
various activities and projects." (3)
"Assemblies are done in both lanquages by teams of
teachers.”" (2)
"Students emcee in both languages at

-assemblies." (3)
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"Once a week, all the Grade 1's have P.E. togéther
and some is in French and some in English. 1It's a
highly visual class." (2)

Coordinated aggroach.@jThe second group of schools
included those whose overall approach to student integration
was coordinated. Most often, inclusion in this category
meant that somewhat positive steps were being taken in all
three strategies. These schools were described in the
following ways: (a) they had reached consensus on staff
concerning student integration; (two schools which had not
reached consensus, however, were included in this category
because they were pursuing the most positive course of
action under the heading of one other strategy); (b) there
was at least some integration of French and English students
during instructional activities, and occasional
extra-curricular offerings were held in French; and (c) at
least some French was being used during whole-school
functions. This group comprised the majority of schools by
a relatively slim margin (9 out of 16, 56.3%). Schools
included in the coordinated category were described by
principals this way:

"We are in the process of developing a handbook,
and expect to make statements regarding the
bilingual nature of the school." (8)

"[The staff shares] a willing attitude to try and

keep the school as one as much as we can." (1l1)
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"[Integrating students] is built into the
philosophy and objectives of the school which are
designed for the school as a unit, not as two
separate schools." (14)

"Sports (practices] are held in both languages.
Occasionally, French is even spoken when English
students are present, and they seem to take it in

stride." (14)

i S —_—

,/“6Hémééﬁ§uter club is conducted in English, but \
French software is used with the French “f
students." (12)———— B A

"[Assemblies offer] the one chance that

collectively in the school we can demonstrate that

there are children in the school who are becoming

more fluent in the second language." (11)

"Assemblies are mainlyﬁinwEngiish;“with»cerféfﬁ\ﬁ
{/portions in French." (4)

"Track and field practices are primarily in

English with some French spoken on an individual

level." (10)

"Smali groups and individuals may be coached in

French." (13)

"English and Math are timetabled together for

Grade 5's and 6's whenever possible." (7)



52

! ngr. 6 outdoor Education is attended by French and

/

ﬁ English together and both languages are
]

| used." (11)

{ _

" /"We try to have activities for both groups because
‘these children [may bel] experiencing growing up in g

%the same neighbourhood but never sitting in the
|
/same classroom [as their neighbourhood [

{
!

i:\f.riemfis]." (13)

Limited approach. The third group of schools comprised
only those whose strategies toward integrating students were
still in their infancy. These schools (a) had reached
consensus concerning student integration as a goal for the
school, (b) were involving some students to a small degree
in joint instructional and extra-curricular activities; and
(c) were using only English in whole-school functions. The
two schools in this group were employing some positive
strategies in two out of three categories. Because they
were not yet consistent, however, they were classified as
limited in their approach to student integration.

Principals of these two schools made comments such as:

ik

Y ol
"[Extra-curricular] activities aremgl}migwgnglish, jeer

"We don't talk about it, we just do it." (16)
but French students must speak French to immersion
“teachers if they are in charge." (15)

choir, drama clubs, and intra-murals are all

in English." (16)
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"Grade level teachers are encouraged to plan
together, but instruction remains inside
classrooms." (15)

Detached approach. The final approach to student
integration was made up of the remaining three schools
(18.8%), which £it the following description: (a) the goal
of student integration had been not been discussed, (b)
joint instructional activities and extra-curricular
activities in French seldom or never took place, and (c)
assemblies were held only in English. These schools were
classified as detached, meaning that a committment to
acknowledging the dual nature of the school was not apparent
according to the three variables. Typical comments from
principels of schools in this classification were:

"The principal articulates his wishes [regarding
student integration] and the staff agrees." (1)
"French teachers don't always want to be included
[in school activities]." (6)

"Everything is in English." (9)

"Extra-curricular activities are held in English.
Some coaching was done in French, and the English
students dropped out because they felt the French
students were being favoured." (6)

"The outdoor school is a Science experience, not a

linguistic experience, and therefore the French
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immersion classes are not permitted to attend
without an English class." (1)
"Instructional activities are kept almost rigidly
se;;;;EéwB;E;a;;wE;gHéﬁmfeacﬁéfé‘wahf to limit the
use of English with French gtudents//./" (6)
"Onjéield trips, French and English classes may
traveirtbgéthér for e&dnomic reasons, but then
split into two groups for the experience." (9)

The nﬁmbefs of schools in each of the four categories
signifying approach to student integration are summarized in
Table 4.

In the following chapter, the relationship between the
overall approach to student integration and the variables of
student enrollment, principal fluency in French, and

principal experience in the dual-track setting will be

examined and discussed.
Staff Collaboration

Principals' perceptions of the extent to which their
staffs worked collaboratively are discussed in the following
sections, according to strategies recommended in the
literature: (a) the development of trust among staff
members, indicating acceptance between French and English
program staff members; (b) the encouragement of

participatory decision-making; and (c) the provision of
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opportunities for teachers to work on shared goals.

Findings are summarized in Table 5.

Insert Table 5 about here

C}\Trust level. Two indicators of the degree of

acceptance between French and English program teachers were
(a) the amount of French spoken in the staffroom and how it
was received by English-speaking teachers, and (b) whether
principals perceived any differences in the nurturing of
staff collaboration between single~track and dual-track
schools.

Schools where a high level of trust was evident were
those in which (a) Anglophone teachers accepted completely

the~sp§§king of French by immersion teachers, and understood

their need to do so; and (b) principals acknowledged the
potential for diviseness between French and English stream
teachers, and initiated projects that would encourage

collaboration between the two groups. A number of schools

fell into this category (6 out of 16, 37.5%), and their

principals made comments such as these: ﬂj et

"It's very important for French immersion teachers
"to speak French to adults, not just children all

the time." (1)
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"The administration must provide opportunities and
situations for success [in working
collaborativelyl]." (2)‘

"FrgggpMis commonly spoken in the staffroom, and
the English ;;égg;rs feel comfortable about

it." (8)

"I have seen English teachers helping French ?ﬁwf”wa
teachers with phrasing and wording on report cards
"There should be visible equality [in services,
supplies, staff timel." (9)
‘5i£”ighﬁﬁfair fo ask French native speakers to
“always speak in their second language."7‘l4)
"It is healthy to have‘both langqguages with no
liaéﬁ;;Eiérreétrictidﬁs." (16) N
The majority of schoolskk9 out of 16, 56.3%)
illustrated a moderate level of trust. ' Schools were
placed in this category based on the following criteria:
(a) French was spoken in the staffroom occasionally, but
French teachers usually switched to English if non-French
speakers were present; and (b) principals accepted to some
extent, or were uncertain of, the necessity to nurture staff
collaboration differently on dual-track staff. Principals
stated:
"It is probably necéssary to handle

[collaboration] differently." (3)
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"English is spoken if teachers are mixed. French
teachers use their judgement about this." (6)
"There is no one most effective way [to achieve
collaborationl] but one teacher leader who is

~completely bilingual and is able to bridge any gap

. can be especially helpful. It is not so much an
"administrator initiative." (7)

. "French immersion teachers may only speak French

]
I [l

_when English teachers are not likely to be 'frozen
1o
’D I
out'." (11) & \/)‘r\i_ﬂ‘{/{“/

objective." (13)
"French teachers are willing to use English when
English teachers are nearby." (15%5)

Only one of the 16 schools (6.3%) appeared to have a
low level of trust between teacﬁers. In this school, French
was not spoken in the staffroom if any English-speaking
teacher was present, and the principal did not acknowledge
that any special consideration was required to nurture staff
collaboration in the dual-track school. Comments from this
principal included:

"I have asked some French teachers to speak

Engllsh because Engl1sh teachers are often

uncomfortable." (4)

"I don't go out of my way to make sure the French

get along with the English." (4)

b’
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VQStaff decisionmaking. Ahother important characteristic
arising from the literature on effective principals is the
use of collaborative staff decisionmaking. Principals in
this study were asked to outline the way in which most
decisions of concern to the staff were made, and further, to
describe the involvement of French and English program
teachers. All of the principals interviewed described
processes using a collaborative staff decisionmaking model.
Not all, however, felt that French and English program
teachers participated equally in those decisions.

Principals comments fell into two categories: egqual
participation on the part of French and English staff
members, and less French participation. None of the
principals described more French than English teacher
involvement in decisionmaking.

A majority of principals (12 out of 16, 75.0%)
n0s Qﬂb
described equal 1nvolvement on the part of French and

SeTe s
-English program teachers in staff dec151onmak1ng Typical
comments from these principals were:
"The school -coordinating team consists of one
primary French [teacher], one prlmary Engllsh

fteacher], one 1ntermed1ate French [teacher], and

one 1ntermed1ate English [teacher] -(1)

"There is representatlon from throughout the

school on committees." (3)
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"Although French teachers are greatly
outnumbered...they are really perceived as
carrying the school ball." (5)

"There are no differences in schooi activities,
-professional development or extra-curricular
[1nvol;emeet] " (9) B

"We have a policy in writing that department heads
must be from a specific linguistic group from time
to time." (12)

"No differences can pe_identified; each group
participates as enthusiastically as the

other.3 (15)

The remaining four principals (25.0%) described less 446
involvement on the part of French immersion teachers in
staff decisionmaking. Some of their comments include:

"French teachers do not participate as often

during staff meetings; I see a difference because

of the Quebec teachers' cultural background --

they are not usedket part1c1patory

decisionmaking." (7)

“*French teachers are not as involved at staff
meetings." (10)

"Two or three of the teachers don't comprehend at

staff meetings; others might translate for

them;"‘(13)
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"Francophones speak much less frequently in the
1érge grouﬁ.“w(i4) 7

O> Shared goals. The third strategy indicating a high_

level of staff collaboration is the pursuit of shared goals

by teachers. To some extent, this strategy is a composite
of the two previous strategies, and for this study, the
dimension of mutual planning figured in its calculation
also. Principals were asked to comment on how frequently
teachers from the two programs planned activities together,
as well as what they perceived the relationship between
teachers of the two programs to be.

Schools where (a) teachers from both programs were
equally involved in decisionmaking, and (b) there was -
regular and varied cross-program planning were judged to be
consistent in their pursuit of shared goals. Principals of
schools in this category stated:

"Teachers plan together for a variety of
units." (2)
"Teachers plan and work well together. It may
look like a dual-track school on the outside, but
on the inside it's a single~-track." (8)
"English and French teachers work together on
reports guite commonly, since in many cases they
share the same students." (12)

Schools in which either (a) equal participation in

staff decisionmaking, or (b) cross-program planning was not

/
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consistently undertaken were designated intermittent in
their pursuit of shared goals. Principals in four schools,
for example, acknowledged that there was less French
involvement in staff decisions, but mutual planning took
,ﬁiace on a semi-reqgular basis. The reverse was also true:
five principals saw no mutual planning taking place among
teachers of each program, but at the same time felt that
French and English teachers participated equally in P
. . Ko,
decisionmaking. <ﬁﬂ,%
There were two schools in which shared goals were Qgg:iiﬁﬂﬁiﬁf’
evident. These principals described poor staff relations o
between French and English teachers. Some of the statements
included the following.
"There are catalysts for conflict in both the
English program and the French program. These
people know they are the cause [of conflicts] and
transfers have been recommended to them." (6)
"French teachers, for various reasons, are not
committed to the school." (10)
"Ev;;yone discusses issues but if consensus cannot
be reached, then I (the principall will probably
make the decision." (6)
"The baggage of old’attitudes is hard to overcome.
The English [teachers] may appear to listen [to

suggestions from the French teachers], then say,

'Oh, ‘yes, but...'" (10)
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School profiles and overall approach. Table 5

sﬁmmarizes the preceding information on staff collaboration.
The same pattern of analysis that was followed for student
integration was used to rate each school's degree of
committment to the goal of staff collaboration, resulting in
their assignment to one of four approaches.

Purposeful approach. Those schools which pursued the
most positive course of action in each of the three
categories (level of trust, staff decisionmaking, and shared
goals) were rated as being purposeful in working toward the
goal of staff collaboration. According to the criteria,
four of the 16 schools studied (25.0%) were purposeful . A

selection of typical statements made by principals of these

schools follows. (oo
"The teachers work together on every level. We =3 Q

separate only for very [languagel] specific tasks Z

Mo

(likektextbook ordering).”" (1)

"Onewgfwfhe’mbst important issues...is to provide
a good model for students...if students see a
cooperatuve, collaborative staff they, in the end,
will model it." (2) |

"The staff is encouraged to work together on
committees, goals, and student programs." (8)
"There are no animosities based on lingquistic

lines. These are very cooperative, professional

people." (16)



63

Coordinated approach. The second group of schools

included those whose approach to staff collaboration was
coordinated. These schools were pursuing the most positive
course of action in at least one, but most often two,
categories. In other categories, their actions were
moderately positive. 8ix out of 16 schools (37.5%) were
classified as coordinated. Comments made by principals of
these schools included:
"It is important to maintain a shared feeling of
the unique opportunity of working in a dual-track
school." (3)
"The French teachers bring an enthusiasm, an
ambiance, an enrichment dimension. They are
happy, personable, chattery, open people. It
creates a pleasant atmosphere in the school." (5)
"We try to keep colleagues aware of each other,
and what they are doing." (12)
"We try for a staff committee with equal
representation from both programs, but it's not
carved in stone." (15)

Limited approach. The third group of schools comprised
those which were making moderate efforts in only two
categories of staff collaboration. These schools were
designated as being limited in their approach. Five schools
(31.3%) were included in this category.

"French teachers tend to be a bit 'clannish'." (4)
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"There may be small tensions on 'bad days'." (7)
"French teachers tend to miss the ebullient
atmosphere common to Francophone staffrooms." (14)
?Verggn't give those people who aren't fluently
bilingual much of érchance to discuss

[issues]." (13)

Detached approach. The fourth approach to staff
collaboration comprised schools where very little was being

done to promote this goal. Only one school (6.3%) was

. . et
designated as being detached. L)’if”?(
oo
"Attitudes are hlstorlcally dlfflcult to ! e

T — - . Y

' chagge.' (10) %ng s

. e

"The;e is a lack of understandlng between English
and Frenqhwgeaghgrs.' (10)
The 16 Séhéols fell into the four categories of
approaches to staff collaboration as shown in Table 6.
In the following chapter, the relationship between the
overall approach to staff collaboratidn and the variables of

student enrollment, principal fluency in French, and

principal experience in the dual-track setting will be

_dlscussed M«“f
‘ (5,
/ Home-School RelatlonSK\/
o

During interviews, principals were asked specific
questions related to their philosophies and actions

pertinent to the development of good home-school relations.
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The‘following strategies, recommended in the literature,
comprised the basis for the development of gquestions:

(a) the establishment of a parent advisory group which is
representative of both French and English program parents,
and which will concern itself with meaningful activities to
benefit the whole school; (b) continued and substantivev
communication with parents, informing them of the school
philosophy, goals, and activities in a variety of ways; and
(c) providing parents with the opportunity to share their
opinions regarding how well the school is serving the needs
of their children and themselves. Table 7 summarizes the

findings.

Insert Table 7 about here

The parent group. Principals in this study were asked

to elaborate on the parent group: its existence, its
structure and function, and their role in it. All 16
principals described a parent group with a variety of
formalized structures and titles, such as The Home and
School Association, The Parent Association, The Parent
Council, The Parent-Teacher Group, The Liaison Committee,
and The Parents' Consultative Committee.

Schools in which the parent group was equally

representative of both French and English stream programs
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weré rated higher than those where groups depended soleiy on
volunteers. Principals who described their role in the
parent group as consultative rather than directive, and
barticipatory rather than disengaged also received a higher
rating. The combination of these two factors led to two
categories under the strategy of the parent group:
representative (rep) and unstructured (uns).
Comments from principals of representative parent
groups included:
"The executive includes a rep from each
class.gm(if”H

"There are two chairs: one French and one {

o

English." (2)7‘
"fgé constitution was drawn up to favour equal
représentation." (3)
"I attend all meetings with the vice-principal; 1
have more of a consultative role." (8)
"Tpe;e is an unwritten agreement to have an
English prééident one year andmthen a French
president the next." (13)
"ifm part of the executive committee. I inform
them of school policies and act as a liaison with
the school." (14)

Unstructured groups, on the other hand, were described

like this:
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"There is an English chairperson, but most of the PR
rest of the executive is French." (4) Lo
"There are no French immersion parents on the fo

Parent Auxiliary executive." (5)

"French parents do not often serve as téble,/v
officers, but they héve a profound influence on
policy because of their recruiting

techniques." (12)

"All of the members of the executive but one is
French; attendance at meetings is 80%

French." (16)

Communications with parents. The literature stated

five ways that parents preferred to learn about their
schools: first, from their children; second, from report
cards; third, from newsletters; fourth, from scheduled
conferences; and fifth, from personal visits to the school.
Principals in this study were asked to list the ways in
which the school communicated with parents, how often
newsletters were sent home, and which method or methods they
believed were most effective in communicating with parents.
None of the principals interviewed mentioned students as a
means of communication, and only one named parent-teacher
conferences specifically; person-to-person contact, however,
was interpreted as also referring to conferencing for the
purposes of this section of the study. Newsletters were

sent home by every principal, most often on a regular
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monthly schedule. And several felt that parent meetingé
were an effective way of informing parents, a response that
was not even in the top 16 preferred methods for parents.

School effectiveness in communications with homes was
rated highest (good) in those schools where (a) principals
mentioned at least two of the methods preferred by parents;
(b) principals sent neﬁsletters home on a regular schedule,
at least once per month; and (c) either students or
conferences were judged to be the most effective
communicators. Five out of the 16 schools (31.3%) were
included in this category.

Schools were judged to be fair in communicating with
parents if (a) principals valued at least one of the methods
preferred by parents; (b) newsletters were sent home at
least once per month, regularly or when needed; and
(c) newsletters were judged to be the most effective
communicators. This group represented the majority of the
schools: 10 out of 16 (62.5%).

One school was judged to be poor in its communications
with parents. The principal mentioned newsletters as being
the only way of communicating with parents, and yet they
were sent home only once every two months.

Eliciting feedback from parents. Parents prefer to

communicate their opinions and concerns to schools through
direct, personal contact: conferences, parent group

meetings, and volunteering. Surveys and questionnaires
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distributed by the school are only half as effective as
their first choice, but are valuable as a means of hearing
from those parents who do not come to the school regularly.
It is not enough, however, for schools to simply wait until.
parents make contact. They must do more to encourage
parents to be in the school, thus providing greater
opportunity for dialogue.

Schools which rated high in providing opportunities for
feedback from parents were described by principals as
utilizing at least three of the parents' preferred methods.
We have already established that all principals at all
schools attended regular parent group meetings; 6 out of 16
(37.5%) also stated they had an "open door policy", valued
the volunteer services of parents, and periodically
distributed surveys or feedback forms on newsletters.

The rest of the schools (10 out of 16, 62.5%) tended to
be more passive regarding parents' feedback. These were the
schools where principals felt that the numbers of phone
calls and visits to the office were reliable indicators of
parent satisfaction, and where only one or two of the
methods preferred by parents were initiated by the school.
In Table 7, these schools were rated low in providing
opportunities for feedback.

School profiles and overall approach. The results of
the preceding analyses are contained in Table 7. Once

school committment to each of the'three strategies was
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established, their overall approach to the goal of posiﬁive
home-school relations was obtained in the following ways:

Purposeful approach. Only one school was found to be
pursuing the most positive course in all three categories
(parent group, communications with parents, and eliciting
feedback). This school was defined as being purposeful in
its approach to home-school relations. The following
guotation sums up the principal's comments:

"This is the most important thing you (the
interviewer] and I have talked about. The key in
administration is to be aware of the ways and
means of drawing parents into the school so that
they can see the benefits of dual-track

schools." (3)

Coordinated approach. Six out of 16 schools (37.5%)
were classified as coordinated in their approach to
home-school relations. These schools were pursuing very
positive courses of action in two out of three categories.
For example, three of these schools made no effort to ensure
that French and English parents were equally represented in
the parent group, but were rated highly in both
communication with parents and eliciting feedback; two
others had a representative parent group and good feedback
opportunities, but were making only fair efforts to
communicate with parents. Some of these principals'

comments included:
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"When parents have a concern I react quickly,vand
I guess word is out, because they don't mind
dropping in." (4)

"We sent a survey out last year." (4)

"We try to provide reasons for parents to come to
school as much as possible." (5)

"The only ways [to communicate with parents] I
know of are newsletters, handbooks, and school
literature.”" (10)

"We send the same newsletter to both French and
English stream parents so that each can see what
the other is reading. It is an important
consideration in the dual-track school to keep
everything out in the open." (14)

"Certainly, French immersion parents will let you

knowwif they're not happy." (165

Limited approach. Fivéhout of the 16 schools (31.3%)
were judged to be limited in their approach to home-school
relations. These schools were inconsistent in their
handling of the three components. Four of these schools had
a representative parent group, fair handling of
communications with parents, and very little provision for
parental feedback. The other school was also highly rated
in only one of the three components. Their comments

reflected this inconsistency:
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"There is a school profile that is available ét
the office for parents to sign out." (1)

"I really lecture parents that they are not
immersion patents, they are School
parents." (1)

"That's an interesting question. ([How do you
ascertain whether or not parents are satisfied
with the school and its functions?] Most
dissatisfied parents will pick up the phone." (2)
"I will not send a survey this year, because it's
my £irst year in the school, and I don't want any
comparisons with the former principal to be
made." (2)

Detached approach. The remaining four schools (25.0%)
rated unfavourably in all three categories; their best
efforts -- which were only fair in three schools and poor in
one school -- were made in communications with parents.
These schools were classified as being detached in their
handling of home-school relations.

"Personal conversations and assemblies do untold
good for public relations, but for simply
communicating info;mation it's got to be a
newsletter.™ (6)

"We sent a survey out two years ago...we should

probably do it more often." (9)
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"We sent a Ministry [of Education] survey 1as£
year, but we didn't get the feedback we'd like.
We thought the questions were not well put
together. (1l1)

"I would like the newsletter to go home monthly
but it's not that often. Probably every two
months one goes home outlining the

happenings."” (11)

The numbers of schools in each of the four categories
signifying approach to hoﬁe—school relations are summarized
in Table 8.

In Chapter 5, the relationship between the overall
approaches to home-school relations and the variables of
student enrollment, principal fluency, and principal

experience will be examined.

Chapter Summary

During interviews, principals were asked specific
questions regarding their philosophies and actions pertinent
to the integration of French and English program students,
the nurturing of a collaborative staff, and the fostering of
positive home-school relations. 1In each of the three areas
under investigation, school practices were examined in
relationship to strategies recommended in the literature,
and an overall approach developed for each school. The four

possible approaches were termed purposeful, coordinated,
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limited, and detached. Approaches were further
characterized by quotations from principals.

In Chapter 5, approaches to each of the three areas are
summarized, and the overall approaches are examined in terms
of the foliowing three variables: (a) French and English
program student enrollments, (b) principal fluency in
French, and (c¢) principal experience in the dual-track
setting. Further, each school's approach is discussed in
relationship to its district's policy on French immersion

implementation. The chapter concludes with a summary of

findings and recommendations for further study.
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School Profiles: Practices re French Immersion and Regular

English Student Integration

Student Integration Strategies

School Staff Inter-prog. Use of lang. APPROACH
consensus activities in sch. func'ns TO INTEG.
1 no incidental English detached
2 yes frequent equal purposeful
3 yes frequent equal purposeful
4 yes incidental some Fr. coordinated
5 yes incidental some Fr. coordinated
6 no never English detached
7 no incidental equal coordinated
8 no frequent some Fr. coordinated
9 no never English detached
10 yes incidental some Fr. coordinated
11 yes incidental some Fr. coordinated
12 yes incidental some Fr. coordinated
13 yes incidental some Fr. coordinated
14 yes incidental some Fr. coordinated
15 yes incidental English limited
16 yes incidental limited

English




Table 4

Summary of Approaches to French Immersion and Regular

English Student .Inteqration

Approach number percent
Purposeful | 2 12.5%
Coordinated 9 56.3%
Limited 2 12.5%

Detached 3 18.8%
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School Profiles:

71

Practices re Staff Collaboration

School Staff
Dev. of decision- Shared goals APPROACH
trust making among staff TO COLLABOR.
1 high equal consistent purposeful
2 high equal consistent purposeful
3 moderate equal consistent coordinated
4 low equal intermittent limited
5 high equal intermittent coordinated
6 moderate equal not evident limitéd
7 moderate less Fr. intermittent limited
8 high equal consistent purposeful
9 moderate equal intermittent coordinated
10 moderate less Fr. not evident detached
11 moderate equal intermittent coordinated
12 moderate equal consistent coordinated
13 moderate less Fr. intermittent limifed
14 high less Pr. intermittent limited
15 moderate equal intermittent coordinated
16 high equal consistent purposeful
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Table 6

Summary of Approaches to Staff Collaboration

Approach number percent
Purposeful 4 25.0%
Coordinated 6 37.5%
Limited 5 31.3%

Detached 1 6.3%
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Table 7

School Profiles: Practices re Home-School Relations

School Parent Communication Feedback APPROACH TO
group with parents opportunities H-S REL'NS
1l rep fair low limited
2 rep fair low limited
3 rep good high purposeful
4 uns good high coordinated
5 uns good high coordinated
6 uns fair low detached
7 rep fair low limited
8 rep fair low limited
9 uns fair low detached
10 rep fair high coordinated
11 uns poor low detached
12 uns fair low detached
13 rep good low coordinated
14 rep fair high coordinated
15 uns fair high limited

16 "~ uns good ' high coordinated




Table 8

Summary of Approaches to Home-School Relations

Approach number percent
Purposeful 1 6.3%
Coordinated 6 37.5%
Limited 5 31.3%
Detached 4 25.0%
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Chapter 5

Discussion, Summary, Conclusions,

and Implications for Further Study

The chapter begins with a discussion of school
approaches to the three areas under examination. The
possible effects of district policy on profiles are also
examined. A discussion of the relationships between the
approaches to student integration, staff collaboration, and
home-school relations and the variables of French student
enrollment, principal fluency in French, and principal
experience in the dual-track school setting follows. The
significance of the findings in terms of the 1iteratufe is
presented, followed by conclusions and implications for

further study.
School Profiles

The schools in this study varied greatly in their
approaches to student integration, staff collaboration, and
home-school relations. Table 9 summarizes the approéches in
each area for the individual schools. O0Overall, most

principals described purposeful or coordinated efforts in at

Insert Table 9 about here
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least one of the three areas (15 out of 16, 93.8%). The

/ )ﬂ-}»(ﬂ)f‘/;“\:i
'SEod ]

integration of French and English program students in |

.

whole-school activities was successfully pursued by 11 ouE o

of 16 schools (68.8%). A somewhat smaller majority o

schools were described by principals as having a OAﬂ
collaborative staff (10 out of 16, 62.5%). And fewer than

half of the principals studied were utilizing effectlve ;g 4{*” e
strategies to encourage positive and cooperative home- sdﬁool bq afriw
relations (7 out of 16 43.8%). How can such

Aneen51etenc1es be ex la1ned7 The discussion which follows

VAR LT
attempts to Shed llght\on thlS questlon

The 1ntegrat10n of French immersion and English program
students is a factor that may be nurtured as much by the
efforts of teachers as by those of principals. The
principal can encourage and even help teachers to plan(j@kg'mngfﬁ

e 7"@}//0
cross~program activities, but ultimately, such activities /

are dependent upon the willingness of teachers to T
part1c1pate in them. Use of French at whole-school
a;;emblles,-;artlcularly in schools where the principal (or

the dsual emcee) does not speak French well, may also be

dependent upon the French teacher"; participation in

translatlng and organlzlng, and 1n1t1at1ve And the

practlcal aspects of holding separate assemblles for both

programs probably dictate that integration in assemblies is

a must: large meeting spaces may be at a premium;

informational assemblies may be open to misunderstandings
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if issues are not presented in precisely the same manner;
and disruption of classes because of movement in hallways
would increase, to name only a few. It is not surprising,
therefore, that more schools were rated purposeful or
coordinated in pursuing strategies aimed at integrating
French and English program students than any of the three
areas studied.

Of the 10 schools rated purposeful or coordinated in
staff collaboration, 7 were in schools where the French
teachers were egual in numbers to, or outnumbered, English
teachers. It may be reasonable to assume that French

immersion teachers—are very flex1b1e, self- re11ant . .and
\_/_/_—

adaptable, since they are working in a program that is

relatively new, and also considering the fact that many of
them have voluntarily uprooted themselves from their home \{5@?
provinees to come and work in the B.C. school system. These | o O
teachers may bring those qua11t1es 1nto thelr relatlonshlp R

i ot e fod

w1th Engllsh program teachers, exh1b1t1ng a w1111ngness to A

compromlse and a sen51t1v1ty to some English teachers'

concerns regarding the French immersion program. As a

result, principals could quite safely perceive that the

English and French program teachers collaborate well. It is
interesting to note that of all the principals interviewed,

only one (designated as detached in the final analysis) C} vt /

é%ljvypﬂ”

stated that noticeable ten51ons exlsted between French and calh
T o s e ﬁ§ :

N il

English program teachers; all of the others (5 out of 16, K
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31.3%) believed that their staffs were collaborative,
although the data showed that they were limited in their
approach to collaboration. Principals of the latter schools
were seemingly convinced that expecting French teachers to
speak English in the staffroom and conducting staff meetings
in-English when a percentage of teachers might not

understand were not unreasonable demands. --These findings

-

suggest Ehatramong their criteria for a definition of
collaboration, these principals appear to value a
homogeneous group: everyone being equal means everyone
speaking the same language (literally).

Fewer than half of the schools in the study were rated
purposeful or coordinated in home-school relations, a rather
surprising finding considering that two out of the three
criteria used to arrive at the rating (communications with
parents, and opportunities for feedback from parents) were
in no way specific to the French immersion program. This
raises questions about the abilities of principals to
successfully nurture positive home-school relations in any
setting. It may be possible that principals are not
receiving adequate training in dealing with parents and
parent groups. |

Because a number of thé factors which are thought to
have contributed to the approach taken by a school in any of
the three areas examined were subject to influence by

outside agents (such as teachers and district
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administration), schools were relatively inconsistent in
their individual profiles. For example, three schools
received a different rating in all three areas. It was not
evident that schools which were rated purposeful or
coordinated in one area would receive that same rating in
other areas as well.

Only two schools (12.5%) were rated purposeful or ?
coordingééawiﬁ éil thréé areas. Both schools héd Frehch; \D/ﬂj el
immétsion student enrbiiménts which were considerably lower
than the Engllsh enrollments, and both were admlnlstered by

principals who spoke French falrly well or fluently One of

e S

these principals, however, had three or more yeara
experience in the duwal-track school, while the other had two
years or less. If we examine the possibility that a lower
French immersion enrollment combined with high principal
fluency leads to positive approaches in student integration,
staff collaboration, and home-school relations, we find that
only one other school in the study fits those criteria. It
was rated positively in two of the three areas, but limited
in its approach fo student integration. In that particular
case, however, the principal had been in the school for less
than one year, and had not yet been able to efféct changes
in the geographic mixing of French and English classrooms
(i.e., placing French and English classes near each other).
This principal felt that more intermingling of French and

English students and teachers would take place when "the
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"the English wing” (as the former principal

had arranged the classrooms) were done away with.

School Profiles in Relation to District Policies

Policies regarding the implementation and/or
administration of French immersion in four of the five
districts represented in the study were examined to
discover whether or not issues specific to French/English
student integration, staff collaboration, and home-school
relations in dual-track schools were addressed. One of
these four policies was still in its preliminary stages, and
was being developed by a Task Force. The other three had
been formally printed and issued by the school boards of
those districts.

Schools 1,

2, and 3 were located in the district whose

policy was being developed; preliminary drafts had been made
available to principals and members of the Task Force.

Interestingly, of the seven occurrences of a purposeful
approach to any of the three areas, five were found in this
district's schools (71.4%). One.explanation for this high
ratio could be that principal input into future policy was
very evident: principals served on the Task Force, and the
immersion principals' association had also submitted briefs
to the Task Force. Conversation with these principals

révealed that they felt that the district valued their iﬁput

and that they were welcome to raise issues at any time. The
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report examined in this study made 16 recommendations on a
variety of topics which might or might not appear in the
final policy statement. Insofar‘as directly addressing
issues in any of thfee areas, however, only student
integration was the subject of a recommendation: "that the
District develop objectives and programs to promote cross-
program fertilization and cross-cultural awareness and
understanding in dual-track schools" [confidential sourcel.
All other recommendations were related to administration of
French immersion programs from a district perspective,
including transportation policy, enrollment intakes,
locations of programs, roles of parents, and implementation
models. |
None of the other district policies (a) indicated that
principals had any more input than any other group, nor that
they (b) addressed any school-related administrative
concerns, such as French/English student integration, staff
relations, or home-school relations. All policy statements
were of a strictly district administrative nature. The
approaches taken by principals of these districts did not
fall into patterns showing positive trends, a result that
suggests district policy-makers might consider addressing
more of those issues with wﬁich school administrators are

dealing on a daily basis.
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Student Inteqration and Selected Variables

The schools' overall approaches to student integration
and their relationships to the variables of student
enrollment, principal fluency, and principal experience were
explored in turn. 1In this way, it was possible to ascertain
whether or not any of the three variables had an effect on a
school's approach to student integration. This information

is summarized in Table 10.

Insert Table 10 about here

In the discussion, the categories of purposeful and
coordinated will be considered‘together, as will the limited
and detached categories. This will simply allow for less
cumbersome discussion.

It was established in the previous chapter that the
majority of schools (11 out of 16, 68.8%) were purposeful or
coordinated in their approach to student integration. The
remaining five schools (31.2%) were either limited or
detached in their approach.

7%%/ Enrollment. Overall, a comparison of schools with
Aigher and lower French program enrollments did not reveal
any great difference in approach to student integration. Of

the 11 schools which were rated purposeful or coordinated, 6
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had higher French enrollments (54.5%), and 5 (45.5%) had A
lower French enrollments. This indicates, perhaps, that it

B

is not the size of the program, but the mere fact of its

e e e e

—

presence 1in the school which encourages many prlnc1pals to

1ntegrate the two streams of students There still remains,

however, the over: 30% of schools studied (5 out of 16) which
did very little to integrate students while retaining some
recognizance of their language of instruction.

Principal fluency. On the questionnaire, principals
éere asked to rate their fluency in French (sée Appendix C
for raw data). These self-ratings subsequently formed the
basis for the categorization of principals' fluency in
French.

A majority of schools rated purposeful or coordinated
(7 out of 11, 63.6%) were administered by principals whose
self-rating suggested that they spoke little or no Frenqh.
The explanation for this somewhat surprising finding may be
found in the commtnt of one of these principals, who said,
"I rely on my French teachers to bring French to the rest of
the school. During our Cultural Appreciation Week, for
example, Grade 7 [immersion] students set up booths in the
gym and explained French culture to visiting classes in both
French and English. That was the initiative of one
teacher."™ This is not to say, however, that principals who
rated themselves as having higher fluency in French did not

effectively integrate students. All but one of the
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principals who believed that they spoke French fairly wéll
or fluently (4 out of 5, 80.0%) were purposeful or
coordinated in their approach to integration. Nor should it
be concluded that all principals whose self-rating suggested
that they spoke little or no French relied on their teachers
to initiate integrative activities. 1In fact, of the five
;chools rated limited or detached, four of them {(80.0%) were
administered by principals who rated themselves in that
category. 1t appears, then, that the ability of principals
to create a climate wherein teachers may feel free to
initiate more integrative activities does not depend upon
their fluency in French.

Principal experience. Schools rated purposeful and
coordinated were fairly evenly divided between those whose
principals had three or more years experience (6 out of 11,
54.5%) and those whose principals had two or fewer years
experience (5 out of 11, 45.5%). Of the five schools which
were limited or detached in their approach to student
integration, however, four of the principals (80.0%) had
three or more years experience. The conclusion must be,
therefore, that experience in the dual-track setting does
not appear to ensure the use of‘effective student
integration techniques; nor does the use of such techniques

necessarily depend on experience.
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‘None of the variables of student enrollment, principal
fluency in French, or principal experience was shown to be a
significant predictor of the use of effective student
integration strategiés in the dual-track schools studied.
Very few principals cited educational reasons for their
decisions regarding the use of langquage outside of
classrooms, tending rather to leave such decisions to
individual teachers.

Although almost 70.0% of the principals studied here
were utilizing effective means of integrating the two
streams of students, the relatively small size of the sample
must limit the conclusions; a larger sample might reveal
trends which are more clearly delineated. Based on these
findings, however, it would appear that principals would
benefit from more in-service and training regarding

effective administrative practices in the dual-track school.
Staff Collaboration and Selected Variables

The schools' overall approaches to staff collaboration
were examined in relation to the variables of French and
English student enrollment, priﬁcipal fluency in French, and
principal experience in the dual-track school setting. Ten
of the 16 schools were rated purposeful or coordinated in
their approach to staff collaboration (62.5%), and the
remaining 6 were rated limited or detached (37.5%). The

results of the analysis of the relationship between these
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approaches and the three variables are summarized in

Table 11.

Insert Table 11 about here

ﬁfEnrollment. O0f the 10 schools which were rated
purpoéeful or coordinated in pursuing strategies aimed at
nurturing staff collaboration between French and English
program teachers, 6 (60.0%) were in schools with higher
French program enrollments. Although this is not a large -

majority, it may indicate that the presence of more French <¢y%’*’

teachers on staff COU1d(M}HWiE§S}fI be a factor in promoting ;}4#¢N
collaborative activities. The six schools fatéd limited or J /{A#i”

—— Rk »
detached were equally split between higher and lower French uﬂﬁfé““

program enrollment. 1In all, the factor of enrollment is not
a clear indicator of more activities aimed at staff
collaboration.

Principal fluency. A relatively high majority of
purposeful or coordinated schools were administered by
Principals who admitted to speaking French a little or not
at all (7 out of 10, 70.0%). Again, it may be that some
principals with lower French fluency are more willing to
give teachers a leadership réle in developing staff
collaboration. One principal stated, "One teacher leadér

who is completely bilingual and is able to 'bridge the gap'



93

can‘be especially helpful. 1Ideally, this person shouldvbe
older and experienced, and neither a Quebecker nor a
B.C.-ite. We have one on our staff from Manitoba, and she
has helped bring people together immeasurably." We must be
reminded, however, that four of the s}x schools rated
limited/detached (66.7%) were also administered by
principals whose self-ratings indicated that they spoke
almost no French. These data suggest that the decisions of
individual principals in this study regarding staft
collaboration did not appear to be affected by their
professed ability to speak French.

Principal experience. A small majority of schools led
by principals high in experience (6 out of 10, 60.0%) were
rated purposeful or coordinated in pursuing strategies aimed
at staff collaboration. At the same time, howevér, four of
the six schools rated limited/detached (66.7%) were also
administered by principals high in experience. It would
appear that, in this study, a principal's experience in the
dual-track school setting was not a reliable predictor of
the utilization of successful staff collaboration

strategies.

After studying the three variables in terms of school
approaches to staff collaboration, it can only be concluded
that, similar to the findings regarding student integration,

these variables do not appear to be indicators of
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effeétiveness. The highest percentage of purposeful or
coordinated schools occurred in the category of principals
who rated themselves low in French fluency (7 out of 10,
70.0%), but this figure also represents less than 50.0% of
the total number of schools studied. Again, a larger sample

size might have revealed more definitive results.

Hpme-School Relations and Selected Variables

It was established in Chapter 4 that 7 out of 16
schools (43.8%) were judged to be purposefulyor coordinated
in their aproach to home-school relations. The remaining 9
schools (56.3%) were rated limited or detached. The results
of comparisons between these approaches and the three

variables are summarized in Table 12.

Insert Table 12 about here

Enrollment. Of the seven schools which were rated
purposeful or coordinated in their approach to home-school
relations, four of them (57.1%) were in schools where the
French program enrollment was lower than the English. Some
of these principals felt that‘the ratio of English to French
was not an important factor, and that "one can make the most
of any ratio." Principals of‘schools with higher French

program enrollments disagreed, however. §8Six out of the nine



95

schools (66.9%) which were rated limited/detached had higher
French program enrollments. Several of these principals, by
contrast, mentioned negative feelings on the part of English

program parents regarding the size of the French program,

’

and principals felt that these feelings created added
conflicts in the school. One principal stated, "The English
program feel they are the 'underdog.'" These principals,
therefore, were dealing with a more divisive set of parents
to begin with; since this factor contributes to making the
task of creating good home-school relations more difficult,
fewer of them were rated highly in this category. This

trend, therefore, may lead to the conclu51on that schools

w1th hlgher French program enrollments might be more 11ke1y

T et

to requlre extra care from admlnlstrators to ensure that

P

positive home-school relatlons w1th both groups of parents,

and all parents as_a group, are fostered.

I

Principal fluency. A large majority of principals

whose schools were rated purposeful or coordinated in
home-school relations indicated that they spoke French
fairly well or fluently (5 out of 7, 71.4%). And 100% of
the schools rated limited/detached were administered by
principals who claimed to have little or no French fluency
(9 out of 9). This finding is in direct contrast to those
in the other sections of student integration and staff
collaboration, where principal fluency did not appear to be

a factor. 1t is possible that principals who speak both
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parents hope the1r chlldren w111 grow up to become -

b111ngua1. Engllsh parents ‘may also feel assured that i

someone who is planted flrmly 1n both cultures has a better

P

un@e;g&andlng of the route toward cooperatlon between the

two groups. Th1s confldenCe in the principal could qulte
easily translate into a cooperative, active group of unified
English and French parents.

Principal experience. Of the seven schools judged to
be purposeful or coordinated in their approach to
home-school relations, principals with three or more years
experience in that setting were in the majority (5 out of 7,
71.4%); five of the nine principals in schools rated
limited/detached, however, were also high in experience
(55.6%). This circumstance effectively negates any |
interpretation of experience as a positive factor in the

development of good home-school relations.

Schools with higher French program enrollments were
somewhat less likely to be employing strategies aimed at
nurturing positive home-school relations. There was

evidence, too, that principals who rated the1r ab111ty to

e,

speak French h1ghly were more llkely to report p051t1ve

/U‘

home school relatlons than pr1nc1pals who spoke little or no
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French. Principal experience had no apparent effect on

relations with parents.
Summar

The purpose of the current study was to describe what
actions principals of elementary dual-track schools were
taking (a) to integrate French and English stream students
during whole-school activities; (b) to nurture a
collaborative staff; and (c) to foster positive home-school
relations, resulting in cooperation between French and
English program parente. Further, the study sought to
discover whether any of the following three variables

1nf1uenced the implementation or non- 1mplementatlon of

T
Wt S

effective strategles"(e) the comparative French and Engllsh

e

étudent enrollments in the school' (b) the pr1nc1pa1'

T

e R y . f

éluency 1n French{/and (c) ﬁhe pr1nc1pa1 s experlenCﬂ in

e

{work1ng in the dual-track school setting. In a setles of
analyses, each school was rated as having a specific
approach to each of the three areas under scrutiny, and
these approaches were then compared to the above three
variables.

Individual school approaches to French/English student
integration, staff collaboration, and home-school relations
were arrived at by examining strategies and philosophies

described by principals during interviews. It was

discovered that schools varied, both within themselves and
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in comparison with other schools, in their approaches te the
three areas. Only 2 of the 16 (12.5%) schools examined
rated highly in all three areas.

The majority of district policies did not address
issues directly related to school administration, and did
not appear to have affected school approaches to student
integration, staff collaboration, or home-school relations.
Five of the seven schools (71.4%) rated purposeful in any of
the three areas, however, were located in a district which
invited a high proportion of principal input, and whose
preliminary policy did address school-related concerns.

Nelither student 1ntegrat10n nor staff collaboratlon
were found te”be 51gn1f1cant1y affected by enrollment ﬁj“

principal fluency, or pr1nc1pa1 experlence. There was some 6!J7“

T T e e R T e

evidence, however, that schools w1th(£ower French progran/

L/nrollment ere more likely to be utilizing strategies

aimed at p051t1ve home- school relatlons, and that principals

s

S s e —

R ——

who égiie‘French fa1r1y we11 or fluently lso appeared to

engender good relatlons w1th nerents (CEA 1983; Guttman,

1983). The negatlve reactlons of English program parents
toward large French immersion student enrollments in their
neighbourhood schools is well documented (Burns & Olson,
1981; CEA, 1983; Nagy & Klaiman, 1986), suggesting that
school boards may need to look carefully at their long-range
~ plans for French immersion implementation. Many researchers

also state that bilingualism is a desirable quality for
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principals of dual-track schools (Guttman, 1983; Lapkin, et
al, 1981); if, as this study discovered, parents do view
biliﬁgual principals more favourably, then it should indeed

be an important goal for districts to consider.

Conclusions and Recommendations

Results of this study indicate that principals of
dual-track schools must be encouraged to do more to
acknowledge the dual nature of their schools. Many of the
principals in the study were passive in their administrative
style, tending to allow a majority of parents or teachers fo
decide the direction for school goals. It should become the
responsibility of school districts to educate principals
regarding the administration of schools housing innovative
programs such as French immersion (Guttman, 1981; Olson &
Burns, 1981). The assumption.that such programs can be
administered according to the same principles as
regular-program schools is outdated. There is enough
evidence in the research to provide topics for meaningful
and appropriate in-service.

Secondly, principals should continually be provided
with opportunities to improve their facility in French (CEA,
1981; Guttman, 1981; McGillivray, 1978). This is the only
one of the three variables over which principals have any
' measure of éontrol. Principals should be encouraged by

" school districts to actively pursue ways in which their
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fluency can be improved, if only because it may have-soﬁe
bearing on barents' perceptions of principals. This study
has shown that parents value the qualitybof bilingualism in
principals. Students and tea&hers, too, can only benefit
from a principal's ability to converse with them in their
first language of instruction, rather than forcing
discontinuance by speaking English.

Thirdly, principals must take time to thoroughly
discuss and define with staff members goals and philosophies
pertinent to the dual-nature of the school (Olson & Burns,
1981). Unléss the staff is given opportunities to act as
one body, to share in the direction for programs and
activities, the potential for divisiveness between French
and English program tgachers will continue to exist.

?ourthly, inter-program planning and whole-school
activities ét which both languages .are highlighted should be
pursued by schools (Lapkin, et al, 1981). Only through
strétegies such as these can the essential goal of
understanding between the French and English cultures be
achieved in the dual-track school setting.

And finally, more should be done to educate parents of
both streams regarding the benefits of having French and |
En&iish programs housed in one school (CEA, 1981; Olson &
Burns, 1981). Distrust and division most often results when

a lack of understanding exists between the two groups;
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therefore, activities aimed at involving French and English

parents for the good of the whole school should be sought.

Implications for Further Study

There are Several directions for follow-up to this
study. The most logical, perhaps, is to determine how
teachers, students, and/or parents describe the role of the
principal in the dual-track school. How their-perceptions
compare with principals' could well provide further
suggestions for districts and administrators.

A larger scale in-depth look at district policy and its
effect on school practices would also be of interest to both
school and district administrators. This study raised some
concern that district policies may not address enough 6£ the
issues directly affected by school administration, such as
those areas under scrutiny here.

Also of interest would be a study exploring the impact
of French immersion on the English program. Several studies
have looked at this issue in eastern Canada (see Nagy &
Klaiman, 1986); a similar study of the B.C. system is
needed. Principals, teachers, and parents would benefit
from an accurate study of how many students, teachers, and
program flexibility are being lost as a direct result of the
introduction of French immersion into schools.

Another study could be designed to determine exactly

how the integration of French and English stream students
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affeéts (a) French immersion student achievement, (b) French
and English student attitudes toward the other group,

(c) teacher attitudes, and so on. It may well be that
integration does not contribute to any academic goals, but
merely to attitudinal goals; or it may not be a desirable
goal on any plane.

A more thorough study exploring the effects of
comparative enrollments of French and English programs in
dual-track schools would also be useful. Are schools with
larger French immersion enrollments in danger of creating
serious resentments among English program parents? Should a
50/50 ratio be actively pursued by school boards?

This study also raised the question of how well schools
are communicating with parents, whether they house French
immersion classes or not. An analysis of school practices
in this area compared to district policies or directions
could quite possibly reveal a lack of awareness on the part
of administrators in dealing with this issue.

It is important for the research on French immersion to
continue. The model is well-entrenched in British Columbia
education, and should be constantly reviewed and changed to
meet the needs of students, teachers, and parents. It is
incumbent upon school districts and administrators to make

it relevant, positive, and successful.
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School Student Staff Home-School
Integration Collaboration Relations
1 detached purposeful limited
2 purposeful purposeful limited
3 purposeful coordinated purposeful
4 coordinated limited coordinated
2 coordlinated coordinated coordinated
6 detached limited detached
7 coordinated limited limited
8 coordinated purposeful limited
9 detached coordinated detached
10 coordinated detached‘ coordinated
11 coordinated coordinated detached
12 coordinated coordinated detached
13 coordinated limited coordinated
14 coordinated limited coordinated
15 limited céordinated limited
16 limited purposeful coordinated
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Table 10

Relationships between Approaches to Student Integration and

Selected Variables

Variable Approach

Purposeful Coordinated Limited Detached

French prog.

enrollment
-~-high (8/16) 1l 5 1 2
-low (7/16) 1 4 1 S

Principal fluency
in French
-high (5/16) i 3 ' i 0

-low (11/16) 1 6 1 3

Principal experience

in dual-track

-high (3 yrs +) 1 , 5 2 2
(10/16)
~low (<2 yrs) 1 4 0 1

(6/16)
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Table 11

Relationships between Approaches to Staff Collaboration and

Selected Variables

Variable Approach

Purposeful Coordinated Limited Detached

French prog.

enrollment
-high (9/16) 2 4 3 0

-low (7/16) 2 2 2 1

Principal fluency
in French
-high (5/16) 1 2 2 0

-low (11/16) 3 4 3 1

Principal experience
in dual-track
-high (10/16) 3 3 4 0

-low (6/16) 1 3 1 1
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Table 12

Relationships between Approaches to Home-School Relations

and Selected Variables

Variable Approach

Purposeful Coordinated Limited Detached

French prog.

enrollment
-high (9/16) 0 3 3 3

-low (7/16) 1 3 2 1

Principal fluency
in French
-high (5/16) 1 4 0 0

-low (11/16) 0 ' 2 5 4

Principal experience
in dual-track
-high (10/16) 1 4 3 2

-low (6/16) 0 2 2 2
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Appendix A

March 11, 1987.

Dear H

This letter is a follow~-up to the conversation you had with
Stan Shapson regarding my research project.

As a vice-principal of a dual-track school in Kamloops, I
became cognizant of several new areas which were demanding
my time. In sharing my concern with principals, I realized
that few, 1f any, of them had been prepared for the unique
aspects of administering a dual-track school. This led to
my decision to focus on administrative strategies employed
by principals of dual-track schools in my Master's project.
The project is entitled Leadership in the Dual-Track School:
The Role of the Principal, and has the following objectives:

(1) To discover the strategies used by principals
of dual-track elementary schools in coping with the
following aspects of school administration:

a. supervision of French class teachers;

b. school-community relations (with emphasis
on these three groups: Canadian Parents for
French, English class parents, and French
Immersion parents);

c. lintegration of French and English
students; and

d. collaborative staff decision-making.

(2) To elicit from principals in the field,
through personal interviews, what preparation or
special help was required or was perceived by them as
being necessary in order to help them successfully meet
the needs of the dual-track school in the four areas
outlined above (la-d); and

(3) To explore those strategies that school
districts have employed or that are recommended by
principals to prepare administrators for the role of
dual-track principal in the four areas outlined above
(la-d).

Criteria for selecting schools and principals are: schools
must be working on the elementary dual-track model, housing
a full regular English program, plus an early French
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Immersion program spanning at least 5 years (e.g. K-5, 2-6,
etc.). Permission is being sought to interview principals
of schools in four school districts: , ; ’
and /’

According to my information, there are 5 schools in [name of
district] which fall within the boundaries of my study,
namely: v ’ ’ and . I would
hope to interview some or all of those principals.

The interview schedule is now in the process of being
designed, and should be available for your approval by the
end of March. I anticipate that interviews will approximate
one hour and that follow-up interviews will not be
necessary. I hope to begin interviewing in April.

If you require any further information, please don't
hesitate to contact me at ____- ; or my senior supervisor,
Stan Shapson, Associate Dean of Education, Simon Fraser
University, at ___ - .

Thank you for your kind attention to my project. 1I believe
the school districts will find the results of my study
useful. I hope to hear from you soon.

Yours sincerely,

Sandra D. Rideout

c.c. Stan Shapson
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Appendix B

STUDY OF DUAL-TRACK ELEMENTARY SCHOOLS
A Master's Project
Simon Fraser University
by

Sandra D. Rideout

DEMOGRAPHIC INFORMATION
Please complete this brief gquestionnaire before the
scheduled interview. The researcher will pick it up at
that time.

School Name

Grades offered in French Immersion (see Table 1)

Grades offered in regular English (1 @1 - 7; 15 @K - 7)

Other programs (e.g. special classes) offered: various ESL;

two Programme Cadre K - 7; 4 special classes.

Total (French & English) student enrolment (376 - 587)

Total French Immersion student enrolment (125 - 395)

Number of regular English classroom teachers (6 -~ 16)

Number of French Immersion classroom teachers (5 - 15)

Number of years the French Immersion program has been
offered in this District: (9 - 19 years)

Number of years the French Immersion program been

offered in this school: (5 - 18 years)
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Number of years you have been principal of this school:
(2 mos. - 7 years)

Please outline the experience you have had as a principal.
Include regular English program schools and schools
offering any alternative language program or programs
(such as other dual-track schools, those offering
minority language programs, D. N. D. postings, etc.),
here in B. C., elsewhere in Canada, or outside the

country.

If you had any special training which prepared you
specifically for the role of principal (in any

setting), please outline it here.
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If you have received any special training to prepare you for
the role of principal of French Immersion programs,

please outline it here.

Indicate your answers to the following statements by putting
a check mark in the appropriate space [numbers
expressed as words represent responses given in each

categoryl.

1. I speak French

five : three : four : two : ¢ two
1 2 3 4 5 6 7
not at all a little fairly well fluently
2. I understand French
four : two : five : : three : : two
1 2 3 4 5 6 7
not at all a little fairly well fluently

Please describe any courses or exchange/summer programs in
which you have participated, or other strategies you

have used to upgrade your French language proficiency.
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Appendix C

STUDY OF DUAL-TRACK ELEMENTARY SCHOOLS

A Master's Project
Simon Fraser University
by

Sandra D. Rideout

PART I: THE DUAL-TRACK SCHOOL MODEL

(a) Some researchers have stated that dual-track school
principals should be fully bilingual. What are your
comments on this statement?

(b) Some researchers of French Immersion schooling have
stated that a 50/50 French/English student enrolment is
the ideal ratio for a dual-track school. Can you give

me your feelings on that ratio?

PART II: STUDENT INTEGRATION

For the purposes of this study, student activities £fall
into three categories: during school hours, during
instructional time, and extra-curricular.

(Define terms if necessary: during school hours includes
those activities which take children out of class --
assemblies, concerts; during instructional time includes
those activities in which children participate for a direct

instructional purpose -- buddy classes, field trips; and



113

extra-curricular activities are those which take place

before school, at noon, and after school.]

(a) Do you feel that integration of French and English
students in school activities is an important
consideration for planning in the dual-track school?
Why or why not?

(b) Have you, either alone or with your staff, developed a
policy on French/English student integration?

(Could you outline it for me? [Attach a copy if
available. )

(c) Are any attempts made to create a French milieu or
environment in the school?

([If yes] Could you outline the strategies used in
doing so?)

(d) To what extent is French used as the language of
communication outside of the classroom?

(How often do adults use French in speaking to
children? do children use French in speaking to other
children? do adults use French in speaking to other
adults?)

(e) What activities, if any, do French and English program
students participate in jointly during school hours?
(About how often would [each activity]l be held?)

(Are both languages used during [activityl?)
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(g)

(h)

(i)
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([{If yes] Could you tell me more about how the

factivity] would be organized, from a linguistic point
of view?)

What activities, if any, do French and English program
students participate in jointly during instructional
time?

(Who initiates most of these activities?)-

(How is the linguistic component handled during these
activities?)

What extra-curricular activities, if any, do French and
English program students participate in jointly?

(Are [the activities] offered in both languages?)

(Are [the activities] offered in only French or only
English?)

Which of the activities you have mentioned in answer to

the preceding 3 questions are, in your opinion, the

most effective in integrating the French and English

students?

(How do the students appear to feel about [those
activities]?)

(Have you had any comments from parents or students
about the use of one or both languages during [the
activities]?)

Are there any other activities designed to integrate
the French and English students which you would like to

see implemented in your school?
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([If yes] What are they?)
({If nol] Can you explain why they are not yet being
implemented?)

(i) Are there any other points you would like to raise on

the topic of French/English student integration?

PART III: STAFF COLLABORATION

(a) Have any English program teachers at your school been
transferred or laid off as a direct result of French
Immersion registration?

(b) Please comment on the relationship between French
Immersion and English program staff members.

(Probe for behaviours.)

(Could you describe how tensions manifest themselves?)
(Have you developed any strategies to alleviate
tensions?)

{c} 1Is French spokeﬁ in the staffroom? How frequently?
What is the reaction of English-speaking teachers?

(d) Do staff members of both groups show an interest in the
others' language?

(e) Do English-speaking teachers help Francophone teachers
with their English? Do Francophone teachers require
help with report cards? Who would give them this help,
and how would it be given? Do French-speaking teachers

help English speakers with their French?
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(£) Could you describe the process by which decisions are
made at staff meetings? For example, how would the
staff decide upon the focus for Professional
Development Days?

(g) Compare your French Immersion and English program
teachers and describe their interest and involvement in
a variety of school functions and activities.

[Probe for whether:]

a. Teachers participate in discussing staff meeting
items.

b. Teachers raise issues to be discussed at staff
meetings.

c. Teachers plan units or student activities wifh

other teachers.

d. Teachers voluntarily join committees for planning
school events.

e. Teachers share units, ideas, and resources with

other staff members on their own initiative.

f. Teachers ask for ideas or resources from other
teachers.
g. Teachers attend district-sponsored workshops in a

variety of curriculum areas.

h. Teachers attend provincial conferences in a
variety of curriculum areas.

i. Teachers ask for parent helpers in their

classrooms.
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j. Teachers make use of district resources for

curriculum extension.

k. Teachers lead extra-curricular activities with
students.
l. Other?

Is it necessary to nurture staff collaboration
differently on a dual-track school staff than on a
single-track school staff?

[If yes] Could you tell me some of the unigue aspects
which must be considered?

What are the most effective ways of nurturing staff
collaboration?

Are there any other points you would like to raise on

the subject of staff collaboration?

PART IV: SUPERVISION OF TEACHERS

For the purposes of this study, supervision will be

defined as a non-evaluative procedure aimed at helping

teachers to improve their instructional practices.

(a)

Could you describe how the supervision of teachers is
handled in the school?

If French Immersion and English program teachers are
not supervised in the same way, could you compare the
two models used?

Have you, either individually or with the staff,

developed a policy or set of procedures with regard to
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(c)

(d)

(e)

(£)

(g)

(h)
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the supervision of teachers? Could you outline thé
policy? Attach a copy if available.

Please comment on your feelings toward the supervision
of French Immersion teachers.

What do you perceive to be the feelings of French
Immersion teachers regarding supervision of instruction
by principals?

(Is there any unwillingness because of language
proficiency or lack of it? Are they different from
English teachers?)

Outline some of the problems, if any, that you have
encountered in the supervision of French Immersion
teachers.

What solutions can you see to these problems?

In your experience, what is observable for the purposes
of data collection in a French Immersion classroom?
Do you supervise the linguistic ability of your French
Immersion teachers?

[If no] Who does?

What help, if any, have you received from the district
in the area of teacher supervision?

Are there any other points you would like to raise on

the topic of teacher supervision?
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PART V: HOME-SCHOOL RELATIONS

(a)

(b)

{c)

Could you estimate what pe;centage of the French
students live within the catchment area boundaries of
your school?
How do those students outside the boundaries get to and
from school?
Approximately what percentage of the regular English
students live within the catchment area boundaries of
your school?
How do those students outside the boundaries get to and
from school?
Do you perceive any differences in the characteristics
of the average French Immersion parent in your school
in comparison to the average English class parent?
Describe their level of interest and involvement in a
variety of school matters, whether in the classroom, in
the school in general, or beyond the school building.
[Some possible areas include:]

curriculum content?

> school activities?

helping with homework?

school discipline policies?

serving on parent committees?

progress reports? -

pupil placement?
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student learning objectives?

evaluation criteria?

volunteering in the classroom?

attending school events?

teacher qualifications?

class size?

other?
Is there a formalized parents' group attached to the
school?
({If yes] Could you describe its function and

structure?)

( Could you describe your role in the parent
group?)
«( " Could you outline activities or events, if

any, that the parent group sponsored in the school this
year? Does the parent group differentiate in any way
between French and English students in planning
activities?)

Is there an active Canadian Parents for French local at
work in this community?

({If yes] Could you describe your experiences with
this group as principal?)

How does the school communicate policies, up-coming

events and so on to parents?
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Which of those communications methods listed in IIi(E)
are, in your opinion, most effective at keeping parents
informed?

How frequently are communications from the office (e.g.
newsletters) sent home?

Do parents of French and English students receive the
same communications? If there are differences, please
expand further.

How do you, as principal, ascertain whether parents are
satisfied with the school and its functions?

Are there any other points you would like to raise on

the subject of parent/school relations?
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PROBES
Could you outline [ ] for me?
Could you explain a little more fully what you mean by [ 17
Could you tell me more about [ ]?
In what way?
Is there anything else?
Are there any other [ 1?2
How often?
When would that happen?
Can you explain why [ 17
’Could you describe [ 17
Can you give me your opinion on that?
Can you give me yoﬁr feelings on that?

What are your comments on that?
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Appendix D

April __, 1987.

Dear (principal's name]

As a follow-up to my phone conversation with/your secretary
of March _, 1987, I am confirming the interview date of
April __at ____ p.m. and enclosing the preliminary
questionnaire attached to the study. Please complete it
prior to the interview and I will collect it at that time.
Thank you for your help in contributing to my study. I look
forward to meeting you on April ___. If you require any

further information, I can be contacted at -

Yours sincerely,

Sandra D. Rideout
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