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ABSTRACT 

1 The existing types of French Immersion programmes have been 

extensively examined, tested and analssed with respect to the linguistic 

and scholastic progress of the participating students. Such factually-

based findings would suffice for evaluating results achieved by most edu­

cationally innovative programmes. 
// 

However, French Immersion is a pro-

gramme that seeks to promote in the student not only a measurable 

linguistic mastery of the target language, but also the acquisition of 
C 

knowledge of the second culture and, as well, the development of those 

attitudes and predispositions which favour acceptance and appreciation 
~ 

of the French language, French-Canadian culture and francophones generally. 
< 

The goals of the programme are, therefore, not purely academic, but also 

cult~ral, psychological, emotional and social. 

Such a far-reaching enterprise inevitab ly entai Is profound changes in the 

structure of the traditional curriculum and risks influencing the atti-

tudes of the various people involved (teachers, parents, administrators, 

students ) toward the learning process and may affect their mutual rela-

tionships. The programme's impact on these members of the Immersion 

community has been important, and it has induced great changes in the 

traditional relationships among these groups. Yet there has been little 

lEarly Irrmersion (beginning in Kindergarten; the teacher speaks 
only French); Part~al Immersion (ma y begin at any grade level--usually in 
Grades 7 or 8; certain subjects taught in French, the rest in English); 
Late Immersion (usually begins in Grade 8; generally, all subjects are 
taught in French). 
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attempt to analyse these spin-off effects inherent to the programme, to 

understand them or come to grips with the problems they produce. 

Issues as fundamental as setting out clear, measurable goals and 

procedures for the Immersion programme, teacher training, curriculum, 

working conditions, effects on the Regular-stream (English) component 

of the school, public relations and accountability have been largely 

ignored. 

Having been an Immersion teacher for four years, I am very aware 

of the need to further this type of investigation of academic and para-

academic components of the programme and also to establish new ground 

rules for interaction in the altered Immersion community. It i s for this 

reason that I decided to analyse the programme's structure, operation and 

relationship with the community in the light of recent research in such 

areas as the psychology of language learning, second language pedagogy, 

organization and public perception of Immersion programmes "in other 

locations,2 my own experience and observations and so on. A questionnaire 

I devised and distributed to educators involved with the Immersion pro-

gramme provided a wealth of personal reactions, criticisms and suggestions 

to help deepen and illustrate my findings. In this project, my exposition 

of different organizational and interactional problems (Chapter II), leads 

2WitZirow, Margaret S. "Technology to Facilitate Language Acquisi­
tion", Volta Review (September 1981), 310-320 

Tremblay, Florent. "Le Bilinguisme Est-Il Pour Tout le Monde?", 
Education Canada, (Fall/Automne 1981), 36-41. 

Gardner, R.C. "On the Validity of Affective Variables in Second 
Language Acquisition: Conceptual, Contextual and St~tistical Considera­
tions", Language Learning, Volume 30, Number 2 (1980), 255-270. 
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to a series of practical recommendations (Chapter III), offering strate­

gies and detailing resources appropriate for dealing with the major types 

of problems arising in this particularly demanding and controversial 

programme. 

This research project should add significantly to knowledge on 

hitherto neglected pedagogical aspects of one French Immersion programme 

and on human interactions within the school itself (teachers, principals, 

students, Regular-stream and Immersion), and relations between school 

representatives and the surrounding community (parents, politicians, 

school boards, public opinion, media, etc.). 

It should constitute a useful source of information for a critical 

revision of self-examination of attitudes and behaviours of teachers, 

administrators and parents involved in the Immersion programme and even­

tually help to suggest necessary adjustments and changes in the future 

policies and strategies of those above mentioned both on a pedagogical 

and interactional level. 

By providing information and recommendations, my aim is to contri­

bute to a more efficient and harmonious learning and teaching environment 

for all those involved in an innovative and wo~thwhile educational enter­

prise. 
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CHAPTER I 

INTRODUCTION 

A. The Early Years of the Programme 

In 1975, the momentous decision was made to create a French Immer-

sion programme in Hamilton, Ontario. This decision was arrived at in 

response to parental interest and pressure and the desire of board 

officials to provide educationally innovative programmes aiming at 

producing bilingual Canadian citizens. 

The school chosen for the Immersion programme was Earl Kitchener 

Public School. There were many reasons for this choice of location. Earl 

Kitchener is a large school with plenty of room which is an important 

consideration since Immersion programmes tend to expand rapidly. The 

school population had been declining with the possibility of closing the 

school completely. The introduction of an Immersion programme in that 

school, if successful, would insure a steady influx of students, many of 

whom would be transported specifically because of the attraction of the 

new programme. Many of these students would normally be enrolled in 

private schools as the school is located close to some of the prime 

residential areas of Hamilton. The parents of future Immersion students 

living in these areas would be professionals and academics--the type of 

individuals traditionally most receptive to the idea of Immersion educa-

1 

tion.· 

As a result of the previous factors and largely due to the strong 

parental involvement and interest in the community, there was little 

1 



difficulty recruiting fi f ty students, a number sufficient to open two 

kindergartens in September 1975. 

2 

Since then, the programme has expanded by one grade per year. This 

initially meant an addition of at least two Immersion teachers per year at 

Earl Kitchener as retention in the programme was excellent. It was enough 

to warrant ccntinuing with two classes of each grade level until grade 5. 

By the time the programme reached grade 4 at Earl Kitchener School, two 

kindergartens were opened at Pauline Johnson School (1977). In September 

1981, the programme was offered to one grade 6 class at Ryerson Senior 

Elementary School. In September of 1982 there were two kindergarten 

classes opened at A.M. Cunningham School. Enrolment in the Immersion 

programmes offered at the four schools numbers approximately 512 students 

as of September 1982. There are presently twenty full-time Immersion 

teachers and two full-time and one half-time English Language teachers 

employed by the Hamilton Board of Education to teach these students. From 

one teacher and 50 children in 1975 to 22~ teachers and approximately 512 

students in 1982 is a considerable expansion indeed! 

B. What Exactly is French Immersion? 

The curriculum of the French Immersion programmes, as described by 

boards of education offering these programmes, is essentially the same as 

in one offered in corresponding grade levels of the traditional system. 

The fundamental difference is that all subjects taught by the Immersion 

classroom teacher are taught exclusively in French. Morgan Kenney 

developed the Basic Goals of the French· Immersion Programme for a proposal 

placed before the Board in June of 1974. These goals are: 

to realize the educational goals set forth by the Hamilton Board 

of Education; 



to provide students with the best opportunity to develop basic 

skills and to enjoy rich educational experiences; and at the same 

time, 

to develop an ability to communicate in French at the level that 

permits them: 

(1) to communicate easily with French-speaking people, 

(2) to continue their educational and professional development 

in French or in English, and 

(3) to find a job that requires French or English or a combina­

tion of the two languages. 
2 

The subjects taught in French by the classroom teacher are: 

3 

Mathematics, Art, Language Arts (reading, spelling, grammar, and creative 

writing), Integrated Studies (Geography, Science, etc.), Health, Penman­

ship and Music in Kindergarten and grade one. In a school provided with 

Music and Physical Education teachers, these classes will be taught mainly 

in English. These teaching requirements are the same as those of the 

non-Immersion teacher. The Immersion curriculum also requires' that 

students, beginning at the grade 2 level (in most cases), receive instruc­

tion in English Language Arts. This means that the Immersion students 

are being taught: reading, spelling, creative writing, and grammar in 

both French and English. At the grade 2 level the time devoted to study­

ing French language Language Arts is much greater than that devoted to 

English language Language Arts. The time spent on English language 

Language Arts is increased until at the High School level there is more 

time devoted to English language instruction than to French language 

instruction. The English language portion of the Language Arts component 

of the curriculum is usually taught by a teacher other than the Immersion 



homeroom teacher. This teacher is often an English specialist. 

The percentage of time devoted to Language Arts in English is 

gradually increased, i.e. grades 2-3: English 20%, French (all subjects) 

80%; grades 4-6: English 20-40%, French (all subjects) 60-80%. It 

appears that at the high school level, students will have a choice to 

make about the way in which they will continue their French education. A 

proposal to the Education Management Committee of the Board, dated 

January 14, 1981, suggests the consideration of the following options: 

(a) Students would, as a group, attend the most central secondary 

school and would receive instruction in French in three subjects, 

one being Fran~ais; or 

(b) Students would be registered at the composite secondary school 

nearest to Georges P. Vanier and receive instruction in French for 

30% of the day at Vanier; or 

(c) Students would attend George P. Vanier (full French programme).3 

It remains to be seen which options will be retained. 

4 

The Immersion programmes presently offered by the Hamilton Board of 

Education are all Early Immersion Programmes (programmes beginning at the 

kindergarten level). There are, as yet, no Late Immersion Programmes 

(programmes beginning at the grade 7 or 8 level) or partial Immersion 

programmes in which certain subjects only are taught in French. All pro­

grammes are offered in schools currently with a traditional curriculum 

(all subjects taught in English). In this study I will be referring to 

the traditional classrooms as Regular-stream classrooms and to their 

teachers as Regular-stream teachers. 

C. The Aims of This Project 

It is obvious that the presence of an Immersion programme in a 



school that had been for many years a traditional community school will 

affect all aspects of the life of that school including its organization 

and atmosphere. An example of this is the way in which the composition 

of the school changes from the point of view of the ratio of number of 

classes taught in English to the number of Immersion classes. After five 

years of the programme at Earl Kitchener School there were five full-time 

Regular-stream teachers and eight full-time Immersion teachers. The 

Immersion programme was expanding as the Regular-stream programme shrank. 

It is normal for the Immersion programme to eventualy "take over" the 

school in which it is implemented. The Immersion component of the school 

(expands year to year while the Regular-stream component remains stable or 

decreases as most parents in the school area decide to enrol their child-

ren in the Immersion programme. It is safely assumed that this aspect 

alone of the programme would be sufficient to cause difficulties; as the 

Immersion component of the school expands, the focus ·of the school would 

be on the Immersion rather than the traditional programme. There are 

numerous other areas of concern associated with the Immersion programme. 

Examples of these are: the creation of an "elitist" mentality on the 

part of Immersion students and parents, changes in the make-up of the 

Regular-stream classes, and difficulties with curriculum development and 

implementation of pedagogical tools and materials in the Immersion pro-

gramme. 

It is my intention to study how some of these characteristics of 

the Immersion Programme are perceived and tackled by the members of a 

situation. Interests and input have received very little attention to 

date: the teachers involved in the programmes, both Regular-stream and 

5 

Immersion. Up to now, studies of Immersion programmes have been concerned 
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with the concrete, measurable findings in the area of pupil progress. 

This sort of research has been most necessary to allay parent and educator 

anxieties about the academic worth of the new programmes when compared to 

the Regular-stream system of education. However, the Immersion experience 

is one that affects not only the scholastic but also the social, cultural, 

psychological and emotional life of the members of its community. By 

studying the effects of the Immersion programme on these para-scholastic 

areas, a greater understanding of the total impact of the programme on the 

members of the Immersion community should be gained. 

D. Questionnaire 

1. Scope and Objectives 

Preliminary investigation suggested a certain number of areas of 

·particular concern to the success of the Immersion programme. This 

investigation included research on second-language teaching and method­

ology, the processes of language acquisition and Immersion programmes in 

several centres. It was based on discussions I had with teachers, 

administrators, parents and resource people (e.g. reading, music, library 

services) in both Immersion and Regular streams, from the Hamilton Board 

and other boards (Ottawa, Carleton, London, Wentworth, Toronto, etc.). 

The original impetus came from my personal experience as an Immersion 

teacher for four years, after four years of teaching French and English 

at the elementary, secondary and university levels in Canada and France. 

I developed the questionnaire to produce data from a wider sample 

of people involved with the Immersion programme than I had been able to 

talk to individually, and to ensure as far as possible the standardiza­

tion and thus comparability of the questions asked and the answers 



elicited. The purpose was to ascertain whether indeed those areas of 

concern I had tentatively isolated were seen by others as being central 

to the issue, and what other areas, if any, were considered important. 

7 

My hypothesis was that concern was chiefly evident in two domains, 

the organizational and the attitudinal. Organizational differences were 

evident between the Immersion and Regular-stream programmes in such areas 

as class size, numbers of split grades, teacher release time, teacher 

responsibilities for such things as curriculum development and parent 

interviews, resources available to teachers, both physical (text books, 

library books, films) and human (volunteers, resource people, and the 

children themselves). I was interested in ascertaining if these differ­

ences were in fact as commonly noticed as I supposed and if they were 

perceived in the ways I suggested. Were they perceived as being important 

or unimportant? Did the organizational differences cause effects that 

were seen negatively or positively? 

The attitudinal concerns that I wished to study were manifested 

in the interpersonal relationships of groups concerned with or involved 

with the programme (teachers, administrators, parents, students). I 

hypothesized that problems of an attitudinal nature (e.g. expressed 

teacher resentment of various parts of the programme) were related to the 

perceived disparity in working conditions between the two programmes. 

Teacher reaction expressed as comments in the relevant sections of the 

questionnaire should be useful in ascertaining this. I wished to discover 

also if problems of an interpersonal nature might also be the result of 

"political" issues associated with the programme. Example: the protected 

nature of the Immersion teachers who are currently, because of their 

specialization, immune from seniority and redundancy regulations 
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negotiated by the teachers' federations. 

2. Set-Up 

The questionnaire was designed following the format found in ques­

tionnaires to Immersion parents created by the Research Department of the 

Hamilton Board of Education and those to teachers, parents, administrators 

and students by Burns and Olson, Implementation and Politics in French 

Immersion, O.I.S.E., 1981. Mr. Jack Duncan of the Research Department, 

Hamilton Board of Education, kindly consented to advise me and helped me 

greatly to produce a survey that was as objective as possible. 

The questionnaire was distributed on June 21, 1982, in three 

schools in Hamilton, Ontario: Pauline Johnson (junior elementary, Immer-

sion Grades 1-4), Earl Kitchener (junior elementary, Immersion Grades 

1-5), Ryerson (senior elementary, Immersion Grade 6). In each school 

questionnaires were given to the Immersion teachers, the Regular-stream 

teachers (including English, Music, Phys. Ed., Art, Geography, History, 

Home Economics, Manual Arts, where applicable), the librarians and the 

principals and vice-principals. In the senior school, due to the small 

proportion of Immersion students, only those non-Immersion teachers who 

would be in direct contact with the Immersion class (through rotary sub­

ject teaching) were surveyed. Out of 47 questionnaires distributed, 29 

were returned, for a return rate of 61.7%. 

The same questionnaire was used for all groups surveyed, as the 

questions asked for opinions and perceptions. The situations were general 

enough in nature so that all groups would feel capable of giving some sort 

of answer. However, as a precaution, my covering letter stated, "There 

. may be sections of the survey that do not apply to your situation. Please 

feel free to complete only those questions that concern or interest you." 



The questionnaire and covering letter are reproduced in Appendix 1. 

3. Contents 

The questions were chosen to allo~ the respondants to rate and/or 

comment on various aspects of the Immersion programme (components and 

relationships) taken in an absolute way or relative to the Regular-stream 

programme. 

SECTION A. The first section concerns the perception of the 

Immersion students themselves by teachers. They are compared to Regular-

stream students in areas such as motivation, peer interaction, oral 

expression. Two questions deal with the effectiveness of the programme 
, { 

for children considered as gifted. 

SECTION B. This section was designed to examine the attitudes 

and relationships between the students of a school with two programmes. 

Does the presence of Immersion students influence such things as the 

behavior or attitude of Regular-stream students? Do the children inte-

9 

grate well into the school or is there a problem, and if so, of what kind? 

Is the programme perceived negatively or positively by the Regular-stream 

students? 

SECTION C. The Immersion parent is compared to the Regular-

stream parent for such qualities as enthusiasm, interest expressed, 

aggressiveness, anxiety. The teachers' attitudes toward these parents 

is examined as well. 

SECTION D. The more readily measurable areas of concern for 

organizational aspects of the programme are examined by means of compari-

sons of Regular-stream and Immersion classrooms (class numbers, split 

grades, resource people, teaching materials, release time, etc.). Teacher 

comments about the differences are solicited. 
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SECTION E. The demands made on the Immersion teacher are com-

pared to those made on the Regular-stream teacher. These are due in part 

to the organization of the programme, i.e. curriculum development, paren­

tal interaction, but are less objectively perceived and measured. Teacher 

attitudes toward the programme are examined by questions about the advan­

tages or disadvantages of having an Immersion programme in the school, the 

reasons for the programmes, and the teacher's perception of the success 

or lack of it of these programmes. 

SECTION F. In t his section, teacher attitudes and opinions about 

some of the political issues surrounding the programmes are solicited. 

Two of these issues are: the appropriateness of spending monies on Immer­

sion programmes as opposed to other programmes benefitting possibly more 

children, and the relationship between Immersion programmes and declining 

enrolment in Regular-stream programmes. In order to aid the development 

of the section of my project dealing with recommendations to improve 

Immersion programmes (Chapter III), teachers were asked for their sugges­

tions about what boards of education and teachers could do to improve 

these programmes, as well as for any other suggestions they might have. 

4. Description of Results 

The questions requ iring a rating produced uneve~results as there 

were wide variations in numbers of respondants to each question and even 

to sub-sections of questions. This is perhaps due to individual dis­

interest in certain questions, the length of the questionnaire or the time 

of the year at which it was conducted. The material from these questions 

is displayed in chart form, with the numbers of respondants to each sub­

section, sub-totals, totals, and percentages (Appendix 2). 

The comments given by the respondants to the comment questions 
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were interesting and revealing (Appendix 3). They have been organized 

according to the section and question where they appeared. They were 

further classified as positive or negative in nature, according to whether 

the respondant agreed or disagreed with the statement, by teacher 

specialty (Immersion or Regular-stream), or by a combination of these, 

as appropriate. Comments were grouped according to internal coherence, 

e.g. curriculum, students, teacher anxiety, and identified by sub-

headings. 

In view of their small numb~r~, their lack of bilingualism and 

their sporadic and/or distant contact with the classroom realities of 

Immersion teaching, the r eplies returned by librarians, .principals and 

vice-principals were classified with those of the Regular-stream teachers. 

5. Significance of Results 

It is important to note that the attitudes and opinions collected 

in the data are only representative of a relatively small group of indiv-

iduals in a specific location and work context. They may not be applic­
wI (. [I,) k.pot ~.;) 

able to all Immersion situations. As well, the attitudes and relation-

ships between individuals can be the result of personality conflicts in 

a certain situation and may not be due to the specific organization of 

I 
the Immersion programme. It is difficult to evaluate these influences 

and answers. Moreover, the attitudes and opinions expressed may change 

as a result of evolution and improvement in the Immersion programme. The 

survey must be considered as relevant for a specific programme at a 

specific time. 

The information produced by the rating questions (Appendix 2), 

I 
can have little claim to statistical validity, in view of the small size 

of the sampling, and, further, the wide disparity in the number of 



respondants to any given question. It is, however, useful in indicating 

or illustrating various ideas or problems, and has been so used in the 

elaboration of the project. 

12 

The answers to the comment questions furnished valuable information 

on attitudes held by people associated with the Immersion programme con­

cerning operational, academic, public relations and communication aspects 

of the programme. These data, many of which have never before been 

collected, were used to develop, illustrate and deepen analysis of key 

aspects of the Immersion programme. Attitudes, criticisms, solutions, 

expressed or suggested by the people most closely involved with and 

affected by the Immersion programme, have been discussed and analysed in 

chapters of the project devoted to the relevant component or aspect of 

the programme. This is one of the maip ways in which the all-important 

human element has been incorporated into this study of Immersion pro­

grammes, with the attendant gain in pertinence and detail that that 

implies. 

The analysis of the data collected by means of the questionnaire, 

in addition to my research and personal experience, will allow a series 

of recommendations, many of which are highly practical in nature. These 

include suggestions and strategies for dealing with problems arising from 

the increased interaction among all members of the Immersion community: 

teachers, parents, students and administrators. Although some of the 

characteristics of Immersion programme operation that are discussed here 

are common to many Immersion programmes, the project is intended as a 

survey of the situation that exists in the Hamilton Board of Education. 

Though the concluding recommendations might be applicable to other Immer­

sion programmes, or to Immersion programmes in other contexts or parts 
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of the country, they are specifically formulated to attempt to respond to 

the needs of the Hamilton Immersion programme or to remedy some difficul­

ties encountered in the Immersion programme in Hamilton as detected by 

the answers to the questionnaire. 



NOTES - CHAPTER I 

1. Having benefitted from higher education themselves, these parents 
are very aware of the cultural and economic advantages that fre­
quently are the end result. B~lingualism is seen as the logical 
extension of this higher education. These parents wish their 
children to benefit from the cultural, economic and social advan­
tages they see as the product of bilingualism. 

2. Re: The French Immersion Program, Report submitted by M. Kenney 
(Supervisor of Curriculum and Instruction (Languages» and C.G.W. 
McKague (Superintendent of Curriculum and Special Services), to 
the Education Management Committee, Board of Education, Hamilton, 
Ontario, January 14, 1981, p. 3. 

3. ~., p. 1. 
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CHAPTER II 

ANALYSI S OF KEY ASPECTS OF THE OPERATION 

OF IMMERSION PROGRAMMES 

This chapter examines the main problem areas of the Immersion 

programme. It shows that they are the result of the differences in 

organization o~ the Immersion and the typical academic programmes, and 

of the evolution in the roles of all groups in the Immersion community 

(parents, teachers, administrators and students) and the relationships 

between them. 

The relative newness of the Immersion programme explains why its 

systems are underdeveloped and insufficient at all levels. The support 

system (texts, training, cultural components, etc.) is still in its 

infancy. Little research has been done on the day to day operation of 

Immersion programmes or the programmes' effects on those involved with 

them, so that administrators, planners and participants have little to 

refer to for guidance. The following chapters will attempt to bring new 

light to the situation by examining in detail the programme as it is lived 

by members of the Immersion community, analyzing the problems involved 

and offering appropriate and feasible suggestions for solutions. 

A. Parents 

The increasingly active role played by members of the parental 

community in school policies and implementations has meant a rethinking 

on the part of teachers, parents and administrators of their respective 

15 
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role as traditionally considered. Nowhere is this more evident than in 

the Immersion school where parents have often been instrumental in start-

ing the programmes. Their continued input into all aspects of the school 

context is considerable and not without causing certain difficulties. 

1. The Typical Immersion Parent 
. 

Who is the typical Immersion parent? George E. Burns and Paul 

Olson, in their study Implementation and Politics in French Immersion, 

1981, describe the average Immersion parent of the northeastern Ontario 

communities they surveyed as having a mean income level "probably safe~y 

1 somewhere between twenty-five and thirty-five thousand dollars per year." 

Their mean age reported was 35.
2 

Educationally, "22% reported a B.A. or 

3 better as their educational background." These parents represent a very 

elite group when compared to community norms. The backgrounds of the 

parents of the Hamilton Immersion students would be equally impressive. 

A very significant fact is that "as lived experience virtually all the 

doctors, lawyers, dentists and other professions have their children in 

Immersion.,,4 
~. 

The Immersion parents are thus an elite group when compared to the 

cross-section of society that is usually represented in a typical Regular-
'------------_._--

stream classroom~ 

The typical Immersion parents perceived from a teacher's point of 

view (according to many teachers I have talked with) are: intelligent, 

well informed, motivated, upwardly-mobile and very involved with their 

child's education. They are well aware of the advantages of bilingualism 
---------.-- ----------.-_.-... ----.-. 

and determined that their children have the opportunity of benefitting 

from these advantages. "Their reasons for entering their children in 

French Immersion are directly tied to individual aspirations they hold 
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for their child's personal, vocational and cultural opportunities."S 

2. Parental Input 

In most cases it is groups of parents that have been instrumental 

in establishing Immersion programmes by exerting pressure on boards of 
----.-------.-------.- .- -----------~-------- -.----

education and demanding their right to a bilingual education for their 

child. This quotation from the National Chairman of the Canadian Parents 

for French (1978), Janet Poyen, sums up the effects of this involvement: 

In areas where French programs have been difficult to 
obtain, parents have been 'immersed' as well--immersed 
in political realities, funding information, evalua­
tion, teacher qualifications, and curriculum develop­
ment. These parents know what they want, and why they 
want it. 6 

The parents' active involvement in the creation of Immersion programmes 

has served to I..!nify them as a group with a common goal. They feel: that 

the programmes are their creation and that they are responsible for mon-

itoring their progress in order to assure that their children receive the 

best possible bilingual education. In many cases the reading and research 

that the parents have done in Immersion education have given them consid-

erable expertise. They are thus unified, informed and determined. 

The parents of Immersion students are frequently in the schools, 

deepening and extending their association with the Immersion community by 

participating in Home and School Associations, setting up parental policy-

making committees, offering themselves as volunteers and so on. This 

active, involved presence is, of course, primarily beneficial to the 

school community, as the remarks from the survey indicate: 

"The Immersion parents are more willin~ to volunteer 
their time." (Reg ular-stream teacher) 

"They have sparkled (sic) enthusiasm in the Home and 
School Association and have, along with other parents, 
given adventurous leadership." (Regular-stream 
teacher. 118 



"Parents are oftn in the school which makes communica­
tion easy." (Immersion teacher)9 

However, this intense parental presence has its negative side. There is 
ij 
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often a feeling among the teachers (Immersion and Regular-stream) of being 

under scrutiny and of being constantly judged, often on issues unrelated 

~ 
t~ teaching. A kind of defensivenes~ results with accompanying paranoia: 

"Teachers feel they must over-justify their actions be­
cause of parental anxieties." (Regular-stream teacher)10 

"Teachers' anxieties about parent/teacher interviews 
are greater. Parents' complaints , justified or not, 
affect programs an d class activities and atmospheres." 
(Regular-stream t eacher)ll 

' :There is very low t eacher mo rale because of par~~ 

criticism , ne ativism and ch . 
(I~ersion teacher 

Real or imagined slights or even harassment are also a cause of unhappi-

ness and suspicion on the part of teachers; these attitudes become evident 

in conversations with these individuals. Irresponsible actions of certain 

anxious parents help create a " loud vocal minority which warps the per-

ception by the teachers of the Immersion parents in general." (Immersion 

13 teacher) 

It is undeniable that the atmosphere of the Immersion school is 

often strained. There is a great deal of parent anxiety attached to a 

programme that may still be perceived as experimental. Parents may ques-

tion their decision to enrol their child in the programme, especially if 

their child is experiencing difficulties in such areas as reading, 

listening skills or oral expression. These demanding parents expect a 

great deal from teachers, administrators ,and their own children, and if 

their expectations are not met, they can exert pressures that are felt by 

staff and students: "There is a lot of stress because of high parental 



. ,,14 expectat10ns. 

3. Communication-related Issues 

Problems arise when parents do not communicate their anxieties to 

teachers but bypass them in favor of the principal, supervisor or board 

official. These parents are used to "going to the top" in any situation 

. 
in order to get results. In bypassing the teacher if a problem arises 

they are denying his/her right to self-expression and implying that his/ 
~, 

her authority is inferior to that of the principal or supervisor. 'The 

teacher should have the prerogative to the ultimate authority in his/her 
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own classroom, and he/she should have the right to be confronted directly 

if a situation that caused controversy arises. The effects of this lack 

of direct communication are increased teacher distrust, defensiveness and 

stress: "There is teacher stress due to a lack of direct communication 

h I ' d ' h d 1 . h bl . h .. 1 ,,15 on t e parents S1 e, 1.e. t ey ea W1t pro ems V1a t e pr1nc1pa • 

The teachers' reaction to this stressful situation, in my exper-

ience and that of other Immersion and Regular-stream teachers, has some-

times been unprofessional conduct or discussions of personalities instead 

of educational issues. The parents have often been accused of being 

guilty of the same non-productive conduct. The resultant personality 

conflicts serve to polarize the staff and parents. Serious problems can 

result when a parent or teacher allow prejudices to influence the percep-

tion of concerns and decisions taken for dealing with them. Problems 

become blown out of perspective and communication breaks down. What 

results is the sort of situation in which an Immersion teacher is feeling 

the kind of resentment, distrust and negativism that causes him/her to 

categorize Immersion parents as: "condescending, patronizing, anxious 

and threatening.,,16 
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Parents often voice concerns (during parent/teacher interviews or 

conversations with teachers, administrators or other parents) about their 

inability to help their children because of their lack of proficiency in 

French. This is seen as a serious difficulty if the child is having 

problems, as some parental comments taken from the 1979 survey to parents 

of Immersion students of the Hamilton Board of Education indicate: 

"When our child has some problems at school with a 
certain subject, we were unable to give him extra 
help at home. We feel this has caused him some dif­
ficulties primari l y because he was in the French 
program.,,17 

"The pressure is still on. We cannot help our child 
with her reading and dictation, and we sometimes feel 
very inadequate i n this situation.,,18 

The parents cannot help but ask themselves if their child would have fared 

better in a Regular-stream classroom and if their decision to enrol their 

child in the Immersion programme was a sound one. 

In addition, there are certain communication difficulties based on 

language-related confusion between teachers and students even in the 

higher grades. The students have in my own experience and that of other 

teachers have been known to take advantage of this potential confusion and 

to distort information to their advantage. This instance of oral language-

related confusion is one example: "N'emportez pas vos livres a la maison 

ce soir," could easily become, in the case of a child who has unfinished 

work and no desire to do it on a particular evening, when asked by a 

parent what work is to be done, "Oh, the teacher said we couldn't take 

ou r books home." This "omission" on the student's part could result in a 

very confused, then irate, parent, wondering why the teacher will not allow 

the children to do homework. This sort of situation indicates a lack of 

trust or faith in the teacher's judgment, of which the child takes 
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advantage. This type of situation obviously may exist in English classes, 

but the potential for serious abuse is much greater in Immersion classes. 

4. Staffing Procedures and Teacher Inexperience 

Teachers often express disapproval, in conversations and in meet-

ings, of the continued parental involvement with programme monitoring 

(e.g. through such means as curriculum committees), feeling that lay 

persons may not be well qualified to judge the special educational needs 

of the Immersion children. They resent as well the influence these 

parents have on administrators and the part they play in policy making as 

these teacher comments taken from the survey indicate: 

"The parents seem to have too much power. They are 
often negative in their input. Parents will gather 
in groups, make a general complaint, often unfounded, 
and call the board." (Immersion teacher)19 

"These parents seem very vociferous. This must influ­
ence school policies." (Regular-stream teacher)20 

However, the parents' point of view is that they, not the teachers, are 

the experts. They have followed the programme through and have a contin-

uity of outlook and information that is not available to the teachers. 

One of the major parental concerns is the inexperience of the Immersion 

staff. In the words of one parent: 

"In my view, the chief draw-back of the program would 
be the large number of new, relatively inexerienced 
teachers, and the large turnover in these teachers. 
While some are excellent, I do feel that the quality 
of the teaching staff has been a bit uneven. 21 

Recruiting for positions in the Immersion progra~~e is often done from 

the ranks of the oral French or High School French teachers. These 

teachers are often not qualified in primary methodology and have little 

knowledge of the specialized requirements of the Immersion programme. A 

parental comment underlines the need for continuity in the Immersion 



teaching staff: 

"We are concerned about a large turnover of staff in 
this program. We have three children in it and can 
see definite benefits in maintaining a solid core of 
staff from year to year. Team work seems to be neces­
sary for consistency and effectiveness of the French 
Irranersion program."Z2 

5. Curriculum-related Issues 

Parents are correct in the assumption that Immersion teachers are 
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not working as a team. Personal experience and the expressed opinions of 

other Immersron teachers support this parental concern. The frequent 

staff turnover may indeed be a factor in this. There are no formally-

stated goals and objectives by grade level and parents with several 

children cannot help but be alarmed by the variation in standards for 

achievement set by different teachers. The lack of a complete. formal 

curriculum will lead to wide variations in programme content and emphasis 

depending on the approach of the individual teacher. In addition. there 

may be repetition of certain aspects of the curriculum from year to year 

or even elimination of certain concepts altogether. 

The lack of clearly-stated goals and objectives for the Immersion 

programme of the Hamilton Board of Education is one of the main concerns 

of both teachers and parents. This problem seems to be endemic to Irraner-

sion programmes as evidenced by this statement: 

"It is evident to the writers that one of the most 
neglected aspects of the programs we examined is in 
relation to a clear specification of (1) what is 
being att2~pted. and (2) desired student learning 
outcomes. 

Burns and Olson do not see as cause for alarm in the educational system 

h f h h . "1 .... d' . ,,24 f h d f t e act t at t ere ~s a ong stanY~ng tra ~t~on or t e prece ent 0 : 

" ••• adopting educational innovatio~s without giving 
adequate atten:ion at the outset regarding (a) what 
precisely is being attempted. (b) specification of 



the factors which will likely serve to enhance and/or 
impede implementation, (c) strategies for coping with 
problems of implementation, and (d) the intended 
learning outcomes (both gains and losses) of students. 25 
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While this kind of approach may be harmless in types of experimen-

tation or innovation involving selective aspects of programmes it can be 

harmful in the context of the Immersipn programmes which involve the 

entire curriculum and thus affect all aspects of the child's academic 

development. Parents and teachers, especially in the Immersion community, 

have evolved beyond passive acceptance of and blind faith in the "system". 

They are, for the most part, well informed as to the potential short-

comings of any programme. They will not tolerate this lack of planning 

on the part of administrators. Their expressed concerns with various 

aspects of the programme merit serious consideration. 

B. Teachers 

Because of the tensions and pressures associated with such a high-

profile, politically-char ged issue--language rights--the Immersion teacher 

has a job that must be one of the most difficult in the teaching profes-

, It' t h ' b bl f h d' vI ' S10n. 1S ate same t1me pro a y one 0 t e most rewar 1ng. mmerS10n 

teachers I have talked with during my four years in the programme were 

unanimous in their agreement with this statement. The progress of stu-

dents in language acquis i tion is rapid and measurable and, in most cases, 

exclusively the result of the programme that the Immersion teacher has 

been responsible for creating. 

The Immersion programme is perceived as successful by the great 

, 26 
majority of these teachers and their Regular-stream peers. Both groups 

are almost unanimous in affirming their faith in the programme. Respond-

ing to the question "Given the choice, would you enrol your child in an 
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Immersion program?", 12 out of 14 Regular-stream and 11 out of 12 Immer­

sion teachers answered affirmatively. In an era where education systems 

are heavily under attack--often particularly by teachers themselves--this 

is a tremendous vote of confidence.~ 

The role of the Immersion teacher has evolved beyond that of the 

traditicnal classroom teacher, again 'as a result of programme, administra­

tion and parental demands. This role change, like that of the Immersion 

parent, has been and cont inues to be a source of conflict and anxiety in 

the Immersion community. I will examine the causes and effects of this 

role change on the attitudes and functioning of the Immersion teacher. 

1. Curriculum Development 

The lack of curriculum materials available in French for the Immer­

sion programme is a prob l em that is perceived by the Immersion teacher as 

the source of the vastly increased workload and weight of responsibilities 

he/she must assume. These teachers are often obliged to create from 

scratch whole curricula in such areas as Integrated Studies, Art, Gym­

nastics, etc. While there are curricula available that have been produced 

by other boards of education, these often do not meet the requirements set 

out by the Hamilton Board. The teacher frequently spends hours translat­

ing existing English-language "Theme Packages" to comply with the Ministry 

and Board of Education guidelines put out for the Regular-stream class­

rooms, despite the fact that the material provided may be unsuitable for 

the Immersion students. The vocabulary may be too advanced or the direc­

tions, written or oral, that the student must follow to complete assign­

ments may be too complex for the student to understand without extensive 

modification. The class lessons may rely on support materials that are 

available only in English, e.g. filmstrips, books, maps, graphs, etc. 
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This leaves the Immersion teacher with the choice of translating materials 

from English or doing without. Students may be shortchanged if too much 

dropping of lessons takes place. 

The Regular-stream curriculum also places a great deal of emphasis 

on the importance of group work for discussions and problem-solving. The 

results of D.B. Fletcher'S study indicate that the advantages of this sort 

of activity are considerable: 

"Facility in oral language can be developed in small 
groups along with critical thinking, problem solving, 
decision making, leadership skills, and a knowledge 
of group process.,,27 

However, the Immersion s t udent may be unable to function successfully in 

French in group work situations because of a lack of oral language skills 

which are necessary for t he formulation and expression of abstract con-

cepts. Unless the teacher is present to supply needed vocabulary and to 

direct all discussion the children will converse in "Franglais". The 

teachers are concerned that time spent in group work is time lost for the 

developing of vocabulary expansion and fluency of oral French. It is very 

important that these ski l ls be developed for there seems to be a direct 

1 · k b 1 f· 1· d bl 1· b ·1·· 28 Ln etween anguage aCL Lty an pro em-so vLng a L LtLes. It is 

essential that the children communicate fluently in French as soon as 

pOSSible in order for them to function cognitively at a level that 

approaches or equals that of their Regular-stream peers. The Immersion 

teacher will have to decide if advantages of group work outweigh the loss 

of time from the Immersion curriculum for achieving the goal of written 

and oral fluency in French. 

The problem of time loss is further compounded by the periods taken 

from the Immersion timetable for studies such as Music, .English and 

Gynmastics, as well as auditoriums, presentations, etc. These activities 
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are in English and further limit the time for French-language acquisition. 

The Irmnersion teacher may feel obliged to eliminate certain "non-essential" 

areas from the curriculum in order to cover the required programme in the 

time allotted. Subjects such as Art or penmanship often receive little 

emphasis. The students are thus being denied the opportunity for in-

creased self-expression (originality, clarity and so on) that such study 

would provide. 

The Regular-stream curriculum may require skills in problem solving, 

written expression and oral expression that are beyond those attained by 

the Irmnersion students. Thus the Irmnersion teacher may be obliged to 

offer a watered-down version of the Regular-stream curriculum. Whole 

class teacher-directed lessons may be less complex, offering reduced 

information and using a simpler vocabulary. Follow-up oral discussions 

would befactually based with fewer nuances of expression because of the 

reduced ability of the students to express complex concepts. Written 

directions to activities would be shorter and simpler describing tasks 

that would be less involved using fewer skills. Comparisons between 

Regular-stream and Immersion students at a specific grade level that do 

not take into account the lowered level of language functioning of the 

Irmnersion group (at least until the end of grade 4) would be unjust. But 

these comparisons exist. One example is the area of reading. The Immer-

sion students, because they are learning a new phonetic code system, are 

frequently slower than ~heir Regular-stream peers to read fluently. This 

problem and the difficulties that result are discussed by one Immersion 

teacher: 

"Parents are often over-anxious and have unrealistic 
expectations for their children. For example in the 
early primary years--grades 1, 2--parents are overly 
concerned if their child has reading problems. 



Consequently they put a lot of pressure on their child 
and on his teacher. The child and the teacher must 
~stantly perform. 29 

2. Resources 

The lack of physical resources available to the Immersion teacher 
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is another organization related cause of stress. In many instances there 

are no books, filmstrips, movies, posters, etc. available in French. The 

Immersion classroom initially contains: desks, A.V. equipment, textbooks 

and little else. What materials are available in libraries are frequently 

in English and the librarian, like other resource teachers, may be uni-

lingual (anglophone), with the problems that this implies: 

"Librarians must spend a greater amount of time to 
order books, catalogues, process books, review, read 
and be up to date in French.,,30 

There is frequent competition for the available resources, especially ·as 

there can be no sharing of resources (i.e. Theme Packages) with the 

Regular-stream teachers. There are twice as many classes in competition 

for what little exists. As one teacher explains: 

"The cost of materials for the Immersion programme 
is a factor. They are very costly and as no sharing 
is possible, the relative cost is even greater to 
the scho~l on a per student basis." (Regular-stream 
teacher) 1 

Many of the books, filmstrips, etc., that are available in French are 

totally unsuitable because of the levels of language, types of concepts 

or target age groups involved. These materials may have been designed 

for the high school French programmes in Ontario or the elementary, 

secondary or university levels in the Quebec school system. There is as 

yet little material that has been designed specifically for the Immersion 

programme. The teacher is forced to spend hours of his/her own time 

previewing, pre-reading, etc. all materials. This time spent is doubly 
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resented as coordination of resources is usually the responsibility of a 

consultant. Unfortunately, as one teacher points out, 

"Resource people who are French speaking are nil. 
This problem seems to be particular to Hamilton. 
Other boards have hired consultants first and then 
developed the programs." (Immersion teacher)32 

In the initial stages of the progra~e there is one class only at each 

grade level. This means that the Immersion teacher has no access to joint 

planning sessions with another teacher or teachers of the grade level of 

his/her assignment. There can be no team teaching, work sharing for 

preparation of assignments, or shared supervision. There are also no 

special activities or clubs grouped by grade level. The net effect of 

the lack of all these resources is best summed up by the remarks of one 

Immersion teacher: 

"I have come (after six years) to resent all the extra 
demands on my time that Immersion makes. The source 
of the resentment is probably the fact that both 
administration and parents seem to expect it as nor­
mal and there is no conception of how many extra 
Ibeyond the calli hours must be spent nor any articu­
lated appreciation of it. When the extras are taken 
for granted it encourages low teacher morale and a 
bitter teaching attitude. 33 

3. Language Teaching Specialization Issues 

Setting up the Immersion programme created a sudden demand for 

teachers with specific certificates in elementary language training, plus 

French language proficiency and also specialized training in immersion 

':\4 
pedagogy.- The relative lack of immersicn pedagogy training courses and 

the requirement of native or native like fluency meant that many teachers 

were drafted to teach in the programme with one or two, but not neces-

sarily all three of the qualifications ideally necessary from my own 

observations. The result is that many teachers have degrees in French 
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language and/or literature, teaching certificates and experience in Oral 

French or high school French courses, but little or no formal instruction 

in the area of Immersion. Nevertheless, they are expected to be experts 

in Immersion pedagogy, and are judged as such. 

The opportunity to have access to this training in the form of 

attendance at colloquia, seminars, etc., is limited by generalized econ­

omic restraints. A feeling of insecurity may and does in many cases 

result from the lack of specific education in dealing with an Immersion 

environment--not only in the classroom but in the school itself and the 

community. This feeling of insecurity is frequently expressed by Immer­

sion teachers during meet i ngs at conferences or in informal conversations. 

As there is usually only one Immersion teacher per grade, a feeling of 

isolation is also frequently a problem. 

A politically dangerous issue associated with the programme is the 

"protected" nature of the Irmnersion teachers by virtue of their special­

ization. They must have, at the minimum, fluent French in order to teach 

in the Immersion programme. Teachers who meet this minimum requirement 

are, as yet, quite rare. In many cases boards are forced to hire new 

staff to fill Irmnersion vacancies when there may be redundant teachers 

who have not been placed but who do not have the French ianguage require­

ments and cannot therefore teach in the Immersion programme. The Immer­

sion teachers are thus displacing teachers with more seniority and, in 

some cases, better qualifications. They have little seniority but are 

exempt from Seniority and Redundancy regulations and provisions of con­

tracts negotiated betw~en teachers and Boards of Education. Regular­

stream teachers were equally divided between those who found the issue of 

Immersion teachers displacing teachers with more seniority and thus being 
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exempt from Seniority and Redundancy regulations and provisions signifi-

cant and those who did not: Very Important: 20%, Important: 20%, Some­

what Important: 7%, Unimportant: 47%.35 On the other hand, the majority 

of Immersion teachers found this a significant issue: Important: 20%, 

Somewhat Important: 40%, Unimportant: 30%. Typical comments mention 

precedents for such job protection in other specialized programmes, the 

opportunity for teacher retraining and the possibility that "The impact 

;s . . 1" 36 ... m~n~ma • 

However, as one respondant wrote, "This is a problem that will 

37 
increase as numbers grow". Teachers must also be aware that the re-

training argument may not be applicable to the Immersion programme which 

demands teachers with native or near-native fluency and accent. It would 

be a rare teacher indeed who could attain this level through retraining v 

and the conditions for successful retraining would have to be ideal. 38 

The Immersion teacher himself/herself must be aware that in a case 

of seniority versus language proficiency, his/her federations may make 

compromises that could affect the quality of the programme, as one res-

pondant points out: 

"This is a major concern of a majority of teachers 
in a time of job insecurity. French Immersion teach­
ers cannot be sure they will be backed by their Fed­
erations in a case of seniority versus language 
superiority. French teachers must do positive P.R. 
to point out the advantages of the program, i.e. the 
need for English teachers for Immersion clas~39 

4. Elitist Programming Effects 

The overabundance of academically-gifted children in his/her 

classes paradoxically causes difficulties for the Immersion teacher. He/ 

she is implicitly considered by parents, other teachers and administra-

tors to be an enrichment teacher of an enrichment programme. This, 
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despite the fact that the goals of an Immersion programme funded through 

public taxes are to offer the alternative of a bilingual education acces­

sible to all children.
40 

The Immersion teacher is thus caught in the 

dilemma of trying to meet the expectations of many parents who expect an 

accelerated programme while still providing material suitable for the 

less academically gifted whose parents, nevertheless, wish them to receive 

instruction in French. He/she is not always successful in reconciling 

both views: 

"The Immersion teacher doesn't know how to recognize 
or deal with the average or below average child and 
often establishes very unrealistic expectations of 
what 'average' is in the real world. " (Immersion J 
teacher)41 

There is also a great deal of parental and administrative pressure exerted 

on the teacher in the form of expectations of results of standardized 

tests. These tests comparing the results obtained by the Immersion 

students of the Hamilton Board and other boards are used to prove the 

effectiveness of the Hami l ton Immersion programme. They are specifically 

designed to find cut whether children score lower or higher in such areas 

as I.Q. because of following the programme. These tests use corresponding 

Regular-stream classes as comparisons. The teachers of these classes 

cannot escape the pressure to equal the accomplishment of the Immersion 

classes who regularly score highly in many areas such as mathematics des-

pite being taught the subject in the second language. The results of 

these tests invariably reaffirm the belief that .Regular-stream classes 

are inferior intellectually and create a competitive feeling between 

Regular-stream and Immersion teachers. The results are also used by the 

administration to compare performances of groups of children as they 

progress from year to year. Thus immersion teachers themselves are placed 



in a situation of comparison and competition. 

One unfortunate result of increased expectations brought to bear 

on the children by parents, administrators and teachers is what Martell 

dubs "tracking".42 Children are sometimes eliminated from the programme 

because of their unsuitability. In many cases this is the result of 

"1 d f ·· , 43 anguage e ~c~ency' : 

"In other words, French Immersion teachers could 
eliminate children with general learning or beha­
vioural problems by listin~ language learning as 
the source of difficulty." 4 

These children could, perhaps, have achieved success in the Immersion 

programme if the parents, teachers and administrators had set more real-

istic goals for achievement by the average child in an Immersion class-

room. 

The most obvious effect of this forcing out of students from the 
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Immersion programme is that they become the responsibility of the English 

teacher. These are students who would perhaps have had difficulties in 

the Regular-stream classroom to begin with.
1 

They have had little or no 

formal English language training. The Regular-stream teacher is expected 

to create a specialized remedial programme for these children in addition 

to her normal duties. The effects of this situation can be tension and 

resentment. In the words of one Regular-stream teacher: 

"There is a great deal of hostility on the part of 
teachers who feel they have been left with classes 
of lesser ability and more learning disabilities.',4S 

The parents of children dropped from the programme are resentful. Their 

children have failed in a situqtion where many of the children of their 

peers have flourished. They will often condemn the Immersion programme 

and by extension the teachers. This situation frequently arises in 

parent/teacher interviews between Regular-stream teachers and the parents 



33 

of children who have been dropped from the programme. The individual 

child will, in most cases, eventually achieve success in the Regular-

stream programme, once freed from language-related difficulties, and with 

the help of the Regular-s t ream teacher. The parent will often attribute 

this success not to the hard work of the teacher or to the lessened stress 
, 

of the child's environment, but to personalities. This places the Regular-

stream teacher in the difficult position of defending the Immersion pro-

gramme and its teachers when they have, in effect, complicated his/her 

life and worsened his/her working conditions. 

Typically, such discrepancies between the working conditions of the 

Immersion and Regular-stream teachers, as well as similar related pheno-

mena, show up clearly in the areas of release time, class composition and 

class sizes as these teacher comments indicate: 

"The Immersion teachers have more time, less students 
and better students academically, behaviorally and 
soc ially. ,,46 

"The English section becomes too small so that classes 
become too large in numbers with many split grades 
having very large ability ranges. There is no possi­
bility of sp litting up discipline problems. ,,47 

"Reduced numbers of bright children in the English 
classes to supply answers, act as models, speed les­
sons.,,48 

Because of the language requirements of the Immersion programme, there can 

be few transfers into the programme. The programmes have an excellent 

rate of retention of students and because of these two factors the class 

numbers remain relatively stable. There is no need to combine two grade 

levels in one class because of economic considerations and thus split 

grades are a rarity in beginning Immersion programmes for the Immersion 

teachers and students. \ However , the opposite iStrue for the Regular-

. \ 
~.!o ".-'" 
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stream programme. Most of the new students to the school will enroll in 

the Immersion programme. The result is Kindergarten classes in the Regu-

lar stream of fewer than 20 children. As these children progress through 

the grades they will be combined with other grade levels of small classes 

to form large classes--split grades. Almost all of the transfers into 

the school community will be assigned to the Regular-stream classes and 

the result is many split grades with large numbers of students. The 

inferior working conditions that result for the Regular-stream teachers 

make them unhappy with their status in the Immersion community. Their 

attitude is summed up by the remarks of one Regular-stream teacher: 

"They feel put down in that they receive less work 
time and larger classes. Animosity can't help but 
exist.,,49 

5. Language-related Communication Issues 

There are many para-scholastic effects or concerns associated with 

the language-related aspects of the programme. Communication problems can 

arise between the Immersion and Regular-stream teachers, especially if 

the Immersion teacher does not always speak English when there are non-

bilingual persons present. Innocent remarks can be misinterpreted, or 

Regular-stream teachers made to feel excluded. There have been formal 

complaints about French being spoken in areas of the school that are 

common to both groups, Anglophones and Francophones. This problem in-

creases as the French-speaking component of the school increases and the 

Regular stream teachers find themselves in a minority. 

The problems are most intense in areas such as evaluation, be it 

formal or informal. The French language has vastly different intonations 

and speech patterns from the English language. To the non-bilingual indi-

vidual, judging of such things as disciplinary techniques and student/ 
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teacher rapport may be difficult if not impossible. A francophone may not 

perceive the same things to be amusing that an "anglo" does. Such differ­

ences in the sense of humour between members of the two groups can and do 

result in the same sort of communication confusion as can exist between 

other members of the Immersion school community and Immersion teachers. 

Administrators who perceive the problem and request that Immersion 

teachers speak English only at staff meetings, social events, etc., are 

denying the language rights of the francophones. Extreme care must be 

taken to avoid fracturing the traditional "staff as a team" function. 

The typical primary school is already divided into Junior Kindergarten, 

primary and junior divisions. The typical Immersion programme now 

"doubles" these divisions. If, in addition, teachers polarize themselves 

into francophones and non-francophones, serious communication difficulties 

could appear. 

c. Administrators 

The evolution of the roles of parents and teachers in the Immersion 

community, as well as the nature of the programme itself, have caused a 

corresponding evolution in the principals and supervisors of the pro­

gramme. 

1. The Language Supervisor in the Immersion School 

The language supervisors have frequently been, with groups of 

parents, instrumental in the creation and implementation of Immersion 

programmes. They continue to be responsible, to a large extent, for 

administering the concrete aspects of the programme, i.e. obtaining and 

distributing funding. Because these supervisors are bilingual, they have 

been forced to assume almost complete responsibility for many of the 

administrative details traditionally handled either in conjunction with 
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or uniquely by school principals {text book ordering, staffing, and eval­

uation}. As a result of the increased responsibility placed on the super­

visors by the demands of the Immersion programme, they often spend a lot 

of time in the schools. Their role has evolved beyond that of consultant 

or evaluator. The supervisors also spend considerable time in schools 

with beginning Immersion programmes, visiting classrooms with groups of 

dignitaries such as trustees or media representatives in order to promote 

public relations that will focus public attention on, and arouse interest 

in, these programmes. This positive publicity is necessary to attract 

students, ensuring the enrolment figures necessary for the continuation 

and expansion of these programmes. 

The supervisor becomes a familiar member of the Immersion community 

and is known by teachers and students in an expanded, unofficial,capacity 

that is unique to the Immersion programmes. This evolution in the tradi­

tional role is not without difficulties. The supervisor, by assuming 

increased responsibility, has infringed on areas traditionally controlled 

by the principal. The principal is therefore in a position of lessened 

"power" and may no longer be seen by the Immersion teachers as the ulti­

mate authority in his own school. This fragmentation of authority in such 

concrete areas as text book and materials ordering has also been felt in 

more abstract areas such as disciplining techniques, policies and even 

teaching methodologies. Teachers may be confused as to who has the ulti­

mate authority in matters of dispute. Concerns may be discussed with one 

or the other of the administrators, but not both, and all manner of 

communication-related difficulties arise which result in distortion of 

information and exaggeration of problems. The resultant tensions and 

conflicts serve to further deteriorate the atmosphere of the already tense 
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Immersion environment. The teachers may feel caught between supervisors 

and principals, not knowing where their first "loyalties" lie. 

The easy accessibility of the supervisor figure facilitates commu-

nication of concerns by Imnersion parents directly to "the top", with 

consequences that have already been discussed in some detail.
SO 

2. Principals 

Many principals of Immersion schools may not be aware beforehand 

I 
of the extent to which the Immersion programme will alter their role, even 

though changes are felt in all areas of responsibility. Whatever the 

situation, it is rare for principals to have been provided with or to have 

acquired adequate training or specialized knowledge of Immersion metho-

dology or requirements: 

"94QI. of the principals stated that: they did not have 
any specialized training for being a principal in a 
school having a French Immersion program. IIS1 

i) Public Relations 

The most immediately obvious area of evolution in the role of the 

Immersion school principal is that of public relations. The active 

community involvement in the Immersion schools engenders many special 

events and activities with accompanying publicity. The political nature 

of the programme makes them a focus for any controversy that arises 

involving discussions of language rights. The spotlight on the principal 

may be shared by the supervisor, but he is often the public eye as offi-

cial representative of the Immersion community. All his actions and 

decisions come under public scrutiny. 

The incredibly active parental involvement in such facets of school 

activity as volunteer programmes, Home and School associations and extra-

curricular activity supervision has meant vastly increased numbers of 
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committees and meetings. The principal must be present at all organiza-

tiona1 type meetings for the various committees formed to present the 

"official" school policies and to act as liaison between parents and staff 

members. The demands thus made on the principal's time are considerable. 

Immersion community parents stipulate that all aspects of the 

school be well organized and educationally justifiable. The onus is on 

the principal to "encourage" his teachers to offer programmes of excep-

tiona1 originality and organization that respond to these increased 

parental expectations. The principal thus transfers parental pressures 

on himself to his teachers and a tense situation ensues: This increased 

pressure can prompt statements such as the following, made by a Regu1ar-

stream teacher who resents: 

"Hassles from the Administration who seem willing to 
sacrifice everything else for the French Immersion 
program.,,52 

ii) The Principal as Mediator 

The feeling of resentment expressed by the teacher quoted above is 

symptomatic of the strain that exists between Regular-stream and Immer­

sion teachers because of disparities in working conditions. 53 The resu1-

tant irritations may cause serious problems if the principal does not 

adequately fulfill the essential role of teacher counsellor and objective 

mediator in cases of dispute. 

This role is obviously of prime importance in an Immersion school 

54 
where Regular-stream teachers express feelings of being "threatened" 

by the programme which they see as "tak[ing] over" the school. Immersion 

teachers also experience feelings of resentment and bafflement on account 

of the demands made on them by the Immersion programme. These emotional 

responses to the work situation in an Immersion community can lead to 
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increased numbers of personality conflicts causing poor staff relations 

which often serve to divide the school. 

The principal must be aware of this ever present potential for 

conflict and be prepared to devote a great deal of time to understanding 

its causes and working to alleviate them. Again there has been no 
. 

specialized training to prepare him/her for this role. 

The principal must also mediate between vociferous, anxious Immer-

sion parents and Immersion teachers. The Immersion teachers are in 

special need of backing and reassurance because of the insecurities 

associated with their job. As yet, this reassurance is not generally 

forthcoming: 

"/ ••• / 57% [of the teachers responding] say something 
has to be done about a lack of psychological support 
from the school administration.,,50 

There are also increased numbers of discipline-related problems caused 

by the students themselves. Some of these are perhaps due t o political 

stre s ses and prejudices expressed by parents and elaborated on by the 

children. The Immersion students sometimes see their Regular-stream peers 

as "retards",57 while t hey are themselves looked on as "browners".58 

Conflicts and competition can result that seriously deteriorate the atmos-

phere of the school, dividing the student body even further. It is a 

potentially explosive situation. 
, , G..! dr· ,y.,;' ( I' 
.Jr ''-1. L l . . 

iii) Organizational Obligations 

From an organizational point of view the duties of the principal 

are vastly increased in a school with an Immersion programme. The Immer-

sion school is in reality two schools under one roof. There is little 

"overlapping" in areas such as curriculum implementation and development, 

teaching methodologies, or textbook and resource ordering. The principal 



must be well informed as to all aspects of two programmes from the point 

of view of programme content, aims and objectives and special needs to 

realize these aims. 
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The principal is also responsible for the concrete organization of 

all aspects of the Immersion community. This responsibility is consider­

able as the Immersion school is rapidly expanding. Usually this expansion 

is at the rate of two classrooms per year. An example of the growth rate 

of a typical Immersion school would be: year one, one kindergarten class 

(one new class); year two, two kindergartens and one grade one (two new 

classes); year three, an additional grade one and one grade two (two new 

classes); year four, an additional grade two and one grade three (two new 

classes). In the space of four years, seven classrooms have been opened. 

Each new classroom must be equipped with: desks, tables, chairs, benches, 

easles, bookcases, file cabinets, textbooks, A.V. equipment, and all 

manner of ncn-reusable supplies, i.e. pencils, erasers, notebooks, etc. 

New classrooms must be found in an already overcrowded school. The 

scheduling of gymnastics periods, music classes, library periods. recesses 

and supervisions becomes increasingly complex. 

The Regular-stream component of the school will also be changing. 

The Immersion programme will have attracted almost but not all the 

children of the community. The school must continue to offer the option 

of instruction in English; therefore, the Regular-stream component of the 

school is shrinking as Immersion expands. For example, the Immersion 

kindergartens in a specific year may both number 25. There may be one 

kindergarten in English of 14 or so children. The following year the 14 

children may be combined with a number of grade two children; the remain­

ing twos with the threes, if numbers warrant, and so forth all through the 
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grades. These "split grades" are necessary for economic reasons and also 

to free classrooms that are needed for the expanding Immersion programme. 

However, the result of the split grades is teacher redundancy, transfers 

and frequent change in assignment for those teachers remaining in an 

Immersion school. These concerns combined with the hiring of Immersion 

teachers make staffing one of the major duties of the Immersion school 

principal.' 

The specialized curriculum of the Immersion programme adds to the 

principal's load. The English-language component of the programme is 

often taught by teachers hired specifically for this purpo~e. The prin-

cipal will help create the programme guidelines, working with language 

teachers and supervisors. He must supervise and ensure the effectiveness 

of the courses. 

The Immersion teachers are released from their teaching duties when 

their charges are in the Englisn-language classes. The principal must 

ensure that this release time is wisely spent, whether it be in teaching 

remedial reading to the Regular-stream classes, in teaching other subjects 

(math. or phys. ed.) or in translating existing units of study for use in 

their home classrooms. 

Further demands are made on the principal's time, due to the fact 

~ 

that many of the Immersion students are bused to the school. This means 

that the school needs a well-organized lunchtime supervision programme to 

accommodate the children! The principal has the ultimate authority for 

this programme. There are often discipline problems associated with the 

lunch periods; the principal may find his noon hour release time is spent 

trouble shooting for the lunch room supervisors and mediating in student 

arguments. The two schools studies with lunch programmes (Earl Kitchener 
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and Pauline Johnson) do not have vice-principals, the administrators who 

usually share the task of disciplining. 

iv) Evaluations 

This is the area of principal responsibility that has caused per-

haps the greatest controversy. Because of a lack of linguistic profi-
. 

ciency the principals have agreed in consultation with supervisors to 

evaluate only those areas which they feel should be independent of 

language concerns and easily judged in an objective manner by an observer. 

Some of these areas are: pupil/teacher rapport, the teacher's manner, 

pupil enjoyment of lessons, classroom organization, routines, etc. The 

Immersion teachers feel that because of differences in intonation patterns, 

gestures and even sense of humour between the French and English languages, 

even these areas are impossible to assess without a working knowledge of 

French. 

It may be difficult, if not impossible, for the principal to judge 

correctly the effectiveness of pedagogical techniques and strategies, 

course content, activity centres, even the actions, movements and words 

of the pupils. The paucity of information on what actually constitutes 

good Immersion teaching contributes to the problem. A major result is 

resentment felt by the Immersion teacher judged in such an inappropriate 

fashion. 

The authority of the principal risks being undermined, especially 

since the "anglophone-ness" of the teachers' administrative superior is 

thus underlined in a negat i ve way. Teachers tend to feel that their 

personal authority is arbitrarily reduced: their influence and "control" 

appear to stop at the door to their classroom. 

The supervisor who tries to evaluate formally such areas as quality 



of curriculum development techniques and methodologies is also hampered 

by his/her lack of formal training in Immersion pedagogy. The Immersion 

teachers resent this evaluation by individuals who do not possess their 

specialized knowledge and/or experience in Immersion classrooms. In 

addition, Immersion teachers often feel that principals and supervisors 

are not really aware of the aims and objectives of the Immersion pro-

gramme, even if they exist only implicitly where written statements of 

goals do not exist. One respondant stated baldly: "Principals often do 

59 not have a good understanding of the program." 

This lack of knowledge on the part of supervisors and principals 

means that the teachers are deprived of access to counsellors to advise 

them in curriculum development and implementation. With non-existent or 
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vaguely-formalized aims and objectives and little material about Immersion 

methodology and pedagogy available, the teachers and principals are often 

left with the type of situation that Burns and Olson describe: 

"there are tremendous variations in French language 
immersion programs not only from board to board but 
from school to school and class to class. As one 
would expect, success tends to be defined in the 
context of programs described by individual princi­
pals and teachers. In the final analysis, French 
language immersion programs turn out to be just what 
individual principals and teachers choose them to 
be and success means just what they 'choose it to 
mean, neither more nor less' .,,60 

Due to the lack of guidelines for what constitutes "success" in an Immer-

sian programme, it is up to the principal to define with teachers what 

students are to be admitted to the programme or eliminated from it. 

Principals and teachers are forced to take too much responsibility in 

too many areas. The decisions they make risk having very negative 

repercussions in the parental community or with Regular-stream teachers. 

The latter see children whom they consider average or below average in 
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ability stream into their classes, thus increasing their workload for no 

apparently justifiable reason. The relationships within the Immersion 

community end up strained and it is the principal who must accept the 

ultimate accountability for all decisions. 

D. Students 

1. Effects of the Immersion Programme on Regular-Stream Students 

The advantages to be gained through bilingualism in the area of 

access to employment are so evident that it is difficult to believe that, 

given the choice, parents would fail to enrol their children in an Immer-

sion programme. However, a fair number of parents not only do not choose 

Immersion, but are openly opposed to the programme. The reasons for their 

opposition may be based on what they see as yet another attempt to force 

bilingualism on themselves and their children. Their objections may be 

primarily political in nature but these parents may also have grave doubts 

about the effectiveness of the programme itself, especially if they have 

acquaintances whose children had not achieved success in the Immersion 

programme bue are functioning normally in the Regular-stream programme. 

They would end to see this as a failure of the Immersion programme. 

While Immersion parents are almost unanimous in their support of 

the programme, they do voice concerns about aspects such as staffing and 

J 
curriculum development. The non-Immersion parents are aware of the 

problems in these areas and this may contribute to the decision not to 

risk enrolling their children in a programme they still see as experi-

mental in nature. These parents may also have grave concerns related to 

the social and economic aspects of the programme. The children in these 

Immersion programmes are almost uniquely from the middle class" They are 
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privileged socially, economically and often intellectually in comparison 

with many of the children who are in the Regular-stream classes. The 

parents of these R~gular-stream children may have been acutely aware of 

these differences and have decided not to subject their children to the 

intense competition and peer pressure that exist in the Immersion class-

room knowing their children cannot adequately compete. Immersion 

students now have the additional advantage of French-language superiority. 

Thus the issue, raised by Burns and Olson, that the gains made by these 

already "gifted" children may be at the expense of others: 

" .•• if obtaining 'extra' opportunities for French 
Immersion children means that someone else's child 
is denied various opportunities, is given poorer 
access to jobs, and is perhaps bound to become less 
tolerant of fellow Canadians with whom he/she may 
be unable to communicate, is not the gain made by 
aiding one group offset by the loss accrued by the 
other?,,61 

To Burns and Olson, the fact that the vehicle for the creation of this 

further disparity is the publicly-funqed education itself, is a real 

concern. They are certainly not alone in having this attitude. For a 
';> 

non-Immersion parent, this publicly-subsidized "enrichment" of children 

who are already privileged may serve as fuel to the fires of anti-French 

prejudices that already exist in any cross-section of society, including 

a typical Irrmersion community. 

2. How the Regular-Stream Students Feel 

Seeing their children in classes with greater numbers and more 

split grades, in a school where the English component decreases year to 

year, the non-Immersion parents must experience feelings of frustration 

and resentment. Taese feelings will be transmitted to their children and 

can produce the type of divided school where the Immersion students are 
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given various derogatory labels. Comments about the positive nature of 

the influence of Immersion students on their Regular-stream peers simply 

do not apply. Without an Immersion programme in the school, many of these 

children would be integrated normally into the Regular-stream classrooms. 

The Regular-stream student does not benefit from the type of environment 

described by this Regular-stream teacher, referring to an Immersion class: 

"The students are inspired by their capable, aca­
demically oriented peer group. The parents are 
supportive for learning.,,62 

The net result for the Regular-stream student of having an Immersion 

programme in the school would seem to be mixed. On the positive side, 

schools stay open in their neighbourhood allowing them to avoid busing; 

the presence of more numerous volunteers benefits all the children; they 

learn from experience that French is a real, living language and meet a 

certain number of real francophones. Negative aspects include: over-

crowded conditions, a scarcity of material resources, a relative lack of 

bright classmates, a tension anxiety spill-over from the Immersion pro-

gramme, decreased opportunities for interaction with children of their 

grade level. 

A major concern of the parents of non-Immersion students must be 

the fear that their child will develop the attitude of being a second-

class citizen, first of his/her school, then of society. This is espe-

cially probable if the focus of the school is allowed to change, i.e. 

the school becomes "The Immersion School" instead of just the scbool with 

an Immersion programme. The following quotation indicates that this type 

of situation exists with its attendant feelings of insecurity and 

inferiority: 



"Regular-stream students are inhibited by their lack 
of fluency. They feel left out, at a disadvantage. 
They perceive themselves as different.,,63 

3. An Elite Status? 
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The feelings of superiority experienced by many Immersion students, 

created by enrolment in a "special" programme, must be a major concern for 

all parents and teachers. For the non-Immersion members of the community, 

the effects of this attitude would include feelings of inferiority and/or 

anger. The problem is as serious for the Immersion members of the commu-

nity. This is a perception of reality that cannot help but cause diffi-

culties in adjustment in later life. The effects on work habits and 

attitudes toward work could be very detrimental as this quotation indi-

cates: 

"The students are aware of their own special status 
i.e. intellectual and language abilities. They feel 
they do not have to work as hard as the other stu­
dents.,,64 

4. Classroom Atmosphere 

The pressure put on Immersion children by their parents is certainly 

both a negative and positive factor. One destructive result is the 

strongly competitive nature of the Immersion classroom. The children 

strive to be first to please their parents and to maintain their place in 

the classroom pecking order. This latter is based mainly on academic 

success and mirrors parental aspirations. Because of the organization of 

the beginning programme (one to two classes only at each grade level), one 

school only within commuting distance), these children stay together 

throughout their elementary school career. The results are often disas-

trous for the child who is experiencing difficulties. These children may 

be "categorized" in the early years by other students and often prejudged 
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by teachers; it is very difficult to break out of the mold. Well-

established cliques form and personality conflicts are often so intense 

that parents become involved and may attempt to involve teachers and 

principals. Consequently, it is very difficult for any child transferring 

in to break into the microcosm of the Immersion classroom. The children 

are thus not developing the socialization skills that are acquired through 

exposure to many different personalities and situations. They may become 

chauvinistic or insecure in their dealings with strangers in a classroom 

environment. The problems will become most apparent when these children 

reach high school or university. 

5. Curriculum-related Issues 

The lack of socialization skills is due, to some extent, to the 

demands of the immersion curriculum. It is of necessity highly structured 

and the more creative or play-oriented activities tend to be sacrificed 

because of lack of time. These quotations from recent studies further 

document the need for play and creativity in the classroom environment: 

"According to Piaget, there must be much repetition 
for assimilation and accommodation to take place. 
Repetition in plaS provides essential steps toward 
concept format.,,6 

"When people play, they seem to be most creative, 
whole, and free to express themselves. These feel­
ings produce a temporary transcendence of time, 
place, problems and anxieties, and a total absorp­
tion with the matter at hand that is conducive to 
states of integration. Like play, creative action 
has a centered awareness of being in control--the 
satisfaction of matching a repertoire of skills to 
an array of opportunities for action. Culminating 
in an exhilirating sense of power or a soothing 
feeling of being part of some larger scheme, play 
and creative activity hold greatest potential for 66 
bringing people into the realms of actualization." 
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The lack of group work interaction and its probable effects on socializa-

tion skills has already been mentioned in the chapter dealing with 

teachers' concerns. Certain other aspects of the curriculum and the 

effects they have on the students merit attention. The Immersion student 

does not have access to the type of individualized programme that exists 

in the Regular-stream classroom. The Immersion teacher is hard pressed 

to translate the basic units of study and often simply does not have time 

to create enrichment or remedial activities to be used in conjunction with 

these units. As the teacher has focused the difficulty of his/her activ-

ities on the supposed abilities of the majority of his/her students, the 

less or more advanced child is frequently short-changed as the following 

comments indicate: 

"For children who experience considerable difficul­
ties in school, I think the burden of a second lan­
guage is a disadvantage.,,67 

"The really gifged children do not seem to be chal­
lenged enough." 8 

The typical Immersion classroom in a school with a beginning Immersion 

programme must appear relatively sterile to a child because of the paucity 

of such essentials as puzzles, games, filmstrips, records, and library 

books when compared to a Regular-stream classroom. The serious lack of 

resources available in French in the beginning Immersion programme causes 

grave difficulties when the children work on research-related projects. 

They also are forced to "translate" material that exists in English. This 

leads them to rely on known vocabulary and structures, thus retarding one 

of the main aims of the programme: vocabulary expansion. 

The Hamilton Immersion student is also disadvantaged at this time 

from the point of vi~w of an organized remedial reading programme such as 
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the Regular-stream children have. These programmes rely on parent volun-

teers. The lack of bilingual volunteers frequently means that the only 

exposure the child has to "francophone" reading patterns and intonation is 

that which happens in the Immersion classroom itself. For a child exper-

iencing difficulties, this is not sufficient and, as has been mentioned, 

the parents can rarely help their children at home. 

There are serious concerns related to the English-language compo-

nent of the Immersion curriculum. How can the written and oral skills 

that are gradually and systematically developed in all subjects of the 

Regular stream curriculum be successfully mastered by . children in an 

Immersion programme that devotes such a small percentage of its time to 

this area? The teachers of these classes, with little teaching time 

allotted, must select areas of concentration and decide which must be 

emphasized and which can be eliminated. There is often little consulta-

tion between these teacher"s and Immersion teachers and, as a result, 
7 

certain skills are over-emphasized or passed over. Parents have been 

vocal in their criticism of teachers of the English-language component, 

often unaware that they, like the Immersion teachers themselves, have 

little available in the way of resources or counselling. 

'r 
Research seems to pove that the English-language skills of children 

enrolled in the Immersion programmes do not suffer. However, it must not 

be forgotten that these are basically enrichment children. What would 

they have accomplished, enrolled in a Regular-stream or enrichment pro-

gramme in English? Do these children ever achieve the level of background 

knowledge, or fluency of expression, oral or written, in English, of their 

Regular-stream peers? Their performance in university will perhaps 

indicate the answer. For the present generation of Immersion students, 
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teachers and parents must ask themselves if the investment in a bilingual 

education is at the expense of the achieving of some of the basic aims of 

the traditional system, i.e. the ability to function fluently and pro­

ficiently in all aspects of the English language. Some of the "life" 

skills acquired in the less "cloistered" environment of the Regular-stream 

classroom (socialization skills, for example) are also of fundamental 

7 
importance to the successful social talents of the adult. 

One cannot help but wonder what effect the lessened exposure to 

these skills that is the result of the Immersion experience will have on 

the future gr~duates of these programmes. 
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CHAPTER III 

PRACTICAL RECOMMENDATIONS 

Problems in various areas hav~ been identified in the previous 

chapters. In each case, the seriousness of the effects caused by the 

problems existing in areas such as differences in working conditions, 

public relations and curiculum development is aggravated by poor commu-

nication among different groups (parents, teachers, administrators, 

students). In this chapter, major problems in each area will be restated 

briefly, recommendations to solve them will be given, with suggestions 

for enhancing the efficiency and success of communication among all 

groups concerned by involving them in setting up and maintaining new, 

improved systems for the operation of Immersion programmes. 

A. Programme Organization 

1. Goals and Objectives 

The lack of clear, well-defined goals and objectives for the 

Immersion programme has produced confusion on many levels. Administrators, 

with input from principals, teachers, parents and even students, should 

draw up clear-cut, concise, realizable and practical guidelines, goals, 

pedagogic tools and methods. In the case of teachers, this needs to be a 

systematic process covering the entire programme. As one teacher put the 

matter: 

"Develop a comprehensive program for K-10 in advance 
instead of stumbling from year to year. 1 
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Each grade level should have established guidelines for such things 

as grammar expectations, routines to be established and skills to be re­

inforced (i.e. group work, reading groups, etc.). This concept is summed 

up in the words of this Immersion teacher: "There must be closer moni-

2 
toring of expectations (Le. grammar) at all levels." 

The teachers will be more secure with guidelines to work within. 

The evidence of concise, organized, "professional" work produced by 

teachers and administrators would go far in restoring parent confidence 

in them. Parental anxieties about programme outcomes will be allayed. 

Constructive, informed communication among all groups of the Immersion 

community would be one result of the distribution of this material. 

2. Teacher/Principal Qualifications 

Teachers, supervisors and principals--both Regular-stream and 

Immersion--have a responsibility to increase the knowledge that will 

maintain and improve their effectiveness as educators. They must strive 

to continue their own education and continually upgrade their qualifica­

tions. This is especially true of Immersion teachers and supervisors 

and the principals of schools with Immersion programmes. The Immersion 

programmes are continually evolving and information about improvements in 

areas such as teaching techniques and methodologies and the recent find­

ings of research into student achievement merit close attention. 

Many of the Immersion teachers, supervisors and principals do not 

have specific training in Immersion methodology and pedagogy. Their in­

experience causes inefficiency and many difficulties within the school. 

Parents often distrust and express dissatisfaction with this lack of 

expertise. 
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a) Retraining 

i) Courses in Methodology 

There are, as yet, few options available for the Immersion teacher, 

supervisor or principal who wishes to retrain or requalify. The Ministry 

of Education does not offer courses uniquely in Immersion methodology. 

French as a Second Language, Part One is offered completely in French in 

Ottawa with a certain amount of emphasis on the teaching of Immersion. In 

Ontario it is only in French as a Second Language, Part Two that Immersion 

is studied. Both of these courses are offered during the summer months 

and require five full unviersity French courses for admission. These 

course requirements would effectively eliminate many of the principals 

from the programmes. Many Immersion teachers, or potential teachers, 

follow the Qualifications Additionnelles courses offered during the summer 

in Ottawa and Sudbury. These courses are designed to prepare teachers for 

the francophone school system and are considered as excellent training 

for second language teach i ng. 

Individual boards of education will sometimes offer in-service 

sessions during the summer months in Immersion methodology. Experts in 

the field will discuss curriculum development and methodology. The 

teachers are often paid to attend these sessions. High school and oral 

French teachers who have been assigned to the Immersion programme may wish 

to follow Ministry courses in primary methodology to acquaint themselves 

with the organizational and philosophical aspects of elementary education. 

ii ) Courses in Language 

There are a variety of courses available for acquiring proficiency 

in a second language. These are offered by boards of education, univer­

sities, private organizations and individuals. They are available for all 
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levels of French proficiency at all times of the year. "Immersion" type 

courses are offered in the summer at various locations across the country. 

For example, Trois-Pistoles, Quebec, associated with the University of 

Western Ontario, offers credit and non-credit courses and has been in 

existence for over 50 years. Bursaries are available from the Secretary 

of State to teachers, or potential teachers, of French. These bursaries 

cover the cost of tuition and room and board. One of these schools-­

LaPocatiere--specializes specifically in improving the French language 

skills of teachers. With all these options for language education there 

is little excuse for monolingual principals or teachers with less than 

bilingual quality knowledge of French. 

iii) Conferences and Workshops 

Teachers should be encouraged by their supervisors and principals 

to attend as many conferences as possible that are concerned with the 

teaching of Immersiori. It is at conferences that many of the concerns 

particular to the Immersion programme are discussed by experts in the 

field. In addition, the exchange of ideas and information with other 

teachers occurs in a non-stressful, unstructured setting where the 

emphasis is not on competition, but on the enrichment of all present. 

Many excellent workshops are offered in such areas as curriculum devel­

opment, remedial programming and enrichment activity planning. Publishers' 

displays incude: books, filmstrips, units of study, records and a 

quantity of supplementary activities such as games and puzzles. Annual 

conferences are organized by the Canadian Association of Immersion 

Teachers. The Ontario Modern Language Association now offers several 

workshops of interest to Immersion teachers and administrators at their 

annual conference. The Canadian Parents for French holds an annual 
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conference which is conducted in English but would be of great interest 

to Immersion staff as issues that concern the parents are discussed. The 

Ontario Council for Leadership in Education Association has begun to offer 

conferences which deal with the role of the principal in the Immersion 

school. 

Immersion teachers would also be advised to attend workshops 

offered by the subject consultants of their board of education. The 

materials distributed would not be in French but there are often excellent 

activities suggested which could be adapted with little extra effort in 

subject areas such as Mathematics and Art. 

Teachers of Immersion should insist that time available on Profes­

sional Activity days and during meetings that can be devoted to Immersion 

teaching concerns be well organized and informative. Speakers can be 

brought in from boards of education where Immersion has existed for a 

number of years. Representatives from publishing companies will gladly 

offer workshops to explain the philosophy and methodology of the materials 

they have developed for second language acquisition. Visits can be 

arranged to other schools to see the organization of their Immersion 

programmes and to gain exposure to a variety of teaching techniques. 

iv) Reading Materials 

Both the Canadian Association of Immersion Teachers and the Cana­

dian Parents for French publish newsletters. The Ontario Modern Language 

Association and the Canadian Modern Language Review are publishing 

increased numbers of articles about Immersion. Contact, a review pub­

lished by Simon Fraser University and edited by Andre Obadia, contains 

many articles which discuss issues in second language teacher training. 

The Ontario Insticute for Studies in Education has produced an excellent 



bibliography, "The Second Language Project", which lists all articles, 

studies and tests that have been published by O.I.S.E. concerning Immer-

sion. The updated version will soon be available. 

v) An Immersion Association 

It would be beneficial for the teachers of Immersion to form an 
? 

Immersion Association, separate from the influence of principals and 
? 

supervisors, where concerns could be discussed and a unified position 

taken for the formulation of requests. It is a Regular-stream teacher 

who has best expressed this particu~ar need: "Work together to present 

an organized position to officials for needed assistance.,,3 

Immersion teachers working together and confident that their 

expertise was being increased and appreciated would undoubtedly communi-

cate a more positive image to parents and help restore confidence in the 

programme. 

The principals and supervisors have a responsibility to upgrade 
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their knowledge of Immersion programmes through attendance at conferences, 

seminars, workshops or by selected-readings. There is a wealth of infor­

mation available on certain aspects of Immersion programmes.
4 

A good 

working knowledge of French being essential, principals lacking this 

should be required to take advantage of some of the many practical French 

cours~s available. 

3. Enrolment and Staffing Shifts 

The Immersion programme seriously disturbs the size and distribu-

tion of enrolment in the school and the system as a whole, with resulting 

fears of job loss by Regular-stream teachers. The issues of declining 

enrolment and teacher redundancy are extremely potent. Steps must be 

taken to show that the situation is not as bad as it is seen. 



Some Immersion teacher comments present the facts on the question 

of the Immersion programme contributing to declining enrolment: 

"This does not contribute to declining enrolment. 
The children are all from the same school board.,,5 

"The program attracts children from other school 
boards. Parents have moved to provide them with 
the opportunity to be in the I!Jlffiersion program.,,6 

The Regular-stream teachers working in Immersion schools should also 

organize themselves into some sort of an Association to discuss the 

concerns arising in their special situation. There are numerous advan-

tages to be gained by the individual Regular-stream teacher teaching in 

a school with an Immersion programme: increased cultural awareness, the 

motivation to learn a second language and the help provided by concerned 

parents who are involved in such organizations as the reading volunteers 

and the grade parents. The Regular-stream teachers are aware of the 

advantages to be gained from the presence of an Immersion programme in 

the school. However, they are also aware of, and concerned with, the 

disparities that exist between their working conditions and those of the 
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Immersion teachers. If they worked together in an Association, they would 

have the possibility of presenting detailed, organized analyses of their 

situation and their special needs. 

As the' Immersion programme expands, large numbers of Regular-stream 

teachers become involved in schools with Immersion programmes. With 

increased numbers should come increased potential for finding solutions 

if the teachers approach the situation in a positive manner. This 

approach is typified by one Regular-stream teacher who saw the lesser 

numbers of students in Immersion classes not as cause for complaint, but 

as "an argument for smaller class sizes",7 for all students. It is a 
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mistake to insist that the Immersion teachers and Regular-stream teachers 

de-emphasize the cutural differences that exist. Honest communication 

between the two groups can only occur when those differences are rec9g-

nized and used. All manner of activities that involve the members of the 

Irr[nersion community can be organized to "celebrate" both English and 

French customs and traditions. These events would promote positive public 

relations among staff, students and parents. 

B. Curriculum 

There are numerous problems associated with the specialized curri-

culum of the Immersion programme. The situation that exists for the 

Immersion teacher is one of overwork (because of the responsibility for 

curriculum development) and frustration (due to the amount of effort that 

is wasted when the lack of a complete curriculum or effective communica-

tion between teachers means that such things as units of study are often 

needlessly duplicated by teachers of the same grade level). The Immersion 

classroom lacks the resources available to the Regular-stream students 

and teachers. There is little individualization of programmes and the 

basic curriculum is aimed at the average to above average child with 
? 

little provision for the academically gifted or weak student. The Regular-

stream teachers must absorb the "rejects" of the Immersion system with no 

outside help for analysing the needs of these children and creating 

remedial programmes to help fill their needs. They are faced with classes 

of lesser ability for whom the traditional curricula may be too challeng-

ing. The English language teachers for the Immersion classes have also 

had the responsibility for programme creation with little assistance or 

resources made available to them. 



64 

Some practical suggestions for improving the situation that results 

from the curriculum of the Immersion programme are the following: 

1. Clarification and Development 

The need for a comprehensive curriculum with clearly-stated goals 

and objectives has been mentioned earlier. The Hamilton Board should 

emulate the example of boards of education who have released teachers 

from their teaching assignments to work on curriculem. The Hamilton 

Board has initiated the practice of setting up writing teams during summer 

months, but these teams are restricted to individuals who happen to be 

available. Some of them are not familiar with the aspects of curriculum 

that are to be dealt with. Qualified teacher.s should be released from 
? 

their teaching duties by supply teachers. These teachers should meet by 

grade level to formulate expectations and decide which skills are to be 

emphasized. It would be particularly beneficial for these teachers to 

meet with the teachers of the preceding and following grades to ascertain 

that continuity in expectations is maintained. The English-language 

teachers of Immersion classes also need access to this sort of planning 

opportunity. Enlgish-language curricula have been developed (notably by 

Pat Falter of the Board of Education of Sudbury) but, as with the Immer-

sion curicula from other boards, considerable effort and time must be 

expended to adapt them to the requirements of the Hamilton Board. 

One of the newest "trends" that will affect both the methodology 

and the curriculurr. of the Immersion programme is the rapid expansion these 

programmes are undergoing. This means that they will no longer be the 

domains of the "upper" strata of society. As they are proven successful, 

more "average" parents (those who are non-professional, non-academic, 

i.e. "blue collar", having educational and earning levels closer to the 
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national average) will be willing to risk the programme. The Immersion 

teachers will have to adjust their programmes to permit success by child-
1 7J,.v.J.{~. ,\ 

ren with an even wider range of academic abilities. This will mean that 

such options as remedial programmes and programmes for children with 

learning disabilities will become necessities. I doubt that many Immer-

sion teachers are presently capable of creating these programmes. 

2. Consultant 

Immersion teachers are almost unanimous in expressing the need for 

an Immersion consultant. 8 The primary function of this consultant would 

be to coordinate and organize all the materials created by the teachers in 

order to determine what additional materials are needed to fulfill curri-

culum requirements. These materials should be organized by subject or 

theme and made available to teachers from a centralized source. 

Many of the units of study could be copied and distributed to 

libraries in schools with Immersion programmes. Individual copies of all 

existing units could be available on request. The consultant would also 

be responsible for previewing all materials: filmstrips, movies, books 

and slides that appear relevant to the programme and for informing 

teache~s as to their suitability. A comprehensive bibliography of all the 

resource materials that are actually available in the schools should be 

compiled again by subject area and themes. This would permit sharing of 

resources among the schools. V 

The consultant could keep the teachers up to date concerning recent 

developments in Immersion methodology and research findings by means of 

newsletters and reports at Immersion Association or supervisor-organized 

meetings. This information would be invaluable to the teachers and 

supervisors in their dealings with parents. The consultant would become 
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the principal resource person available for counselling on all aspects of 

the programme. 

3. Francophone "Human" Resources 

A resource list should be compiled of all the "human" resources 

available to the Immersion programme. These persons would be French-

speaking and available to help as reading volunteers, grade parents, trip 

supervisors. There is also a need to list all the cultural events and 

activities that are available to the francophone community (concerts, 

movies, theatre, etc.) that might be suitable for the Immersion students, 

parents and teachers. The teachers could inform the parents of upcoming 

events in their newsletters. 

It would be ideal to have French-speaking resource teachers, e.g. 

Music or Physical Education, available in the Immersion schools. This 

would insure that the Immersion students would not "lose" the vocabulary 

of these subjects as would happen if they are taught in English. Failing 

this, the boards must insure that the teachers of these subjects taught in 

Immersion schools are receptive to the programme and willing to try to 

integrate as much French as possible into their lessons. Immersion 

teachers could help by teaching the vocabulary needed for the lessons to 

the students and teachers and supplying common structures and terms that 
I . I 

would make the classes seem less anglophone. 

4. Biculturalism 

The impression that French is the language of instruction and not 

the "real" language of the school could be reduced by having separate 

French announcements, separate auditoriums on certain occasions, and more 

frequent trips outside the school to attend French concerts, plays or art 

expositions. 
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More emphasis must be placed on exposing the students to French and 

French-Canadian cultural traditions. At present, the programmes serve to 
)) " 

develop bilingualism but not biculturalism. The goal of Canadian unity 

through bilingualism and biculturalism is not being achieved with the 

present curriculum. 

s. Remedial Resources 

The Regular-stream teachers must have help for dealing with the 

students transferred from the Immersion programme. Their needs must be 

assessed through testing. Trained personnel must be made available for 

the remedial programmes that these children will need to follow in order 

to bring their English language skills to the level of their peers. 

Provision must be made for exploring the para-scholastic effects of 

"failure" in the Imm~rsion programme, i.e. effects on self-image and 

maturity. It is probable that these "failure" children will need coun-

selling in order to adjust to the Regular-stream programme. 

c. School Policy 

1. Class Codes 

Class work is often the source of poor relations between the pro-

gramme and parents. Students do not always understand everything the 

teacher says; they may be tempted to exaggerate and distort facts when 

reporting to their parents; parents frequently have no way of judging 

their child's progress directly because of the language barrier. 

These problems could be greatly reduced by the development of a set 

of "guidelines" that teachers would produce working with students and 

parents. These would concern expectations and standards in such areas 

as: work completion, neatness for workbooks or special projects, 
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acceptable codes of behaviour, discipline procedures to be followed in 

their classrooms. 

Teachers could also improve communication by means of: newsletters, 

regularly-scheduled parent/teacher meetings, interviews with individual 

parents or simply occasional telephone calls that could be made even to 

parents of children who are experiencing .~P difficuties. The teachers 

must try to dispel parental anxieties. The likely effect this frequent 

communication would have is expressed by this teacher comment: 

"Parents I minds are eased when exposed to evidence 
that all is running as it should. Their anxiety is 
lessened.,,9 

The teacher must stress the need for immediate direct communica-

tion in any case of dispute and then must insure that he/she returns 

promptly all calls, replies to all letters, etc. Once the parent is aware 

that the teacher is sincere in his/her desire to resolve problems, confi-

dence will be restored. 

2. Accountability 

Principals and supervisors are in a position of shared responsib-

ility. As a result, teachers and parents are uncertain of who has the 

ultimate authority or if, indeed, there is an ultimate authority being 

exercised. 

While ultimate accountability and responsibility must remain with 

the principal, many of the antagonisms felt by teachers could be overcome 

if communications related to progress concerns were brought up directly 

with the teacher involved. If a parent/principal discussion occurs in an 

unofficial context, the content of the "conversation" should be reported 

by the principal to the teacher involved. The teacher may then approach 

the parent or parents involved to discuss the matter with them. Such an 



approach would demonstrate that the teacher and principal are engaged in 

a joint effort to provide direct and open communication. 

3. Parental Input 

Concern and frustration felt by parents about many aspects of the 

Immersion programme could be relieved by involving them directly in the 

process of setting school policy. Additional practical suggestions for 

improving communication among parents, teachers and principals in these 

areas include the following: 
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a) All parent committees concerned with different aspects of 

the school community should have a teacher representative. These com­

mittees would include: Home and School Associations, Volunteer Associa­

tions, Lunch Programme Associations and official and unofficial curriculum 

committees. Guidelines should be created for all the committees concern­

ing procedure. Strictly professional conduct must be the rule. A parenti 

teacher liaison representative should be appointed to report the findings 

of all committees to members of the Immersion community by means of 

reports in the school newspaper. 

b) A parent representative should be present at all staff 

meetings where issues are being discussed that will affect the child or 

parent in the school community, i.e. school aims and objectives, discipline 

policy, trip policies, special events and activities and timetabling. 

These suggestions, if put into practice, should significantly 

reassure both parents and teachers that due consideration is being given 

to their concerns. They should also decrease the workload of the 

principal as his reponsibility for participation in all committees would 

be shared with teachers. 
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4. School Unity 

Immersion and Regular-stream students have a strong potential for 

conflict due to the nature of the Immersion programme itself, which causes 

feelings of competition, superiority, inadequacy and differentness. These 

feelings may be deepened through the influence of the attitudes of their 
j 

parents and teachers,' themselves victims of cultural or language differ-

ences, disparity in working conditions and so on. 

Great care should be taken by teachers and administrators to pro-

mote positive relations and communication between Regular-stream and 

Immersion students. Regular-stream students must be encouraged to develop 

a positive self-image, realizing that bilingualism is an advantage of the 

Immersion classes, but also an option that could be available to them in 

later years by means of French offered in schools, summer courses, night 

school, etc. Immersion students must be made aware that there are 

~-- . increasing numbers of children enrolled in Immersion programmes. The last 

report of the Commissioner of Official Languages, 

"counted 86325 students taking French by immersion 
in 1982-83. The increase was 25 per cent in British 
Columbia, 23 per cent in New Brunswick, 38 per cent 
in Manitoba--despite falling enrolments.,,10 

These numbers indicate that their position as Immersion students is not 

really exceptional and no excuse for lowered standards for work achieve-

mente 

Students will have to work even harder as competition increases. 

Teachers should take advantage of the opportunities for enrichment that 

exist in the Immersion school to promote interest in French learning by 

means of French clubs specifically for the Regular-stream students and 

special interest clubs for both Regular-stream and Immersion classes. In 



these clubs, an Immersion teacher should speak English to the Regular­

stream students and French to the Immersion students. These clubs would 

be non-competitive in nature and allow Regular-stream students to see 

French "in action". 

Parents of Regular-stream and Immersion students could be invited 

to participate in the clubs. The sights and sounds of children inter­

acting harmoniously in French and English should foster positive reac­

tions. 

To further promote school unity, Immersion and Regular-stream 

students should work together on projects or units of study. The 

sacrifice in French-language acquisition on the part of the Immersion 

students would be offset by the gains to be made in socialization skills 

by the two groups and the opportunity for Regular-stream and Immersion 

teachers to share the preparation of the units of study or projects. 
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The attitude of Regular-stream and Immersion teachers towards both 

groups of students is of great importance. They must be identical in 

their treatment of the two types of children. Children often learn as 

much from the expressed and sensed attitudes and atmospheres in a school 

as they do from formal lessons. 

If the children think they understand the Regular-stream teachers 

to be unhappy with the presence of an Immersion programme in the school, 

they will quickly learn to adopt this attitude themselves. Or if the 

students of schools with Immersion programmes sense a negative attitude 

towards the increased parental presence and involvement in the community, 

they may draw conclusions about the relationships between parents and 

teachers. This could lead to situations of conflict and confusion when 

their loyalties are divided between the two groups. 
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The advantages to be gained from the presence of an Immersion 

programme in a school would ideally be as obvious to parents (both Regular-

stream and Immersion) and Regular-stream students as theyaretQ these 

Regular-stream teachers who replied with reference to their own exposure 

to the Immersion programme: 

"It has prompted me to pursue French as a second 
language." 11 

"Awareness that it is easy for children to become 
biling~l and to ex~ress themselves effortlessly in 
another! language."l 

"Cultural enhancement and appreciation plus the 
initiative to 'pick-up' some French language con­
versati.!on.,,13 
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CHAPTER IV 

CONCLUSION 

It is to be hoped that one of ~he major goals of Immersion pro­

grammes would be to promote exchanges and communication between the two 

main communities in Canada, thus promoting mutual understanding and 

ultimately Canadian unity. However, since the emphasis of the programmes 

has been almost purely academic, with little attention given to the 

cultural or social aspects of the culture vehiculed by the target 

language, this goal has only been pursued indirectly. Furthermore, the 

very real problems of the social, cultural, economic and. political impact 

of the programme and its participants and graduates on the local and 

national communities have been little discussed. 

The real motivation of most of the parents for enrolling their 

children in these programmes is economic. To them, the second language 

is another tool that better equips their children to compete in a tight 

job market. It is ironic that a programme that ideally should promote 

unity, serves in fact to widen the gap between the two cultures and also 

between social strata in both cultures. The majority of Immersion 

students enjoyed social and cultural advantages to begin with, whereas 

one result of the programme is to increase their "elite" status as they 

prepare themselves for further economic advantages through bilingualism. 

They are in a privileged position not only in relation to unilin­

gual anglophone children but also to francophones. Bilingualism was one 
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of the main advantages to francophones functioning in a society dominated 

by anglophones in the upper economic echelons. As this advantage is fast 

disappearing, there is increasing resentment of Immersion programmes on 

the part of francophones. 

The pressure can only increase as programmes expand, and especially 

as graduates enter the workforce with the advantage of fluent French. 

Public perception of the programme is highly charged and often 

strongly negative, due to the politically potent nature of the programme: 

"Old Ontario bellows out of the past through the 
throats of those parents from Perth County, from 
Glengarry, Prescott and Russell, who have shouted 
down French immersion classes in their midst. •• ,,1 

The intensity of 2nti-Immersion reaction on the part of certain anglo-

phones could be one measure of the extent to which anglophones generally 

feel their "cultural" identity as Canadians being threatened. 

They see these programmes as representing and consolidating the 

influx of other ethnic groups, and also as symbolizing the proximity of 

the second-largest linguistic community with the constant menace it 

presents to Canadian unity. 

"Anglophones have the right to stand up and be 
counted, " dairy farmer Elroy Bartman told The Globe 
and Mail's Geoffry York. Mr. Bartman helped organ­
ize an anti-immersion petition in Wallace Township 
that garnered 744 names. He will allow French as 
long as it is "treated as a subject". But he doesn't 
want French imr.lersion. "We feel that there should 
be equal education for everyone.,,2 

The onus is on teachers and administrators to become more actively 

involved in ensuring that programmes ar.e for all students and that the 

positive aspects of Immersion are well publicized. They must convince 

the people of the community that the children are the same; only the fact 

that they speak French is different; and this skill is available to all 
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the children of the area. They should open the schools more to further 

integrate the community, that is, not just the Immersion parents, for 

they are sometimes not the major source of antagonism, but also older 

persons who do not know what the programme is, who feel it must be a 

breeding ground for separatists and worse. In order to fight prejudices, 

the programme must be completely separated from political infighting. 

Like computer literacy, second-language literacy is now indispensable for 

? 
people or countries hoping to survive.' 

One of the principal goals of French Immersion should be the 

attempt to overcome to some small extent the linguistic incompetency of 

Canadian children as compared to Europeans who, through necessity and 

tradition, are able to speak, write and understand several languages. 

The question at. hand is less the parochial one of French Canadian or 

English Canadian identity or dominance, than the international one of 

modern, world-scale competition. 

The economic future of Canada will depend to a great extent on 
? 

the ability of its business people to compete in world markets. In order 

to be successful, these people at all levels of the infrastructure (sec-

retaries, clerks, accountants, salesmen, managers, as well as the bosses) 

will need to an ever greater extent increased communication and techno-

logical skills. 

Boards of education are striving to promote computer literacy for 

all students. They should also strive to provide the maximum opportuni-

ties for second-language acquisition. French Immersion is not the only 

option and French should not be the only language to be promoted. It is 

the responsibility of parents, teachers and administrators to continue 

to monitor board progress in these areas to guarantee that their children 
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will be ab l e to compete successfully and participate completely in the 

coming wor l d. The incredible success of the Immersion programmes to date 

in terms of expansion alone should serve as the ultimate example of what it 

is possible for committed, enthusiastic individuals to attain. 



NOTES -- CHAPTER IV 

1. Johnson, William. "Immersion Story is a Magical One", The Globe 
and Mail (Wednesday, April, 20, 1983), p. 7. 

2. Ibid. 
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APPENDICES 

Introduction 

APPENDIX 1 

Questionnaire Text (plus accompanying letter), pp. 87-94. 

APPENDIX 2 

Questionnaire Results: Answers to Multiple Choice Questions, pp. 95-102. 

In this appendix, the results of the answers to the multiple choice 
questions have been given in table form. In each case, the total numbers 
and the percentages they represent are specified. Final total percentages 
may not always equal 100% due to rounding. 

APPENDIX 3 

Questionnaire Results: Answers to Comment Questions, pp. 103-126. 

In this appendix, the comments written in on the questionnaires 
have been reproduced in full. Where necessary, syntax and spelling have 
been normalized. For questions A-l to E-3 and E-5 to F-l, the comments 
have been classified as Positive (Affirmative, Agree, Higher), Negative 
(Disagree, Lower) or Other. Each category has been further subdivided 
between the type of respondant: Regular-stream teachers or Immersion 
teachers. 

For questions E-4 and F-2 to F-6, where the Positive-Negative 
classification is inappropriate, only the respondant categories have 
been used. 

Questions gLvLng rise to specific comments have been reproduced a s 
is. Questionnaire sections or groups of questions producing comments 
indirectly have been condensed. Questions for which no comments were 
given have not been reproduced. 
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APPENDIX 1 

QUESTIONNAIRE TEXT 

June 21, 1982 

Dear Colleague, 

I am currently enrolled in the M.A.(T) Programme at McMaster Uni­
versity. One of the course requirements is a research project related to 
education. I have chosen to study the socially felt effects on the school 
community (i.e. parents, teachers and students) of the implementation of 
a French Immersion programme. I will be placing great emphasis on the 
role of the teacher in this special situation. Your experience and 
knowledge should provide invaluable input into this study! 

It is for this reason that I am asking you to do me the very great 
service of completing this survey. It is, of course, voluntary and confi­
dential. I am asking for your opinions and perceptions only. 

There may be sections of the survey that do not apply to your 
situation. Please feel free to complete only those questions which con­
cern or interest you. Any comments or answers possible will be greatly 
appreciated! You may wish to use the backs of the pages to add any 
additional comments. 

I very much appreciate this sharing of your knowledge. I believe 
that it will make a significant contribution to the body of research 
concerning the implementation of French Immersion programmes. Thank you 
again! 

HAVE A GOOD SUMMER!! 

Sincerely, 

Anne Marie Metford 

P.S. I WILL BE COLLECTING THE FORMS MONDAY, JUNE 28, 1982. 
PLEASE GIVE THE COMPLETED FORMS TO YOUR SECRETARY IN THE ENVELOPE 
PROVIDED. 



QUESTIONNAIRE 

PLEASE CIRCLE YOUR AREA OF ASSIGNMENT: PRIMARY, INTERMEDIATE, JUNIOR, 
SENIOR PUBLIC 
FRENCH, ENGLISH 

SECTION A 

Comparisions between French Immersio~ and Regular-stream children based 
on standardized tests seem to show that Immersion students are, as a 
group, more gifted intellectually. This evidence contributes to the 
perception of the programme as elitist in nature. 

1. Would you agree with this perception of the Immersion group's elite 
status? Please circle your choice. 

strongly 
agree agree neutral disagree 

strongly 
disagree 
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2. Compare, if possible, the following attributes of Immersion students 
to those of Regular-stream students. Please circle the code which 
corresponds to your observations. 

HS - highly superior 
SS somewhat superior 
S - superior 
E - equal 
SL - somewhat less 
ML - much less 

a) The motivation of the Immersion student is: HS SS S E 5L ML 
to/than that of the Regular-stream student. 

b) The peer interaction of the Immersion student is: H5 SS S E 
SL ML to/than that of the Regular-stream student. 

c) The work habits of the Immersion student are: H5 5S S E 
SL ML to/chan that of the Regular-stream student. 

d) The behaviour of the Immersion student is: HS SS S E 5L ML 
to/than thac of the Regular-stream student. 

e) The listening skills of the Immersion student are: H5 S5 S E 
SL ML to/than that of the Regular-stream student. 

f) The oral expression of the Immersion student is: HS SS 5 E 
5L ML to/than that of the Regular-stream student. 

g) The attitude towards work, i.e. work completion, homework of the 
Immersion student is: HS SS S E SL ML to/than that of the 
Regular-stream student. 
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h) The attitude towards authority of the Immersion student is: 
HS SS S E SL ML to/than that of the Regular-stream student. 

Comments: 

3. Given the fact that these children tend to be more gifted intellec­
tually, could you comment on any positive or negative effects that 
the programme seems to have on ~he child's classroom functioning and 
development? 

4. In your opinion, would the average child have functioned as well or 
better in a Regular-stream classroom? Please circle your choice. 

better, as well, equally well, less well, no opinion 

SECTION B 

1. Do you feel that the presence of these children in your school has 
had a significant influence on their Regular-stream peers in such 
areas as behaviour or attitude? Please circle your choice. 

very 
significant 

somewhat 
s ignif icant significant 

no 
effect 

2. Do you feel that there seems to be a problem of these children being 
accepted or fully integrated into the school by their Regular-stream 
peers? 

yes, there seems 
to be a problem 

no, there does not seem 
to be a problem 

3. If you answered yes to the above question, could you indicate some 
ways in which th~lack of acceptance is manifested? 

4. Is the programme perceived negatively or positively by the Regular­
stream children? Please circle your choice. 

very positively somewhat positively positively 

very negatively soreewhat negatively negatively 
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SECTION C 

I would now like you to compare, if possible, the Immersion parent to the 
Regular-stream parent. Please underline your choice. 

1. In your dealings with Immersion parents have you found them to be: 

a) enthusiastic: 

b) positive: 

c) supportive: 

d) interested: 

e) informed: 

f) demanding: 

g) aggressive : 

h) unrealistic: 

anxious: 

j) negative: 

Comments: 

very enthusiastic, somewhat more enthusiastic, 
enthusiastic, no different from the Regular­
stream pare.nt. 

very positive, somewhat more positive, 
positive, no different from the Regular-stream 
parent. 

very supportive, somewhat more supportive, 
supportive, no different from the Regular­
stream parent. 

very interested, somewhat more interested, 
interested, no different from the Regular­
stream parent. 

very informed, somewhat more informed, 
informed, no different from the Regular-stream 
parent. 

very demanding, somewhat more demanding, 
demanding, no different from the Regular-stream 
parent. 

very aggressive, somewhat more aggressive, 
aggressive, no different from the Regular­
stream parent. 

very unrealistic, somewhat more unrealistic, 
unrealistic, no different from the Regular­
stream parent. 

very anxious, somewhat more anxious, anxious, 
no different from the Regular-stream parent. 

very negative, somewhat more negative, 
negative, no different from the Regular-stream 
parent. 



91 

2. Do you feel that the presence of these parents has had a significant 
effect on the organization or atmosphere of your school? Please 
circle your choice. 

very 
significant 

somewhat 
significant s ignif icant 

no 
effect 

3. If you feel that there has been an influence, do you feel the influ­
ence has been positive or negative? 

very positive somewhat positive positive 

very negative somewhat negative negative 

4. Could you comment on some ways in which this effect has been felt? 

SECTION D 

I would like you to compare, if possible, your perceptions of the differ­
ences between an Immersion and a Regular-stream classroom situation in 
the following areas of concern. 

1. Please circle the code which corresponds to your observations. 

a) 

b) 

SM significantly more 
M - more 
E - equal 
L less 
SL - significantly less 

numbers: 
5M M E 

Immersion programme student numbers per classroom are: 
L 5L compared to Regular-stream programme. 

split grades: Immersion programme numbers of split grades per 
school are: 5M MEL 5L compared to Regular-stream pro­
gramme. 

c) resource people: Immer~ion programmes have: 5M MEL SL 
resource people available compared to Regular-stream classes. 

d) teaching materials: Immersion programmes provide: SM M E 
L 5L teaching materials compared to Regular-stream classes. 

e) release time: 
teacher with: 

the Immersion programme provides the Immersion 
SM MEL SL release time compared to the 

Regular-stream programme. 



f) parent 
SM M 
stream 

volunteers: the Immersion programme seems to attract: 
E L SL parent volunteers compared to the Regular­
programme. 
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g) special events and activities: the Immersion programme seems to 
provide: SM MEL SL special events and activities 
compared to the Regular-stream classes. 

h) administrative time: i.e. time spent by the principal of a 
school with an Immersion p~ogramme on such things as organiza­
tion and discipline which are directly related to the Immersion 
programme. This time is: SM MEL SL compared to time 
alloted to such things for the Regular-stream programme in that 
school. 

Comments: 

SECTION E 

1. How do you feel the demands made on the Immersion teacher compare to 
those made on the Reguar-stream teacher? Please circle your choice. 

a) Programme and curriculum development 

far exceed exceed equal are less 

b) Parental interaction obligations 

far exceed exceed equal are less 

c) Professional development obligations (i.e. conferences, meetings) 

far exceed exceed equal are less 

2. Are there some advantages to be gained by the Regular-stream teacher 
from having an Immersion programme in the school? 
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3. Are there some disadvantages to be felt by the Regular-stream teacher 
in a school with an Immersion programme? 

4. What do you see as the reason for the existence of Immersion pro­
grammes? 

5. Do you think these programmes serve a useful purpose? 

6. Do you perceive them as being successful for all children and not 
just those who could be classified as elite? 

7. Given the choice, would you enroll your child in an Immersion pro­
gramme? 

SECTION F 

1. The Federal government has released monies to develop Immersion pro­
grammes in boards of education. Do you think these monies could be 
better spent on other language programmes that would benefit all 
children? Please circle your choice. 

strongly 
agree agree neutral disagree 

strongly 
disagree 
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Comments: 

2. Teachers' federations have voiced concerns that Immersion teachers, 
because they are in a specialized programme and therefore protected 
because of their qualifications, are displacing teachers with more 
seniority. Do you feel this concern is: (Please circle your choice.) 

very 
important 

Comments: 

important 
somewhat 
important unimportant 

no 
opinion 

3. Immersion classes themselves are seen as contributing to declining 
enrolment because they skim students from the regular programmes. 
In your opinion, is this concern: (Please circle your choice.) 

very 
important important 

somewhat 
important unimportant 

4. What could your board do to improve Immersion programmes? 

5. What could teachers do to improve Immersion programmes? 

no 
opinion 

6. Do you have any other suggestions about Immersion programmes? 

THANK YOU VERY MUCH FOR YOUR COOPERATION. 



APPENDIX 2: QUESTIONNAIRE RESULTS: ANSWERS TO MULTIPLE-CHOICE QUESTIONS 

SECTION A 

1. Would you agree with this perception of the Immersion group's elite status? 

Total Strongly Strongly 
Answe r s Agr ee Agree Neutral Disagree Disagree "I. Totals 

Immersion 9 1 I 11"10 5 I 56"1. 2 I 22"10 0 I 0"10 1 I 11% 100°1.. 
I I I I 

Regular 14/23 3 I 21% 3 I 21% 1 I 7% 7 I 50% 0 I 0% 99% I I I I I 

2. See chart, p. 96. 

3. Comments. 

4. In your opinion, would the average child have functioned as well or better in a Regular-stream class­
room? 

Total As Equally Less No 
Answers Better Well Well Well Opinion ;0 Totals 

Immersion 7 0 I 0"10 3 I 43"10 4 I 57% a I 0"10 a I 0;0 100"10 I I I I I 
Regular 15/22 2 I 13% 7 I 47% 4 I 27i. 1 I 7"1. 1 I 7% 101% 

I I I I I 



Section A (cont'd.) ••• 

2. Compare, if possible, the following attributes of Immersion st~dents to those of Regular-stream 
students. 

Total Highly Somewhat Somewhat Much 
Answers Superior Superior Superior Equal Less Less % Totals 

a) motivation I I I I 
Immersion 12 0 0% 4 I 33% 4 33% 4 I 33% 0 I 0% 0 I 0% 99% 
Regular 14/26 0 0% 5 I 36·/0 3 21% 5 

I 
36% 1 I 7% 0 

I 0% 100% 

b) peer interaction I I I I 
Immersion 11 0 0% 2 I 18'/. 2 18% 6 I 55"/. 1 I 9% 0 I 0% 100'/. 
Regular 15/26 0 0'/. 2 

I 
13'/. 0 Oi. 11 I 73% 2 I 13% 0 

I 
0% 99% 

c) work habit s I I I I 
Immersion 10 0 0% 0 I 0% 6 60% 4 I 40% 0 I 0% 0 I 0% 100% 
Regular 14/24 0 0% 4 

I 
29% 2 _ 14% 6 I 43% 2 I 14% 0 I 0% 100% 

d) behaviour I I I I 
Il1IJlersion 10 0 0% 0 0% 1 10'/. 9 I 90i. 0 I 0% 0- I 0% 100% 
Regular 15/25 0 0% 3 20% 1 I 7% 11 I 73i. 0 

I 
0% 0 I 0% 100% 

e) listening ski lls I I I I 
Immersion 9 1 1 11% 2 22% 2 I 22% 4 I 44'/. 0 I 0% 0 I 0% 99% 
Regular 15/24 2 /13% 4 27ia 4 I 27% 5 

I 
33% 0 

I 
0/. 0 I 0% 100% 

f ) oral exp res sion 1 I I I I Immersion 9 0 I 0% -2 22% 6 I 67% 1 I 11% 0 I 0/. 0 I 0% 100% 
Regular 14 / 23 0 

1 
0% 6 43i. 5 

I 36i. 2 
I 

14'/. 1 I 7% 0 I 0% 100i. 

g) attitude t o\-lards work I I I I I 
Immersion 9 0 

I 
0'/. 0 01'. 2 I 22% 7 I 78% 0 I 0% 0 I 0% 100% 

Regular 11/20 0 0% 3 27% 3 I 27% 5 I 45% 0 
I 

01'. 0 I 0% 99% 

h) attitude towards au t hor i t y I I I I 
Immersion 9 0 I 0% 0 0% 2 I 22/. 6 

I 
67% 1 I 11% 0 I Oi. 100% 

Regular 13 /22 0 I 01'. 1 8% 0 I 0% 10 771'. 2 
I 

15% 0 I 01'. 100% 



SECTION B 

1. Do you feel that the presence of these children in your school has had a significant influence on 
their Regular-stream peers in such areas as behaviour or attitude? 

Total Very Somewhat No 
Answers Significant Significant Significant Effect io Tota ls 

Immersion 9 1 I 11io 2 I 22% 1 I 11% 5 I 56% 100% 
I I I I 

Regular 15/24 2 I 13% 2 I 13% 3 I 20% 8 : 53i. 99% I I I 

2. Do you feel that there seems to be a problem of these children being accepted or fully integrated 
into the school by their Regular-stream peers? 

Total 
Answers Yes No io Totals 

Immersion 9 1 I 11 % 8 I 89% 100% 
I I 

Regular 12/21 1 I 8% 11 I 92% 100% I I 

3. Comments if answered yes. 

4. Is the programme perceived negatively or positively by the Regular-stream children? 

Total Very Somewhat Very Somewhat 
Answers Positively Positively Positively Negatively Negatively Negatively io Totals 

Immersion 10 0 I Oio 6 : 60% 3 I 30% 0 I 0% 1 I 10% 0 I 0% 100% 
I I I I I 

Regular 11 /21 0 I 0% 2 1 18% 8 I 73io a I 0% 1 I 9% a I Oi. 100% I I I I I 



SECTION C 

1. I would now like you to compare, if possible, the Immersion ~ent to the Regular-stream parent. 

Total Somewhat Word No 
Answers Very More Itself Different % Totals 

a ) enthusiastic I I I I 
Immersion 10 6 I 60i. 1 I 10% 1 I 10% 2 I 20i. 100i. 
Regular 11 /21 5 I 1+5% 3 I 27% 2 I 18% 1 I 9i. 99% 
b) eositive I I I I 
Immersion 8 2 I 25% 2 I 25"10 4 I 50% 0 I 0% 100% 
Regular 9/17 1 I 11% 2 I 221. 4 I 44% 2 22i. 99% 
c) sueEortive I I I I 
Immersion 8 3 38% 1 I 13% 0 J 0% 4 I 50% 101% 
Regular 12/20 4 33% 0 I Oi. 4 33% 4 I 33i. 99io 
d) interested I I I 
Immersion 10 6 60% 0 I 0% 2 I 20% 2 

I 
20i. 100% 

Regular 13/23 6 46% 3 I 23i. 3 I 23% 1 8% 100% 
e) informed I I I 
Immersion 9 4 44% 0 I 0% 4 I 44% 1 I 11 o/~ 99% 
Regular 12/21 1 8% 3 25% 6 I 50% 2 I 17% 100% 
f) demanding I I I 
Immersion 10 7 70% 2 I 20% 0 I 0% 1 I 10% 100i. 
Regular 12/22 3 25% 3 I 25% 3 I 25% 3 I 25% 100% 
g) agsressive I I I 
Inunersion 11 5 45i. 3 I 217. 0 I 0% . 3 I 27% 99% 
Regular 10/21 2 20% 4 I 40% 1 10% 3 I 30i. 100% 
h) unrealistic I I I 
Immersion 9 1 11 i. 1 I 11% 1 I 11i. 6 I 67% 100% 
Regula:. __ 8/17 0 Oi. 2 I 25% 2 I 25% 4 I 50% 100% 
i ) anxious l I I I 
Immersion 10 6 60% 3 I 30% 1 I 10% 0 I Oi •. 100% 
Regular 11 /21 6 I 55i. 2 I 18% 1 I 9% 2 I 18% 100% 
j) negative I I I I 
Immersion 9 1 I 11% 4 I 44i. 0 I 0% 4 I 44% 99i. 
R gula-r: 11/20 0 I Oi. 2 I 18i. 3 I 27% 6 I 55i. 100% 



Section C (cont'd.) ••• 

2. Do you feel that the presence of these parents has had a significant effect on the organization or 
atmosphere of your school? 

Total Very Somewhat No 
Answers Significant Significant Significant Effect % Totals 

Immersion 6 2 I 3310 2 I 33% 2 I 33% 0 I 0% 99% I I I I 
Regular 11/17 6 I 55°1. 4 I 441. 1 I 910 0 I 0% 100% I I I I 

3. If you feel that there has been an influence, do you feel the influence has been positive or negative? 

Total Very Somewhat Very Somewhat 
Answers Positive Positive Posit ive Negative Negative Negative % Totals 

Immersion 8 1 : 12.5% 1 1 12 • 5% 2 I 2510 1 I 12.5°1. 1 : 12.5% 1 112 • 5% 100°1. 
I I 

Regular 11/19 1 I 9% 4 : 36% 3 I 27% 1 I 9°1. 0 I 010 2 
1

1810 991. I I I I 

Two respondants felt that the effect of this influence has been both positive and negative, depend­
ing on what aspect of school life is considered. 



SECTION D 

1. I would like you to compare, if possible, your perceptions of the differences between an Immersion 
and Regular-stream classroom situation in the following areas of concern. 

Total Sig. Sig. 
Answers More More Equal Less Less % Totals 

a) numbers I I I 
Immersion 12 0 I Oio 2 17% 3 25% 3 I 25io 4 , 33% 100% 
Regular 13/25 0 0% 0 0% 4 31% 2 I 15% 7 I 54% 100% 
b) split grade s I I I 
Immersion 11 0 I Oio 0 Oio 0 0% 2 I 1801. 9 8210 100io 
Regular 10/21 0 I 0 01. 0 Oio 1 10io 0 I 0% 9 90% 100% 
c) resource people , I 
Immersion 12 0 I 0% 0 0% 0 0% 1 I 8io 11 92io 100io 
Regular 14/ 26 1 I 7% 1 710 6 43io 2 I 14% 4 29io 100':/0 
d) teaching materials I I 
Immersion 12 1 I 8% 0 0% 3 25% 3 I 25% 5 42% 100% 
Regular 15/27 2 I 13% 3 20% 2 13% 5 I 33% 3 20% 99% 
e) release time 1 I I 
Immersion 10 2 I 20% 3 30% 5 50% 0 1 0% 0 0% 100% 
Regular 13/23 4 I 31% 7 I 54io 2 15io 0 I 0% 0 0% 100% 
f) parent volunteers I I I I 
Immersion 10 1 I 10% 2 I 20io 4 I 40io 1 I 10io 2 20io 100io 
Regu l a r 11/21 2 I 18io 3 I 27% 5 I 45% 1 I 9io 0 0% 99io 
g) specia l events I I I I 
Immersion 11 2 I 18% 2 I 18% 6 I 55% 1 1 9% 0 0% 100io 
Regula r 12/23 0 0% 1 I 8% 10 I 83% 1 8% 0 I 0% 99% 
h) administra tive time 

I I I I I Immersion 10 0 Oio 2 I 20% 5 I 50% 0 I 0% 3 I 30% 100% 
Regular 12/22 3 I 25% 2 I' 17% 6 I 50% 0 I 0% 1 I 8io 100% 

I-' 
o o 



SECTION E 

1. How do you feel the demands made on the Immersion teacher compare to those made on the Regular-stream 
teacher? 

a) Programme and curriculum development 

Total Far Less 
Answers Exceeds Exceeds Equal Than i. Tota ls 

Inunersion 11 7 I 64% 3 I 217. 1 I 9% 0 I 0% 100% I I I I 
Regular 14/25 3 I 21% 6 I 43% 5 I 36% 0 I 0°' 100% I I I I 

I. 

b) Parental interaction obligations 

Total Far Less 
Answers Exceeds Exceeds Equal Than 0/0 Totals 

Inunersion 10 3 I 30% 6 I 60i. 2 I 20% 0 I Oi.' 100% I I I I 
Regular 14/24 1 I 

17" 8 I 57% 5 I 36i. 0 I Oi. 100% I I I I 

c) Professional development obligations (i.e. conferences, meetings) 

Total Far Less 
Answers Exceeds Exceeds Equal Than i. Totals 

Inunersion 12 4 I 33% 5 I 42i. 3 I 25% 0 I 0% 100% I I I I 
Regular 13/25 2 I 15% 5 I 38i. 5 I 

38io 1 I 8i. 99io I I I I 

2. Comments on advantages to be gained by the Regular-stream teacher from having an Immersion programme 
in the school. 

3. Comments on the disadvantages for Regular-stream teachers. 

4. What respondant sees as the reasons for the existence pf the Immersion progranunes. 



SECTION F 

1. The Federal government has released monies to develop Immersion programmes in boards of education. 
Do you think these monies could be better spent on other language progr,ammes that would benefit all 
children? 

Total Strongly Strongly 
Answers Agree Agree Neutral Disagree Disagree % Totals 

Immersion 11 0 I 0% 1 I 9% 1 I 97. 6 I 55% 3 I 277. 1007. I I I I I 

Regular 15/26 2 I 13% 3 I 20% 3 I 20% 5 I 33% 2 I 13% 99% I I I I I 

2. Teachers' federations have voiced concern that Immersion teachers, because they are in a speCialized 
programme and therefore protected because of their qualifications, are displacing teachers with more 
seniority. Do you feel this concern is: 

Total Very Somewhat Unim- No 
Answers Important Important Important portant Opinion % Totals 

Immersion 10 0 I 0% 2 I 20% 4 I 40% 3 I 307. 1 I 10% 100% 
I I I I I 

Regular 15/25 3 I 20% 3 t 20% 1 I 7% 7 I 47% 1 f 7% 1017. 
I I I I I 

3. Immersion classes themselves are seen as contributing to declining enrolment because they skim 
students from the regular programmes. In your opinion, is this concern: 

Total Very Somewhat Unim- No 
Answers Important Important Important port ant Opinion 7. Tota Is 

Immersion 7 1 I 14% 0 I 0% 1 I 14% 5 I 717. 0 I 07. 99% I I I I I 

Regular 15/22 1 
I 7% 4 I 27% 2 t 

13,},. 8 
I 53"1. 0 I 07. 100"1. 

I I I I I 

4. What could your board do to improve Immersion programmes? 

5. What could teachers do to improve Immersion programmes? 

6. Do you have any other suggestions about Immersion programmes? 

..... 
o 
N 
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APPENDIX 3 

QUESTIONNAIRE RESULTS: ANSWERS TO COMMENT QUESTIONS 

SECTION A 

Comparisons between French Imm~rsion and Regular-stream children 
based on standardized tests seem to show that Immersion students are, as 
a group, more gifted intellectually. This evidence contributes to the 
perception of the programme as elitist in nature. 

1. Would you agree with this perception of the Immersion group's elite 
status? 

a) Agree 

i) Regular-stream teachers 

"I agree that the Immersion group is elite in status but it is becoming 
less so as the programme infiltrates the community." 

ii) Immersion teachers 

"Elitism: because the programme is 'elite' or because those who choose 
Immersion tend to parent children of better than average intelligence? 
The programme in and of itself is not 'elite'; it simply works out that 
those parents who 'risk' Immersion happen to have children of generally 
higher than average intelligence. Some people might consider the pro­
gramme 'elite' because of the groups it attracts: university professors, 
doctors, lawyers. I must point out that the background of the children 
at Pauline Johnson is much less impressive. The parents are mainly steel­
workers, nurses, policemen, postmen, teachers, etc.--the 'lower' ranks of 
professional status. All parents have the option of enrolling their 
children in the Immersion programme." 

b) Disagree 

i) Regular-stream teachers 

"I don't believe the Immersion students are necessarily more gifted. They 
happen to have come, until recently, exclusively from a stratum of society 
that is privileged academically, sccially and culturally. I believe with 
the advent of Junior Kindergarten and other factors this picture may 
change substantially." 

ii) Immersion teachers 

"I disagree with the idea that the children are more gifted or more 
'elite'. There are, as in an English stream, all groups of children work­
ing in one language. The only difference is that the language is French." 
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2. Compare, if possible, the following attributes of Immersion students 
to those of Regular-stream students: motivation, peer interaction, 
work habits, behaviour, listening skills, oral expression, attitude 
towards work, attitude towards authority. 

a) Superior 

Nil comments. 

b) Inferior 

Nil comments. 

c) Other 

i) Regular 

Work: "It is the parents of the Immersion groups that have a highly 
superior attitude towards work." 

ii) Immersion 

Quality: "These children are quality because their parents are quality." 

3. Given the fact that these children tend to be more gifted intellec­
tually, could you comment on any positive or negative effects that 
the programme seems to have on the child's classroom functioning 
and development? 

a) Positive effects 

i) Regul:ar 

Curriculum: "Second language development promotes more self-confidence in 
self-expression orally because of the increased opportunity to speak." 

"The programme is intellectually challenging. It forces the students to 
use their listening skills more acutely." 

"There is good reception of new and interesting materials." 

"The teachers can cover more material at a greater depth with more inter­
esting and animated discussions." 

Students: "The students are inspired by their capable, academically­
oriented peer group. The parents are supportive for learning." 

"The children are 'keeners' who love to work." 
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Parental Anxiety: "The parental pressure that exists due to increased 
demands made on these 'gifted' students can be positive. It seems to 
increase the child's ability to problem solve and deal with new situations 
calmly and analytically." 

Parental Stress and Anxiety: "Parental support, interest and increased 
pressure on teachers and on students are typical by-products of the 
Immersion system." 

b) Negative effects 

i) Regular 

Curriculum: "The really gifted children do not seem to be challenged 
enough." 

c) Other 

i) Regular 

No effect: "There seems to be no effect when the subject is of a practi­
cal nature." 

ii) Immersion 

Nil comments. 

SECTION B 

This section deals with the perceptions of the Immersion and 
Regular-stream teacher regarding the integration of the Immersion students 
into the existing school community. 

If the teachers felt that there had been an effect felt by the 
school community as a result of the presence of these classes, they were 
asked to comment on the positive or negative ways in which this effect was 
felt. Their comments follow. 

a) Positive 

i) Regular 

Motivation to Speak French: "Children in the English stream classes try 
to use a few words and expressions in French. They are very interested 
and claim: 'I can speak French'." 

Appreciation of the Programme: "In a senior school other unilingual stu­
dents appear to think the Immersion programme is an asset to the school." 

ii) Immersion 

Increased Awareness: "English-speaking students gain an increased aware­
ness that groups speaking another language are just like themselves." 

Motivation to Speak French: "The English-speaking children enjoy trying 
to speak French." 
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Personality of Immersion Students: "The students are more socially out­
going and seem to have a lot to say." 

b) Negative 

i) Regular 

Curriculum: "The programme is too highly structured which is not best for 
'enrichment'." 

"Teacher expectations are too high." 

"The really gifted children do not seem to be challenged enough." 

Students: "The students perceive themselves as superior. This will cer­
tainly show as social strain later on." 

"The students are aware of their own special status, Le. intellectual and 
language abilities. They feel they do not have to work as hard as the 
other students." 

"The chi l dren themselves have an elitist attitude. They have been toge­
ther too long as a group. They are overly competitive in a negative 
sense." 

Parental and Student Anxiety and Stress: "There is a lot of stress asso­
ciated wi th the programme because of increased parental expectations." 

"A lot of intra-classroom peer competition exists." 

"There is a lot of stress because of high parental expectations." 

ii) Immersion 

Curriculum: "The Immersion teacher doesn't know how to recognize or deal 
with the average or below average child and often establishes very unreal­
istic expectations of what 'average' is in the real world." 

"The English programme that has been developed for t he Immer s i on students 
presupposes that the ch i ld's English oral skills (answering quest i ons and 
story telling, etc. ) are already developed. It seems to overl ook the 
developmental link between the oral and written skills which is emphasized 
in the regular English programme." 

"Materials are limited due to lack of funding. Some of the children are 
not sufficiently challengep." 

Students: " Immers i on students are often made fun of . They seem to be 
babied by their parents. " 



107 

b) Negative 

i) Regular 

Immersion Student Attitudes: "The Immersion students are seen as 'brown­
ers'. It is evident that there is less peer interaction outside of the 
Immersion classroom." 

Regular-Stream Student Insecurity: "Regular-stream students are inhibited 
by their lack of fluency. They feel .left out, at a disadvantage. They 
perceive themselves as different." 

Avoiding a 'Special' Status: "There were initially some problems caused 
by the 'special' status of the Immersion group. These problems were 
eliminated by: giving both groups the same hours of timetabling, increas­
ing the numbers of school clubs, having some grouping of French and 
English classes for theme work, having the Immersion teachers teach some 
subjects to the English classes." 

ii) Immersion 

Immersion Student Attitudes: "Immersion students create their own prob­
lems by their superior attitude. They sometimes make comments about the 
Regular-stream students, Le. they're dumb, retards." 

c) Other 

i) Regular 

Boredom: "Problems only arise in situations such as assemblies when the 
students who understand no French become bored. The solution is to avoid 
these situations." 

Future Problems: "There is no problem because the French classes are 
still in the minority. The problems will come later." 

ii) Immersion 

Public Relations: "Problems only arise when teachers or students don't 
understand what is happening in the Immersion programme." 

A Positive Staff Attitude: "No problems will occur among the students if 
the staff attitude is positive." 

SECTION C 

This section deals with the perception Regular and Immersion-stream 
teachers have of Immersion parents. Comments about these parents, when 
compared to the Regular-stream parents are classified as to their nature 
(positive or negative). 
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a) Positive 

i) Regular 

Parent Participation: "The Immersion parents are more willing to volun­
teer their time." 

"Most parents when approached will volunteer." 

"Extra help is available, i.e. volunt.eers, trip supervisors, etc." 

"They have 'sparked' enthusiasm in the Home and School Association and 
have, along with other parents, given adventurous leadership." 

"Parents' minds are eased when exposed to evidence that all is running as 
it should. Their anxiety is lessened." 

ii) Immersion 

Parent Participation: "There are lots of parent volunteers". 

"Parents often volunteer to help." 

"Parents are often in the school which makes communication easy." 

b) Negative 

i) Regular 

Teacher Anxieties: "Teachers feel they must over-justify their actions 
because of parental anxieties." 

"Teachers' anxieties about parent/teacher interviews are greater. 
Parents' complaints, justified or not, affect programmes and class activi­
ties and atmospheres." 

Parental Involvement: "The parents are somewhat negative as regards 
school set-up, timetabling, priorities and staffing." 

"These parents seem very vociferous. This must influence school policies." 

ii) Immersion: 

Teacher Anxieties: "There is very low teacher morale because of parent 
criticism, negativism and their desire to take over." 

"There is teacher stress due to a lack of direct communication on the 
parents' side, i.e. they deal with problems via .the principal." 

Parental Involvement: "Parents are often over-anxious and have unrealis­
tic expectations for their children. For example, in the early primary 
years--grades 1,2,3--parents are overly concerned if their child has read­
ing problems. Consequently, they put a lot of pressure on their child and 
on his teacher. The child and the teacher must constantly perform." 
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"The parents seem to have too much power. They are often negative in 
their input. Parents will gather in groups, make a general complaint, 
often unfounded, and call the board. They always request that their names 
be withheld-how valid is the criticism then?" 

"Involved parents criticize the teachers rather than the programme." 

"A loud vocal minority warps the perception by the teachers of the Immer­
sion parents in general." 

"Parents seem less willing to put their trust in Immersion teachers." 

"Immersion parents are: condescending, patronizing, anxious and threaten­
ing." 

Students: "The Immersion children are together for so long that person­
ality conflicts become critical." 

"The child's inadequacies are often blamed on the teacher. Everyone seems 
to feel that the pupils are way above average. This is not necessarily 
true." 

SECTl'ON 0 

This section deals with the perceptions Immersion and Regular­
stream teachers have of the differences between the Regular and Immersion 
classroom situations from the organizational point of view. Comments made 
by the teachers are classified as negative or positive in nature. 

a) Positive 

i) Regular 

Nil comments. 

ii) Immersion 

Nil comments. 

b) Negative 

i) Regular 

Working Conditions: "Animosity results when work conditions are not 
equal." 

"Librarians must spend a much greater amount of time to order books, 
catalogue, process books, review, read and be up to date in French." 

Resources: "Events in Ontario for francophones, i.e. theatre, concerts 
are not easily available." 
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"The cost of materials for the Immersion programmes is a factor. They are 
very costly and as no sharing is possible the relative cost is even greater 
to the school on a per student basis." 

ii) Immersion 

Resources: "Resource people who are French speaking are nil. This prob­
lem seems to be particular to Hamilton. Other boards have hired consul­
tants first and then developed the programmes." 

"All consultants are available to the Immersion teacher but they do not 
speak French." 

"The Immersion programme sometimes has fewer volunteers because the 
teachers insist they be French speaking." 

The Immersion Principal: "Principals often do not have a good under­
standing of the programme." 

c) Other 

i) Regular 

Working Conditions: 
on the grade level. 
the class sizes." 

"The numbers in the Immersion classes often depend 
The 'streaming out' of weaker students often affects 

ii) Immersion 

Enrolment: "Numbers vary from year to year." 

SECTION E 

This section deals with the teachers' perceptions of the impact of 
the Immersion programme on the teachers themselves. It also deals with 
the teachers' perceptions of the role and success of the Immersion pro­
gramme. The comments are in direct reply to specific questions. 

1. How do you feel the demands made on the Immersion teacher compare 
to those made on the Regular-stream teacher? 

a) Higher 

i) Regular 

Nil comments. 
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ii) Immersion 

Working Conditions: "I have come (after six years) to resent all the 
extra demands on my time that Immersion makes. The source of the resent­
ment is probably the fact that both administration and parents seem to 
expect it as normal and there is no conception of how many extra 'beyond 
the call" hours one must spend nor any articulated appreciation of it. 
When the extras are taken for granted it encourages low teacher morale and 
a bitter teaching attitude." 

b) Lower 

Nil comments. 

2. Are there some advantages to be gained by the Regular-stream 
teacher from having an Immersion programme in the school? 

a) Affirmative 

i) Regular 

Inspirational: "Yes seeing that children are capable of learning two 
languages without any loss of achievement in English." 

"Awareness that it is easy for children to become bilingual and to express 
themselves effortlessly in another language." 

"There is no doubt that this could be an enrichment experience for Regular­
stream classes if utilized properly. Cross-level planning of both lang­
uage streams would encourage and enrich each teacher's knowledge and 
shared experiences would benefit the pupils." 

"The behaviour influence is good, probably the nearness to brighter kids 
is a good influence." 

Cultural: "Added cultural enrichment." 

"It has prompted me to pursue French as a second language." 

"Hopefully appreciation of the programme and the French language which 
can provide good public relations." 

"Cultural enhancement and appreciation plus the incentive to 'pick-up' 
some French language conversation." 

Working Conditions: "There is definitely more equipment allotted to the 
school because of this special situation." 

"An argument for smaller class sizes because of the smaller Immersion 
classes." 

"Input from parents through the Home and School Association!" 



"Increased release time." 

"Schools may stay open in an area where enrolment may warrant closure." 

"Bilingual colleagues." 

"Dealing with a new curriculum in a more intelligent classroom setting 
would seem to be a challenge for a hard-working t dedicated teacher." 

ii) Immersion 

Inspirational: "Exposure to another language and perhaps a different 
approach to teaching." 
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"A Regular-stream class and an Immersion class may collaborate on a theme 
and the Regular-stream class may learn from the positive behaviour and 
good work habits of the Immersion class." 

"Awareness of French as a Canadian language and the fact that this is not 
unusual." 

Working Conditions: "Teachers get extra release time." 

"If there is some co-operation you can do some terrific team-teaching 
(Le. theme work t tripst etc.)." 

"A thriving volunteer programme." 

b) Negative 

i) Regular 

"No." 

ii) Immers ion 

"No." 

3. Are there some disadvantages to be felt by the Regular-stream 
teacher in a school with an Immersion programme? 

a) Affirmative 

i) Regular 

Teacher Anxieties: "Pressure from Immersion parents spilling .over into 
the Regular stream." 

"Immersion might tend to take over." 

"Hassles from the Administration who seem willing to sacrifice everything 
else for the French Immersion programme." 
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Working Conditions: "Many of the brighter students are enrolled in the 
Immersion programme, therefore reducing the numbers of these students in 
the other classes." 

"Timetables often have to be arranged to suit the Immersion teacher. New 
materials go only to the Immersion programmes. The Immersion teachers 
sometimes have smaller classes and more release time. The regular teacher 
may feel threatened by a language she does not understand and if the 
Immersion programme expands, the possible loss of her position." 

"A comparison of class size is obvious." 

"The English section becomes too small so that classes become too large 
in numbers with many split grades having very large ability ranges. There 
is no possibility of splitting up discipline problems." 

"They feel put down in that they receive less work time and larger 
classes. Animosity can't help but exist." 

"The English school decreases in numbers (pupils)." 

"There is little extra space available within the school." 

ii) Immersion 

Working Conditions: "Reduced numbers of bright children in the English 
classes to supply answers, act as models, speed lessons." 

"Regular classes have larger class sizes, more split grades." 

"In primary grades the Immersion classes are smaller. This might cause 
political uneasiness." 

"There are disadvantages only if the principal allows a two-staff system 
to exist within the school. One staff fully co-operating overcomes the 
problem." 

"The Immersion teachers have more release time, less students and better 
students academically, behaviourally and socially." 

"Class sizes out of sync. can cause hard feelings." 

"Class sizes can cause problems. The Regular-stream teacher must have a 
positive attitude towards the programme or he/she may be a detriment." 

Teacher Anxieties: "Regular-stream teachers feel threatened by the 
programme." 

"There are constant comparisons between the programmes." 

"Regular-stream teachers might feel threatened by the declining English 
population in their school." 



b) Negative 

i) Regular 

"No." 
"None." 
"None." 
"None." 

ii) Immersion 

Nil comments. 
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4. What do you see as the reason for the existence of Immersion pro­
granmes? . 

a) Regular 

Political: "Parental pressure." 

"Parent pressure." 

"Demands by some to exercise their right to have a second language; namely, 
French which is written into our (constitution) B.N.A. act." 

"To bend to pressure exerted by French Canadians on the Federal Govern­
ment. Intelligent people realize the value of two languages and the 
intellectual advantages as well as the increased availability of future 
job opportunities." 

Cultural/Bilingualism: "The fact that we are in a bilingual country." 

"In this bilingual land bilingualism must be taught to those wishing it." 

"A head start for bilingual communication and translation." 

"To give children an opportunity to become bilingual." 

"I had hoped that it was to assist children to become proficient and 
comfortable with the two languages of our country while at the same time 
developing a greater understanding of, and an appreciation for the franco­
phone culture as well as their own." 

"The opportunity to develop the language skills and hopefully for students 
to become bilingual is a primary reason. Also students may become more 
aware of French culture through their French studies." 

Economic: "The economic considerations. The parents hope for a better 
future for their children if they have another language." 



Academic: "To provide an alternative education for pupils." 

"To allow pupils and parents an alternative educational programme from 
the regular run of the mill programme." 
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"Children develop powers of observation, think in a logical way, develop 
critical judgment, add to their body of knowledge, develop creativity, 
express their own ideas and opinions." 

Unknown: "I really don't know." 

b) Immersion 

Political: "1 feel that everyone should have the opportunity to choose 
one or the other. If the board does not offer this it takes away the 
right of choice." 

"Parental demand and interest." 

"The reasons are political and economical (appease the Separatist) and 
somewhat cultural although not as Significantly so." 

Cultural/Bilingualism: "They provide the opportunity to become bilingual. 
This is a status symbol for many." 

"To develop a certain degree of competence in speaking the French lang­
uage." 

"To provide children with the opportunity to learn French at a conversa­
tional as well as a written level so that they may continue their educa­
tion in it if they choose to do so." 

"I see it as the only way in which a child will grow up capable of func­
tioning equally well in two languages thus giving him/her a considerable 
advantage over their unilingual comrades. It is also providing an almost 
certain way to achieve better understanding of both cultures which form 
this country." 

"They are a method of providing ch.i ldren with a working knowledge of the 
French language and an appreciation of French and French Canadian cul­
tures." 

Economic: "The programmes are the best way to learn a second language for 
cultural and economic reasons, i.e. travel, or a future job." 

"To acquire fluency in two languages. This is a possible advantage for 
procuring a job in the future." 



5. Do you think these programmes serve a useful purpose? 

a) Affirmative 

i) Regular 

Affirmative: "Yes." (Five replies with no comment.) 

Affirmative with Reservations: "In essence yes, i.e. if the child be 
allowed to make his/her own choice." 

"For those involved a positive gain. For those affected a negative 
experience." 
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Cultural/Bilingualism: "Yes, a greater number of our citizens will become 
bilingual ultimately." 

"Yes, definitely. It is the only hope for the future of a bilingual 
country." 

"Yes, it's quite an accomplishment to be totally bilingual at a very early 
age." 

Academic: "Definitely .•• I only hope they increase and become the natural 
alternative." 

"Yes, the kids will come out with a valuable skill, better listening 
skills and more intellectual capacity." 

ii) Immersion 

Affirmative: "Yes." (Six replies with no comment.) 

"Absolutely." (Two replies with no comment.) 

"Definitely." (Two replies with no comment.) 

"Somewhat." (One reply with no comment.) 

Academic: "Very much so. The success of these programmes is proven 
through research." 

"Yes, they are intellectually enriching." 

b) Negative 

i) Regular 

Nil comments. 
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6. Do you perceive them as being successful for all children and not 
just those who could be classified as elite? 

a) Affirmative 

i) Regular 

Affirmat i ve: "Yes." (Four replies with no comment.) 

"I feel it's the desire of a child tq want to be in this programme and 
consistent application with parental positive and open-minded support 
should mean success for all children." 

Affirmative with Reservations: "Children that have learning disabilities, 
i.e., mentally retarded students would require too much teaching time for 
the output they could give. Any normal child would be successful." 

"Yes, most children." 

ii) Immersion 

Affirmative: "All children who are willing to put in the extra effort and 
time can succeed. The degree of success depends on their various abili­
ties." 

"Indeed I do." 

"Yes, all children speak in French." 

"Yes." (Two replies with no comment.) 

b) Negative 

i) Regular 

Negative: "No." (One reply with no comment.) 

Student I S Intellectual Ability: "No, some children who will have diffi­
culty even in English should forget Irmnersion." 

"Slower learning children would have difficulty in learning both lan­
guages." 

"No, evidence the drop-out rate at grades 2, 3, and 4." 

Elitist Curriculum Effects: "At the moment they are not successful for 
all children; however as numbers increase I can see the programme develop­
ing in such a way that society can reinforce the desirability of success 
for all children." 

"No, I do not feel that all children could handle the work pressures, i.e. 
parents, until they have already attained a stage of maturity that in­
cludes good work habits." 
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ii) Immersion 

Elitist Curriculum Effects: "The programme is not for all students." 

"The programmes should be geared to !!.!.!. children although it is 
the underprivileged cannot get the same help and encouragement. 
not have the same access to books, trips to Quebec, etc." 

true that 
They do 

c) Other 

i) Regular 

Nil comment. 

ii) Immersion 

Student's Intellectual Ability: "The programme can be successful for all 
children. However, a slower learner will struggle to keep up." 

"Definitely-unless they have specific learning difficulties." 

"For children who experience considerable difficulties in school I think 
the burden of a second language is a disadvantage." 

"'(es but deaf children, blind children (Bill 82 G.L.D., S.L.D., T.M.R. 
children) would not thrive in an Immersion programme. It must be under­
stood that average children will perform averagely." 

"The programmes are successful for all those not suffering a learning 
difficulty which would pose a problem even in the native language." 

Unknown: "Answer not known." 

7. Given the choice, would you enrol your child in an Immersion 
progr3Dllle? 

a) Affirmative: 

i) Regular 

Affirmative: "Definitely." 

"Yes." (Eight replies with no comment.) 

Student's Intellectual Ability: "Yes, definitely, without reservations, 
if he could handle it. I guess a few years would be needed to determine 
this." 

"Yes, of four children the two youngest could definitely handle the work. 
The two oldest would have difficulties as they find school overwhelming 
as it is." 
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Student's Choice: "Yes, had I a child who would wish to do so." 

ii) Immersion 

At t irmat i ve: "Abso lute ly." 

"Of course." 

"Yes, have done so." 

"Yes I would." 

"Yes." (Seven replies with no comment.) 

b) Negative 

i) Regular 

Negative: "I don't think so." 

"Not particularly." 

ii) Immersion 

Elitism: "No, not if the attitude of parents remains the same. I do not 
want my child to feel that he is from an elitist group which is the atti­
tude conveyed by most people." 

c) Other 

Nil response. 

SECTION F 

This section deals with teachers' opinions about some of the 
political issues currently surrounding the Immersion programmes. Ques­
tions 4 to 6 ask these teachers for any general recommendations they may 
have as to the implementation and development of Immersion programmes. 

1. The Federal government has released monies to develop Immersion 
programmes in boards of education. Do you think these monies could 
be better spent on other language programmes that would benefit all 
children? 

a) Affirmative 

i) Regular 

Nil comment. 



120 

ii) Immersion 

Other Ethnic Groups: "Monies should be available for other ethnic groups." 

b) Negative 

i) Regular 

Bilingualism: "The acquisition of French is important in a country where 
English and French are the official l,anguages." 

Academic Concerns: "English programmes are already a flop. We need more 
back to basics not just more watering down of existing programmes." 

The Heritage Languages: "The other languages do not playas strong a role 
in commerce and trade." 

"While I endorse the Heritage Language programmes I feel the two official 
languages are of prime importance." 

ii) Immersion 

Expanding French Immersion Programmes: "Immersion programmes should be 
made a¥ailable to all children with no limiting of enrolment." 

"It is already not enough to make Immersion programmes available to all 
children. These programmes are currently limited because of the expense 
of transportation and the limited number of classes." 

"The monies could not be 'better spent' but other programmes should be 
developed as well, Le. late Immersion." 

"French is one of our official languages and should be promoted before 
other languages." 

Expanding Other Language Programmes: 
also programmes in other languages. 
4 or 5 languages fluently." 

"We should have French Immersion but 
Children in Europe and Asia speak 

"The Federal government has already released monies for E.S.L. classes 
which give English language teachers a chance to work." 

c) Other 

i) Regular 

Access: "Greater numbers of children should be able to benefit." 

ii) Immersion 

Nil comment. 
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2. Teachers' federations have voiced concerns that Immersion teachers, 
because they are in a specialized programme and therefore protected 
because of their qualifications, are displacing teachers with more 
seniority. Do you feel this concern is: very important, important, 
somewhat important, unimportant, no opinion? 

a) Regular 

There is no Problem: "They are not displacing teachers." 

"I prefer the best person for the job." 

"It sounds like typical complaining." 

"The Immersion teachers are not displacing teachers unless those teachers 
can carry the Immersion prograrrnne." 

"The impact is minimal." 

A Problem Exists: "This is a major concern of a majority of teachers in a 
time of job insecurity. French Immersion teachers cannot be sure they 
will be backed by their Federations in a case of seniority versus language 
superiority. French teachers must do positive P.R. to point out the 
advantages of the programme, i.e. the need for English teachers for Immer~ 
sion classes." 

"This is a problem that will increase as numbers grow." 

Retraining and Requalifying: "If you don't have the qualifications go out 
and get them." 

"Teachers should review, revise and update their qualifications. They 
should consider teaching in the Immersion programme an option." 

b) Immersion 

There is no Problem: "There is no redundancy in the Elementary Panel." 

"If taxpayers have chosen to enrol their children in these programmes the 
onus is on parents not on teachers." 

"Absurd." 

Immersion--A Specialized Programme: "This sort of problem has always 
occurred in other specialized programmes, i.e., Special Education and 
Alternate Schools." 

"This problem occurs with any specialty: music, special ed., high school 
specialties, etc." 
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Retraining and Requalifying: "The opportunity is available for all 
teachers to retrain. Learning and retraining must be a continuous concern 
even for teachers with a great deal of seniority." 

3. Immersion classes themselves are seen as contributing to declining 
enrolment because they skim students from the regular programmes. 
In your opinion, is this concern: very important, important, some­
what important, unimportant, no opinion? 

a) Regular 

There is no Problem: "I strongly disagree. Parents have the choice of 
sending their child to any school in the system. The Immersion children 
are still in the system." 

"Teachers are still employed to teach these children somewhere." 

"In a city the size of Hamilton this is not a serious concern." 

A Problem Exists: "There is a great deal of hostility on the part of 
teachers who feel they have been left with classes of lesser ability and 
more learning disabilities." 

"If programmes were to expand this would become a serious problem." 

"This has been the case at Earl Kitchener for the last 5 years." 

b) Immersion 

There is no Problem: "This does not contribute to declining enrolment. 
The children are all from the same school board." 

"The programme attracts children from other school boards. Parents have 
moved to provide them with the opportunity to be in the Immersion pro­
gramme." 

"The children are not out of school therefore enrolment is not declining." 

"Ridiculous! The declining enrolment issue is a red herring." 

"In many cases the Immersion programmes have been started in schools that 
would otherwise have closed because of low numbers in the English classes." 

"Absurd! There are the same number of students." 

A Problem Exists: "There is a difficulty with changes in the types of 
jobs available and the 'shuffling' effect caused by the Immersion pro­
gramme. This is especially difficult for the older teachers." 

"This is an important issue if the board realizes and gives all children 
the same class size regardless of the programme." 



4. What could your board do to improve Immersion programmes? 

a) Regular 

A Separate Immersion School: "Put all Immersion classes in one school 
with no English and involve more men in the programme." 

"A distinct separate Immersion school would eliminate some problems." 

Curriculum Development Assistance: '~Provide assistance for ada-pting 
curriculum to Immersion." 

"The board must provide: more translation time, curricula written in 
French, remedial services for slow learners, more secretarial time for 
teacher-librarians." 
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"Develop a comprehensive programme for K-10 in advance instead of stumb­
ling from year to year." 

"Provide a full support system, i.e. remedial." 

"Provide programmes for remedial work." 

Resources: "Provide an Immersion consultant for the primary and junior 
grades." 

"Provide support personnel who have the desire to improve their facility 
in French." 

"Release more monies for Immersion teacher specialty training." 

"Provide more money for French English exchanges and give more support to 
Immersion teachers." 

"I think they are already doing it by opening another kindergarten in an 
east Hamilton school." 

b) Immersion 

Resources--Human and Physical: "Understand the programme and provide 
resource persons, i.e. consultants." 

"Provide bilingual administration and resource people." 

"Create a primary consultant for Immersion." 

"Provide: more resource materials and personnel, transportation to the 
Immersion schools, more conferences for Immersion teachers." 

"The programme needs: more resource people, more in-service not just 
meetings, subsidized conferences." 

"We must have more resource people, Le. remedial." 



"Provide more aware resource people." 

"Hire consultants who get materials needed." 

"Have experts in the field available to the teachers." 

Curriculum Development: "The board must provide more resource people, 
writing teams for curriculum and more attendance at conferences." 

"Provide curricula in French." 

"Provide a consultant, better programme guides and French curricula." 

"Open more Immersion schools and provide 
becomes more available to more students. 
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Expand Immersion Programmes: 
busing so that the programme 
Improve and rewrite curicula. 
rooms." 

Speak French only in the Immersion class-

Back Teachers: "The board must back its teachers and put parents in their 
place." 

5. What could teachers do to improve Immersion programmes? 

a) Regular 

Public Relations: 
anxiety." 

"Work to improve their public image and lessen parent 

"Work together to present an organized position to officials for needed 
assistance." 

"Assume a dignified, mature, open-minded attitude in schools where 
parallel English programmes exist. Be realistic in one's expectations." 

"Regular newsletters to parents would improve co-operation and communi­
cation." 

Curriculum Development Concerns: "Improve provisions for BRIGHT children." 

"Tell the board to shove pressure put on for curriculum development-" 

"Teach kids at their level not at a level of testing. The testing by the 
board is felt by the teachers as a measure of their worth. Too much pres­
sure is bad for morale." 

Professional Development: "Search out and take advantage of professional 
development opportunities." 

Positive Attitude: "Relax and confidently plough along." 

"The Immersion teachers do an excellent job!" 
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b) Immersion 

Public Relations: "Learn more about Immersion and be positive in discus­
sions." 

"Provide more 'hands-on' experiences of Immersion to English classes with 
excursions, trips to Immersion classes, theatre, et:c." 

"Promote better P.R. with Regular-stream teachers." 

"Promote a positive, cohesive atmosphere among the staff members. Main­
tain educational qualifications." 

Curriculum Development Concerns: "Speak in French only from the end of 
Kindergarten and uniquely in grade one." 

"Have more co-operative planning sessions." 

"More sharing, less bitching." 

"There must be closer monitoring of expectations (Le. grammar) at all 
levels." 

"Immersion teachers must participate in all decision making." 

"Be francophone." 

Already Exploited: "Teachers have been exploited in this boar.d. They 
have been responsible for many of the things resource people usually do." 

"They do plenty as it is and are unrewarded and unrecognized." 

6. Do you have any other suggestions about Immersion programmes? 

a) Regular 

Development: "These programmes need but lack a clear-cut direction." 

"The programmes are excellent and should be expanded." 

b) Immersion 

Resources: "Hire bilingual resource people." 

"Have administrators who are 'up' on the programme." 

Expand Immersion Programmes: "Expand the programmes in:egardless of 
demand. All children need to be enriched and given the chance to learn 
another language." 

"Make the programme more accessible to more students and encourage 
exchange programmes." 



Planning : "Time should be allotted for Immersio~ teachers and admini­
strators to meet and discuss the programme during work hours. This is 
done for curriculum in other areas." 

"Plan ahead." 

Public Relations: "Familiarize other teachers in the system with the 
progranrne." 

"Provide more e~change opportunities ,with francophone students in the 
lower grades." 
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