
FRENCH IMMERSION AND 

REGULAR ENGLISH PROGRAMS 

IN THE ELEMENTARY DUAL-TRACK SCHOOL: 

A STUDY OF THE ROLE OF THE PRINCIPAL 

Sandra Rideout 

B.G.S., Simon Fraser University, 1981 

A THESIS SUBMITTED IN PARTIAL FULFILLMENT OF 

THE REQUIREMENT FOR THE DEGREE OF 

MASTER OF ARTS (EDUCATION) 

.in the Faculty 

of 

Education 

@ Sandra Rideout 1987 

SIMON FRASER UNIVERSITY 

October 1987 

All rights reserved. This work may not be 

reproduced in whole or in part, by photocopy 

or other means, without permission of the author. 



APPROVAL 

Name: 

Degree : 

Sandra D .  Rideout 

Master of Arts (Education) 

Title of Thesis: French Immersion and Regular English Programs in the 
Elementary Dual -Track School : A Study of the Rol e 
of the Principal 

Examining Committee 

Chairperson: P. Winne 

S.  Shapson 
Senior Supervisor 

L .  LaRocque 
Assistant Pro 

P. Coleman 
Professor 
Faculty of  Education 
Simon Fraser University 
External Examiner 

Date Approved * 



PARTIAL COPYRIGHT LICENSE 

I hereby grant  t o  Simon Fraser Univers i ty  the r i g h t  t o  lend 

my thesis, proJect o r  extended essay ( the  t i t l e  o f  which i s  shown below) 

t o  users o f  the Simon Fraser Un ivers i t y  L lbrary,  and t o  make p a r t i a l  o r  

s ing le  copies only f o r  such users o r  I n  response t o  a request from the 

l i b r a r y  o f  any other un ivers i ty ,  o r  other educational i n s t i t u t i o n ,  on 

i t s  own behalf o r  f o r  one of  i t s  users. I f u r t he r  agree t h a t  permission 

f o r  mu l t i p l e  copying o f  t h i s  work f o r  scholar ly  purposes may be granted 

by me o r  the Dean o f  Graduate Studies. It i s  understood t h a t  copying 

o r  pub l i ca t ion  o f  t h i s  work f o r  f i nanc ia l  gain sha l l  not be allowed 

without my w r i t t e n  permission. 

T i t  i e o f  Thes i s/Project/Extended Essay 

French Immersion and Regular  E n g l i s h  Programs i n  t h e  Elementary  

Dual-Track School:  A Study o f  the  Role o f  t h e  P r i n c i p a l  

Author: 

(s ignature) 

Sandra D. Rideout  

( name 

(date) 



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 pxogram parents. 

An interview schedule was designed around the three 

topics (French/English student integration, staff 

collaboration, and home-school relations), and principalst 

responses to questions were recorded. School practices were 

identified and analysed according to strategies recommended 

in thefiiterature 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 



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 enjoying positive 

home-school relations, and further, that principals who were 

fluent 5 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 Backqround 

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 their actions on 

elementary education in Canada. In 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'hnglejan, 

19741, 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. ~ o t  unnaturally, the achievement of 

students has garnered the most attention (see Cumins, 1978; 

Lapkin, Andrew, Harley, Swain, & Kamin, 1981). But the 

issues at stake do not all pertain directly to students. 

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, 19861, and parents opposed to the 

introduction of French immersion in their neighbourhood 

schools have made their views clear as well (Burns & Olson, 

1981; Canadian Education Association [CEAI, 1983). Teachers 

in the regular English program may be affected by declining 

student enrollments leading to loss of teaching positions 

(Burns & Olson, 1981; CEA, 19831, and by the presence of 

French immersion teachers in their schools (Day & Shapson, 

1983). Administrators may find 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 French immersion have 

recommended further study into the role of the principal in 

immersion schooling (Olson & Burns, 1981; Guttman, 19831, 

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 setting, and his or her 

indispensable contribution in providing leadership in almost 

any area concerning schools or schooling. Several studies 

have shown that principals can have a positive effect on 

Student achievement by promoting the basic skills in their 



s c h o o l s  (Le i thwood  & Montgomery, 1982;  Shoemaker & F r a s e r ,  

1981), a n d  b y  c r e a t i n g  a n  a t m o s p h e r e  i n  which  s t u d e n t s  a n d  

t e a c h e r s  ttwork much h a r d e r  t h a n  c a n  o r d i n a r i l y  b e  e x p e c t e d w  

( s e r g i o v a n n i ,  1984 ,  p .  5 ) .  I n t e r e s t  i n  t h e  v i t a l  r o l e  o f  

t h e  p r i n c i p a l  i n  s c h o o l s  h o u s i n g  a F r e n c h  immers ion  p r o g r a m  

prompted  t h e  c u r r e n t  s t u d y .  0 

jIJ1 J -  p v  
I n  B . C . ,  t h e  l a r g e  m a j o r i t y  o f  immers ion  classes are , 1 $0, 

$1-" 

housed  i n  d u a l - t r a c k  s c h o o l s .  A s  t h e  name i m p l i e s ,  t h e s e  

are  s c h o o l s  i n  which  two p rog rams  ( i . e . ,  F r e n c h  i m m e r s i o n  

and  r e g u l a r  E n g l i s h )  r u n  p a r a l l e l  t o  e a c h  o t h e r .  I n  

g e n e r a l ,  E n g l i s h  p rog rams  a l o n e  e x i s t e d  i n  t h e s e  s c h o o l s  

u n t i l  demand f o r  a F r e n c h  p rog ram r e q u i r e d  t h a t  i m m e r s i o n  

classes be  i n s t a l l e d .  A t  t h a t  point, F r e n c h  i m m e r s i o n  wou ld  
I 

be  o f f e r e d  a s  a n  a l t e r n a t i v e  i n  K i n d e r g a r t e n  a n d / o r  Grade 1, 

a n d  t h e  p rog ram expanded  y e a r  b y  y e a r  as t h a t  "lead g r o u p v  

p a s s e d  t h r o u g h  t h e  system. T h i s  model is r e f e r r e d  t o  as a n  

" e a r l y  t o t a l  immers ion"  e x p e r i e n c e  f o r  s t u d e n t s ,  b e c a u s e  

100% of  t h e i r  i n s t r u c t i o n  f o r  a p p r o x i m a t e l y  t h e  f i r s t  t h r e e  

y e a r s  o f  s c h o o l  is i n  F r e n c h .  T h a t  p e r c e n t a g e  d r o p s  a t  

v a r y i n g  r a t e s  u n t i l  t h e  e n d  o f  t h e  program, w h i l e  t h e  

E n g l i s h  component  i n c r e a s e s ;  g e n e r a l l y ,  Grade  7 e a r l y  

immers ion  s t u d e n t s  are  r e c e i v i n g  a p p r o x i m a t e l y  o n e - h a l f  o f  

t h e i r  i n s t r u c t i o n  i n  E n g l i s h ,  t h e  o t h e r  h a l f  i n  F r e n c h  

(Modern Languages  S e r v i c e s  Branch ,  1981). A t  t h e  e n d  o f  a 

f 
s e v e n -  o r  e i g h t - y e a r  p e r i o d ,  t h e  f a m i l i a r  n e i g h b o u r h o o d  

s c h o o l  would h a v e  b e e n  t r a n s f o r m e d  f r o m  a n  a l l - E n g l i s h  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 i m p ~ r t a ~ t  ,e 
/ 

implications for school administrators. Not only are they 

required to become familiar with a completely new method of 
- -- - 

delivering - - curricula, but also with new teachers (possibly 

and probably from a different cultural background), nzw 
----_2._ - - - ~  -.- - _._ 

students and their fami blems. What is 
~ - 

neede 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 gro s of students treated as one student body, or 'Y" 
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 

language 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 



\ ,&y 
immersion teachers don't speak English fluently? How well ~ f '  ' 

U ./u 
do English and French teachers accept each others' programs, 1 dxd' S 

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. 

1. 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, however, 

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 review 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 in turn by examining 

literature from educational 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, 

Staff 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 of results, including 

their relationship to the literature, is contained in 

Chapter 5. In a final summary, implications for principals 

in dual-track schools are explored. Several conclusions 

resulting from the study are drawn. A list of 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 wexperimentl' 

in St. Lambert, Quebec in 1965. There is an abundance of 

literature dealing with student achievement (Day & Shapson, 

1983; Swain & Lapkin, 1982; Trites, 1981), language 

development (Baetens Beardsmore, 1982; Bruck, 1978; Cumins, 

1984; Day & Shapson, 1987) and comparative studies on the 

different approaches to teaching and learning a second 

language (Krashen, 1984; Lapkin, Andrew, Harley, Swain, & 

Kamin, 1981; Swain, 1978), among others. Very little, 

however, has been written about the role of the principal 

working in the French immersion school setting. The 
- 

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 

1971, when only 83 students were enrolled. In 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 

of schools housing French immersion classes. Thus, most 



'Y 
French immersion programs are administered according to the 

same precepts as their English counterparts. 

Trainins for Princi~als 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 

'supportive rol-e' -rather than a 'leadership role"' (p. 1 3 ) .  --- - - - -  

In their conclusion, Olson and Burns emphasize the 

importance of the provision of training programs for both 

administrators and teachers as a means toward "becoming 

responsible partners in these new demands [which immersion 

programs will have on the existing system1 rather than 

remaining passive reactors to a change process that is 

already well under way" (p. 14). In 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 

problemsw (1983, p. 12). They go on to cite potential 

problem areas in budget, training, and materials, and add 

logistical and technical problems to their list. They 

suggest that "many of these problems could be solved if the 



Ministry created clear certification requirements and 

mandated both the immels ion teacher and principal posit ions 

as requiring special training" (p. 12). 

Clinton and Talmanis, in an address to immersion - 
principals and teachers in 1982, agreed that "long term 

planning for the implementation of an immersion program is a 

must. Such planning should ideally include...a bilingual 

principal" (1982, p. 35). 

Mary Alice Julius Guttman supports the contention that 

"there is a crisis of leadership in French immersion 

programsw (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 evaluate these 

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. 2 6 ) .  Considering that French immersion had already been 



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 French immersion programs possess? Are there special 
/ 

problems unique to the administration of French immersion 

programs which ought to be considered in developing 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: (a) 

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 Inteqration 

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, many 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. 

However, no one group will be considered over the 

other. (Lebrun, 1981, p. 7) 



The C a n a d i a n  E d u c a t i o n  A s s o c i a t i o n  a c k n o w l e d g e s  t h e  

same g o a l  when it s ta tes  t h a t  t h e  p r i n c i p a l  " h a s  a c r u c i a l  

r o l e  i n  e s t a b l i s h i n g  a ha rmon ious  a n d  s u p p o r t i v e  a t m o s p h e r e  

i n  t h e  s c h o o l  w i t h  a n  immers ion  p rog ram o r  i n  a d u a l - t r a c k  

s c h o o l "  (1983 ,  p .  27). 

One migh t  e x p e c t ,  t h e r e f o r e ,  t o  f i n d  t h a t  p r i n c i p a l s  o f  

d u a l - t r a c k  s c h o o l s  would d e v e l o p  some s t r a t e g i e s  d e s i g n e d  t o  

i n t e s r a t e  -- t h a t  is, p romote  a f e e l i n g  of u n i t y  -- between  

t h e  two streams o f  s t u d e n t s  i n  t h e  s c h o o l .  

T h e r e  is v i r t u a l l y  no  l i t e r a t u r e  d e a l i n g  s p e c i f i c a l l y  

w i t h  t h i s  t o p i c .  Some p o s s i b l e  s t r a t e g i e s ,  however ,  c a n  be 

d e v e l o p e d  f rom s t a t e m e n t s  made i n  r e l a t e d  l i t e r a t u r e .  Fo r  

example ,  a m a j o r  s t u d y  o f  s t u d e n t  a c h i e v e m e n t  i n  immers ion  

c e n t e r s  v e r s u s  d u a l - t r a c k  s c h o o l s  showed t h a t  immers ion  

c e n t e r s  were more e f f e c t i v e  i n  p r o m o t i n g  h i g h  s t u d e n t  

a c h i e v e m e n t  i n  s e v e r a l  areas t h a n  were t h e  d u a l - t r a c k  

s c h o o l s .  S e v e r a l  c a u s a l  f a c t o r s  were i s o l a t e d ,  among them 

b e i n g  t h e  amount  of  s p o k e n  a n d  w r i t t e n  F r e n c h  t h a t  t h e  

s t u d e n t s  were e x p o s e d  t o  i n  t h e  s c h o o l  e n v i r o n m e n t .  

T h e r e  is, on a v e r a g e ,  more F r e n c h  m a t e r i a l  

d i s p l a y e d  i n  immers ion  c l a s s r o o m s ,  i n  t h e  

c o r r i d o r s ,  a n d  i n  s c h o o l  on p a r e n t s '  n i g h t  i n  t h e  

immers ion  c e n t r e s  t h a n  t h e r e  is i n  t h e  d u a l - t r a c k  

s c h o o l s .  - I n  a d d i t i o n ,  a h i g h e r  p r o p o r t i o n  o f  

s c h o o l  a s s e m b l i e s ,  s p o r t s  d a y s ,  a n d  announcemen t s  

are es t imated  t o  t a k e  p l a c e  i n  F r e n c h  i n  t h e  



immersion centres.. . .there is more exposure to 
French in the wider school environment of the 

immersion centres than 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: A t 0  

provide pupils with school services in both languagesn and 
/- , ,, . / ' \ .- -< 

/--- - -\-*/ 

to ensure that 

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 "purposingw and defines it as vinducing 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, 1981). We should expect, therefore, that in order 

to encourage high student achievement in the French 

immersion program, effective dual-track school principals 



would encourage the use of French throughout 

particularly in whole-school activities; and 

the school, and 

that this would 

be a stated goal of the school, worked 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 study, 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 

without formalized policy but with an understanding on the 

part of staff that students will function 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 



themselves in each program -- and hence, each culture -- are 
also the same. 

And finally, the principal must seek ways to publicly 
f r f  

validate the French program in the eyes (and ears) of all P" .i 

6 c / f t  

students. No matter what the ratio of French to English 
1 / 

f r  ' J  

students, it is important for both languages and cultures to 

1 3  

be highlighted -- if not tent -- at I 1" 
"',p. " 

whole-school functions. In this way, the principal and 

staff are essentially saying to French immersion students, 

ttYour program matters. It is an important part of - our 

school. " \.. / 

/' 

Effective dual-track school principals, therefore, will I 

/ c 1' promote the goal of French and English student integration i . I 
i 

in several ways. First, they will try to achieve staff p j  

consensus acknowledging the importance of integrating the 

two streams of students. Second, they will encourage CP- 

9 

LJd 
teachers to involve students from both programs in joint 

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 



sudden rise in popularity of French immersion has given rise 

to a number of problems in terms of teacher relations. In 

B.C., an over 300% rise in French immersion student 

enrollment between 1982 and 1986 clearly indicates that mare 
/ 

and more parents are selecting French immersion for their 

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 

face problems with teach , insecurity and 
'---- --.- ----.- ,- 

s see their numbers 

decrease while French teachers are hiredv (CEA, 1983, 

p. 24). There is evidence of French programs flcausinq 
w 

$ '  

redundancies within schools and thus leading to teacher 

transfersN (Olson & Burns, 1981, p. ll), but little 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. I 
" 1  

A second factor in the question of teacher relations " 
/' ' 

arises from the fact that French immersion teachers being . L/ .-- 

hired are often young, energetic -- novices, since few - - 

re positions 

in Francophone school systems. The English program, on the 
__#I - - 

other hand, has seen the average age of its teachers 



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.'s public schools can now be 

seen as a middle-aged (and aging) work force with over 70% 

falling into the 35 to 55 age groupff (Jacobson & Kuehn, 

1986, p .  21). 

A third factor which may contribute to conflict 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 people they cannot 
\ 

get to know very well because of the language barrier. 

Fourthly, because of the newness of the French program, 

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 feelings 

of English program teachers who are still using textbooks, 

J &furniture, and equipment which are far from new. As Lebrun 

points out, Ifno one group will be considered over the otherw 

(1981,~. 7 1 ,  and 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 

"[attending] to the relationship among school 



staff ...p articularly the mutual trust existing among staff" 

(Leithwood & Montgomery, 1982, p. 325) is an important 

quality for principals in any setting, 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 effectiven (1984, p. 522). Among the strategies 

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 el 

encouraging staff to set their own goals. "Effective 

principals publicly and unambiguously express 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 

teachersf problems or new ideas" (1982, p. 326-7). In a 

book devoted entirely to the topic of principal 

effectiveness, published four years later, Leithwood and 

Montgomery explain that ffprincipals.. .demonstrate their 

valuing of staff and students through efforts to increase 

1 ii 



participation in decisionmaking. More participative 

organizational processes, less centralized decisionmaking 

structures, and more formalized rules are associated with 

teachers' perceptions of increased school effecti~eness'~ 

(1986, p. 180-81). Lebrun's experience in the field leads 

him to this statement: tgBoth staff groups should feel they 

are equal partners in the school. All duties should be 

shared and leadership should come from both groupsv (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 team concept, because 

of its organization, taps many of the program and 

non-program staff for their thinking power, glues 

decisions to instructional reasons, and enhances 

staff support via maximum involvement. (Valverde, D 
1978, p. 338-9) dv \,, L 

An effective principal might also provide opportunities \ 
- . i 

. _̂I-+- -.- 4 1 '  

..- (r- ' 
for teachers to engage-in shared curricular activities, i 

--,"-- -- -------- - -- - -- --- __ _ 
particularly in view of the fact that, in British Columbia 

at least, the aims and objectives of the French immersion 



and regular English programs are identical insofar as 

content is concerned. Methodologies and teaching strategies 

will differ, 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 cultural 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 

7 have seen, development of trust, participatory 
\ decisionmaking, and shared goals are key factors in creating 

\the desired results. Clearly, both French- and 
L. ' 
English-speaking teachers must be equal partners in all 

decisions. Simply put, "the program needs the most 

supportive of administratorsw (Powell, 1982, p. 14). 

Home-School Relations 

It is virtually impossible to study the literature on 
, \ 

effective schools and effective principals without 
t 

understanding the importance attached to parents and their ?, \- 

role in achieving school goals. Moyer (1982) calls the /\\\ '? :., 

school and the community "two of the most powerful - . ----- _ I --- - --_^ -___ 
influences _o_n student achievement" (p. 2851, and Leithwood 
</'- -*-- -- - -"--A/ 

and Montgomery also found that "effective principals view 

the actions of parents and the wider school community as 



potential instruments for fostering goals being pursued by 

the school and shape their relationships with the community 

to serve this endn (1982, p. 321). The latter study 

revealed as well that in studying relationships with the 

community, effective principals were found to focus on 

vcomrnunicating the goals of the school to parents," while 

typical principals tended to focus on "establishing friendly 

but nonsubstantive relations" (p. 325). A recent study by 

Cattermole and Robinson on parentsf 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 support.ff Mangieri and 

Arnn, as a result of that study, found that principals of 

T '111 of those schools ranked ffcommunity involvement and \ supportff among the five most important tasks they performed 
I 

1 (1985, p. 9). In their summative work, Itn~rovinq Principal 
- C"-- 

Effectiveness: The Principal Profile, Leithwood and 

Montgomery state that 

ekfective principals attempt to establish an 

organizational backdrop to support and reinforce 

the effects of classroom activity. This involves 



creative attempts to bring non-regular material 

and other resources into the school. It also 

involves ensuring cooperative 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, 

19841, 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 themN 
- .  

(CEA, 1983, p. 32). The notion that the French program is t 

i 

going to "take overw is often a common one, arising from the 

decision by some boards to establish single-track immersion 

centres, thereby necessitating the relocation of English 
i 

students. And immersion parents themselves often require I 

extra reassurances. 



Most immersion parents are very supportive of the 

program and are delighted that their children have 

this opportunity, but they are also worried. In 

spite of the positive results reported by various 
/' 

researchers they realize that the program is 

relatively new and they are still concerned about 

possible negative effects. Consequently they need 

more frequent reassurance that their children are 

progressing normally in immersion. (~c~illivray, 

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 involvementN 

and make the "establishment of a parent-advisory group...a 

major responsibilityf1 (Aguilar, 1979, p. 28). Moyer even 

goes so far as to suggest that ltif the public school to 

survive...a true coalition of school and community is an 

absolute necessityt1 (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 

developmentn (Hawkes, 1982, p. 18). There are a number of 

different strategies which can be employed by principals to 



foster a healthy, open communication between home and 

school. 

The parent advisory group, which 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 



"if schools really want to communicate more effectively with 

parents, they have only to develop the traditional modes of 

home/school communication that rely on direct, personal 

contact between educators 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). In 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 Fremzh 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 



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, will 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 (c) 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 



s c h o o l .  A s p i r i t  of c o o p e r a t i o n  and e q u a l i t y  between t h e  

two s t r e a m s  s h o u l d  p r e v a i l .  

V a r i a b l e s  Af f e c t i n q  Achievement of  Goals  

There  a r e  many f a c t o r s  which a f f e c t  t h e  ach ievement  of 

g o a l s  i n  s c h o o l s .  When w e  re-examine t h e  l i t e r a t u r e  t o  f i n d  

what f a c t o r s  a f f e c t  a d m i n i s t r a t i o n  i n  d u a l - t r a c k  s c h o o l s ,  

t h e r e  a r e  t h r e e  t h a t  come t o  t h e  f o r e f r o n t .  

F i r s t l y ,  and  p e r h a p s  most o b v i o u s l y ,  t h e r e  is t h e  v e r y  

e x i s t e n c e  of  t h e  French  program i t s e l f .  The d u a l - t r a c k  

s c h o o l  is a r e l a t i v e l y  new phenomenon. The model d i c t a t e s  

t h a t  p r i n c i p a l s ,  t e a c h e r s ,  s t u d e n t s ,  and p a r e n t s  w i l l  be 

housed i n  one b u i l d i n g ,  and  t h e  p lacement  of F r e n c h  

immersion i n  a s c h o o l  h a s  i n i t i a t e d  b o t h  n e g a t i v e  and  

p o s i t i v e  r e a c t i o n s ,  s u c h  as t h o s e  d e s c r i b e d  i n  t h e  p r e v i o u s  

s e c t i o n .  When t h e  French  immersion program b e g i n s  t o  

o v e r t a k e  t h e  incumbent  E n g l i s h  program i n  s i z e ,  t h e s e  

r e a c t i o n s  a r e  f u r t h e r  m a g n i f i e d .  One i m p o r t a n t  v a r i a b l e  

a f f e c t i n g  t h e  ach ievement  of g o a l s  i n  t h e  d u a l - t r a c k  s c h o o l ,  

t h e r e f o r e ,  may be t h e  s i z e  of  t h e  French  program. 

F a c t o r s  which r e f l e c t  p e r s o n a l  c h a r a c t e r i s t i c s  of t h e  

p r i n c i p a l  s h o u l d  a l s o  be c o n s i d e r e d  t o  be of impor tance  i n  

t h e  ach ievement  of  g o a l s .  For  example, s e v e r a l  r e s e a r c h e r s  

(CEA, 1983; C l i n t o n  & Talmanis ,  1982; Olson & Burns,  1983)  

s t a t e d  t h e i r  c o n c e r n  t h a t  most p r i n c i p a l s  a d m i n i s t e r i n g  

French immersi,on programs were n o t  b i l i n g u a l .  I f  a 



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 criticized the lack 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 aboutw 

(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. 



Synthesis of Literature 

Several strategies which encourage 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 following 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,parent group that is comprised of c 
d 

parents from both tqk French and the , English programs, and 
' 5  

encourage their involvement in meaningful activities which 

complement school programs; 

2. communicate frequently and substantively with 

parents regarding 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. 



Chapter 3 

Methodoloq~ 

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 



3. that the district expressed interest in the study, 

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). 



From preliminary contacts with the principals of schools 

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. In 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 Collectins Instruments 

The auestionnaire. A questionnaire, consisting of 13 

closed-ended and 6 open-ended questions (see Appendix B), 



sought demographic information on the school, such as the 

numbers of students in each program and the numbers of d 7 !h 
teachers assigned to classes in each program. French P'" " .  

7 / ~ / .  it 

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 (not including 
i" ..*/"',' 

administrators, librarians, or learning assistants) was also 

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 allv to wfluentlyM. Principals who rated 

themselves in the "not at allw and "a littlen categories 

were classified as low in language ability. Principals who 

spoke and understood French "fairly wellw or wfluentlyw were 

rated as hicrh.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 hiqh. Table 2 reveals that principals 



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 questions. 

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 possible during interviews, 

and followed the pre-set protocol with very little 



deviation. One preliminary interview was completed between 

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 -------" 

aff collaboration, 

were asked to 

describe the strategies 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 



was retained by the principal until the interview date and 

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 

questions 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 



took place between April 9, 1987 and May 8, 1987. The time 

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 question, though the amount of detail given by 

each respondent varied greatly. When quotations 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 resu1.t~ 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: 



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 teachers 

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 

questionnaire on principal language ability and experience 

in the dual-track setting were grouped and summarized in 

Table 2. These procedures, outlined in the earlier section 

describing the questionnaire, were undertaken in order to 

obtain a summative profile of schools and principals. In 

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 



, ' 3 .  language at whole-school functions. 
/ 

The area of staff collaboration yielded the following three 
I 

strategies for analysis : 

1. developing trust among staff; 
/' / 2. participatory decisionmak'ing; and 

3. shared goals. 

In the area of home-school relations, these strategies were 

analysed : 

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 pur~oseful, 

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 purpoged or coordinated approach to student 
- ,  - 



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. 



Table 1 . 

Predominance of French Proqrams Operatinq in Sample Schools 

- - -- -- 

School Grades offered Fr. Imm.  Fr. Imm. teachers 

enrollment & and % of FTE 

% of total classroom teachers 

* Schools with at least 50% of total enrollment in French 
immersion have been classified as "high French program 

enrollment schools" in subsequent tables. 



Table 2 44 

Principal Profiles re French Lansuaqe Facility and 

Experience in the Dual-track School Settinq 

School/Principal Language * Exper ience * *  
ability 

low 

low 

high 

low 

high 

low 

low 

low 

low 

low 

low 

low 

high 

high 

low 

high 

high 

low 

high 

high 

low 

high 

low 

high 

low 

low 

low 

high 

high 

high 

high 

high 

* High = self-rating of "fairly wellw or "Eluentlylf; Low = 

self-rating of "not at alln or "a littlew (Appendix B). 

**  High = 3 or more years; Low = 2 or fewer years (in a 

dual-track setting). 
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Chapter 4 

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 

questions 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. Principalst 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. 

P, : 
Student Intesration( 1, / 

During interviews, principals were asked specific 

questions 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 



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 

61 
Staff consensusd Principals were asked if they had any 

policy in place which made a statement or statements 

regarding the goal of student integration. A formal policy 

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 (11 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. Schools 

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. 



Inter-~rocrram activities. )In a series of questions, , ' 
I / 

principals were asked whether or not French and English 

program students participated in any joint instructional and , \ 

/ p I-, extra-curricular activities, to describe the extent of their re 
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. In 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. 

Principalst 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 teachers' 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. 



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. \ 

c \ 
Lanquaqe at school functions. :Finally, 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. 

h 
School ~rofiles and overall approach. 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 IntegrationN. 

The 16 schools were divided into four categories, according 

to the 'following criteria. 



I\' 
Pur~osef ul a ~ ~ r o a c h .  C/'~he 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. They: (a) 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 languages by teams of 

teachers." (2) 

"Students emcee in both languages at 



'*Once a week, a l l  t h e  Grade Its have P.E. t o g e t h e r  

and some is i n  F r e n c h  and some i n  E n g l i s h .  I t ' s  a 

h i g h l y  v i s u a l  class . t t  ( 2 )  
i 

C o o r d i n a t e d  approach .e  j ~ h e  second  g roup  of s c h o o l s  

i n c l u d e d  t h o s e  whose o v e r a l l  a p p r o a c h  t o  s t u d e n t  i n t e g r a t i o n  

was c o o r d i n a t e d .  Most o f t e n ,  i n c l u s i o n  i n  t h i s  c a t e g o r y  

meant t h a t  somewhat p o s i t i v e  s t e p s  were b e i n g  t a k e n  i n  a l l  

t h r e e  s t r a t e g i e s .  These s c h o o l s  were d e s c r i b e d  i n  t h e  

f o l l o w i n g  ways: ( a )  t h e y  had r e a c h e d  c o n s e n s u s  on s t a f f  

c o n c e r n i n g  s t u d e n t  i n t e g r a t i o n ;  ( two  s c h o o l s  which had n o t  

r e a c h e d  c o n s e n s u s ,  however, were i n c l u d e d  i n  t h i s  c a t e g o r y  

because  t h e y  were p u r s u i n g  t h e  most p o s i t i v e  c o u r s e  of 

a c t i o n  under t h e  h e a d i n g  of one o t h e r  s t r a t e g y ) ;  ( b )  t h e r e  

w a s  a t  l e a s t  some i n t e g r a t i o n  of F rench  and E n g l i s h  s t u d e n t s  

d u r i n g  i n s t r u c t i o n a l  a c t i v i t i e s ,  a n d  o c c a s i o n a l  

e x t r a - c u r r i c u l a r  o f f e r i n g s  were h e l d  i n  French;  and ( c )  a t  

l e a s t  some French  was b e i n g  used d u r i n g  whole-school  

f u n c t i o n s .  T h i s  g r o u p  comprised  t h e  m a j o r i t y  of  s c h o o l s  by  

a r e l a t i v e l y  s l i m  margin  ( 9  o u t  of 1 6 ,  5 6 . 3 % ) .  S c h o o l s  

i n c l u d e d  i n  t h e  c o o r d i n a t e d  c a t e g o r y  were d e s c r i b e d  by 

p r i n c i p a l s  t h i s  way: 

"We a r e  i n  t h e  p r o c e s s  of d e v e l o p i n g  a  handbook, 

and e x p e c t  t o  make s t a t e m e n t s  r e g a r d i n g  t h e  

b i l i n g u a l  n a t u r e  of  t h e  s c h o o l . "  (8) 

"[The s t a f f  s h a r e s ]  a w i l l i n g  a t t i t u d e  t o  t r y  and 

keep t h e  s c h o o l  as one a s  much as we c a n . "  (11) 



" [ I n t e g r a t i n g  s t u d e n t s ]  is b u i l t  i n t o  t h e  

p h i l o s o p h y  and o b j e c t i v e s  of t h e  s c h o o l  which a r e  

d e s i g n e d  f o r  t h e  s c h o o l  as  a u n i t ,  n o t  as two 

s e p a r a t e  s c h o o l s . "  ( 1 4 )  

" S p o r t s  [ p r a c t i c e s ]  are h e l d  i n  b o t h  l a n g u a g e s .  

O c c a s i o n a l l y ,  F r e n c h  is even spoken 

s t u d e n t s  a r e  p r e s e n t ,  and t h e y  seem 

s t r i d e . "  ( 1 4 )  _ x-, 

when E n g l i s h  

t o  t a k e  i t  i n  

/' 
,/"The computer  c l u b  is conduc ted  i n  E n g l i s h ,  b u t  

( French  s o f t w a r e  is used w i t h  t h e  F r e n c h  
\ ,' 

s t u d e n t s  ." 1 1 2 J - - -  

" [Assembl ies  o f f e r 1  t h e  one chance  t h a t  

c o l l e c t i v e l y  i n  t h e  s c h o o l  we c a n  d e m o n s t r a t e  t h a t  
<' 

t h e r e  a r e  c h i l d r e n  i n  t h e  s c h o o l  who are becoming 

more f l u e n t  i n  t h e  second language.I1 (11) 

f fAssembl ies  are main-ly i n  E n g l i s h ,  w i t h  c e r t a i n  '. 
p o r t i o n s  i n  F rench . "  ( 4 )  

I1Track and f i e l d  p r a c t i c e s  a r e  p r i m a r i l y  i n  

E n g l i s h  w i t h  some French  spoken on a n  i n d i v i d u a l  

l e v e l . "  ( 1 0 )  

l lSmall g r o u p s  and  i n d i v i d u a l s  may be coached i n  

F r e n c h . "  ( 1 3 )  

" E n g l i s h  and  Math a r e  t i m e t a b l e d  t o g e t h e r  f o r  

Grade 5 ' s  and 6 ' s  whenever p o s s i b l e . "  ( 7 )  
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"Gr. 6 Outdoor Education is attended by French and 

English together and both languages are 

used." (11) 
-- - 

"We try to have activities for both groups because 

these children [may be1 experiencing growing up in 6, 
&, 

the same neighbourhood but never sitting in the / 
"ill, 

b 1 1' 

# .  

same classroom [as their neighbourhood , i/ 

friends]." (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: , ., I 
I / '  

"We don't talk about it, we just do it." (16) +d L L  I ' 

) ,. if / 
i"( "I "[Extra-curricular] activities are all . .  in English, 

\- - 

but French students must speak French to immersion 

teachers if they are in charge. " .(I51 

"The choir, drama clubs, and intra-murals are all 

in English." (16) 



"Grade level teachers are encouraged to plan 

together, but instruction remains inside 

class rooms.^ (15) 

Detached approach. The final approach to student 

integration was made up of the remaining three schools 

(18.8%), which fit 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 

principals 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 a~tivitiesl.~ (6) 

"Everything is in English." (9) / 

wExtra-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 



immersion classes are not permitted to attend 

without an English class." (1) 

ttInstructional activities are kept almost rigidly 
L 

sepa to limit the 

use of English with French s t ~ d e n t d . ~ ~  (6) 
- - 

"On field trips, French and English classes may 

travel together for economic reasons, but then 

split into two groups for the experience." (9) 

The numbers 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 

Principalst 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 



opportunities for teachers to work on shared goals. 

Findings are summarized in Table 5. 

Insert Table 5 about here 

4 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 hish level of trust was evident were 

those in which (a) Anglophone teachers accepted completely 

ench by immersion teachers, and understood 
- - 

1s acknowled 

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 r ( 

- principals made comments such as these: 

"It's very important for French immersion teachers 

to speak French to adults, not just children all 

the time." (1) 



"The administration must provide opportunities and 

situations for success [in working 

collaborativelyl." (2) 

"Fr staf froom, and c ' 
" rc 

the English teachers feel comfortable about 

I 

"I have seen English teachers helping French "3 T 

I 
teachers with phrasing and wording on report cards " I  

? " /  

2 
' L 2  
2 - i 

"There should be visible equality [in services, 
.; 

supplies, staff time]." (9) 
I I, 

!!It is unfair to ask French native speakers to 

always speak in their second language." (14) 

'IIt  is healthy to have both languages with no 

linguistic restrictions." (16) 

The majority of schools (9 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 necessary to handle 

[collaborationl differently.If ( 3 )  



"English is spoken if teachers are mixed. French 

teachers use their judgement about this." (6) 

ttThere 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 
1' i ,. 

administrator initiative." (7) 1 (9 
I J 

I ? "French immersion teachers may only speak French 1 . 1 '  
b ', ? 

(7 61 
.-when English teachers are not likely to be 'frozen 

out'." (11) 

"I don't know how I 'd engender collaboration as an .-$ 1 
/ 1 

objective. l1 (13 ) / < 
"French teachers are willing to use English when 

English teachers are nearby." (15) 

Only one of the 16 schools (6.3%) appeared to have a 

low level of trust between teachers. In this school, French - 
was not spoken in the staffroom if any English-speaking 

teacher was present, and the principal did not acknowledge P? 
c.;c.P , 
2 i , '  

.-i il- that any special consideration was required to nurture staff 2 I 

collaboration in the dual-track school. Comments from this lL' ' 

principal included: 2: q 
ItI have asked some French teachers to speak 

- -  - -  

English because English teachers are often 

unc~mfortable.~ (4) 

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

get along with the pnglish." ( 4 )  



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 ~ ~ l l a b ~ ~ a t i ~ e  staff decisionmaking model. 

Not all, however, felt that French and English program 

teachers participated equally in those decisions. 

Principals comments fell into two categories: eaual 

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%) 7 
ntoi  , a/;b 

descr ibed equal 
------- 

English program teachers in staff decisionmaking. Typical 

comments from these principals were: 

"The school coordinating team consists of one 

primary French [teacher], one primary English 
- 

[teacherl, one intermediate French [teacher], and 
C- 

one intermediate English [teacher I..-? - (1) _ _ _  - . 

"There is representation from throughout the 

school on committees." ( 3 )  



"Although French teachers are greatly 

outnumbered ... they are really perceived as 
carrying the school ball." (5) 

"There are no differences in school activities, 

professional development, or extra-curricular 

[inv~lvementl.~ (9) 

"We have a policy in writing that department heads 

must be from a specific linguistic group from t i m e  

"No differences can be identified; each group 
- 

participates as enthusiastically as the 

other ." (15) 
The remaining four principals (25.0%) described less 

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 teacherst cultural background -- 
A - 

they are not used participatory 

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) 
< - - 



"Francophones 

large group. fl 

C) Shared qoals. The 

speak much less frequently in the 

third strategy indicating a high 

level of staff collaboration - - Is 
- 

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 quite 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 
/ 



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 

dlace on a semi-regular 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 

decisionmaking. 

There were two schools in which 

evident. These principals described 

between French and English teachers. 

included the following. 

poor staff relations 

Some of the statements 

"There are catalysts for conflict in both the 

English program and the French program. These 

people know they are the cause [of conflicts1 and 

transfers have been recommended to them.'! (6) 

"French teachers, for various reasons, are not 

committed to the school." (10) 
C 

"Everyone discusses issues but if consensus cannot 

be reached, then I [the principal1 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, 

loh,.yes, but..."! (10) 



School Profiles and overall aP~roach. Table 5 

summarizes 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. +:> ' i  

rs work together 

separate only for very [language] specific tasks 8 
(like textbook ordering)." (1) 

"One of the most 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 linguistic 

lines. These are very cooperative, professional 

people." (16) 



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. Six out of 16 schools (37.58) 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 

scho01.~ (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 scho01.'~ (5) 

ttWe 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. 

i "French teachers tend to be a bit 'clannish'." ( 4 )  



%, 

"There may be small tensions 

6 4  

on 'bad daysf (7) 

"French teachers tend to miss the ebullient 

atmosphere common to Francophone staffrooms." (14) 

"We don't give those people who aren't fluently 
- 

bilingual much of a chance to discuss 

~issues3.H (13) 

Detached a ~ ~ r o a c h .  The fourth approach to staff 

collaboration comprised schools where very little was being 

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

CJca.C' I. designated as being detached. './ 

5 ~ i ,  
P" 

.-+; I i2 "Attitudes are historically difficult to d" 

,"? i ' 
4 <, "" 

3 ' ." 
pi- 

I' u nglish r r $ ~  7 

and French teachers. 'I (10) 

The 16 schools 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 collaboration and the variables of 

student enrollment, principal fluency in French, and 

principal experience in the dual-track setting will be 

discussed. P , 

During interviews, principals were asked specific 

questions related to their philosophies and actions 

/ pertinent to the development of good home-school relations. 



The following strategies, recommended in the literature, 

comprised the basis for the development of questions: 

(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 substantive 

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 ~arent sroup. 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 Parentst Consultative Committee. 

Schools in which the parent group was equally 

/ representative of both French and English stream programs 



were rated higher than those where groups depended solely on 

volunteers. Principals who described their role in the 

parent group as consultative rather than directive, and 

participatory 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 : 
..- ; a $  

"The executive includes a rep from each # k [ L  
P 

class." (1) 

I' 
"There are two chairs: one French and one i 

fl- 

English." (2) 

"The constitution was drawn up to favour equal 

representation." (3) 

"I attend all meetings with the vice-principal; I 

have more of a consultative role." ( 8 )  

nThere is an unwritten agreement to have an 

English president one year and then a French 

president the next." (13) 

"I'm 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: 



"There is a n  E n g l i s h  c h a i r p e r s o n ,  b u t  most of  t h e  
---" , 

k 

, /  
i 

rest  of t h e  e x e c u t i v e  is French."  ( 4 )  
t 

"There  are no French  immersion p a r e n t s  on t h e  ,?/" 

P a r e n t  A u x i l i a r y  e x e c u t i v e . "  ( 5 )  

"French p a r e n t s  d o  n o t  o f t e n  s e r v e  as  t a b l e  / 

o f f i c e r s ,  b u t  t h e y  have a profound i n f l u e n c e  on 

p o l i c y  because  of t h e i r  r e c r u i t i n g  

t e c h n i q u e s .  tf ( 1 2 )  

" A l l  of t h e  members of t h e  e x e c u t i v e  b u t  one is 

French;  a t t e n d a n c e  a t  mee t ings  is 80% 

French . "  ( 1 6 )  

Communications w i t h  p a r e n t s .  The l i t e r a t u r e  s t a t e d  

f i v e  ways t h a t  p a r e n t s  p r e f e r r e d  t o  l e a r n  a b o u t  t h e i r  

s c h o o l s :  f i r s t ,  f rom t h e i r  c h i l d r e n ;  second,  f rom r e p o r t  

c a r d s ;  t h i r d ,  f rom n e w s l e t t e r s ;  f o u r t h ,  f rom s c h e d u l e d  

c o n f e r e n c e s ;  and f i f t h ,  f rom p e r s o n a l  v i s i t s  t o  t h e  s c h o o l .  

P r i n c i p a l s  i n  t h i s  s t u d y  were a s k e d  t o  list t h e  ways i n  

which t h e  s c h o o l  communicated w i t h  p a r e n t s ,  how o f t e n  

n e w s l e t t e r s  were s e n t  home, and which method o r  methods t h e y  

b e l i e v e d  were most e f f e c t i v e  i n  communicating w i t h  p a r e n t s .  

None of t h e  p r i n c i p a l s  i n t e r v i e w e d  mentioned s t u d e n t s  a s  a 

. means of communicat ion,  and  o n l y  one named p a r e n t - t e a c h e r  

c o n f e r e n c e s  s p e c i f i c a l l y ;  pe r son- to -pe r son  c o n t a c t ,  however, 

w a s  i n t e r p r e t e d  as  a l s o  r e f e r r i n g  t o  c o n f e r e n c i n g  f o r  t h e  

purposes  o f  t h i s  s e c t i o n  of t h e  s t u d y .  N e w s l e t t e r s  were 

\ s e n t  home by e v e r y  p r i n c i p a l ,  most o f t e n  on a r e g u l a r  



monthly  s c h e d u l e .  And s e v e r a l  f e l t  t h a t  p a r e n t  m e e t i n g s  

were a n  e f f e c t i v e  way of i n f o r m i n g  p a r e n t s ,  a r e s p o n s e  t h a t  

w a s  n o t  even  i n  t h e  t o p  1 6  p r e f e r r e d  methods f o r  p a r e n t s .  

Schoo l  e f f e c t i v e n e s s  i n  communicat ions w i t h  homes w a s  

r a t e d  h i g h e s t  ( s o o d )  i n  t h o s e  s c h o o l s  where ( a )  p r i n c i p a l s  

mentioned a t  leas t  two of t h e  methods p r e f e r r e d  by p a r e n t s ;  

( b )  p r i n c i p a l s  s e n t  n e w s l e t t e r s  home on a r e g u l a r  s c h e d u l e ,  

a t  l e a s t  once p e r  month; and (c) e i t h e r  s t u d e n t s  o r  

c o n f e r e n c e s  were judged t o  be t h e  most e f f e c t i v e  

communicators .  F i v e  o u t  of t h e  1 6  s c h o o l s  ( 3 1 . 3 % )  were 

i n c l u d e d  i n  t h i s  c a t e g o r y .  

S c h o o l s  were judged t o  be f a i r  i n  communicat ing w i t h  

p a r e n t s  i f  ( a )  p r i n c i p a l s  v a l u e d  a t  l e a s t  one of  t h e  methods 

p r e f e r r e d  by p a r e n t s ;  ( b )  n e w s l e t t e r s  were s e n t  home a t  

l e a s t  once p e r  month, r e g u l a r l y  o r  when needed; a n d  

( c )  n e w s l e t t e r s  were judged t o  be t h e  most e f f e c t i v e  

communicators .  T h i s  g r o u p  r e p r e s e n t e d  t h e  m a j o r i t y  of t h e  

s c h o o l s :  1 0  o u t  of  1 6  ( 6 2 . 5 % ) .  

One s c h o o l  w a s  judged t o  be poor i n  i ts communicat ions 

w i t h  p a r e n t s .  The p r i n c i p a l  mentioned n e w s l e t t e r s  as b e i n g  

t h e  o n l y  way of  communicat ing w i t h  p a r e n t s ,  and  y e t  t h e y  

were s e n t  home o n l y  once e v e r y  two months. 

E l i c i t i n s  feedback from p a r e n t s .  P a r e n t s  p r e f e r  t o  

communicate t h e i r  o p i n i o n s  and  c o n c e r n s  t o  s c h o o l s  t h r o u g h  

d i r e c t ,  p e r s o n a l  c o n t a c t :  c o n f e r e n c e s ,  p a r e n t  g r o u p  

mee t ings ,  and v o l u n t e e r i n g .  Surveys  and q u e s t i o n n a i r e s  



d i s t r i b u t e d  by t h e  s c h o o l  a r e  o n l y  h a l f  as e f f e c t i v e  a s  

t h e i r  f i r s t  c h o i c e ,  b u t  are v a l u a b l e  as a  means of h e a r i n g  

f rom t h o s e  p a r e n t s  who d o  n o t  come t o  t h e  s c h o o l  r e g u l a r l y .  

I t  is n o t  enough, however, f o r  s c h o o l s  t o  s i m p l y  w a i t  u n t i l  

p a r e n t s  make c o n t a c t .  They must d o  more t o  e n c o u r a g e  

p a r e n t s  t o  be i n  t h e  s c h o o l ,  t h u s  p r o v i d i n g  g r e a t e r  

o p p o r t u n i t y  f o r  d i a l o g u e .  

S c h o o l s  which r a t e d  h i s h  i n  p r o v i d i n g  o p p o r t u n i t i e s  f o r  

feedback from p a r e n t s  were d e s c r i b e d  by p r i n c i p a l s  a s  

u t i l i z i n g  a t  l e a s t  t h r e e  of t h e  p a r e n t s '  p r e f e r r e d  methods. 

We have  a l r e a d y  e s t a b l i s h e d  t h a t  a l l  p r i n c i p a l s  a t  a l l  

s c h o o l s  a t t e n d e d  r e g u l a r  p a r e n t  g roup  mee t ings ;  6  o u t  of 1 6  

( 3 7 . 5 % )  a l s o  s t a t e d  t h e y  had a n  "open door  p o l i c y w ,  v a l u e d  

t h e  v o l u n t e e r  s e r v i c e s  of p a r e n t s ,  and p e r i o d i c a l l y  

d i s t r i b u t e d  s u r v e y s  o r  feedback forms on n e w s l e t t e r s .  

The r e s t  of t h e  s c h o o l s  ( 1 0  o u t  of 16 ,  62 .5%)  t e n d e d  t o  

be more p a s s i v e  r e g a r d i n g  p a r e n t s '  f e e d b a c k ,  These were t h e  

s c h o o l s  where p r i n c i p a l s  f e l t  t h a t  t h e  numbers of phone 

ca l l s  and v i s i t s  t o  t h e  o f f i c e  were r e l i a b l e  i n d i c a t o r s  of  

p a r e n t  s a t i s f a c t i o n ,  and where o n l y  one o r  two of t h e  

methods p r e f e r r e d  by p a r e n t s  were i n i t i a t e d  by  t h e  s c h o o l .  

- I n  T a b l e  7, t h e s e  s c h o o l s  were r a t e d  low i n  p r o v i d i n g  

o p p o r t u n i t i e s  f o r  f eedback .  

Schoo l  p r o f i l e s  and o v e r a l l  a p p r o a c h .  The r e s u l t s  of  

t h e  p r e c e d i n g  a n a l y s e s  a r e  c o n t a i n e d  i n  Tab le  7 .  Once 

s c h o o l  committment t o  e a c h  of t h e  t h r e e  s t r a t e g i e s  was 



established, their overall approach to the goal of positive 

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 

quotation 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 

 school^.^ (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 principalsf 

comments included: 



"When parents have a concern I react quickly, and 

I guess word is out, because they don't mind 

dropping in.'! ( 4 )  

"We sent a survey out last year. 9v ( 4 )  

"We try to provide reasons for parents to come to 

school as much as possible." ( 5 )  

"The only ways [to communicate with parents1 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) 

Limited aDDr0ach. Five out 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: 



"There is a school profile that is available at 

the office for parents to sign out." (1) 

"1 really lecture parents that they are not 

immersion parents, they are School 

parents." (1) 

f'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 ph~ne.~' ( 2 )  

"1 will not send a survey this year, because it's 

my first year in the school, and I don't want any 

comparisons with the former principal to be 

made." (2) 

Detached ap~roach. 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 information itfs got to be a 

newsletter ." (6) 
"We sent a survey out two years ago...we should 

probably do it more often." ( 9 )  



"We sent a Ministry [of Education] survey last 

year, but we didn't get the feedback we'd like. 

We thought the questions were not well put 

together. (11) 

f f I  would like the newsletter to go home monthly 

but it's not that often. Probably every two 

months one goes home outlining the 

 happening^.^' (11) 

The numbers of schools in each of the four categories 

signifying approach to home-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. In 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, 



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 fo~lowing 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. 



Table 3 

School Profiles: Practices re French Immersion and Reqular 

Encrlish Student Inteqration 

Student Integration Strategies 

School Staff Inter-prog. Use of lang. APPROACH 

consensus activities in sch. func'ns TO INTEG. 

incidental 

frequent 

frequent 

incidental 

incidental 

never 

incidental 

frequent 

never 

incidental 

incidental 

incidental 

incidental 

incidental 

incidental 

incidental 

English 

equal 

equal 

some Fr . 
some Fr. 

English 

equal 

some Fr. 

English 

some Fr. 

some Fr. 

some Fr. 

some Fr . 
some Fr. 

English 

English 

detached 

purposeful 

purposeful 

coordinated 

coordinated 

detached 

coordinated 

coordinated 

detached 

coordinated 

coordinated 

coordinated 

coordinated 

coordinated 

limited 

1 imi ted 



Table 4 

Summary of Approaches to French Immersion and Regular 

Enqlish Student Inteqration 

Approach number percent 

Purposeful 

Coordinated 

Limited 

Detached 



Table 5 

School Profiles: Practices re Staff Collaboration 

School Staff 

Dev. of decision- Shared goals APPROACH 

trust making among staff TO COLLABOR. 

high 

high 

moderate 

low 

high 

moderate 

moderate 

high 

moderate 

moderate 

moderate 

moderate 

equal 

equal 

equal 

equal 

equal 

equal 

less Fr. 

equal 

equal 

less Fr. 

equal 

equal 

consistent 

consistent 

consistent 

intermittent 

intermittent 

not evident 

intermittent 

consistent 

intermittent 

not evident 

intermittent 

consistent 

purposeful 

purposeful 

coordinated 

limited 

coordinated 

limited 

limited 

purposeful 

coordinated 

detached 

coordinated 

coordinated 

13 moderate less Fr. intermittent 1 imi ted 

14 high less Fr . intermittent limited 

15 moderate equal intermittent coordinated 

16 high equal consistent purposeful 



Table 6 

Summary of A ~ ~ r o a c h e s  to Staff Collaboration 

- 

Approach number percent 

- -  

Purposeful 

Coordinated 

Limited 

Detached 



Table 7 

School Profiles: Practices re Home-School Relations 

School Parent Communication Feedback APPROACH TO 

group with parents opportunities H-S RELfNS 

rep 

rep 

rep 

uns 

uns 

uns 

rep 

rep 

uns 

rep 

uns 

uns 

rep 

rep 

uns 

uns 

fair 

fair 

good 

good 

good 

fair 

fair 

fair 

fair 

fair 

poor 

fair 

good 

fair 

fair 

good 

low 

low 

high 

high 

high 

low 

low 

low 

low 

high 

low 

low 

low 

high 

high 

high 

1 imi ted 

limited 

purposeful 

coordinated 

coordinated 

detached 

1 imi ted 

limited 

detached 

coordinated 

detached 

detached 

coordinated 

coordinated 

1 irni ted 

coordinated 



Table  8 

Summary of ADDroaches to Home-School Relations 

Approach number percent 

Purposeful 

Coordinated 

Limited 

Detached 



Chapter 5 

Discussion, Sununarv, 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 literature 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 approaches in 

each area for the individual schools. Overall, most 

principals described purposeful or coordinated efforts in at 

Insert Table 9 about here 



least one of the three areas (15 out of 16, 93.8%). The 
/ ,'j , + (  ' q - I  

integration of French and English program students in ( b 1 

\\- - 
whole-school activities was successfully pursued by 11 out 3 / 

,- -* 

of 16 schools (68.8%,). A somewhat smaller majority of$:? 
/' ; <> ()" '  " ." '-q 

schools were described by principals as having a i'{b .& + -4 I) 
collaborative staff (10 out of 16, 62.5%). And fewer than 

, L 4  1 

half of the principals studied were utilizing e f f e c t i ~ e r ~ ~ ; ~  4 
--- h() : t  ( C: 

strategies to encourage positive and cooperative home-school ) < ~ / P ~ ~ ~ ,  

relations (7 out of 16, 43.8%). How can such 

/ -- - 
.' 

The integration of French 

The discussion which follows 

question. 

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 
s' 5: 

principal can encourage and even help teachers to planfix\ @' 
\-J 

, , p  7d-bo 
cross-program activities, but ultimately, such activities " 1 

-j q 8 c.i .uL .i 
..~ .,."/..--- 

are dependent upon the willingness of teachers to . .. ..-.-----, 

-- 

participate in them. Use of French at whole-school 

assemblies, particularly in schools where the principal (or 

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

dependent upon the French teachers' participation in 

translating and organizing, and initiative. And the 

practical aspects of holding separate assemblies 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 



i f  i s s u e s  a r e  n o t  p r e s e n t e d  i n  p r e c i s e l y  t h e  s a m e  manner; 

and d i s r u p t i o n  of classes b e c a u s e  of movement i n  h a l l w a y s  

would i n c r e a s e ,  t o  name o n l y  a few. I t  is n o t  s u r p r i s i n g ,  

t h e r e f o r e ,  t h a t  more s c h o o l s  were r a t e d  p u r p o s e f u l  o r  

c o o r d i n a t e d  i n  p u r s u i n g  s t r a t e g i e s  aimed a t  i n t e g r a t i n g  

French  and E n g l i s h  program s t u d e n t s  t h a n  a n y  of t h e  t h r e e  

a r e a s  s t u d i e d .  

O f  t h e  1 0  s c h o o l s  r a t e d  p u r p o s e f u l  o r  c o o r d i n a t e d  i n  

s t a f f  c o l l a b o r a t i o n ,  7 were i n  s c h o o l s  where t h e  French  

t e a c h e r s  were e q u a l  i n  numbers t o ,  o r  outnumbered, E n g l i s h  

t e a c h e r s .  I t  may be r e a s o n a b l e  t o  assume t h a t  F rench  

immersion teachezs-s-very  f l e x i b l e ,  s e l f - r e l i a n t ,  and 
\_____,,/ -4 <* 

a d a p t a b l e ,  s i n c e  t h e y  are working i n  a program t h a t  is 

r e l a t i v e l y  new, and  a l s o  c o n s i d e r i n g  t h e  f a c t  t h a t  many of  

them have v o l u n t a r i l y  u p r o o t e d  t h e m s e l v e s  from t h e i r  home , -1 r3 ,( C '0 
p r o v i n c e s  t o  come and work i n  t h e  B.C. s c h o o l  sys tem.  These 

< 
@i L" ; c  J 

I 1  t e a c h e r s  may b r i n g  t h o s  , ' ?  
- - 

compromise and a s e n s i t i v i t y  t o  some E n g l i s h  t e a c h e r s f  

c o n c e r n s  r e g a r d i n g  t h e  F r e n c h  immersion program. A s  a 

r e s u l t ,  p r i n c i p a l s  c o u l d  q u i t e  s a f e l y  p e r c e i v e  t h a t  t h e  

E n g l i s h  and F r e n c h  program t e a c h e r s  c o l l a b o r a t e  w e l l .  I t  is 

i n t e r e s t i n g  t o  n o t e  t h a t  of a l l  t h e  p r i n c i p a l s  i n t e r v i e w e d ,  

o n l y  one ( d e s i g n a t e d  as d e t a c h e d  i n  t h e  f i n a l  a n a l y s i s )  lJ ofih { p / ! 
s t a t e d  t h a t  n o t i c e a b l e  t e n s i o n s  e x i s t e d  between French  and  ,, !,J, -- -- 

- - ,? c 
E n g l i s h  program t e a c h e r s ;  a l l  of t h e  o t h e r s  ( 5  o u t  of 1 6 ,  \ 



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 
---_- 
und not unreasonable demands. These findings 

/' 
- -  ___- _ 

suggest that among 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 opporfunities 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 the 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 



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 
-> ,J ; i.n 

7 
coordinated in all three areas. Both schools had French j L ~ -  

immersion student enrollments which were considerably lower 

ell or fluently. One of 

these principals, however, had three or more years 

experience in the dual-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 to 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 effect changes 

in the geographic mixing of French and English classrooms 

li.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 Itthe 



French wingtt and "the English wingtt (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 principalst association had also submitted briefs 

to the Task Force. Conversation with these principals 

revealed that they felt that the district valued their input 

and that they were welcome to raise issues at any time. The 



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 three 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 schools1f [confidential source]. 

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 which school administrators are 

dealing on a daily basis. 



Student Intesration and Selected Variables 

The schoolst overall approaches to student integration 

and their relationships to the variables of student 

enrollment, principal fluency, and principal experience were 

explored in turn. In 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. 

Enrollment. Overall, a comparison of schools with 

higher 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 
3 ,  . 



29 67i 4 
had higher French enrollments (54.5%), and 5 (45.5%) had ,,\ @- "' 

lower French enrollments. This indicates, perhaps, that it 
------------- 

is not the size of the program, but the mere fact of its _ . __---IX_---- --- I _._ _ _ 
many principals to 

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. 

f l  Principal fluency. On the questionnaire, principals 

were asked to rate their fluency in French (see Appendix C 

for raw data). These self-ratings subsequently formed the 

basis for the categorization of principalst 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 French. 

The explanation for this somewhat surprising finding may be 

found in the comment of one of these principals, who said, 

"1 rely on my French teachers to bring French to the rest of 
- 

the school. During our Cultural Appreciation Week, for 

example, Grade 7 limmersionl 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 



principals who believed that they spoke French fairly well 

or fluently ( 4  out of 5, 80.0%) were purposeful or 

coordinated in their approach to integration. Nor should it 

be concluded that principals whose self-rating suggested 

that they spoke little or no French relied on their teachers 

to initiate integrative activities. In fact, of the five 

schools rated limited or detached, four of them (80.0%) were 

administered by principals who rated themselves in that 

category. It 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. 



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 strategies in the dual-track schools studied. 

Very few principals cited educational reasons for their 

decisions regarding the use of language 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 
I 

The schools' overall approaches to staff collaboration 

were examined in relation to the variables of French and 

English student enrollment, principal 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 ( 6 2 . 5 % ) ,  and the 

remaining 6 were rated limited or detached (37.5%). The 

results of the analysis of the relationship between these 



approaches and the three variables are summarized in 

Table 11. 

Insert Table 11 about here 

y~nrollment. Of the 10 schools which were rated 

purposeful 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 / / 

@h I 

majority, it may indicate that the presence of more French , , @d 

teachers on staff could, i 
_^- -... 

moting , + o '  
--__- -̂ _ - I- --- - io E) ' 

collaborative activities. The six schools rated limited or /c, 
\ -- _<-- J U J  

detached were equally split between higher and lower French n r / r ~ :  I \  

program enrollment. In all, the factor of enrollment is not 

a clear indicator of more activities aimed at staff 

collaboration. 

Princi~al fluency. A relatively high majority of 

purposeful or coordinated schools were administered by 

principals who admitted to speaking French a little or not 

. a,t 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 role in developing staff 

collaboration. One principal stated, "One teacher leader 

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



can be especially helpful. Ideally, this person should be 

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 i 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 staff 

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, however, 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 



e f f e c t i v e n e s s .  The h i g h e s t  p e r c e n t a g e  o f  p u r p o s e f u l  o r  

c o o r d i n a t e d  s c h o o l s  o c c u r r e d  i n  t h e  c a t e g o r y  of  p r i n c i p a l s  

who r a t e d  t h e m s e l v e s  low i n  French  f l u e n c y  ( 7  o u t  of 10 ,  

70 .0%),  b u t  t h i s  f i g u r e  a l s o  r e p r e s e n t s  less t h a n  50.0% of  

t h e  t o t a l  number of s c h o o l s  s t u d i e d .  Again, a l a r g e r  sample  

s i z e  might  have r e v e a l e d  more d e f i n i t i v e  r e s u l t s .  

Home-School R e l a t i o n s  and S e l e c t e d  V a r i a b l e s  

I t  w a s  e s t a b l i s h e d  i n  Chap te r  4 t h a t  7  o u t  of 1 6  

s c h o o l s  ( 4 3 . 8 % )  were judged t o  be p u r p o s e f u l  o r  c o o r d i n a t e d  

i n  t h e i r  a p r o a c h  t o  home-school r e l a t i o n s .  The r e m a i n i n g  9 

s c h o o l s  ( 5 6 . 3 % )  were r a t e d  l i m i t e d  o r  d e t a c h e d .  The r e s u l t s  

of compar isons  between t h e s e  a p p r o a c h e s  and t h e  t h r e e  

v a r i a b l e s  a r e  summarized i n  T a b l e  1 2 .  

I n s e r t  T a b l e  12  a b o u t  h e r e  

E n r o l l m e n t .  Of t h e  s e v e n  s c h o o l s  which were r a t e d  

p u r p o s e f u l  o r  c o o r d i n a t e d  i n  t h e i r  a p p r o a c h  t o  home-school 

r e l a t i o n s ,  f o u r  of them ( 5 7 . 1 % )  were i n  s c h o o l s  where t h e  

French program e n r o l l m e n t  w a s  lower t h a n  t h e  E n g l i s h .  Some 

of t h e s e  p r i n c i p a l s  f e l t  t h a t  t h e  r a t i o  of E n g l i s h  t o  French 

w a s  n o t  a n  i m p o r t a n t  f a c t o r ,  and t h a t  "one c a n  make t h e  most 

of a n y  r a t i o . "  P r i n c i p a l s  of s c h o o l s  w i t h  h i g h e r  F rench  

program e n r o l l m e n t s  d i s a g r e e d ,  however. S i x  o u t  of t h e  n i n e  



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 the& feelings created added 

conflicts in the school. One principal stated, "The English 

program feel they are the tunderdog.fM 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 

with higher French program enrollments might be more likely 

to require -- extra care from administrators to ensure that 

positive-home-school relations with both groups of parents, 
+_ 

/ -- 
and all parents as a group, are fostered. 

/---- - 

Princi~al 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 fluenc?y 

(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. It is possible that principals who speak both 



French and English well instill confidence in French I 

--/----- -_ - - --- i . {) 
_ _ - , i 

immersion parents since they are a model of what these 1 .  

7 -- --- - - --.-. - - ^ - *  I _I____141"-- /----- 1 I r '  
bilingual. English ssured that 

someone who is 

two groups. This confidence in the principal could quite 

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 their ability to 
- 

speak French highly were more likely to report positive 



French. Principal experience had no apparent effect on 

relations with parents. 

Summary 

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 parents. Further, the study sought to 

discover whether any of the following three variables 

influenced the implementation or non-implementation of 

he comparative French and English 

working in the dual-track school setting. -In a series 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 



in comparison with other schools, in their approaches to 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. 

Neither /student integration nor staff collaboration.' 
d c / 

-.- 
- 

were found to be significantly affected by enrollment, ,C,' 6 i l  
QflV". d ,I 

principal fluency, or pr inti-pal experience. There was some Y 

evidence, however, that schools with 1 lower French program / 
knrollments ere more likely to be utilizing strategies i. 
aimed at positive home-school relations, and that principals 

r- - ,_-/ -- ----- ---------- - --- 

who bpoke French fairly well or fluently Blso appeared to 
I L-------- - --- --- - - - - - - -  

engender good relations EA, 1983; Guttman, 
-- ------- _ --_ - 

1983). The negative reactions of English program parents 

toward large French immersion student enrollments in their 

. neighbourhood schools is well documented (Burns & Olson, 

1981; CEA, 1983; Nagy & Klaiman, 19861, 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 



principals of dual-track schools (Guttman, 1983; Lapkin, et 

al, 1981); if, as this study discovered, parents . do view 

bilingual 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 to 

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 control. Principals should be encouraged by 

school districts to actively pursue ways in which their 



fluency can be improved, if only because it may have some 

bearing on parents' perceptions of principals. This study 

has shown that parents value the quality of bilingualism in 

principals. Students and teachers, 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). Unless 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 teachers will continue to exist. 

Fourthly, inter-program planning and whole-school 

activities at which both languages ,are highlighted should be 

pursued by schools (Lapkin, et al, 1981). Only through 

strategies 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 
-- 

English 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; 



therefore, activities aimed at involving ~rench and English 

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

Im~lications 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 principalsf 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 of 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 a't 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 



affects (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. 



Table  9 

Schoo l  P r o f i l e s :  A Summary of  Approaches 

Schoo l  S t u d e n t  S t a f f  Home-School 

I n t e g r a t i o n  C o l l a b o r a t i o n  R e l a t i o n s  

d e t a c h e d  

p u r p o s e f u l  

p u r p o s e f u l  

c o o r d i n a t e d  

c o o r d i n a t e d  

d e t a c h e d  

c o o r d i n a t e d  

c o o r d i n a t e d  

d e t a c h e d  

c o o r d i n a t e d  

c o o r d i n a t e d  

c o o r d i n a t e d  

c o o r d i n a t e d  

c o o r d i n a t e d  

l i m i t e d  

l i m i t e d  

p u r p o s e f u l  

p u r p o s e f u l  

c o o r d i n a t e d  

l i m i t e d  

c o o r d i n a t e d  

l i m i t e d  

l i m i t e d  

p u r p o s e f u l  

c o o r d i n a t e d  

d e t a c h e d  

c o o r d i n a t e d  

c o o r d i n a t e d  

l i m i t e d  

1 i m i t e d  

c o o r d i n a t e d  

p u r p o s e f u l  

1 i m i  t e d  

l i m i t e d  

pu rpose fu l  

c o o r d i n a t e d  

c o o r d i n a t e d  

d e t a c h e d  

1 i m i  t e d  

l i m i t e d  

d e t a c h e d  

c o o r d i n a t e d  

d e t a c h e d  

d e t a c h e d  

c o o r d i n a t e d  

c o o r d i n a t e d  

l i m i t e d  

c o o r d i n a t e d  



T a b l e  1 0  

R e l a t i o n s h i p s  be tween  Approaches  t o  S t u d e n t  I n t e q r a t i o n  a n d  

S e l e c t e d  V a r i a b l e s  

-- 

V a r i a b l e  Approach 

P u r p o s e f u l  C o o r d i n a t e d  L i m i t e d  De tached  

F r e n c h  p r o g .  

e n r o l l m e n t  

- h i g h  ( 9 / 1 6 )  

- low ( 7 / 1 6 )  

P r i n c i p a l  f l u e n c y  

i n  F r e n c h  

- h i g h  ( 5 / 1 6 )  1 

- low ( 1 1 / 1 6 )  1 

P r i n c i p a l  e x p e r i e n c e  

i n  d u a l - t r a c k  

- h i g h  ( 3  y r s  + )  1 

( l O / l 6  1 

- low ( < 2  y r s )  

(6/l6 



Table 11 

Relationshim between Ap~roaches 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 

Principal experience 

in dual-track 

-high (10/16) 3 

-low (6/16) 1 



Table 12 

Relationships between Approaches to Home-School Relations 

and Selected Variables 

Variable Approach 

Purposeful Coordinated Limited Detached 

French prog. 

enrollment 

-high (9/16) 

-low (7/l6) 

Principal fluency 

in French 

-high (5/16) 1 4 0 0 

Principal experience 

in dual-track 

-high (10/16) 1 

-low (6/16) 0 



Appendix A 

March 11, 1987. 

Dear 

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, if 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. integration 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-dl. 

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 



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: t I 1 

and 
/' 

According to my information, there are 5 schools in [name of 
district] which fall within the boundaries of my study, 
namely : 8 I I 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. I 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 



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 questionnaire 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) 



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. 



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 

category]. 

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. 



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 5 0 1 5 0  French/Enqlish student enrolment is 

the ideal ratio for a dual-track school. Can you give 

me your feelings on that ratio? 

PART 11: 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 



extra-curricular activities are those which take place 

before school, at noon, and after schoo1.l 

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? 

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. I ) 

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?) 

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? ) 

What activities, if any, do French and English program 

students participate in jointly during school hours? 

(About how often would [each activityl be held?) 

(Are both languages used during [activity]?) 



([If yes1 Could you tell me more about how the 

[activity] would be organized, from a linguistic point 

of view?) 

(f) 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?) 

(g) What extra-curricular activities, if any, do French and 

English program students participate in jointly? 

(Are [the activitiesl offered in both languages?) 

(Are [the activitiesl offered in only French or only 

English?) 

(h) 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 I?) 

(Have you had any comments from parents or students 

about the use of one or both languages during [the 

activitiesl?) 

(i) Are there any other activities designed to integrate 

the French and English students which you would like to 

see implemented in your school? 



([If yes1 What are they?) 

([If no1 Can you explain why they are not yet being 

implemented?) 

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

the topic of French/English student integration? 

PART 111: 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 )  Is French spoken in the staffroom? How frequently? 

What is the reaction of English-speaking teachers? 

( d l  Do staff members of both groups show an interest in the 

otherst language? 

(el 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? 

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: I 

Teachers participate in discussing staff meeting 

items. 

Teachers raise issues to be discussed at staff 

meetings. 

Teachers plan units or student activities with 

other teachers. 

Teachers voluntarily join committees for planning 

school events. 

Teachers share units, ideas, and resources with 

other staff members on their own initiative. 

Teachers ask for ideas or resources from other 

teachers. 

Teachers attend district-sponsored workshops in a 

variety of curriculum areas. 

Teachers attend provincial conferences in a 

variety of curriculum areas. 

Teachers ask for parent helpers in their 

classrooms. 



j. Teachers make use of district resources for 

curriculum extension. 

k. Teachers lead extra-curricular activities with 

students. 

1. Other? 

(h) Is it necessary to nurture staff collaboration 

differently on a dual-track school staff than on a 

single-track school staff? 

[If yes1 Could you tell me some of the unique aspects 

which must be considered? 

What are the most effective ways of nurturing staff 

collaboration? 

(i) 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 



the supervision of teachers? Could you outline the 

policy? Attach a copy if available. 

(b) Please comment on your feelings toward the supervision 

of French Immersion teachers. 

(c) 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?) 

(d) 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? 

(e) In your experience, what is observable for the purposes 

of data collection in a French Immersion classroom? 

(f) Do you supervise the linguistic ability of your French 

Immersion teachers? 

[If no1 Who does? 

(g) What help, if any, have you received from the district 

in the area of teacher supervision? 

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

the topic of teacher supervision? 



PART V: HOME-SCHOOL RELATIONS 

( a )  Could you e s t i m a t e  what  p e r c e n t a g e  of t h e  F r e n c h  

s t u d e n t s  l i v e  w i t h i n  t h e  ca tchment  a r e a  b o u n d a r i e s  of  

your  s c h o o l ?  

How d o  t h o s e  s t u d e n t s  o u t s i d e  t h e  b o u n d a r i e s  g e t  t o  and 

f rom s c h o o l ?  

( b )  Approximate ly  what p e r c e n t a g e  of t h e  r e g u l a r  E n g l i s h  

s t u d e n t s  l i v e  w i t h i n  t h e  ca tchment  area b o u n d a r i e s  of 

your  s c h o o l ?  

How d o  t h o s e  s t u d e n t s  o u t s i d e  t h e  b o u n d a r i e s  g e t  t o  and 

from s c h o o l ?  

( c )  DO you p e r c e i v e  a n y  d i f f e r e n c e s  i n  t h e  c h a r a c t e r i s t i c s  

of t h e  a v e r a g e  French  Immersion p a r e n t  i n  your  s c h o o l  

i n  compar ison t o  t h e  a v e r a g e  E n g l i s h  class p a r e n t ?  

D e s c r i b e  t h e i r  l e v e l  of  i n t e r e s t  and involvement  i n  a 

v a r i e t y  of s c h o o l  matters, whether  i n  t h e  c lass room,  i n  

t h e  s c h o o l  i n  g e n e r a l ,  o r  beyond t h e  s c h o o l  b u i l d i n g .  

[Some p o s s i b l e  a r e a s  i n c l u d e : ]  

c u r r i c u l u m  c o n t e n t ?  

s c h o o l  a c t i v i t i e s ?  

h e l p i n g  w i t h  homework? 

s c h o o l  d i s c i p l i n e  p o l i c i e s ?  

s e r v i n g  on p a r e n t  commit tees?  

p r o g r e s s  r e p o r t s ?  

p u p i l  p lacement?  



student learning objectives? 

evaluation criteria? 

volunteering in the classroom? 

attending school events? 

teacher qualifications? 

class size? 

other? 

( d l  Is there a formalized parentsf group attached to the 

school? 

([If yesl Could you describe its function and 

structure?) 

( ,r 11 Could you describe your role in the parent 

group? 1 

[ r ,  t, 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?) 

( e )  Is there an active Canadian Parents for French local at 

work in this community? 

([If yesl Could you describe your experiences with 

this group as principal?) 

( f )  How does the school communicate policies, up-coming 

events and so on to parents? 



(g) Which of those communications methods listed in III(f) 

are, in your opinion, most effective at keeping parents 

informed? 

(h) How frequently are communications from the office (e.9. 

newsletters) sent home? 

(i) Do parents of French and English students receive the 

same communications? If there are differences, please 

expand further. 

(j) How do you, as principal, ascertain whether parents are 

satisfied with the school and its functions? 

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

the subject of parent/school relations? 



PROBES 

Could you o u t l i n e  [ I f o r  me? 

Could you e x p l a i n  a l i t t l e  more f u l l y  what you mean by [ I ?  

Could you t e l l  me more a b o u t  I I?  

I n  what way? 

Is t h e r e  a n y t h i n g  else? 

Are t h e r e  a n y  o t h e r  [ I ?  

How o f t e n ?  

When would t h a t  happen? 

Can you e x p l a i n  why [ I?  

Could you d e s c r i b e  [ I ?  

Can you g i v e  me your  o p i n i o n  on t h a t ?  

Can you g i v e  m e  your  f e e l i n g s  on t h a t ?  

What a r e  your  comments on t h a t ?  



Appendix D 

April -, 1987. 

Dear [principal's name1 

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 



References 

Aguilar, J. V. (1979). The building principal's role in a 

bilingual education program. Journal of Teacher 

Education, 30( 3 ) , 26-28. 1'' 

Baetens Beardsmore, H. (1982). Bilinqualism: Basic 

princi~les. Clevedon, Avon, England: Multilingual 

Matters. 

Borg, W. R., h Gall, M. D. (1983). Educational research: 

An introduction (4th ed.). New York: Longman Inc. 

Bruck, M. (1978). The suitability of early French 

immersion programs for the language disabled child. 

Canadian Modern Lanquaqe Review, 3 4 ( 5 ) ,  884-887. 

Burns, G., & Olson, P. (1981). Im~lementation and 

politics in French immersion. Toronto: Ontario 

Institute for Studies in Education Press. 

Canadian Education Association. (1983). French immersion 

and school boards: Issues and effects. Toronto, Ont.: 

Author. 

Canadian Parents for French. (1986, June). Brief Dre- 

sented to the Standinq Joint Committee of the Senate 

and of the House of Commons on official lanquaqes. 

Ottawa, Ont . : Author. 



Cattermole, J., & Robinson, N. (1985). Effective 

home/school communication -- From the parents' 

perspective. Phi Delta Kappan, =(I), 48-50. 

Clinton, A., & Talmanis, A. (1982). Administration of 

French immersion programs. Actes du conqres nationale, 

A. C -  P. I., 33-39. 

Cumins, J. (1978). The cognitive development of children 

in immersion programs. Canadian Modern Lanquaqe Review, 

34, 855-883. - 

Cummins, J. (1984). Bilingualism and cognitive 

functioning. In S. Shapson & V. D'Oyley (Eds.), 

Bilinqual and Multicultural Education: Canadian 

Perspectives (pp. 55-67). Clevedon, Avon, England: 

Multilingual Matters. 

Day, E. M., & Shapson, S. (1983). Elementary French 

Immersion prosrams in British Columbia: A survey of 

administrators, teachers, and parents. Part 11: 

. Detailed findinqs. Burnaby, B.C.: B.C. French Study, 

Faculty of Education, Simon Fraser University. 

. Day, E. M., & Shapson, S. M. (1987). Assessment of oral 

communicative skills in early French Immersion in early 

French Immersion programs. Journal of Multilinsual and 

Multicultural Development, 8, (in press). 



Finn, Jr., C. E. (1984). Nine commandments for school 

effectiveness. Phi Delta Kappan, 65, 518-524. 

Guttman, M. A. J. (1983). There's more to French immersion 

than social class. Interchanse, =(I), 17-22. 

Hawkes, S. (1982). French immersion -- A parent's 

perspective . Contact, L( 11, 18. 

Jacobson, E., & Kuehn, L. (1986). In the wake of 

restraint: The impact of restraint on education in B. C. 

Vancouver, B. C.: B. C. Teachers' Federation. 

Krashen, S. D. (1984). Immersion: Why it works and what 

it has taught us. In Lansuaqe and Society, 12. Ottawa, 

Ont.: Office of the Commissioner of Official Languages. 

Lambert, W. E., & Tucker, G. R. (1972). Bilinqual 

education of children: The St. Lambert experiment. 

Rowley, Mass. : Newbury House. 

Lambert, W. E., Tucker, G. R., & dtAnglejan, A. (1974). An 

innovative approach to second language training: The St. 

Lambert experiment. In Stephen T. Carey (Ed.) 

Bilinqualism, Biculturalism & Education. Edmonton: 

University of Alberta Press, pp. 47-53. 



Lapkin, S. (1984). Future perspectives on administrative 

and pedagogical aspects of French immersion education. 

Contact, 3J 11, 4-10. 

Lapkin, S., Andrew, C., Harley, B., Swain, M., & Kamin, J. 

(1981). The immersion centre and the dual-track school: 

A study of the relationship between school environment 

and achievement in a French immersion program. 

Canadian Journal of Education, &(3), 68-90. 

Lebrun, L. A. (1981). Organizing a French immersion 

school. In Early French immersion: Administrator's 

resource book. Province of ~ritis'h Columbia, Ministry of 

Education, Division of Public Instruction, Modern 

Languages Services Branch. 

Leithwood, K. A., & Montgomery, D. J. (1982). The role of 

the elementary school principal in program improvement. 

Review of Educational Research, 52(3), 309-339. 

Leithwood, K. A., & Montgomery, D. J. (1986). Im~rovinq 

principal effectiveness: The principal profile. 

Toronto, Ont.: OISE Press. 

Mangieri, J. N., & Arnn, Jr., J. W. (1985). Excellent 

schools: The leadership functions of principals. 

American Education, =(3), 8-10. 



McGillivray, W. R. (1978). Administrative problems of 

early immersion. Interchanqe, 9(4), 70-72. 

Modern Languages Services Branch. (1981). Early French 

immersion: Administrator's resource book. Province of 

British Columbia: Ministry of Education. 

Modern Languages Services Branch. (1985). Enrolment in 

immersion proqrams in British Columbia. Chart distri- 

buted by F. Wilton at Immersion and Programme-cadre de 

Francais Administrators' Conference, November 28, 1985. 

Moyer, K. L. (1982). Four steps to effective community 

involvement. Educational Leadership, 3 9 ( 4 ) ,  285-287. 

Nagy, P., & Klaiman, R. (1986, June). Attitudes to and 

impact of French immersion. Presented at the Annual 

Meeting of the Canadian Educational Researchers 

Association, Winnipeg, Man. 

Olson, P., & Burns, G. (1981). Immersed for change: 

Politics and planning in French immersion. Orbit, 

12, 7-14. - 

Olson, P., & Burns, G. (1983). Politics, class and 

happenstance: French immersion in a Canadian context. 

Interchanse, =(I), 1-16. 



Patton, M. Q. (1980). Qualitative evaluation methods. 

Beverly Hills, Calif.: Sage Publications. 

Powell, B. (1982). Conversion to immersion: The views of 

a neophyte principal. Contact, &(I), 14-18. 

Rallis, S. F., & Highsmith, M. C. (1986). The myth of the 

'Great Principal': Questions of school management and 

instructional leadership. Phi Delta Kappan, a(5), 

300-304. 

Sergiovanni, T. J. (1984). Leadership and excellence in 

schooling. Educational Leadership, 41(7), 4-13. 

Shoemaker, J., & Fraser, H. W. (1981). What principals can 

do: Some impliction from studies of effective schooling. 

Phi Delta K a ~ ~ a n ,  63(3), 178-182. 

Swain, M. (1978). French immersion: Early, late or 

partial? The Canadian Modern Lanquaqe Review, 34(3), 

577-585. 

Swain, M., & Lapkin, S. (1982). Evaluatinq bilinqual 

education: A Canadian case study. Clevedon, Avon, 

England: Multilingual Matters. 

Trites, R. L. (1981). Primary French immersion: 

Disabilities and predictions of success. Review and 

Evaluation Bulletins, 2(5). Toronto, Ont.: The Minister 

of Education. 



Valverde, L. A. (1978). Instructional leadership for 

bicultural programs: Role responsibilities and 

relationships. Education and Urban Society, u ( 3 ) ,  

3 3 7 - 3 4 6 .  


