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Abstract

The purpose of the present study is to investigate the impact of 130-minute macroclasses, as
. opposed to 65—n1inute classes, faught thréugh the communicative approach, , on second
language écquisition and long-term retention. The participant group consisted of 48 females
and 33 males in 130-minute three times a week Core French_ asa second languzrge (FSL) 8
classes, taught through the Entre Amis 1 program, rlrrlning from September 1993_ to February
1994 (5 months) and from February to June 1994 (5 months) at Lord Byng Sec’ondéry. The
comparisbn group consisted of 27 females and 17 rnale; errrolled in 65'-'minute three times a
week Core FSL 8 classes taught through the Entre Amis 1 program from September 1993 to
June 1994 (10 months) at Templeton Secondary. Parents, teacbhers and counselors of these
students panicipated in the study.
In summary, contrary to popular belief, students retain much of what they learn in
Core FSL class. The present study fourld that the quérrtitative analysis was not nearly as
revealing as the qualitative analysis. Quantitative analysis is limited when teachers and
students are not randomized. Further research should emphasize the teacher difference and
| hoW adequate inservice affects the quality of time given to learning in the second larlguaée
classroom. The results from the present study are particularly relevant to the 1994 Core
French Curriculum because the Ministry of Education has mandated the study of a second
language frr>m grades 5 through 8. In addition, teachers must now teach second languages |
using the communicative approach. More inrpk)rtantly, all of these changes are expected to

be fully implemented by the fall of 1995.
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CHAPTER ONE

Introduction

Theb present sfudy investigatgs the effects of two ways of time tabling French as a
second lahguage (FSL) instruction in grade 8. It compares two grade 8 FSL classes on a
tréditional timetable of 65-minute classes three times a Wéek for 10 months at Templeton
Secondary school to two grade 8 FSL fnacroclasses of 130 minubtes three‘times a week for
5 months at Lord Byng Secondary school. This is an importa’nt question because
researchers in Canada are currently comparing and combining different approaches to
teaching French as an official second language in order to find the best way to implement
the .hewly mandated FSL poliéy (BC Ministry of Eduéation, 1994a) in BC schools..

| French Immersion, in which course content is taught in French, is the most
researched second langﬁage e.ducation model in NortH America. Ina newsf)aper article
called "Immersion Pioneers Do Not Regret It", reporter Craig McInnes (1994)
investigates the success of French Immersion in British Columbia. Between 1979 and
1994, French Immersion enrollment grew almost tenfold in BC, despite the physical and
cultﬁfal distance bet@een BC and Quebec. Critics question the program's ability to
produce perfectly ﬂuent French speakers and whether it is effective in areas where there
is little opportunity for French contact outside of the ;:lassroom (Hdmmerly, 1989).
Stephen Carey, Director of the Modern Languages Education at the University of British
Columbia, considers French Immérsionlto be a successful innovation but feels that it is

unrealistic to expect native-like fluency of all second language learners in these programs.

Carey (cited in Canadian Parents For French, 1994) states that "French is not the majority




language spoken in society and I think it is very important to realize that when you judge
the success of these programs. To achieve thé level of fluency that they do is remarkable"
(p. 1). Carey (cited in Mclnnes, 1994) feels that students lose language skills just iike
other subject skills that are not used but that they will come b.ack‘with exposure. "If th¢y
don't use it, of course it will get fusty, but it will come back" (p. A9). Mr. MacConnachie }
(cited in Mclnnes, 1994), one of the first graduates of early French immersion in Victoria,
British Columbia, sums up his success in the program. "I went to France a while back

~ and I could comrﬁunicate really easily, which is proBably the main thing out of the whole
coursﬁe, I thought - to communicate with someone in French" (p. A9).

Core FSL educafion in British Columbia is subscribing more and more to the
communicative approach based on interactionist theory and the French Immersion model.
Students acquire French by using it for meaningful communication rather than by
leérning how it is linguistically structured. The Royal Commission on Education in
British Columbia (BC Ministry of Education, 1988), the National Core French Study (BC
Ministry of Education, 1990) and the Core French Curriculum Guide (BC Ministry of
Education, 1994) support this approach.

Carey (1984) compares French immersion teaching principles with those of

traditional language teaching in his article Reflections On a Decade of French Immersion:

More traditional language teaching such as core French has relied on a different
method which included the learning of vocabulary, syntax, and grammar as
formal learning units and formal rules and attempted to have the student write and
produce grammatically correct larger units in a formal rule governed manner
which was less dependent on communicative context. Obviously this is a
caricature of present-day core French and we are all familiar with the innovations
and perhaps even the influence that immersion programs have had on French core
programs and the consequent improvements and exciting things that are taking
place in core French programs today. I do not want to give the impression that




core French is in any way inferior to immersion French since the goals of the two

“types of programs are very different and the types of performance they produce
are very different. I do want to make the point that the theoretical rationale for
immersion programs is that their methodologies are more consistent with the
sociolinguistic and psycholinguistic knowledge available on first language
acquisition and thus represent a departure from the methodology employed in
traditional language learning programs which from the outset are based on rule
governed language production which includes more meta-linguistic activity
(p-249). ’

There are mahy factors consjoered to be relevant to second language acquisition
(Eilis, 1994). The present study did not control for all of these externol and internal
factors. Personality traits, intelligence, aptitude, motivation, attitude and age have all
been referenced when predicting the soccess of the second language learner.” Accurately
defining, observing and measuring these factors isolated from one anothef is impossible.
One-way, causal rel'ationships between lea_rlier characteristics and successful second
language acquisition are difficult to prove.

Theories based oo the behaviourist view, the ioteractionist view and the creative
construction hypothesis have been proposedlas the best way to acquire a second language
in the classroom. The only way to make an informed decision about which teaching
methods based on which theories Would be tho most effective is to research relationships
between teaching and leafniﬁg'. Lightbown and Spada (1993) state that "While formal
research may add strength to theoretical proposals, informal reseorch, including tbhvét

carried out by teachers in their own classrooms, is also essential. It is hardly necessary to

tell experienced teachers that what works in one context may fail in another" (p.79).




Background of Srudv

In 1987, the Royal Commission on Education in British Columbia produced the
Year 2000 or Framework For Learning documents (now revised as the Education Plan),
| 'and sparked changes in British Columbia’s educaﬁon system. The BC Ministry of
Education ( i994b) states that the education system rs now responsibie for producing
citizens for a democratic socrety who "}_rave. a sound education that is related to their
lives" (p.1). The Plan rs based on principles of learning requiring active participation of
the learner. The plan allows for different leaming styles and encourages individual and
group learning situations. |

~ Recommended time allotments for each subject are now expressed in percentages
for gradcs 8 through 10. The plan states that "...variatiorls in the recommended times are
encouroged to address tho learning needs of iridividual srudents and the particular needs
of communities" (p. 5). Many schools have begun to look for Ways of making education
more student-centered in keeping with the philosoph;r of the new documents.

A significant number of secondary schools in British Columbia have recently
switched to new timetables in Hopes of creating a more student-centered learning
environment. One such inhovation has been a renewed interest in year-round schooling
where the school functions for 12 months of the year. On November 15, 1994, BC’s
Education Minister Art Charbonneau announced that year-round schooling i‘s‘being

studied in Nanaimo, Coquitlam, Maple Ridge, Abbotsford, Courtenay and Vernon. The

most popular model being considered is one in which students attend school for nine




weeks and then have three weeks off. Nanaimo school board chairman Gerry
Montgomery feels that elinﬁnating the traditional nine-week summer break will eliminate
the need for an exfensive review of material in September because students Wi11 not have
had time to forget (Chapman, 1994). The Education Plan emphasizes the need to
organize time in such a way that students achieve a higher level of learning and retention.

In September 1993, the British Columbia Principals' and Vice-Principals'
Association sent out a survey to 350 British Columbia secondary schools to determine the
extent of changes in scheduling practices. Of the 108 surveys returned, 68% responded
that they were initiating some sort of ‘timetable change. In summary, the project team
found that "As the study progressed, it became obvious that the traditional secondary
timetable in most British Cplumbia schools was being subjected to intense scrutiny. In
order to satisfy the Ministry's desire to have secondary schools provide freedom and the_
ﬂexibility to design programs and instructional strategies that are responsive to the needs
of students and their communities most schools concluded that some type of timétable
change was necessary"” (Buriahyk, Clayton, Dressler, Graf, Labonte, Melville, & Metzger,
1994,. p-8). o

The British Columbia Teachers' Federation surveyed 291 secondary schools in
British Columbia in June 1994. Out of the 133 schools that responded, 60 (45.11%) |

reported that they are using a traditional 5X8 linear timetable which consists of students

- taking five out of eight periods' a day from September to June. The staff at 58% of these

schools expressed satisfaction with their timetable and 42% were dissatisfied.




Twelve schools (9%) reported using the Copernican timetable, in which students
take 2 1/2 hour classes twice a day for 10 weeks. The majority of the staff supportea the
change to this ne\y. timetable. Fifty-nine schools (44.36%) were reported to be using
modified versions of either the &aditional or Copernican timetablés. The majority of
these were on a semester system using classes of varying lengths. Responding to the
questions accompanying these changes, Simon Fraser University organiied a planning
- session for November 18, 1994, for schools who are thinking about changing to a- '
Copernicén timetable. The same university hés scheduled a forum to take place in the
Vancouver area in April ,1995 for schools ‘that are using a Coperrﬁcan or horizontal
" timetable.

Lord Byng Seéondary School, where the present study was conducted, proposed a
change té a modified Copernican timetable in the Spring of 1993. A committee of more
‘than 15 teachers met each week to discéuss tﬁe advantages and disadvantages of
implementing such a timetable at Lord Byng. They attended a conference in Victoria and
listened to several speakers includiﬁg the founder of the Copernican model, J oseph
Carroll, and numerous representatives from schools in BC that had already adopted é
Vefsion of this model. In a poll conducted on March 8‘, 1993, 79% of the staff at Byng
agreed that a Copernican-style timetable, ;ailored to the needs of Byng students, would
benefit all students.

Two open forums were held in Byng's auditorium on March 23 and April 7, 1993

to allow students, teachers and parents to express their views. On Monday March 29,

1993, there was an opportunity for staff, parents and students to view the timetable in




- action atv Johnston Heights Junior Secondary in Surrey or Howe Sound Secondary in
Squamish.

It became increasingly apparent that enough parents, staff and students were
opposed to the change to make implementation impossible for the fall of 1993. The
administration at Byng approached the department heads for volunteers to try 130-minute
classes for five months at the grade 8 level. The French and the' Home Economics
departments accepted. In September 1993, the 130-minute classes were implemented for
grade 8 French and Home Economicé classes.

Investigations of the educational significance of timetable changes in BC have
largely been based on intuition. Arguments have been presented for and against shorter
courses comprised of longe(r classes. Among the possible advantages are better
student/teacher relationships, improved classroom management and the facilitation of
interdisciplinary teaching, team teaching and field trips. However, the massed practice
effect of macroclasses, as opposed to distributed practice, may result in poorer
achievement and retention of material, in part due to the students’ linﬁted attention span .
Long-term retention of material has been identified as an area of concern in second
language acquisition. However, FSL macroclasses may allow for more communicative
learning which might more closely apprqximate immersion classes.

Further research is required to determine which courses, gréde levels and student.

bodies would benefit from macroclasses and how time impacts the quality and quantity of

learning. The present study assesses the effect of grade 8 FSL macroclasses on students'

achievement, retention and attitude.




Statement of the Problem

The purpose of the present study is to investigate, both qualitatively and
quantitatively, the impact of 130-minute macroclasses, as opposed to traditional 65-
minute traditional classes, on the acquisition and.long-term retention of FSL students in

courses using the communicative approach.

Significance of the Problem

Many people share Bahrick's (1979) view that "mﬁch of the information acquired
in classrooms is lost soon after final examinations are taken" (p-297). With time we
forget. This is a fact that second language teachers accept. However, what exactly do we
forget? Why do we forget? How long does it take to forget? How is time bést organized
to facilitatevlearning and long-term retention? Theée ére importé’nt questions for Core
FSL educators.

French teachers work to cover the curriculum usihg strategies to facilitate mastery
learnin_g. Students work to transfer their learning and to effectively remember it for the
exam. For teaéhers, there is rarely enough time..:For students, the amount of knowledge
they need to retain is often overwhelming.

According to the B(E Ministry of Education (1994a) the objective of Core French

education is to "enable all learners to communicate in French with confidence and

competence and to develop an openness toward cultural diversity" (p. 7). This goal is




achieved through the communicative approach, whereby students afe encouraged to take
risks and to problem solve in order to acquire the lahguage sucéesSfully. These learning
skills can be transferred fo other areas of the student"s éducation. Rote learning leading to
shorter terms of retention 6f material.will not achieve this gogl.

If educators céuld discover a more ideal learning environment that fosters taking
risks and problem solving through the communi;:ative approaéh, perhaps more succeésful

lahguage learning would result.

Research Questions

The following principal research questions were identified as-a basis for the present
study:

1. What is the natufe of FSL students' acquisition of reading, writing, listening and oral
skills in macroclasses (130-minute classes three times a week for 5 months)?

2. How do macroclasses affect FSL students' long-term retention of reading, writing,
listening and oral skills after a 13 or 29-week retenﬁon intérval? |

The following ancillary questidns were identifie;d :

4 3. How do gender, the number of years of elementary school French, motivation and
exposure to Frer;ch over the summer affect long-term retention?

4. What is the impact of these 130-minute macroclasses on the communicative approach

experienced by the participant groups?
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In the next chapter, the literature relevant to the research problem and questions will be

reviewed.
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CHAPTER TWO

Review of the Literature
This literature review investigates theories of language acquisition, factors .
affecting second language acquisition, motivation and achievement, motivation and

language retention, language retention, and secondary school timetables.

Definition of Terms

Retention - thié study wil} discuss retention in terms of percent remembered of what was
ofiginally learned.

Second languagé acquisition - acquiring a second language in a.setting where it is not the
majority language (for the purpose of the preéent study, I do not differentiate between
second language acquisition and foreign language acquisition).

Second language attrition - the loss of proficiency in a language due to the lack of use
over tirhe. '

Acquisition period - the time period from when second language instruction begins to
when second language instruction ends.

Retention interval - the time period from when second language instruction ends to when
an assessment is made of second language competence. Some researchers refer to the
retention interval as the iﬁcubation period, because it is poséibic that. students will

continue to acquire the language to varying degrees during this time period.
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Theories of Second Language Acquisition

There are many theofies of Second Language acquisition. ﬁehaviorists consider
language acquisition to be the 'resul‘t (;f forming habits whfch are reinforced (Dulay, Burt,
& Krashen, i982). The creéti\re construction theorists émphasize the innate capability of
the learner to construct systematic internal meanihgs of the language“(Krashen, 1985). |
The interactionisfs emphasiée"the importance 6f interacting with speakers of the target
language who modify their speech to ensure comprehension (Ellis, 1994; Long, 1983).

None of these theoriés alone can explain the complex process of learning a second
language. The behaviorist view cannot account for the original utterances and
- overgeneralizations niadé by language learners. For example, stgdents often
ovefgeneralize the rule for avoir verbs in the passe compose to etre verbs and.say "J'ai
alle".

Much of the trend toward communicative language teaching in North America has
been based on the creati\;e consfruction model pfomoted by such authors as Stephen
Krashen. This theory does not consider writing and speaking skills to be nccesséry for
acquisitioh. Krashen (1985) hypothesizeé that second lénguage acquisition"requires the
following; comprehensible input, a learning envirénment that emphasizes coﬁmunication
and meaningful interactién, motivation and a natural order for acqui_ring the rules of the

language. Krashen's theory has been criticized for not meeting the standards of scientific

research and writing (Lightbown & Spada, 1994).




. 1.3

The interactionist theory also emphasizes the need for comprehensible input.
Interactionists claim that interaction with speakers of the target language, who modify
their speeéh, leads to incréased comprehension and more successful acquisition of the
second language (Ellis, 1994). However, reéearch has not correlated comprehensible
input with language acquisition (Uzawa, 1994).

The Entre Amis 1 p.rogram observed in this study is based on an integrative
approach to language learning (Jean, Muscovich, & Hartley, 1991). The necessary
elements in this model are communication, interaction, experiéntial learning, linguistic
structures, strategies for communicating and learning, culture, general knowledge and
group learning (Jean et al. A199-1). The ultimate Vgoal of fhe program is to maximize the

time that each student spends using the target language.

Factors Affecting Second Language Acquisition:

In general, almost everyone successfully acquires their first languages, however
not everyone experiences the same degree of success in acquiring a second language.
Some second language learners suffer what is known as subtractive bilingualism whereby
they do not master their first or second language. Personality, age, intelligence, aptitude,
motivation, attitude, situation and exposure influence second language acquisition
(Gardner, 1991). Isolating, defining, obserying and measuring these variables is difficult.
Fof this reason, :esearchers must describe in detail the behavioral traits that they have

- grouped under certain labels (Crookes, 1992).
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Intelligence has been linked to successful second language acquisition. Recent
studies have shown that intelﬁgence affects certain areas of sécond language acquisition
more than others. For example, a study of French immersion students in Canada found
intelligence to be relatéd to performance on reading, grammar and vocabulary tests but
not oral tests (Genesee, 1976). Similarly, other studies have found i'ntelligence to be
highly related to those second languége skills taught through formal instruction (Gardner
& Lambert, 1972).

Misinterpfefatioris occur when researchersremphasize different skills in their
achievement measures. One study may find intelligent students to be more successful
lélnguage learners and another may find that intelligence does not influence second
language acquisition. These conflicting results may be due to the fact that one study has
chésen to measure grammatical proficiency whereas the other has chosen to measure
grammiatical and »oral prdﬁciency (Carey, 1991; Reynolds, 1991). Assuming that
intelligence causes motivation simply because inteiligence has been correlated with
motivatioﬁ is problematic. Is it the motivation that causes the intelligence or .the
intelligence that causes the motivation?

Cummins (cited in Ellis, 1994) promotes a movdel that differentiétes between two
types of second language proficiency, basic ‘interpersonal communication skills (BICS)
~ and cognitive academic language proficiency (CALP). This model has strongly
influenced second language acquisition research. Basic interpersonal communication
skills develop n;aturally by commu'nicatin‘g in the target language and ére required to

engage effectively in face-to-face interactions. "BICS involves the mastery of context-
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embedded uses of language in communicative tasks that are relatively undemanding” (p.
694). Basic interpersonal communication skills de\}elop_in conjunction with linguistic
knowledge and literacy skills (CALP) fequired for academic work. "CALP involves the
ability to communicate messages that are precisé and explicit in tasks that are context-
reduced and cognitively demanding" (p. 696).

The more informal communicative approach does not rely oﬁ intelligence, as
traditionally measured through IQ tests, for success. All students are encouraged to
commuﬁicate regardless of their proficiency level therefore more students have the
chance to participate and to experience success.

Some people clearly find it easier to learn a second language than others. There
have been many studies investigating language aptitude. Gardner and MacIntyre (cited in
Ellis, 1994) summarize from their investigatiéns that "Research makes it clear that in the
long run language aptitude is probably the single best predictor of achievement in a
'second language” (p. 215). However, results are inconclusive primarily Because it is not
clear what constitutes aptitude and thére are large individua} differences (Skehan, 1991;
Carroll, 1990; Lightbown et al. 1994).

| The relationship between personality and second language acquisition is complex.
Males seem particularly vulnerable in the second language classroom and in learning
language in general (Ellis, 1994). Many of these students have tales of being embarrassed
and refusing to-participate. Inhibition and self-consciousness are common at this age and

do not promote the risk-taking that some feel is necessary to successfully acquire a

second language (Naiman, Ffohlich, Stern, & Todesco, 1978; Ely, 1986; Corder, 1978).
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Some studies have found extroversion té be relait.ed to sﬁccgss ina second.
language, others'- ﬁave not"(Buscl:h, 1982; Strong; \1‘_9'\83)‘.':Thé fnixe(i findingé may 'be’
explaihed by the fact that studies evalua'ting‘ linéuistic proficji:ncy have been compared to
studies e&aluating comrﬁunicative competeﬁce. Overall, personality tréits seem fp be

related to communicative competence (Ellis, 1994). ‘

Motivation and Achievement

- There has beén extensive fesearch ihvestigating the”rélat‘i»onshi‘p of attitude and -
A motivation to second laﬁguage ;lcquisition. Thfs research has shown :thatﬂmotivational :
vériables are related to achievément in. a second language (Gard’néf et al. 1972; Anisfeld
& Lambcrt:; 1961; Lukmaﬁi, 1972). Hovwever, it has not y;:t béen determiﬁed exactly how
‘motivatidn affcéts-second 1anguage learning '(Gafdfler & Maélntyrq, cited in Ellis; 1994).
One of .the initial sfudjes o_f the role' of atiitudi‘nal/motivational variables and -
aptitude in second language achievement was conductéd' by Gardn& and Lambert (1959).
They measured the motivafion, éttitudé ar¥d éptitﬁde of 42 male and 32 fgmalé ,
anglophone' FSL stucients in Montreal. Two in'deperident factors, language aptitude and
integrative fnotivation,- éorrelatedﬁpdsitively with achieveméni in a second language.
Many stud_ies have attempted to clarify these V'ariai)les. | ) : | |
A sfu_dy by Gardner in 1966 (pited in-. Gardner et al. 19_76v) proposed a defihition of

integrative motivation comprised of a set of attitudinal/motivational variables strongly

related to achievement in the second language. Gardner recognized the importance of
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factor analyzing different attitudinal and motivatioriai variabies in order to get-a more

~ accurate picture of how they affect language acquisition. Skehan (1991) has since then -
added two hypothéses about motivation and sgcond 1anguage le‘afning: the Carrot aﬁd
Stick hypbthesis and the Resultative hypothesis. Within Gar_dnér's definition of
motivation afe two possible orientations in an individual's motivatiqn to learn a second
language.

Students who are studying a second laﬁguage in.order to get into university, to get

‘a job or for some other practical reason, are said to be more‘ instruméntally motivated.
Students who are studying the language for the love of it and who actively seek out
contact with the target language, are said to be more integratively motivated. Studies of
integrative motivation suggest that highly integratively motivated language learners will
be more successful at acquiring the language than learners who are not as integratively
motivated, regardless of aptitude (Gliksman,‘Gardner & Smythe, 1982; Gardner, 1985).
This is particularly relevant to the FSL learning‘e‘nvironmer_lt in British Columbia where
contact with French outside the classroom is minimal. Even is students were motivated,
they would have a difficult time finding speakers of the language with whom they could

interact.

Motivation and Second Language Attrition

We have all exercised our selective memories. We forget to take out the garbage

or to do our homework. If we have no need or desire to remember then we forget.
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Second language learners comment on the rustiness‘ of their language skills and how
much they have forgotten after a period of disuse. More research is needed to determine
the factors which influence second language atfritic;n (Ellis, 1994).

Gardner, Lalondev and MacPherson (1985) inVestigated the role of attitudes,
fnotivation and language use (during the retention intefval) on second language attrition.
The results were based on the Clark Can-Do self-assessments of 79 students from all over
Canada who attended a six-week French immersion course in Quebec. Students were
sent a questionné.ire six months after pompleting the course asking them to rate their
second language skills immediately following the course and their present level of skill.
The questionnaire contained lvO variables of attitudes and motivation, as well as listening,
reading and épeaking'skills.

Results from this study.indicate that listening and speaking skills that were either
poorly acquired or very successfully acquired during the course of study experienced no
significant attrition over the retention interval. Héwever, these results may be
representative of the basement and ceiling effects. When students are not at all successful
in acquiring a language skill, then they will show no retention loss. This is known as the
basement effect. When skills are over learned students will show no gignificant retention
loss.. This is known as the ceiling effect. Listening and speaking skills that were acquired
to a medium level of proficiency did experience attrition. Reading skills showéd no
evidence of attrition. |

In this study, students who had the 6pportunity to speak French during the

retention interval evidenced less attrition of speaking and listening skills. A positive
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attitude was showﬁ to be related to retention of these skills. Language use during the
 retention interval was found to be independent of attitudes.

It is not clear how much the acquisition phase éffeéts the degree of language
attrition compared to the retention invterval'.‘ The opportunity to use the language during
the retention interval seems very important to the retention and development of language
skills. In addition, a second language learner does not need to be integratively motivated
in.order to benefit from exposure to the second language. Skills requiring the learner to
interact with the language outside of the classroom may evidence more attrition if the
opportunity for interaction does not exist.

If integrative motivation has been correlated with achievement why did thié study
find language use during the retention interval to be independent of attitudes? A possible
explanation is that the level of language proficiency.attained during the acquisition period
isa bgtter indicator of the rate of attrition. Motivation may represent more of an
individual differénce in acquisition. -Skills that are only partially mastered or committed
to memory for a shorter‘time period are more susceptib.le to attrition. Bahrick (1984)
theorizes on the basis of his.studies that well learned or overlearned knowlédge survives
in "permastore longevity" and_is resilient to attrition.

This study raises some important points for researching the complex phenomena
of second language loss. It is important to define accurately the retention intewal.

| Different factors affecting language attrition may take on different levels of importance

depending on the type of language program being studied. Measures of achievement

must reflect the skills stressed during the acquisition period.




20

Similar results were found in a study of factors inﬂuéncing the language attrition
of 58 graduates in grades 7to 11 of a Spanish. ilﬁmersion program (Snow, Padilla &
Campbell 1988). The majority of the subjects claimed to speak Spanish aWay from
home, to read in Spanish and to have visited a Spanish-speaking area. The Modern
Language AsSociation Cooperative Test of Spanish was administered to the high school_
students to test speaking, listening comprehénsion, writing and reading comprehension
skills. The Comprehensive Test of Basic Skills (reading and mathematics) in Spanish
was administered to the elementary students.

Productive writing énd speaking skills were the most susceptible to attrition even
in an immersion setting and with é. high rate of language use outside of the Classfoom.
Reading comprehension skills suffered no loss which could be explained by cognitive
maturation, transfer from the first language and the ‘use of cognates in the measures.

Resﬁlts from the attitudinal/motivationai and language use questionnaire indicated
that four variables were related to languagé attrition. Interest in Foreigﬁ Languages was
related to retentioh of writing and speaking skills and to the use of Spanish in the home.
The Encouragement and Pride in Work factor was related to retention of Writing skills,
self-assessment of broﬁciency in Spanish and travel to Spanish—speaking areas. There
was a significant relationship between the Parental/Integrative factor and retention of
writing and speaking skills and the use of Spanish media, Spanish outside the home and
travel to Spanish—épeéking areas. There was no relationship between Integrative

Orientation and retention, use or self-assessment measures.
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Gardner, Lalonde, Moorcroft, and Evers (1987) conducted a study of 98 English-
speaking student's enrolled in grade 12 French as a second language in five schools in
' London; Ontario. This study focused on the effect of motivation and attitudes during the
acquisition period (rather than the retention interval) on language attrition over the
summer holidays. They continued their investigation O,f the effect of the use of the
language during the retention interval on the loss of French language _skills. _

Students completed the Clark Cen—Do self—aesessment questioﬁnaire, a modified
version of the Attitude/Motivation Test Battery (Gardner, 1985) and three timed measures
of French achievement upon completion of the French .course. They took the same tests
nine weeks later. The 66 students who had enrolled in grade 13 French were compared to
the 32 students who had not. The achievement test contained listening and writing
subscales and were evaluated using a more traditienal grammar driven approach.

The objective and eelf-assessment pretest scores of the two groups did net differ
signiﬁeantly except that the drop-eut students seorednlewerbon the speaking component of
the self-assessfnent bretes-t. The Attitude/Motivatien pretest showed drop-out students to
have significantly less posifive attitqdes toward French. In September, the drop-out
students scored significantly lower on nine out of ten of the posttest measufes.

It would appear that a student’s language skills were negatively affected after the
vperiod of acquisition, the retention interval, and the student's decision not to continue

- studying French. There were no significant differences between the two groups' self-

assessments of their use of the language during the retention interval, despite the fact that
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the drop-out group tended to have less favorable attitudes' toward learning French and the
fact that they scored significantly lower on the posttest.

Of the self-assessment posttest measures,»students felt that most aural and reading
comprehension skills were significantly impaired. Speaking skills of intermediate
difficulty were perceived to be more _eusceptible to attrition than very easy and very |
difﬁcult speaking skills. The intermediate level activities involved a deér‘ee of abstract
thought. It may be a combination of difﬁcullt'y level and complexity of cognitive
sequence that effects attrition of second language epeaking skills.

The results of the objectiveassess'ments revealed language attrition and growth
and did not parellel the self-assessmeﬁts. These ﬁ:ndings may reflect measurement
artifacts because the same measures were used for the pretest and posttest in order to
guard against experimenter expectancy when evaluating 'performan'ce.. Therefore, .
improved retention of language skills may have been due to the student being more
familiar with the assessment procedures the secend tifne around. |

There were relatively stable correlations found with many of the
attitudinal/motivational variables and the pretest aﬁd posttest objective assessments.
Based on the assumption that the retention interval would not increase the variability of
language achievement scores on the posttest, a causal model was used to evaluate the
correlations among attitudinal/motivational measures, French achievement upon
completion of the course, language use during the retention intervall end French

achievement after the retention interval. Motivation was implicated in the level of

proficiency achieved in a second language during the acquisition period, the extent to




23

which the learner will use the lénguage during the retention interval and the level of
second language proficiency directly after the retention interval.

There is a plethora of literature on m(;tivation and éecond language learning;
however the majority of it focuses on how integrative or instrumental orientations to
motivation affect the product of learning rather than the process of leaming. Crookes aﬁd
Schmidt (cited in Reynolds, 1991) believe that the learner's persistence and effort to learn

a second language should be emphasized as an important motivation variable.

Second Language Retention

"What do you mean we're going on to chapter four! We just started chapter three!
Everything is going too fast, I can't cram it all in." This was a comment from a gracie 8
student in é 130-minute Core FSL class at Loré Byng secondary school in October 1994.
Researchers have Idebated the effects of time and its potential for improving cléssrodm
learning.

Many studies that have found engéged time bn task to be significantly felated to
learning are inconsistent (Karweit, 1984). More time does not necessarily produce more
learning. It is more a question of what kind of time is needed by the learrier. Ellis and
Hulstijn and Huistijh (cited in Ellis, 1994) examined the effects of planning time on

second language production. Contradicting results from these studies imply that it is

what learners do with designated acquisition time that is important.




24

Semb and Ellis (19'94) conducted a literature review of studies which looked at
.' variables that affect learning and long—term ‘retention of inforfnation taught in the
classroom. Variables that were found to effect long-term retention were prior knowledge,
guessing, instructional mefhods, typés of assessment, degreés of original learning, the
retention intérval, conditions of retrieval and individual differeﬁces. . |
A They concluded that students retain a lot of what is taught in the classroom.
Retention decreases over time but the forgetting curve is not as steep or continuous as
found in traditional laboratory studies. The level of original learﬁing correlates positively
witﬁ retention performance. Inst;uctional content and assessment tasks affect learning
and retention. Retention perfofmance on recall tasks is worse than on recognition,
comprehension aqd cognitiVe tasks. Cognitive tasks involved problem solving, coﬁcept
identification, analysié, comprehension, ‘ru'le using, diagnosis, prediction, explanation,
and classification. ’Higher ability students learn and remember more than lowef abiiity
students.
The mean relativg loss scores generated from 96 studies were computed. The
mean relative loss séore for recall skills Was -28.25 (n=22), for recdgnition skills -16.17
(n=52) and for cognitive skills -13.32 (n=26). These scores weré organized into six
blocksA representing the length of the retention interval: 1 to 5 weeks, 6 to 13 weeks, 14
to 26 weeks, 27 tq 52 weeks, 53 to 104 weeks, and more than 104 weeks. The sharpest
decline for recognition skills was from the first to the .second interval. After the second

interval, attrition of these skills decreased. Recall skills were most susceptible to attrition

between the second and-third intervals. The results for cognitive skills were inconsistent.
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Semb and Ellis concluded that "The general finding is that the amount retained declines
quickly at first, then declines at a slower rate, or levels off" (p.271).

Most studies invéstigating the effect of different instructional strategies on
retention have involved groups who received the same course objectives, content, length
and tesfs. The differences in instructional strategies were more quantitative than
qualitative. Semb and Ellis noticed that "...most studies that compared instructional
strategies either found no effects or no differential effects on retention. The four
exceptions investigated strategies that more actively involved students in the learning
process. We hypothesize that these strategies produced quglitatively different memories
that are more resistant to forgetting" (p.277).v '

Bahrick (1987) administered a surprise retention test to 35 adults who had learned |
and relearned 50 English-Spanish word pairs at various intervals eight years earlier.
Sﬁbjects who reviewed the wofds at 30-day intervals retained two to three times as many
words as the subjects on 24-hour or less interval schedules.

Concurrent with the results of Bahrick’s study, Demster and Ferris (1990) claim
that regular, spaced out presentations and review of material are more conducive to
achievement and retention than massed pfesentations. This spacing effect is grounded in
experimental psychology' and Jost's Law which states that "if two associations are of
equal strength but of different age, a new repetition has a greater value for the older one"
(cited in Demster et al. 1990, p. 140). In essence, distributed practice is most effective
when the material is relearned once it has been forgotten. The material is then coded in a

different manner so that retrieval of the information is more successful.
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Spacing ‘effects‘ have proved beneficial to readihg and listening skills (English,
Wellborn & Killian; Glover & Corkill, cited in Demster et al. 1990), prdgrammed
instruction (Reynolds & Glaser, cited in. Demster et al. 1990) vocabulary learning and
student motivation (Dempster, cited in Dematar et al. 1990).

Tiie study 6f secon(i lariguage attrition has focused mainly on
attitudinal/motivational variables during the period of acquisition. More attention is now
being paid to variables that may affect the reteiltion interval. Smythe, Jutras, Bramwell
 and Gardner (19.7‘3) investigated the lass of language skills of 220 grade 9 Core FSL
students at three schbol_s in London, Ontario. Iri early June, the subjects wrote a locally
developed preteét;whiéh emphasized listening and reading camprehension. The same test
was adrfﬂnisteied after the summer vacation in September. It was not clear which
language methodology the_measure.s advocated. Reading comprehension dropped by
approximately 5% ailci listening comprehension increased by 2%.

| Smythe et al. (1973) conducted a study in (;,onjunction with the above research.
. They investigated the effects of attitudes, motivatiori, aptitude and the length of the
retention interval on theAlanguage acquisition of grade 9, 10, and 11 Core FSL students in
~aschool in London, Ontario. Upon completion of a full yéar FSL course in June, these
students took the 1961 versiqn of the Canadian Achievement Test in French (C.A.T.F.).
The 40-minute stand.ardized test included components on vocabulary, graminar,
~ comprehension and pronunciation.

The following September, the school switched to a semester system. The subjects

who were enrolled in Core FSL in the first semester were given the C.A.T.F. in
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September. The subjects who weré enrolled in Core FSL in. the second semester were
given the C.A.T.F. in February. There were no signiﬁcapt aifferences found between the
two groups at the June testing time. |

The first semester group's performance inéreascd—after the nine week retention
interval and the sepohd semester group's performanée deéreased after._the 29 week
retention interval. A possible interpretation of these results is that tﬁe nine week summer
vacation was a processing time ‘for the subjects who returned to their studies refreshed.
Increased cognitive maturity over the summer break is a possiblé explanatibn. Students
who elected to take French in the first sefnester ma}; have ,b¢_en more motivated. The
decrease in the performance of the second semestér students may be due to the longer
retention interval, fatigue from taking other courses first' term and test weariness.

The above findings indicate the significanée of the length and nature of the
retention ipterval. If motivation and achievement are correlated, and the‘ two groups were
ﬁot significantly different iﬁ terfﬂs of achievement in June buf did differ on the posttest,
then one might conclude that the second semester students had changed their o;ientation
in motivation since the pretest fncasure. A measure o.f vattitudinal)motivatiohal variables
in June, September and Februagy' would be necessary to accurately undefstan_d this effect.

Bahrick (1984) conducted a longitudinal study to investigate the effect of the
length of the retention interval on language attrition. Thére were 773 subjects who had

" taken one or more Spanish as a second language courses as long as 50 years prior to

testing. Bahrick included 40 subjects who had never taken Spanish before in an attempt
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to differentiate betweén the t'est items that measured knowledge acquired through formal
instruction and incidental knowledge.

An objective test was administered to the subjects in the last week of their
language course or within fwo months of its completion. The subscales included reading
comprehension, Spanish-English recall vocabulary, Spanish-English recognition
vocabulary, English-Spanish recall vocabulary, English-Spanish recognition vocabulary,
grammar recall, grammar recognition, idiom recall, idiom recognition and word ofder. A
questionnaire investigating the subjects’ perceptions of their Spanish course, their
language achiévemcnt and their opportunities to use the language during the retention
intervél was given to the subjects at this time.

The posttest was administered to the subjects who were divided into eight groups
depending on the length of their retentic;n interval. The results from this study support

Bahrick's theory of permastore longevity. The majority of language attrition occurred

within three to six years of completihg language study. After this retention interval,
language attrition leveled off and no significant loss was reported for up to 25 years.
Bahrick concluded that some knowledge may be storedpermaneﬁtly with minimum use
during the retention interval. Semantic knowledge, especially receptive vocabulary, is
most susceptible to long-term retention: The rate of success in, and the amopnt of,
second language training is related to the amount of knowledge that will be retained long-
term. |

A subsequent longitudinal study investigated the rate of forgetting, which

language skills are susceptible to attrition and how language proficiency affects attrition
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(Weltens, Van-Els, & Schils 1989). The authors divided 1"50 students into two greups of
those who had studied Core FSL for four years and those who had studied it for six years.

; ‘Subjects were tested three times: immediately following the acquisition period,
after two years and again after four years; The listening and readirig proficiency measures
were taken from the Dutch National Institute for Educational Measurement. The authors
developed a general receptive proficiency measure and a phonology, lexicon and
grammar measure for the study. The subjects complefed a self-rating of their language
proficiency and Clark's Can-do scales for listening and reading proficiency.

The amount of second language training was significantly correlated with
language proficiency, regardless of the length of the retention interval. There was an
increase in proficiency in listening ‘and reading skills, especiaily for the subjects who had

_studied Core FSL for four years. This could be explained by an increase in the subjects'’
incidental knowledge, knowledge of the ~motiier tongue, universal language proficiency,
cognitive maturity or use of the language during the retention interval.: The lexicon and

' grammar measuies experienced 10 to 15% loss.

Intrigued by the inconsiétency of their fesiilts, the authors analyzed the reliability
ef the subscales. They feund that a significant ;idrtion of the readin'g and listening
measures tested universal ianguage pioﬁciency and general knowledge of the world. The
cloze test measured knowledge of French vocabulary and grammar and was a more valid
indicator of French language proficiency.

| Overall, the amount of language attrition after four years was minimal regarciless

of level of training. This study emphasizes the need to acknowledge factors such as the
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difficulty of assessing language attrition using objective measures, how sensitive the
méasures are to language loss, amount of language 'traiﬁing, use of the language during
the retention interval, cognitive haturity and the fact that productive skills are more
susceptible to attrition tl;an receptive skills.

Kathleen McDicken-Jones (1994) conducted a study in Vancouver, British
Columbia, to determine té what extent a second language is Subject to loss after the
summer vacation. She identified 52 females and 27 males in four classes of French 12
and in one class of International Baccalaureate French 12 at}Richmond Sepior Secondary
school. The pretest and posttest measures were curriculurh-specific and included 30
grammar questions, eight cloze questions, and seven reading questions. All questions
followed a multiple choice format.

The results showed overall -attfition from pretest to posttest. There was a
significant decrease in performance on the linguistic and cloze subscales, but the reading
' L\comprehension loss did not prove to be significant. The measures used in this study were
more traditional with respect to second language methodology. The authér suggested that
it would be valuable to research how the communicative approach affecfé retention.

Most of the objective measurement in the afore mentioned studies has involved
receptive or comprehension skills rather than productivé skills. Communicative language
programs such as Entre Amis 1 test these skills before speaking and writing tasks. The
student hears it, sees it and then does it. Sequencing of the Skills promotes success and

motivation. There is a reverse order hYpothesis that claims that the last item learned is

the first to be forgotten (Yoshitomi, 1992). It would follow then that producti?e skills are
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more srlsceptible to attrition. Productive skills are learned last because they are generally
more difficdlt to acquire and Because they build upon the receptive skirls. A person
cannot learn to speak and write a language Wrthout audio and 'Visual input of that
language. This is the reason why deaf people do not acquire speaking skills to the same
proficiency level as hearing people.

- There is an inverse hypothesis that helps to further expiain the acquisition and
attrition of different second language skills. The learner's level of language proficiency at
the conclusion of the period of acquisition is inversely related to the amount and/or rate of
ranguage attrition (Ellis, 1994). One wduld expect the more easily acquired receptive
skills to be retained over time regardless of motivation. However, more motivation is
required to acquire arrd retarn the productive skills, as shown by the previous studies.
Another important issue for second language pedagogy is whether learners can transfer
communication strategies frorn their first language or Whether they must be taught them.

A Kel:lerman (cited in Ellis, 1994) claims that these straregieé are acqurred naturally
whereas other researchers .such as Faerch and Kasper (cited in Ellis, 1994) believe that
strategy training is beneficial to second language acquisition.

These results hold important implications for the increasing nurrlber of
communicative Core FSL programs in British Columbia. At the time of the present
study, there were three schools in Vancouver usrng the communicative Entre Amis

Program. As of September 1994, four rrlore schools had implemented it fully. The new

French Second Language Core Curriculum was released to schools in November 1994

and is expected to be in effect in September 1995. The student learning outcomes
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presented in the afore mentioned document are almost identical to those of Entre Amis.
The thrust of the new curriculum is communicative in approach and as of September
1996, a sécond language will be mandatory from grade 5 throﬁéh 8. The communicative
approéch advocates passive and active communication in the target language. More
research is needed to determine how we can improve the acquisition and retention of

épeaking and writihg skills.

Secondary School Timetables

The sécondary school was established circa '191(5 baséd on the Carnegie unit of
time which reflected the needs of a comhlunity that revolved around harvest time and the
traditional industrial model; Since this time, educators and administrators have debated
how time is best organized to facilitate learning.

In the early seventies, researchers were investigatihg the educational advantages
of the quarter system (also known as the Coperniéan Plan) for teachers and students.
Findings concerning student achievement. are ijxed. .Forehand and Watkins (1979)
claimed that there is some evidence of improvement in’achievement scores in statewide
testing. Heron (1983) claims that the‘high school calendar; whether quarterly or semester,
has no effect on student achievement.

Studies which re\}iew quarter timetables-and compare seméstef timetables to

annual timetables generally find that the quarterly or semester timetables encourage

improved student attitudes (Raphael, 1986), student-teacher and student-student
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relationships (Brophy 1978), drop-out rates (Coleman, 1983) and a greater Vz;riety in
teaching methodologies. Teachers spend more time preparing for semester courses and
report higher stress levels. Results on standardized achievement tests tend to be higher
for students on the annual system, particularly in the math and science subject areas.
Students on the semester or quarterly systems exhibited more higher thinking and
collaborative skills tTraverso, 1991).

During the mid to late 1980's American high schools were faced with declining
enrollments, limited financial resources and criticism from several national reports on
education. High schools were not performing satisfactorily because they no longer met
the sténdards necessary in a.competitive world. Joseph Carroll, former superintendent of
the Masconet Regional School District in Topsfield, Massachusetts, responded to this
ériticism with the Copernican Plan.

This plan implements differentiated diplémas, a credit eva]uation system, a
mastery learning program, individualized learning plans, macroscheduling of classes, and
a seminar learning block. Macroscheduling reciesigns school conditions so that teachers
meet with fewer students. Students take one 4-hour class a day for 30 days or two 2-hour
classes va day for 60 déys. This change in student-teacher contact pfoduces conditions that
are conducive to individualized instruction (Carroll, 1994).

Some educators feel that high school students lose their attention during
macroclasses. Carroli (1990) responds to this crjticism in the following statement:

"Overuse of lecturing is a major problem of high school instruction. The Copernican

Plan establishes conditions that foster the use of a variety of instructional approaches that
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are more personalized and more effective” (p.362). Carroll's motivation for
macroscheduling is to improve teaching methodologies used in schools.

Masconet IRegional.High School in Boston was the first schobl to implement the
Copernican Plan. Dﬁring the 2 years of implementation from 1990 to 1992, a Harvard
evaluation team conducted én extensive étudy of approximately 50% of the grade 9
students based on classroom observations, surveys, interviews, and standardized studént
tests (Whitla, Bempechat, Perrone, & Carroll, 1992). Comparisons were made between
the T‘radpro (all-year course) and the Renpro (Copernican Plan quartérly courses).

The academic performance of the two groups was essentially e_quivalent based on
achievement tests. According to gap tests at 5, 10 énd 15 months, the groups retained
material at comparable levels. However, there was no random sampling or a covariate to
equalize the differences between the groups, student and teacher participation was on a
voluntary basis and the sample of students who wrote the achievement tests for individual
disciplines was small. These are important limitations to coﬁéider when interpreting the
findings.

In a blind evaluation of 33 students 5 months after the termination of the Renpro
program, Renpro studeﬁts exhibited significantly higher thinking and collaborative skills
than Tradpro students. Significantly more Renpro students than Tradpro students
reported}that> their teachers knew them well and cared about them. They reported a higher
frequency of student-teacher diaiogue and individualized coursew'ork. Renpro students

felt more comfortable speaking out and voicing their opinions in class. They reported

working in small groups more frequently and having more class discussions. Renpro
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students were more satisfied with the length of éiass and the amount of material covered
than were Tradpro students. They reported greater und¢rstanding of the material and
more relevance Qf the material to their daily lives. They felt that their learning was
enhanced as a result of improved rapport with their teachers and classmates. Classroom
A' observations revealed that Reﬂpro teachers engaged their classes in more group work,
cooperative learning énd individualized instruction than Tradpro teachers. Department
chairs expressed concern about the increased workload.

In 1990, four secondary schools in British Columbia implemented the Copernican
Plan. L.V. Rogers, a senior secondary school in Nelson, reported an increase in
achievement, attendance and graduation rates and a decrease in discipline problems and
failure rates (Willis, 1993). Gala Sly, a French teacher at L.V. Rogers "was skeptical but
now reports that the immersion factor when S;udents come back to the‘French classes
after a long absence more than compensates for any slippage in the intervening months"
(Burden, 1993, p. 16). In another article, she commented that "When students are doing 2
1/2 hours of French a day, the rust scrapes off real soon" (Willis, 1993, p.3). Johnston
Heights Junior Secondary in Surréy reported an increase in attendance and a decrease in
failing grades (Baxter, 1993). Howe Sound Seéondary reported improvements in
attendance and students achievement but expressed concern over the lack of preparation
time for teachers (Turner, 1993). Rutland Seniqr Secondary in Kelowna reported

improvements in attendance and student achievement and a substantial increase in

enrollment of students who returned to pick up some courses in order to graduate




\ , _
\ ‘ ‘ | 36

(Lindsay, 1993). HoWever, they felt that their band proératﬁ suffered as a result of the
schedule.

Gitte Gorgensen (1993) assessed the effectiveness of the Copernican timetable
. implemented at New Westminster Secondary School during the 1991/92 school year.
Surveys reﬂécting the attitudes of students, parents anci teachers toward the Copernican
timetable were collected. Withdrawal rates and ﬁn.al lettef grades were compared for the
1991/92 (pre-Copernican) and the 1992/93 (Copernican) school year. Results should be
interpreted with caution due to the fact that the grade point aQerages Weré ca»lculatedA'
using letter gradeé, which represent a range of scores, instead of using exact percentages.

The r¢sults< indicated a decrease in withdrawal rates and an increase in grade point
averages. A two factor ;cpeated meésures ANOVA found the increase iﬁ final lettef.
grades to be significant (p value=0.0001). vThe greatest increasé was at the grade 9 and 10
levels. The study did not include grade 8 students. One exception to the increase in
grade point averages was the Band program. A decrease ip band pgrformance was
predicted because shortening the program to half the year reduces the nurﬁber of available
practice hours outside of class by half. This shortage of skill dévelopment time may
account for the reduction in grade point average.

Gitte (1}9-94‘) summarizes the effect on achievemént ih an article written one year
| following implementation of the timetable. "Generally, the largest increases in _
achievement were in project-driven courses such as induStrial education, arts and

business; the lab-oriented courses; and in courses where, such as languages, immersion

affects performance” (p. 19). The second largest increase in subject GPAs was found in
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languages. Second language teachers suggested that the Copernican Timetable is ideal
for language learning as the intensive time period alloWs for students to be éxposed to an
immersion-type setfing. With respect to provincial exam scores, the la;gest relative
improvement was found in French. The mean provincial exam score of grade 12 students
in Core FSL increased by 12.3% while the province's mean score decreased by 0.3%.
These results must be intérpreted carefully due to the srﬁéll sérnple size and to the fact
that achievement was measured immediately following the courses indicating that massed
practice may have been a factor.. |

There are advantages and disadvantages to different scheduling practices at the
highschool level. More research is needed to understand the effects of macroscheduling

in the second language classroom.
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CHAPTER THREE

Resea.rch Method
Introduction

In this chapter, I present the research design used‘in the present study to
investigate the effects of macro FSL grade 8 classes on.student achievement, retention
and motivation. 'I describe the Vancouver School District in which the pafticipaﬁt and
comparison schools are located, the- French programs in both schools, the sample of Core
FSL students involved in the research and the construction of the instruments used. The

data collection and analysis procedures are also outlined.

Vancouver School District

Research consis_tently indicates that a highly signiﬁcant proportion (typically 30%
to 40%) of the variability of student outcome measures between different school districts
in British Columbia can ‘be explained by diffgrences in demographic context variables of -
the school districts (BC Ministrsf of }éducatiOn, 1991). Higher.urbaniiétion has been
correlated with student success. HoWever, it would be premature to conclude that one
leads to the other. Significant variables within the context of higher urbanization, such as
family values and socio-economic status, must b¢ considered. Demographic influences

must be accounted for when exploring features of the school system which influence
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student outcomes (see Appendix A for a detailed description of the Vancouver School
District). |
Lord Byng Secondary school offers a comprehensive program with high
enrollment in both academic and elective areas (see Appendix B for a detailed school
profile). In 1994, Byng students scored an average of 63.17% on the French Provincial
Exam, lower than the District's average of 70.20% and the Previncial average of 69.36%.
The language department offers French, German,.Spanish and may offer J. apanese
in 1995. In 1992-1993,71% of the student population participated in the Core French
program and 20.4% took ESL. In 1991, the language department began piloting Entre
Amis, a new_communicative program, at the grade 8 level. By 1993 it-had been
implemented to the grade 11 level. Byng implemented a new timetable for grade 8
~ students in September 1993. Students take French for 130 minutes three times a week for
half of the sehool year. In 1993-1994, 147 studehts enrolled in French 8 and 99 students
-enrolled in French 9. In 1994-1995, 169 students enrolled in French 8 and 74 students
enrolled in French 9.
In 1993-1994, there were five FSL grade 8 macroclasses and one fast-track FSL
8/9 macroclass. Students are recommended by their elementary school French teachers to
take fast-track . The French teachers base their selection on their own ‘subjective measure
of the students’ motivation and attitude. In this program, students complete three years of
French in two years.

Templeton Secondary school has four affiliated programs and six special

programs (see Appendix C for a detailed school profile). The language department offers
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Spani_sh, Italian, Japanese and French. In 1992-93, 36.3%.of the student population‘took»
Core French, 7%"tooi< Japanese and 61.4% took ESL.

| Part of the language department's action plan, resulting from accreditation results,
is to increase the quantity of communicative activities designed to increase thé success
rate of students.' Similar to Byng, Templeton introduced Entre Amis 1 in 1991, and by
1993 it had bgen fully imﬁlemented at all grade léveis.

-At the time of the present study, Templeton was on a tr)aditional 5X8 timetabie.
However, in September 1994, Templeton implemented a 2x8 timetable comprised of four
80-minute periods a day. The days rotate continuously throughout the year. The c‘:hange"
was the result of two years of investigation by a Templeton Review Committee involving
teachers, parents and students. Some advantageé cited in favor of the change are
- improved student/teacher relations, a decrease in btardiness and absences and a schedule
more suited to the goéls of thé Graduation Program.

I was not the first person to collect data on the new timetable at Lord Byng.
Fortunately I was able to build upon a questionnaire given to the students enrolled in 130-

minute Home Economics 8 or French 8 classes in February 1994.
Pilot study

On February 4, 1994, in response to a request from the administration at Byng,

Brian Reid at the Vancouver School Board Program Services created a seven question

survey for Byng students. The students, who had just completed a semester of French 8
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or .Home Economics 8 comprised of 130-minute classes three times a week, were
qﬁestioned to determine their.satisfaction with the new program (see Appendix).
Students were iold by their teachers that results from the survey \;vould be important in
determining the success of the program. They were assured of conﬁdentiaﬁty.

There were 141 subjects, 79 females and 62 males. The subjects had either
recently finished or begun a 5-month term of 130-minute FSL macroclésses. A _fqur point
Likert Scale of Strongly Agree, Agree, Disagree, Strongly Disagree was used. Of the 72
students who responded, 46 agreed thatv 130-minute French classes were better for
learning and 26 disagreed. Of the 108 students who responded, 63 agreed that 130-minute
French classes should be continued for Grade 8 students in the 1994—95 school year and
45 disagreed. The students and teachers expressed great satisfaction with the 130-minute
Home Economics classes. |

Students were given an opportunity to comment on the strengths and weaknesses

. of 130-minute classes. The first strength and weakness of 130-minute classes commented

on by each student were analyzed. Of the 130 strengths reported by students, the most
frequent response was the ad\}_antage of having more time to complete projects. Being
able to accomplish mbre work was cited by 56 students. The fact that 130-minute classes
are better for learning was mentioned by 35 students. Specifically, 10 students enjoyed
having more time to learn. In additipn, 1 student identified 130-minute c_lasses to be
advantageous for learning styles. Three students felt that the benefits only applied to
Home Economics. Finéllly, two students thought that 130-minute classes were more

enjoyable.
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Of the 131 students who reported weaknesses, 73.‘.agreed that 130-minute classes -
were boring. For 22 of the students, classes were noted ‘to be too léng. Forgetting more
material was a concern for 19 students and, for much the same reason, 9 students saili that
extended classes' were nbt good for French. In summary, sthdénts were in favour of

continuing the macroclasses because the benefits for Home Economics were so evident.

This initial survey helped to focus the questionnaire of the present study.

Subjects -

By Jﬁne, 1993, Templeton, David Thompson and Lord Byng were the only
secondary schools in the Vancouver District which had adopted fully the communicative
Entre Amis 1 program.

Comprehensive sampling was used to identify 147 students in double-blocked
130-minute Core FSL 8 5-month courses taught through the Entre Amis 1 program in the
1993-94 school year at’ Lord Byng. The teachers, parents and counselor of these students
were asked to participate in the study. Ideally, I wanted to compare the retention of
material of the first term grade 8 French students with that of the $ec_ond term students.
However, some parents of the first term students objected to their child taking the posttest
| iﬁ June 1994, despite the fact that the test could only improve the student's French
mark. Even though the ferm 1 students did not write the posttest 1 in June, 42 of them

did write posttest 2 (test of retention) in September, 1994. In order to compare mean

scores of retention loss of the first and second term Byng groups, I used their French 8
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percentages from their report cards as the posttest 1 score becﬁuse it showed a strong
relationship to the posttest 1 scores (p<.003). Far from the sterile environment of a
laboratory, the rich and varying experiences within a school’s culture were an integral
part of the present study.
The study appeared to be well under way. The Language Department Head at
Byng, then a strong advocate of the 130-minute classes, smiled and reassured me
that she would participate fully in the study. I casually scribbled a note to two of
my c\lose colleagues at Byng requesting their parti’cipation. 1 assurﬁed that they
would be happy to oblige.

I caught Sally's ‘nervous look through the chaos of fast moving huma'nA
traffic in the ojfice. She and Bob m'otionedvme over. I noticed that they glanced
at each other frequently for support. I had an uneasy feeling in my stomach but
smiled a friendly greeting. They both looked down at the counter and Sally
pointed to my note that she held in her hand. Her tone was uneasy but business-
like. They were both adamant that they did not want to be filmed while teaching.
Each of my desperate attempts at persuasion seemed to make them more
determined. Bob chuckled nervously and Sally looked like I had just asked
her to bungy jump off a bridge. 1 .couldn 't believe this was happening. My
two friends were not willing to heip me. We all rushed off to class and 1

experienced a painful lump forming in my throat. The task seemed too

~ overwhelming to tackle on my own.
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Reflecting on my hurried requests, I learned a valuable les;von.' one must
prepare others carefully for any sort of change or threat to their daily routine and
identity. I sat down with my friends one at a time and carefully outlined the |
study, assuring them of participant confidentiality. With somewhat relieved

expressions, they both agreed to participate in the study.

I identified comparison groups enrolled in a 65-minute three times a week 10-
month Core FSL coufse using Entre Amis 1 from September 1993 to June 1994 at
Templeton who were as similar as possiblé to the participant groups. All available
subjects were used (see Table 1). |

I held my breath in anticipation of the res})onse through the telephone receiver.

Myv former high school French teacher, now the Language Department Head at

David Thompson, sighed and apologized. Thé resignation in her véice was clear.

' She said that she had approached her department twice with my proposal but
could not convince them to participate. My méuth dropped open and my skin

prickled. I had nét anticipated that the task of soliciting teachers would be a

problem. Feeling defeated and frustrated, I thanked Cathy for her efforts aﬁd

hung up the phone in the office.
David Thompson had been a sure thing. in my mind. I wondered how my
professional colleagues could be so uninterested in a study that held important

implications for their pedagogical strategies. I confided my frustrations to a

close friend at work. She encouraged me to contact the Language Department




Table 1

Group

class 4

Term 1

Term 1
class 5

Term 2

class 1

Term 2

class 2

Totals

Total Sample (125 subijects)

Byng

Participant group

130-min. macroclasses

5-month course

M F Total

5 9 14 All-year
Class 8

9 9 18 All-year
Class 9

10 15 25

9 15 24

33 +48 = 81

Templeton
Comparison group
65-min. traditional classes
10-month course

M F Total

12 12 24

5 15 20

17+27=44

45
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Head at Templeton. Without much hope of success and contemplating thé role of
research in education, I sent off a fax to Templeton.

Two days later, I was called to the phone in the office. The cqller
announced herself as the Language Department Head at Templeton and my
adrenaline surged. S'oon after, my whole body relaxed and as the conﬁersation
drew to a close I thanked the friendly voice who had agreed to partake in the
study along with one of her colleagues. After the call, I cheered openly and
shared my good news with anyone who happened to be standing close enough to

hear. Suddenly, I had renewed confidence in my ability to complete the project.

The total sample consisted of six classes of FSL 8. There were two classes on the
5x8 timetable from Templeton serving as the comparison group and four classes (two
classes from term 1 and two classes from term 2) on a modified semester timetable from
Byng serving as the participant group. The four teachers and one student teacher of these
classes, parents of the students, the grade 8 counselor and the principal at Byng were part
of the study.

Complete sets of data (student questionnaire - June,1994, student interview-
September, 1994, posttest 1-June, 1994 and posttest 2-Sepfember, 1994) were collected
from 64 (32 from the participant group and 32 from the comparison group) of the 125
subjects (see Table 2). This smaller group of subjects ibs referred to as the subgroup and

does not include any of the term 1 Byng students.
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Table 2  Subgroup of Total Sample: Subjects From Whom All Data Was Collected

Subgroup

Data Participant Comparison
M F Total M F Total
Student Questionnaire 13 19 32 13 19 32

June 1994

Student Interview 13 19 32 13 19 32

September 1994

Posttest 1 (Written) 13 19 32 13 19 32

June 1994

Posttest 1 (Oral) 1319 32 13 19 32

June 1994

Posttest 2 (Written) 13 19 32 13 19 32

September 1994

Posttest 2 (Oral) 13 19 32 13 19 32

September 1994
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Every conceivable effort was made to collect full sets of data from each subject.
Posttest 1 in June, 1994 fell on Canuck Fan Appreciatibn Day and five subjects elected to
skip class. I was tempted to go. Posttest 2 and the student interviews were conducted in
September, 1994. Of the two participant groups at Byng, 8 subjects did not enroll in
French 9 in September, 1994, 3 subjects had left the school and 2 subjects were taking
another language. Of the two comparison groups at Templeton, 5 subjects did not enroll
in French 9 in September, 1994. I returned to each class at least twice in order to collect
missing data and arranged for 7 subjects who were not taking French 9 in September,
1994 to take posttest 2.

In addition to the core participant group at Byng, there was a fast-track class of
grade 8 students (13 girls and 4 boys) taking 130-minute FSL classes from February to
June, 1994. The fast-track class wrote the questionnaire and the
Listening/Reading/Writing/ part of posttest 1 before the other subjects in June, 1994 to
help me refine these measufes. These students also wrote the Listening/Reading/Writing
part of posttest 2 in September, 1994. Finally, the Listening/Reading/Writing part of
posttest 2 was administered to all students enrolled in French 9 in September, 1994 at
Byng and Templeton. Scores from these 152 French 9 students were analyzed to verify

the reliability of the exam.



49

Research Design

Chaudron (cited in Ellis, 1994) descfibes four traditional methods in second
language classroom research. The psychometric and interaction analyses typiéally
involve quantitative explanatory methods and the discourse and ethnographic analyses
typically involve qualitative descriptive methods.

For the present study, it was not possible to randomize teacher and student
subjects, therefore, I used a quasi-experimental psychometric design using repeated
measures to measure language gain and loss from the different treatments (retention
interval and class length - see Table 3). Such a design does not completely control for
internal validity, therefore I acknowledged teacher difference, student achievement,
gender, years of elementary French, and exposure to French during the retention interval
as possible differences in group characteristics that may have been reasonably related to
the independent variable.

I chose to use parametric tests, as opposed to non-parametric tests, even though
the sample was preselected and relatively small, because they are generally more
powerful in detecting statistical differences (Moore & McCabe, 1989). By using ,
parametric tests, the researcher assumes that the population is normally distributed and
that the variances within the groups are the same. To verify whether the assumptions of

the parametric tests had been met, I included univariate homogeneity of variance tests and

a multivariate test for homogeneity of dispersion matrices in my data analysis. None of




Table 3
Pretest

Group

Byng Term 1 Yes
students

Byng term 2 Yes
students

Templeton Yes
students

(comparison group)

Pretest - Posttest - Posttest Comparison
Group Research Design
Treatment Posttest Method
June ‘94 Retention
Interval
130-min. Yes 29 weeks
macroclasses
Sept. ‘93 -
Feb. 1994
130-min Yes - 12 weeks
macroclasses
Feb ‘94 - June
1994
65-min Yes 12 weeks
classes
Sept. 93 -
June ‘94

Posttest

Sept. 94

Yes

Yés

Yes

the p-levels for the analyses of the subgroup were significant (p>.134). These tests

indicated that the variance within the groups was similar. In any case, psychometric

50
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methods are not sufficient to ascertain cause and effect relationships of classroom
behaviors to treatments therefore I also used a process element to describe actual events

that took place in the classroom.

Instruments

Multiple data collection methods, conducive to classroom process research
(Gaies, 1983), were employed to generate, rather than test, hypotheses. The absence of
random sampling and the variability in the field warranted a qualitative as well as a
quantitative approach.

Questionnaires for students, parents and teachers were developed for the present
study to research perceptions of the 130-minute French classes. The questionnaires were
drawn from a similar study undertaken by a Har.vard Evaluation Team at Harvard
University and then modified. I assumed any measure used by such a reputable
institution as Harvard was sure to be valid. In retrospect, this was naive. The Harvard
report did not include a detailed methodology seption so I contacted Joseph Carroll in
Boston. He in turn forwarded my request to Dean Whitla.

After two months of waiting for a response from the Harvard Evaluation Team, I
received a fax from Dr. Dean Whitla, the director of Instructional Research and
Evaluation at Harvard University (see Appendix D). The internal consistency of the
questionnaires used in their study was not investigated. The motivational measures were

based on previous studies. There was no rationale given for how they grouped the
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remaining questions. In light of this news, I categorized the questions based on the
language acquisition theories of the Entre Amis 1 program and on previous studies.

The student questionnaire (see Appendix E) was comprised of seven categories of
questions concerning the students' perception of their French class as well as their
motivation to learn French: Motivation (questions 24, 36,45,46,54,58,62,63,65-68,),
Teaching Styles (questions 18,29,32-38,42-44), Teacher/Student Relationship (questions
16,17,19,20,27,28), Student/Student Relationship (question 7), Amount Of Material
Covered (7 questions 22,23,25), Retention Of Material (question 12), Overall Satisfaction
With French Course (questions 5,6,8-11,13,15,31).

A five-point Likert scale of Strongly Agree, Agree, Neither Agree Nor Disagree,
Disagree, Strongly Disagree was used for 36 of the 69 questions. A five-point Likert
scale of Almost Always, Frequently, Some Of The Time, Rarely, Never was used for 17
questions. A five-point Likert scale of Very Easy, Easy, Quite Difficult, Difficult, Very
Difficult was used for one question. The remaining 15 questions were followed by more
.specific choices of answers. Idid not use a seven-point scale because I felt that the five-
point scale provided an adequate spread of possible responses.

Students were asked to fill in their answers on a scantron sheet. They were given
the opportunity at the end of the questionnaire to comment on strengths and weaknesses
of their French course.

The teacher questionnaire (see Appendix F) included 40 questions belonging to

the following categories: General Satisfaction With The 130-minute French Class

(questions 2,3,5-7), Satisfaction With Working Conditions (questions 4,28-37,39),




53

Retention Of Material By Students (questions 8,22,), Student Motivation (3 questions
12,15,), Quality Of Learning (questions 10,11,14), Amount Of Material Covered
(questions 9,20,21,38), Teacher/Student Relationship (questions 13,16-18), Teaching
Styles (questions 23-27). At the end of the questionnaire, teachers were given the
opportunity to comment on the weaknesses and strengths of their French course.

A five-point Likert scale of strongly Agree, Agree, Neither Agree Nor Disagree,
Disagree, Strongly Disagree was used for 29 of the questions. A five-point scale éf Very
Positive, Positive, Neutral, Negative, Very Negative followed two of the quéstions.
Specific answers were required for nine of the questions.

The parent questionnaire (see Appendix G) included 22 questions from the
following categories: Adequate Preparation For The Change (questions 3-6), Overall
Satisfaction With The French Course (six questions 7-9,11,13,22), Student Motivation
(four questions 10,12), Teaching Styles (question 14), Student /Teacher Relationship
(question 15), Quality Of Learning (questions 16), Retention Of Material (questions
20,21). A five-point Likert scale of Strongly Agree, Agree, Neither Agree Nor Disagree,
Disagree, Strongly Disagree followed 19 questions. Specific answers were required for
three questions. |

On Monday May 16, the fast-track Frenqh 8 class, composed of 5 males and 15
females taking 130-minute FSL classes from February to June, 1994 at Lord Byng,
piloted the student questionnaire, and the Listening/Reading/Writing posttest 1. Students

were asked to comment on the setup and content of the questionnaire in the space

provided. As a result, two questions were omitted and four were added. Based on the
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average amount of time students in the pilot group took to complete the questionnaire, 20
minutes ‘was allotted in the present study. Both French teachers ‘who piloted the teacher
questionnaire suggested that no changes be made.
The students were allowed one hour to complete the posttest 1. The average

finishing time was 32 minutes. The class average was 85.1% (88% for the listening,
100% for the reading and 72% for the written). Posttest 1 was lengthened and made more
difficult for the study.

| In order to obtain data that was specific to the communicative approach fostered
in the Entre Amis 1 curriculum, Listening/Reading/Writing and Oral posttests .were
composed of evaluation activities taken directly from the teacher's guide of the Entre
Amis 1 program (see Appendix H). This was to ensure that the objectives of the Entre
Amis 1 program were being evaluafed in keeping with the pedagogical philosophy chosen
by both language departrﬁents. The program itself advocates using the same type of
activities for learning as.for evaluation. Entre Amis 1 evaluation activities claim to be
valid, reliable and feasible (Jean et al. 1991). The majority of evaluation is informal and
formative. The emphasis is on student participation and their desire to communicate and
experiment with the language. Evaluation activities integrate listening, reading, writing
and speaking skills. I planned the assessments involved in the present study in advance,
representing a prospective approach to studying»language acquisition.

Scott Merrick and Caroline Krause, the Vancouver District Modern Languages

Consultants, were consulted in the making of the posttest measure used in the present

study. The Language Department Heads at Templeton, Byng and David Thompson, as
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well as the other participating teachers, critiqued the final products. David Thompson
used the exam as their final exam because they found that the one they had made up was
too difficult.

The posttest reflected all aspects of language acquisition using the communicative
approach: a) listening b) reading c) writing and d) oral. The percentage of listening
versus reading versus writing versus oral activities chosen was in direct proportion to the
Entre Amis 1 program itself. The tests did not evaluate any items that were not covered
by all four teachers in the classroom. Posttest 1 and 2 were identical. A second version
of the test was not administered. It was imperative that posttest 1 and posttest 2 be of
equal difficulty and accurately controlling for differences in the test items would have
been difficult.

Listening comprehension part 1 required students to recognize five French
descriptions of places in a school. A choice of answers in French was given. Listening
comprehension part 2 required students to match 10 sentences about daily routine with
the correct picture. Listening comprehension part 3 required students to listen to five
short conversations and decide whether the person was feeling well or poorly. Listening
comprehension part 4 required students to complete a telephone conversatiqn using the
five sentences given. Listening comprehension part 5 required students to match five
descriptions of sandwiches with the appropriate picture. Listening comprehension part 6

required students to distinguish which five foods were not junk foods. Listening

comprehension part 7 required students to answer true or false with regards to five
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statements about a map of a school. Listening comprehension part 8 required students to.
answer true or false to eight statements about a_student’s schedule shown to them.

Reading comprehension part 1 required students to match 10 statements or
questions in column A with the correct statement or question in column B. Reading
comprehension part 2 required students to number five instructions in the correct order so
that they formed the recipe for a sandwich.

Writing part 1 was an open-ended question asking students in French what they
like to do on the weekend. They were asked to answer using five complete sentences.
Writing part 2 consisted of five personal questions that students were to answer in
complete sentences. A sample question was "A quelle heure est-ce que tu te leVes le
samedi?". Writing part 3 required students to write a short paragraph in French on one of
the following two topics: My School or A Typical Day. The posttest was out of 78: 48
marks for listening comprehension, 15 marks for reading comprehension and 15 marks
for writing ability. See Appendix-A for a copy of the test.

The oral posttest was administered at a different time and was worth 25 marks.

Examiners were given the same instructions and used the same marking scale outlined in

the Entre Amis 1 Program. Students received two warm-up questions to minimize the

effect of nervousness. Examiners were given four questions of similar difficulty and
subject matter per unit that were alternated with each student to help reduce the effect of
previous knowledge of test items. They asked two questions from each unit and provided

a visual aid for each question.
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The posttest 1 results from June 1994 were used to assess level of language
aequisition. Posttest 2 was administered in September 1994 after the summer vacation.
This was primarily to assess language retention but also to get a more accurate measure of
student achievement. Testing students after a short retention interval is a better indicator
of their achievement than testing them directly after the course. Such evaluation improves
accuracy by 45% (Willet, 1992).

Exposure to French’during the retention interval was investigated. At the exam
sitting in September 1994, students were asked to describe any French experiences that
they had over the summer by answering the following questions: Did you watch French.
T.V.? Did you speak in Freﬁch? Do you speak French at home? Other experiences:

Initially, the students' grade 7 French mark was to be used as the pretest score. It
became apparent that some elementary schools had not given grades for French. This,
coupled with the fact that the students hed come from a variety of elementary schools
offering a variety of French programs, prevented me from using the French 7 mark as a
pretest score.

The permanent student records at Byng provided grade 7 standard achievement
test scores in reading and math for the majority of my subjects. The records at Templeton
did not provide adequate c.onsistency so I was unable te use the standardized test scores
asa pessible covariate. In any case, ueing standard achievement test scores did not seem
appropriate given that the study investigates achievement in French and not across all

disciplines. In addition, there seems to be little correlation between standardized test

scores and classroom learning (Ellis, 1994).
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From my initial analysis of covariance, I found the number of years that students
had studied French in elementary school to be significantly related to the posttest 1 and
posttest 2 measures. I had collected this data on all of the subjects as a measure of the
differences found between the participant and comparison groups before the treatment. I
used this as a covariate. _

Each student’s French 8 percentage was calculated using the results from the Entre
Amis 1 program's oral and written evaluation activities throughout the year. The program
does not specifically outline criteria for evaluating tasks such as homework, participation
and journals. These were eliminated from this posttest score. The French 8 percentage
score could not be used as a covariate because it was affected by the treatment. It was
used to assess thé consistency of posttest 1 and also as a posttest 1 score for thé trem 1
Byng students.

Participant classroom observation was used to investigate learning conditions.
Categories of behavior to be observed were taken from the‘ Entre Amis 1 Program Guide
Book which ciearly outlines the program's philosophy and objectives. Interview guide
approach ethnographic interviews were used with the student subjects, the 5 teachers
(including 1 student teacher), the grade 8 counselor and the principal at Byng (see
Appendix I). This method has been used successfully by many researchers (Naiman et
al.; Rubin; Politzer & McGroaty; Oxford; Wenden, & Chamot, cited in Ellis, 1994).

Questions asked in these 15 to 20 minute interviews were based on the Harvard study.
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Procedure and Testing Context

For the purpose of this study, consent was received from parents and students (see
Appendix J). Students, parents and teachers were told that information resulting from
this study would help to identify the most effective schedule for acquiring Core French as
a second language. Participants were assured that individual identities would be kept
anonymous throughout the study.

As soon as my research proposal was approved, I began collecting data (see Table
4). Ireviewed the history of the timetable change at Byng and consulted the Ministry
Profile of Byng and Templeton in order to get a better understanding of the participants in
the study. I proceeded to observe and video tape 12 hours of class time of the participant
groups and observe 6 hours of the comparison groups.

With shaky hands, I set up the video camera in the frbnt corner of the classroom

during lunch at Lord Byng Secondary. Students began filing into the room and

looked suspiciously at me and then at the camera. Several lamented while
rearranging their appearance self-consciously, "Oh no, you're not filming us are
you?" I smiled nervously and tried to be unobtrusive. Students had been told that

I was investigating the effects of 130-minute classes. 1 wanted everything to run

smoothly but the students continued to make faces at the camera. My chest

inflated as one students exclaimed, "Yeah!" when he saw me and the camera, but

almost immediately deflated as another disgruntled student replied "Boo!"
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Table 4 Total Sample Flow Chart Of Groups and Testing Sequence

Measure

Posttest 1 Written Posttest 1 Oral Posttest 2 Written Posttest2 Oral

June 1994 FSL8 June ‘94 FSL 8

Class
Byng 1&2
Feb.-June ‘94

130-min.classes

Byng 3
Feb.-June ‘94
130-min. classes

fast-track

Byng 4&5
Sept. '93-
Feb. 1994

130-min. classes

Templeton 8&9
65-minute classes

Sept. '93-June ‘94

YES YES
YES NO
YES NO

(grade 8 %)

YES YES

Sept. ‘94 FSL 9  Sept. ‘94 FSL 9

YES YES
YES No
YES NO
YES YES
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The teacher moved stiffly around the classroom, smiling constantly. I sat at the
front of the room and took descriptive notes, trying not to appear as if I were
evaluating but failing in the attempt. I questioned my role as a teacher-
researcher. The living of the definition was still unclear to me. During a 15-
minute break, the teacher collapsed into a chair and spoke to me in long, deep
breaths, "You have to be on your toes all the time. They're trying every trick in
the book with me today because you're observing." 1 felt guilty.

When it was appropriate, I circulated and spoke to the students about
what they were doing. The data was coming fast and furious transforming the
camera into an aid to the project and not the nuisance it had seemed earlier. |
consulted the videos later to ensure the accuracy and detail of my field notes.

After leaving the field, I allowed myself time for summary observations
and for describing in further detail the setting and activities of the subjects. In
order to capture details that I may not have been able to express in words, 1 |
sketched and photographed the classrooms and schools.

I arrived early for Templeton's first class of the day. I reached into the
trunk of my car for the video camera and then changed my mind. Suddenly I felt
like an unwanted travelling salesperson. In the classroom, I timidly broached the
subject of the video camera. Molly responded briskly that she would rather not. I
would receive the same response from the second teacher in the afternoon. The

camera stayed in the trunk.
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I sat on the counter at the back of the room with a view of 25 heads and
desks. The students politely inquired after my raison d ’etré.. I explained that 1
was investigating the difference between 130-minute French classes at Byng and
65-minute French classes at Templeton. They turned their attention back to their
teacher. At one point, I rose to circulate and Molly hurried over and , without
looking at me, told me that they were to work on their own. Without the help of
the camera, I wrote steadily. On a susequent visit, I was met by a teacher on cdll.
Although Molly had informed her of my pending visit, she responded aggressively
with an unsmiling rigid face to my request to observe the class. Unprepared for

such a reaction, I retreated.

I conducted scheduled interviews with the four full time teacher participants
(including the two Language Department Heads from each school), the student teacher
who taught one of the participant groups for three months, the Grade 8 Byng counselor
and the Byng principal in various locations at their convenience. All interviews were
audio taped and transcribed. Two of the participants, however, asked that their interviews

not be audio taped. Field notes were taken at each interview.

I placed the cassette recorder on the counter in front of Mary and watched as her
features froze and sensed her body go rigid. I asked if the tape recorder made

her feel nervous, "Yes it did" she replied. As I put it away, she relaxed and
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leaned forward again. I was not accustomed to making other people feel

uncomfortable.

The purpose of these interviews was to allow the participants to describe in detail
their perceptions and interpretations of their experiences with the Core FSL course at
their school.

After transcribing the interviews, I reflected on the experience and asked myself
how my research focus might have changed. I felt more certain that the teacher is the key
to an effective learning environment. I decided to focus my assessment on the quality of
learning as opposed to the quantity of learning. I ackhowledged the impoﬁance of linking
the retention of language skills measured on tests to the language methodologies used in
the classroom. I learned that successful research requires planning and dry runs and that
positive change requires good communication.

On Wednesday June 1 and Thursday June 2, 1994, I asked the students to take
questionnaires home to their parents, to be returned by Wednesday June 15. Students and
teachers of the participant and comparison groups were given a questionnaire in order to
determine their impressions of their French course. The questionnaire took
approximately 20 minutes to complete and was administered by the French teachers in
their classrooms. Teachers filled out their questionnaires at the same time.

Listening/Reading/Writing Posttest 1 was administered by the participant teachers
who had all received the same instructions. The tape could only be stopped between

sections. Teachers were not to repeat or read any of the taped script nor were they to help
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the students with any of the answers on the exam. I was available to answer any
questions. Most students took the full hour allowed to complete the exam.

Listening/Reading/Writing Posttest 2 was administered to all students enrolled in
French 9 at both schools by their teachers on Thursday September 8 or Friday September
9, 1994. Most students took the full hour to complete the exam. Students were not given
notice of the tests and were assured that the results of these posttests could only enhance,
not hinder, their standing. |

Oral posttest 1 was administered by myself, a French teacher from Byng, a French
student teacher and a service student. Each interview waé audio taped one on one and
took approximately seven minutes. All interviews were conducted in confidence,
although interview locations ranged from small staffrooms to empty classrooms to
bookrooms. Interviewers evaluated each student and then I transcribed and re-evaluated
them.

Wherever possible, the subject was given the same interviewer and location for
both oral posttests. The student teacher who helped with oral posttest 1 was unavailable
so the language monitor of three years at Byng helped. The same procedures were
followed for posttest 2 as for posttest 1. Following oral posttest 2, students were asked
which subscale of the test they found easiest and most difficult and why. They were
given the opportunity to identify any weaknesses and strengths of longer French classes.
They were asked specifically if they believed they remembered material better in a longer

or shorter class. These focus questions were a result of the responses on the

questionnaires.
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Quantitative Data Analysis

The listening, reading, writing and oral sections of both posttests were scored
separately. The listening and reading sections were of multiple choice format and easy to
tabulate. The three writing sections were scored according to the evaluation procedures
outlined in the teacher's guide of the Entre Amis 1 Program (Jean et al. 1991). Fifty
percent was given for successfully communicating the message in French. Twenty-five
percent was given for the correct use of vocabulary. Twenty-five percent was given for
the correct use of the grammar point being evaluated. I marked the exams and then
checked the consistency of my evaluation by remarking both posttests side by side with
another French teacher who teaches Entre Amis 1.

The oral posttest was evaluated according to criteria outlined in the Entre Amis 1
Program. Forty percent was given to the successful communication of the message in
French. Twenty percent was given to the accurate use Qf vocabulary. Twenty percent
was given to precision of pronunciation and 20% was given to the precision of grammar.
The interviewers' evaluations were consulted in order to check the consistency of my
marking.

To establish the reliability of individual test items, an item analysis and a subtest
analysis of the listehing, reading, writing and oral measures were conducted. The test
items and subscale items showed excellent reliability (overall Alpha = 8.2). I carefully

weighed the effects of eliminating a test item to the overall reliability of the measure. All

things being equal, the more test items there are, the more reliable the test is. By
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administering subtests within a larger test, the réliability of the measure is increased
because more levels of ability are being tested.

A Pearson two-tailed bivariate correlation was done to assess the relationship
between the test subscales, years of elementary French, exposure to French over the
summer, gender, and the grade 8 French percentage which was the designated covariate.
The designated covariate was not used as planned because it was measured after the
treatment and "the covariate represents a source of error that is related to the dependent
variable but is uncontrolled by the design of the research" (McMillan & Schumacher, p.
368).

A repeated measures ANOVA was used to asseés differences within the
participant and comparison groups. The difference was found to be significant. The
groups were collapsed because increasing the number of variables would lead to very
small sample sizes. Mean scores of the posttests and of the posttest subscales were
compared by class and by school.

There were three methods of analysis that were appropriate for my research
design. Given the high reliability of my test items (overall Alpha = 8.2) and subscale
items, I could have made a strong case for doing a two factor .repeated measures ANOVA
using the posttest scores. In order to analyze the effects of the treatment on the individual
listening, reading and writing subscale‘, three separate repeated measures ANOVAS
would have been appropriate. A repeated measures MANOVA (the Doubly multivariate

repeated measures test) would have acknowledged the strong relationship between the

subscales by analyzing a composite score. I ran all of these analyses and did individual |
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post-hoc Tukey and Tukey-Kramer t-tests to explain significant interactions between
variables. "The reader may be wondering why a researcher does ﬁot use separate t-tests
as a follow-up to the significant F ratio found from doing an ANOVA . The answer is
that if multipie t-tests were used, the researcher would increase the likelihood of finding a
significant difference where none exists" (Macmillan et al., 1989, p.386).

Frequencies of responses on the questionnaires were tabulated by school. I
examined the responses by Chi-squared analysis to see if the differences in opinion were
significant. Students were given a score for motivation based on their responses to
certain questions on the questionnaire. An item by item analysis was carried out as a
back-up check on reliability of the categories on the questionnaire. The overall Alphas
for each category were as follows: Student/Teacher Relationship = .82, Overall
Satisfaction With the 130-minute French Class = .73, Teaching Strategies = .7,
Moti\}ation = .82. A factor analysis assumes that the categories are based on a theory. If
the categories are not based on theory, one runs the danger of forcing questions into
categories in order to make the categories work. I decided to give detailed descriptions of

the categories as well as doing a factor analysis.

Qualitative Data Analysis

Although I completed some analysis of the data while in the field, such as

developing categories for the classroom behaviours that I observed, most of the analysis

was done after leaving the field.
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I used interaction analysis to determine to what extent classroom behaviors were
the result of teacher interaction. After I had corhpleted 18 hours of classroom observation
in May, 1994, I read through all of the data, watched the videos and noted frequently used
words and phrases énd patterns of behaviour in order to identify which combinations of
behaviors might be relevant to second language acquisition.

From these notes, I sorted classroom interactions into five categories based on the
teaching principles of the Entre Amis 1 program: Student/Teacher Relations,
Student/Student Relations, Student Participation (voluntary or not), Teaching Strategies,
Off-Task Behaviour (not actively listening). A disadvantage of interaction analysis is that
the behaviors of the subjects are often observed in isolétion of one another. As aresult, |
chose to video-tape the classroom behaviors in order to get a more holistic, integrative
representation of the classroom activities (McLaughlin, cited in Ellis, 1994). As a
teacher-researcher, I bring a certain degree of subjectivity and human error to the field.
Video-taping the classes increases the reliability and the validity of the measufements.

Inductive analysis was also used with the counselor and teacher interviews in
June, 1994, and with the student interviews in September, 1994. I transcribed the
interviews and then scanned them for possible topic categories. Then I examined them
from all angles in order to recognize any emerging pattérns. I noted any irregularities and
clusters of meaning. I identified four topic categories for the student interviews:
Language Skills Most Susceptible To Attrition, Strengths Of Longer French Classes,
Weaknesses Of Longer French Classes, Length Of Class Most Conducive To Retention

Of Material. Irecognized 5 topic categories of data from the teacher interviews: Planning
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For The Change, Student/T. eacher' Relations, Students Motivation, Instructional
Strategies, Pace/Attention/Reténtion. Finally, I recognized three topic categories of data
from the interview with the counsellor: Student/Teacher Relations, Attention,
Instructional Strategies.

I conducted a qualitative analysis of the open-ended response section of the
student, parent and teacher questionnaires. I read all of the responses and took mental
notes of possible patterns. From this preliminary data analysis, I identified five possible
topic categories of student responses (Teaching Strategies, Student/Teacher Relations,
Student/Student Relations, Motivation/Attention, Retention), two possible topic
categories of teacher responses (Time and Learning, Attention/Motivation), and four
possible categories of parent responses (Retention Of Material, Pacing, Student/Teacher

Relations, Communication).

The results of the data analyses are presented in the next chapter.




70

CHAPTER FOUR

Results

The results from the Pearson, two-tailed bivariate correlations among the four
subscales of posttest 1 and 2, exposure to French over the summer, years of elementary
French and gender showed a strong relationship between all of tﬁe subscales (except for
the oral test at time 2) and years of elementary French which represent prior knowledge
(r%.24 to .45, p<.05). The number of years that the subjects had studied French in
elementary school was used as a covariate in the énalysis when it was significant.

The observed mean scores for posttest 1 and 2 showed that the term two Byng
students 6utperformed the Templeton students on posttest 1, but that the reverse was true
for posttest 2 (see Table 5).

A repeated measures, two-factor MANOVA was ﬁsed to analyze the results of the
.posttests because the subscales were significantly related. The main time effect was
significant for the oral and wfiting subscales . The group and time interaction was
significant 4for the oral (p<.004) and listening (p<.007) subscales.

Results from the repeated measure ANOVA tests of the total test scores (listening,
reading, writing, oral subscales) supported the findings of the MANOVA. Templeton's
scores went up and Byng's scores went down from posttest 1 to posttest-2. The main
group and time interaction was significant (F(1,65)=12.45, p<.001). A Tukey test

revealed that Templeton's increase in score from time 1 to time 2 was significant

(q(65)=4.41, p<.05) and that Byng's decrease in score from time 1 to time 2 was .




Table 5 Posttest 1 and 2 Observed Mean Scores of the Subgroup

Byng students
130-minute classes

Feb. to June, 1994.

Templeton students

65-minute classes

Sept.'93 - June'94

Mean : | Mean
Posttest 1 /103 68.93 65.82
| June, 1994
‘Posttest 2 /103 64.55 69.04
September, (4.25% lpss) (3.12% gain)
11994 | |
Oral (June) /25 14.04 12.86

Oral (Sept.)
'Listéning (June) /48
Listening (Sept)
Reading (June) /15
Reading (Sept)
Writing (June) /15

Writing (Sept)

13.85 (.76% loss)
37.94
36.68 (2.62% loss)

9.44

8.81 (4.2% loss)

7.61

6.33 (8.53% loss)

15.37 (10% gain)
3644
38.22 (3.71% gain)

. 9.84

9.59 (1.67% loss)

6.64

631 (2% loss)

71
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signiﬁcant (q(65)=4.32, p<.0S, see Figure 1).

For the listening subscale, the group by time interaction wés significant -
(F(1,65)=12.45; p%.OOI). A Tukey test revealed that Templeton's incfease on the listening
subscale was significant (q(70)=3.86, p<.05) see Figure 2. For the reéding subscale, no
effect was significant. For the writing subscale, the main time effect was significant
(F(1,69)=5.57, p<.021). A Tukey test showed that Byng's decrease on the writing test
- was significant (q(69)=4.16, p<.05, see Figure 3). For the oral 'subscale, the main time
. effect (F(1,63)=6.42, p<.014) and the group by time interaction (F(1,63)=8.69, p<.004)
were siéniﬁcant. A Tukey test revealed that Templéfon's increase on the oral subscale was
significant (q(63)=5.65, p<.01, see Figure 4).

When broken down by class, the mean scores showed that only one class, class 2
from Byng, did not increase its score from posttést 1 to posttest 2 (see Table 6). The
| analysis of variance by class followed by a Tukey test revealed that Byng clavss 2's decrease

in score was sfatistically significant (q(31)=5.46, p<.01, see Figure 5).

| Mean scores of the individual oral and listening subscales showed that Byng
outperformed Templeton on posttest 1 but that the reverse was true for posttest 2. In
general, Templeton's oral and listening skills increased from posttest 1 to posttest 2 and
Byng's scores decreased. The analysis of variance by class, followed by Tukey tests,
revealed that Templeton class 8's increase on the oral subscale was stétistically significant

(q(31)=6.54, p<.01, see Figure 6), that Templeton class 9's increase on the listening

subscale was significant (q(33)=3.85, p<.05, see Figure 7), and that Byng class 2's
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Mean Raw Score

Figure 1: Retention of Language Skills By
School (Subgroup of Sample) Total /103

 Term 2 Byng and .__.mBU__.m,S:
70 ,

69+

681

67 -

66

651

64

mo:oo_ Group -

Group 1 = Term 2 Byng Students _ . T :

Group 2 ._.m.Bb_mﬁo: Students

Posttest 1 June 1994
Original Learning

Posttest 2 Sept 1994
Test of Retention
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Figure 2: Retention of Listening Skills By
School (Subgroup of Sample) Total /48 -
Term 2 Byng m:a.._,.mS_u__mﬁo:

38.5
38.0"
m -
o 37.51
&)
n
= 37.07 Listening Test
©
o : June 1994
C 36.51 ‘
% Listening Test of
= 36.0. Retention Sept '94

School Group
Group 1 = Term m,_m.<:@ Students

Group 2 = Templeton Students
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Mean Raw Score

Figure 3: Retention of Writing Skills By
School (Subgroup of Sample) Total /15
Term 2 Byng and Templeton

7.4
7.2
7.0
6.8
6.6
6.4

6.2
6.0

School qucu

Group 1 = Term 2 Byng Students
Group 2 = Templeton Students

Writing Test
June 1994

Writing Test of
Retention Sept '94
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Mean Raw Score

Figure 4: Retention of Oral Skills By
School (Subgroup of Sample) Total /25

-Term 2 Byng and Templeton
16.0 . :

15.5-
15.0-
14.5-
14.0-

13.54 qu_.__._.mmﬁ June 1994

13.0-
12.5

Oral Test of
Retention Sept '94

School Group

Group 1 = Term 2 Byng Students

Templeton Students . :

o;,ocn 2
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~Table 6  Posttest 1 and 2 Mean Scores of the Subgroup By Class Total Score = /103

Posttest 1
June 1994

Mean Std Dev

Byng Class 1 59.78 12.58
Feb. to June '94

" 130-minute classes

Byng Class 2 76.51 11.66
Feb. to June '94

130-minute classes

Templeton Class 8 71.73 9.42
Sept. '93 to June '94
65-minute classes

Mini-school

Templeton Class 9 56.14 12.51

Sept. '93 to June '94

65-minute classes

Posttest 2
Sept. 1994

Mean Std Dev

60.86 13.75

68.27 14.05

7497 11.97

61 1197




Figure 5: Retention of Language Skills By
= Class (Subgroup of Sample) Total /103

Term 2 Byng and Templeton | . o
80 _ . : :

Posttest 1 June 94
O:.@_:m_ Learning

Posttest 2 Test of
Retention Sept '94

Mean Raw Score

School O_.mmm | . B

: Class 1 and 2 = Term 2 Byng Students

- Class 8 and' 9 = Templeton Students




Figure 6: Retention of Oral Skills _w< - ,

79

Class Amccoﬁocn of Sample) Total /25 -

Term 2 Byng and qun_mﬁo: | | R
17 : :

16
15+
14+
134

Oral Test June 1994
12+

Oral Test of
Retention Sept '94

11

Mean Raw Score

mo:_oo_ Class

Class 1 and 2 = Term 2 Byng Students E
Class 8 and 9

Templeton Students |




Figure 7: Retention of Listening Skills By
Class .Amcgﬁocc of mmBU_m Total /48
~ Term 2 Byng and Templeton |

'

Mean Raw Score

School Class

Class 1 and 2

Class 8 and 9

Term 2 Byng Students

Templeton Students

42

40

38+

36 Listening Test
June 1994

34+ |
Listening Test of

32 Retention Sept '94
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decrease on the listening subscale was marginally significant (q(52)=3.89, p<.10, see
Figure 7). |

The reading and writing mean scores showed a decrease from posttest 1 to
posttest 2 for Templeton and Byng. However, Byng experienced more language loss than
Templeton. Templeton outperformed Byng on the reading tests while Byng outperformed
Templeton on the writing tests. The analysis of variance by class followed by a Tukey test
showed that the difference in reading scores was not significant but that the decrease in
writing score of Byng class 2 was significant (q(51)=5.93, p<.01, see Figures 8 and 9).

A general factorial ANOVA was used to compare the posttest 2
Listening/Reading/Writing mean scores of the term-one Byng gfoup, the term two Byng
group and the Templeton group. There was a significant main group effect
(F(2,118)=4.79, p<.01). The first term Byng students had the lowest mean score followed
by the second term Byng students. Templeton had the highest mean score (see Table 7).
A Tukey test showed that the difference between Templeton and both Byng groups was
significant (q(99)=3.83, p<.05, q(99)=4.32, p<.01). An analysis of variance by class did
not reveal any significant pattern of original level of learning.

A subsequent repeated measures MANOVA comparing the posttest 1 (represented
in this analysis by the French 8 percentage) and posttest 2 scores of these three groups did
not meet the assumptions of parametric testing (p=.d00). The variance in the Frénch 8

percentages could not be accounted for. As a result, the findings from this particular

analysis must be interpreted with caution. The main time effect (F(1,100.26)=44.62,




Figure 8: Retention of Reading Skills By
Class (Subgroup of Sample) Total /15
._.m::.m Byng and Templeton - I o

12

111

10

Reading Test
June 1994

Reading Test of
Retention Sept '94

Mean Raw Score
(00]

School Class

Class 1 and 2
Class m,.m:a 9

Term 2 Byng Students

Templeton Students
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Table 7 Posttest 1 and 2 Mean Scores of Byng Term 1, Byng Term 2 and Templeton

‘Subjects (excluding the oral Ates_t) Total Score =/100

Posttest 1 (French 8 %) June 1994

Group Mean

Templeton | 79.23
65-minute classes

Sept. '93 to June '94

Byng Term Two 70.21

130-minute classes

Feb. to June 1994

Byng Term One 78.07
130-minute classes

Sept. '93 to Feb. '94

Posttest 2 - Sept. ‘94

Mean % Loss

- 71.69 7.54%

6488  533%

61.17  16.9%

p<.000) and the main group by time effect (F(2,100.26)=6.49. p<.002) were significant.

A Tukey test revealed that Templeton’s 7.54% loss of language skills after a 12-week

retention interval was significant (q(91)=4.36, p<.05, see Figure 10) and that the Term 1



Figure 10: Retention of Listening,
¢ Reading, and Writing Skills Total /100

Comparing Term 1 and 2 Byng Students ‘

90 .
80+
70+

o) French 8 %

w ,

gt Posttest 1

cC i

Q 60 .

m Posttest 2

o 50 September 1994

Group of Subjects

Group 1=Term 2 Byng, Group 3=Term 1 Byng
Group 2 = Templeton
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Byng students 16.9% loss of language skills after a 29-week retention interval was
significant (q(91)=9.77, p<.01, see Figure 10).

’fhe Pearson, two-tailed bivariate analysis of covariénce showed a strong
relationship between the following: motivation and gender, French 8 percent, posttest 1
reading subscale, posttest 2 listening. subscale, and fhe posttest 2 writing subscale (r=-.31
to -.21, p<.05). It appeared that motivation wasArelated more to posttest 2, the test of
retention, than to posttest 1, the test of original learning. The .observed mean scores
revealed that Templetén (M=27.28) scored lower on the rﬁotivational variable than the
second term Byng students (M=32.07). This score répresents an inverse relationship,
therefore, the lower the score, the higher the motivation. This result implies that the
Templeton students (N=37) were more motivated than Byng students (N=49). An
analysis of variance by class showed that the Mini-school Templeton class 8 was the most
mo‘;ivated class (see Table 8). A Tukey tesf showed that the difference between Byng
Class 2 the least motivated class, and the fast-track Byng Class 3 waé significant
(q(70)=6.87, p<.01). The difference Between Class 2 and both Templeton Claéses was
significant (q(70)=8.02, p<.01, q(70)=4.06, p<..05).

The student questionnaire produced interesting results. The three term two Byng
FSL classes (including the fast-track class) and the two Templeton FSL classes comple;ted
the questionnaire in June, 1994. The fast-traék term two Byng students were only used in
the questionnaire analysis because they took a slightly 5ho_rter posttest, which also
éxéluded the oral subscale, and because they had SO lmuch more elementary French than

the other classes. In total, 67 Byng students and 42 Templeton students responded.
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Table 8 Motivation Score By Class: Inverse Relationship - Score = /60
Class Mean  Std Dev

Templetoﬁ Class 8 2624 7.28

Mini-school

65-minute classes

Sept '93 to June '94

Byng Class 3 _ 2730 4.07
Fast-track
Feb. to June '94

130-minute classes

Templeton Class 9 2894 6.53
65-minute classes

Sept '93 to June '94
Byng Class 1 : 30.57 315
130-minute classes

Feb to June '94

Byng Class 2 3741 7.67

130-minute classes Feb - June ‘94
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Responses are separated into topic categories (sée Table 9 and Table 10). I haye quoted
student responses to the interview questions and to the open-ended invitatién at the end of
the questionnaire to indicate further weaknesses or strengths of the French course.
Twenty-one students in the participant group and 34 from the comparison group
commented. The majority of Byng students were not satisfied with the 130-minute
French class. "I hate French. It's the worst subject". However, they seemed to find the
program interesting and want to do well. "I enjoy Frénch and --- is a great teacher. I'ﬁ'n"d

it reasonably tolerable to have it double-blocked". "The strengths‘ of 2-hour French
.classes are the same %lSy 1-hour French classes". -"Sometimes it is better for leavming". "I
learn a lot because we work fdr so long”.

The majority of the 42 Templeton students who responded were satisfied with
their 65-minute French class. "It is a good program aﬁd we have a good teacher". "It all
depends if you like French and how you look at it. If you tﬁink you're going to hate it,
you’re going to hate it. Making classes longer can cause lots to become time watchers.
Tick! Tick! Watching the clock uhtil class is over. Two hours sounds long!".

In the focus/attention cétegory, 21 Byrig students reported that they were not able
to concentrate for the entire length of their 130-minute French class without being

disruptive (the fast-track class did not respond to this question because it was not on their

questionnaire). "Two hours is too long, it gets boring and you lose your concentration".
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Table 9 Frequency Of Responses On The Student Questionnaire by Byng Students

Three classes of Term 2 Byng Subjects (including the fast-track class)
130-minute French classes 3X a week from February to June 1994

Yes No  NoOpinion Total Respondents  p-level

7% Topic Category
#5 Overall satisfaction 14 35 18 67 p<.01
with French class

130-minute classes are:

#8 Better For Learning 13 26 16 66 p<.05
#16 More Fun 18 35 14 67 ' p<02
#13 Should Be Continued 16 23 | 36 66

#48 1 am cautioned by my 21 35 8 64 p<.001

teacher re behavior

#47 1 can maintain my 16 21 9 46
concentration
#17 1cantalk to my French 6 47 13 66 p<.001

teacher about things
not related to school

#20 My French teacher 12 38 16 66 p<.001

knows me personally
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Yes No No Opinion Total Respondents P-Level

24 Topic Category

#40 We do independent projects 41 26 0. 67 p<.10
#11 Better For Projects 32 14 21 f 67 p<.01
#12 I will forget more 47 4 16 | 67 p<.001
#62 1enjoy French 19 26 21 , 66

#45 Interesting topics in 28 12 | 27 ._ ‘ 67 p<.02

French class

On the other hand, Templeton students seemed confident that they éould
concentrate for the length of théir 65-minute French class. Of course there were some
exceptions. "It's boring and no fun". Byng students were cautidhed about their classroom
behavior more often than Templeton students.

With regards to student/teacher relationships, both groups felt comfortable
participating in class and asking the teacher questions. ."-—— is a‘very good teacher". "The
teacher is nice". "The teacher will take time to help evefy individu;cll but still keep the
others on task". However, neither group implied much of a personal connection with their
French teacher.

Under the fopic category student/stuaent relationships, 27 Byng students did not

agree that students get to know each other better in a 130-minute French class than in a 1-

hour French class. "Many of the people are distracting”. Twenty-five students agreed and

16 offered no opinion. "A strength is that you make new friends and talk to pebple".
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Table 10_Frequency of Responses on the Student Questionnaire by Templeton Students

Two classes at Templeton taking 65-minute FSL 8 3X a week from Sept. ‘93 to Juné ‘94.

Yes No No Opinion Total Respondents P-Level

2 Topic Category

#15 130-min classes | 4 26
are better for
learning
#14 65-min. classes _ 4 20
are too short
#48  1am cautioned 12 24
by my teacher
re behavior
#47 1 can maintain 16 6
my concentration
#20 My French 6 21
teacher knows me
personally
#40  Wedo 38 4
independent p?ojects |
#62 I enjoy French 18 5
#45 Interesting topics 12 5

in French class

11

17

19

15

20

18

25

41

41

42

4]

42

.42

41

2

- p<.001

p<.01

p<.001

p<.05

p<.01

p<.01

p<.01

p<.10
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With respect to teaching strategies, all teéchers were réported to be using the
communicative approach faithful to the teaching principles Qutlined.in the Entre Amis 1
Guide. In spite of the fact that this program is student-centered, both groups felt that
instruction was not individualized. Supplementafy activities employed at both schoo.ls
were commented on by the students. "I like that we get to watch videos". "Things like
doing a journal entry every day, making real sandwiches for the food chapter aﬁd |
SINGING really help the slow time go by faster". "Watching the video Telefrancais
helped make class more interesting". "The days when I get to see Telefrancais Iam
especially enthusiastic”. "Doing a journal is good because it increases our vocabulary”.

The majority of students from both schools reported that they often worked on
individual projects. "I like doing projects". "There are not enough individual projecfs".
Thirty-two students believed that they did a better job of projects in a 130-minute French
class than in a 1-hour Freﬁch class. The students reported that they séized the opportunity
to speak French in class. "There should also be more orals because book wofk is always
uninteresting". "Speaking French in class all the time is a strength of my class". "I like
speaking French during French class". "It's good that we speak a lot of French".

Most students were satisfied with the amount of material covered, the quality of |
learning and their level of comprehension. "Most of fhe assignments were easy to
understand". Some Templeton students commented on the lack of time. "There is tob.
much material to cover in too littlé time". "Teaching too fast makes it very hard for

students to learn". "We get too much homework". ‘However, 47 Byng students believed

that they would forget more French by taking it for half the year as opposed to all year. "I
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don't like .the 2-hour French class because by the time Sept.er'nber comes, all the people
- who took it in the first half of the year will have forgotten it".
In general, Templeton students enjoyed French more than Byng students, although
more Te.mpleton'students chose not to éxpress an opinion. "It's fun". "The tests are
interesting". "Some sﬁbjects.actually proved interesting. Telefrancais was an interesting-
and fun way to interact with the French language". "I enjoy studying French and I plan to
take it for all my high school years". There were 15 questions included in the motivation
category. Thirty-five Byng students did not enjoy doing their French homework, 13 did
and 19 had no opinioh: "The reason why I don't do French homework is because 2 hours
~of French is too LONG!! 1lose my concentration in the second hour". Most students
found the course easy. "It's a bit too easy, I enjoy a challenge". "The work is way too
easy and done at a really slow pace. This is why it's v.ery easy to get bored and lose
interest”. Most of the students attributed their success in French to personal effort.

Most students expressed a high degree of instrumentai motivation. They felt that
French was useful and irriportant in order to get a good job. Iﬁterestingly enough, most
students did not waﬁt to work at a job that required French. One student’s comment
indicates the possible negative effect of mandating the study of a second languagei "I
don't like the fact that I'm required to take French".

Twenty-four Byng students reported that it was difficult to catch up on missed

" French assignments following an absence, 7 did not and 14 had no opinion. "When I am

sick, I have a hard time catching up". However, only 14 Templeton students agreed that it
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was difficult to make up work after an absence, .16 believed that it was not and 8 had no
opinion.
- The results from the student interviews indicated that the students found the

* listening tests to be the easiest to remerhber and the writing tests to be the hardest to
remember. Students reported that the listening activities te‘sted more general knowledge.
"You get an idea of what they're saying when they use cenain words and it makes it easier
from what they're doing or whatever is in the background"'. "They asked if they were sick
or okay and you could tell by the tone of their voice. If they. just said the words normally,
it would probably be more like listening". "Most of the junk foods sound like English
words". The writing activities were more recall tasks. "The written was the hardest
because I hadn't practiced French in 2 months". "It's difficult to thinki of a lot of sentences
to put togethef". |

The 32 Byng students who were interviewed commented on strengths and
weaichésses of their 130-minute French class. The most common strength mentioned was
that they learned more in a 130-minute class. "You can get more work done, you can
continue on, not having to stop something in the middle of it if tiwre's only one hour; just
- come back to it- in the second hour". "The first 10 rrﬁnutes of a class you're just getting
warmed up. You don't réally have to do that whén you have a 2-hour block".

The most frequently mentioned weakness was that 130 minutes was too long to
keep their..c'oncentration and that it was boring. "You lose you'r chcent'rat‘ion. By the

second hour, I was dying". "It gets boring after two hours unless you have a really good

teacher". "You can't really concentrate for 2 hours and you goof off". "It's worse
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r_emembering for the 2 hours if you had it in the first half of the year but it was a bit easier
in the last half of thé year". "If you had it from September to June, you'd remember a lot
more and you'd do well because the teachers wouldn't be throwing it at you". Fifteen
students stateci that it was harder to retain material and six maintained that it was easier.

The;e were other interesting comments such as: "You should hé.ve a longer break
if you're having a double block of French_" and "It depends on your teacher. If you like
your teacher then it doesn'f bother me to have 2 hours. But if you don't ‘really like your
teacher, then if you have 2 hours you wouldn't like it, right? But I think I liked last year's
class (130-minute class) better because I liked --- bet‘ter".

At the time of the student interviews in September 1994, Templeton was
experimenting with a new timetable comprised of 85-minute classes. The students were
asked to comment on the weaknesses and strengths of fheir 85-minute French class.
Similar to Byng, the mobst common strength cited was that they had more time and as a
result they learned more. "We learn more, we have more time to do things. With 60
minutes, we were rushing”

The most frequently cited weakness was that the class became boring. "Towards
the end of class, everyone starts getting cranky and annoyed and they don't want to be
there anymore ahd they stop listening and they start getting mad and frustrated". "The
problem is you start shortening your attention span as you go along because you've been
sitting for so long".

Ten students felt the longer classes would enhance retention of material and one

student did not. "It is easier to remember things for a test because the teacher will tell you
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more". "You would absorb more material if you had more time td doit. So, it depends
how long the teacher spent on that, because usually now with longer periods we do
several lessons. So it's just more condensed". "I like doing French in a 1-hour session
because then you can go home and think about it instead of having too much information
thrown at you and forgetting the littler things". The students offered some insightful
comments: "If we had French for 2 hours, there would be too much of it. 85 minutes is
okay. It's not too long or too short". "Eighty-five miﬁutes will probably be better because
we'll get to expand our ideas".

The results of the teacher questionnaires from Templeton and Byng are
summarized below. The quotes are comments that the teachers made on the questionnaire
or during the interview.

Two of the French teachers at Byng now feel negatively about the 130-minute
French classes. The fast-track French teacher feels positively about it. However he
qualified his answefs by saying "My responses pertained to my French 8/9 Fast-t_rack class.
My responses would likely be different for the regular French 8 élass tha‘; I taught at the
beginning of the year".

" They all stated that they were not well-informed of the change to longer qlasses.
There was no inservice and one of the teachers did not realize that she was teaching a 130-
minute French class until she arrived in September. Teachers from both schools wanted
more time for planning and meeting with colleagues. All three Byng teachers believe that

the change increased their stress level.
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Overall, the French teachers from both schoc;ls are satisﬁed with £heir pro‘fe'ssions
and teachihg the Entre Amis 1 program. There was as much variation in teaching styles
withiﬁ schools as between schools. In genéral, all teachers practiced the communicative
approach in a student-centered classroom. They feel that they know their students well
and are happy with student achievement and retention in their course. However, one
Byng teacher commentéd "I am very satisfied with thé French courses at this school and
student achievement. To me this is not the issue".

The issue is that two of the Byng French teachers would pfefér 75-minute French
classes and one would prefer shorter periods for junibr grades and longer ones for senior
gradés. "Two-hour classes can work - no problem! But NOT fér junior grades ) |
ESPECIALLY grade 8's. Grade 8's can just make it through 60 minutes - 2 hours is much |
too long for them". "The 2-hour block is too long for grade 8 students, a shorter tiﬁe,-
75-90 minutes , would be better. For more mature students, 2 hours rnighf not be too
long. If the timetable were built so that we taught four blocks a day, rather than ﬁve, the
longer classes would be more suitable. It's hard to fit a 2-h§ur class in especially when I
have to teach three more classes". The Templeton teacheré 'a‘gree‘d that 60-minute classes
three times a week are most conducive to learning a second language.

Of the 12 Byﬁg parents who returned completed surveyé, four (tWo from each |
class) commented in the space provided. These parents felt that there was a lack of
communication ffom the school. "There isn't feally a way to know how v;fell my child is
doing". In general, they were pleased with their child's progress in French. Some were

concerned about pacing and retention of material. " Although my child enjoyed the class,
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she has not learned anything new from grade 7". "I feel that at this age, the pace of
learning is too slow and too much time is spent colouring pictures”. "The half year
without French would cause the students to forget their work”. One parent commented
on the effect of the intensified teacher/student relationship: "I am aware that general
attitude and teaching style of the teacher seem to be very important to my child's learning’
behavior. Although a teenager, my child generally displays a positive attitude toward
learning and school. However, I have noted some dissatisfacfion on some occasions in her
French classes, which seem to stem from communication problems between her énd hér
teacher. Unfortunately due to the timeframe involved in teaching French this year, I did
not pursue this matter further. Otherwise, my child liked the 2-hour teaching and
according to her, she has more kﬁowledge now than at the beginning of the term".

Of the 20 Templeton parents who returned completed surveys, 6 (5 from one
class) commented in the space provided. In general, it was apparent that many parents
had little information about their child's French class. "It is very hard to answer questions
when you don't know anything about the subject”. "I have no idea what my daughter's
French class is like. She never mentions it to me". "The students will have a better idea
than the parents".

Response to the French course was generally positive. "Jennifer enjoys her French
classes. She frequently converées in French with her sister at home. I believe that a

second language is a must in today's world". Some students apparently did not enjoy

French class. "My child does not seem to be very interested in learning French. She rarely
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discusses the class and in general seems to think it is a w‘aste of time. I myself have a
different view but also feel that this type of attitude is hard to change".

Students and teachers from both schools reported that they were learning French
through an integrative, communicative approach that was student-centered. ’i‘hey
frequently .spoke French and interacted in small groups. They found the Entre Amis 1
program interesting and wanted to do well. Byng students reported that the 130-minute
class was too long and that they lost their concentration, possibly resulting in off-task
beha.vior in class. I calculated the average number of behaviors exhibited in the established
topic categoﬁes for a 65-minute session in French (see Table 10) to establish whether
perceptions of behaviors reported by the students and teachers were actually exhibited in
the classroom.

In general, the classroom behaviors that were oBsérVed reflected the students' and
teachers' perceptions of their French class. Byng teachers appeafed to spend more time on
student-centered activities. Longer classes did not appear to result in significantly be‘tter
student/teacher relations, however, students in the longer classes did exhibit fewer off—tésk
behaviors. Contrary to the questionnaire results, Templeton students exhibited more off-
task behaviors than Byng studénts. One of the Templeton teachers revealed in the
interview that she did very little group work because of the classroom management

involved.

* The results will be discussed in the next chapter.
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Table 11 Average Number or Percentage of Classroom Behaviors During 65

minutes of French class
Group
Byng: Templeton
130-minute classes 65-minute classes

Feb to June '94 Sept '93-June'94

Class1 Class2 Class 8 Class 9

Topic category

Student-centered 59% 58% 47% 50%
activities

Teacher-centered 41% 42% 53% 50%
activity

Off-task behaviors - 12 26 32 13

Positive student/ 0 B 3 1
student relations
Negative student/ 0 1 | 1 1
student relationsv
Positivé teacher/ 1 0o v 6 4
student relations
Negative teacher/ -1 1 1 1

student relations

Student Participation 7 3 19 9
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CHAPTER FIVE

Discussion

Interpretation of Results

The present study asked how macroclasses affect second langﬁage acquisition,
long-term retention and student motivation. As was expected, the level of original
learning and student motivation did influence forgetting, and students did experience loss
of second language skills-after a retention interval.

The results of the present study parallel, for the most part, results from previous
studies. As Semb et al. (1994) found, the level of original learning does correlate
positively with retention. | Byng's strong performahce on posttest 1 in June could be
interpreted as a massed learning effect, as found by Bahrick (1984:1987) and Demster et
al. (1990). As a result of the massed learning effect, language skills are acquired to a
medium level of proficiency and are more susceptible to attrition, which would explain
Byng’s overall decrease in score after the retention interval. However, concurrent with
the ﬁﬁdings of studies by Gliksman et al. (1982), Gardner ( 1985),' Gardner et al. (1987)
and Crookes (1992), Byng's overall decrease in scores from posttest 1 to posttest 2 may
be attributed to one class being less motivated .

Templeton's increase on the listening subscale may be attributed to overlearning of
listening skills, (also known as the ceiling effect) observed by Bahrick. (1984), or to the

fact that the listening test measured general knowledge or general language proﬁciéncy

rather than language skills. This would also explain the lack of relationship between the
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number of years that studénts had studied French in elementary school and retention loss.
On the other hand, similar to the findings of Gardner et al. (1985) and McDicken-Jones
(1994), there was ﬁo significant loss of reading skills by either school. These skills may
have been overlearned or underlearned resulting in very little measured language loss.

- Overall, it appears that one class from Byng and one class from Templeton experienced a
basement effect whereby their level of original learning was so low that their measured
retention lossv was minimal.

On the other hand however, the fact that the scores of both schdols decreased on
the writing subscale from posttest 1 to posttest 2 may be indicative of t_hé difference
between acquiring receptive skills and productive skills. Similar to the findings of Snow
et al. (1988) productive skills, such as writing, are more susceptible to attrition because
they are often acquired subsequent to receptive skills, such as reading and listening
comprehension. However, the analysis by class revealed that writing skills were acquired
to a lower level of proficiency than oral, listening and reading skills. Once again class 1 at
Byng and class 9 at Templeton may have experienced a basement effect.

It is more difficult to account for one of the Templeton group's dramatic increase
on the oral subscale from posttest 1 to posttest 2. A possible explanation for this anomaly
is that more students in this group were exposed to French over the summer, which
Gardner et al. (1985) found to be conducive to fetaining listening and speaking skills.
However, Snow et al. (1988) found that writing ;md speaking skills were more susceptible

to attrition than reading and listening skills even with a high rate of use outside of the

classroom. Another possible explanation is that there was a measurement artifact, as was
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the case with Gardner et al. (1987) and Welten et al. (1989). That is to say that the group
did better on the test the second timé around becaxulse they Were more familiar with the
testing context and the test itself. Thié gfoup was aiso more motivated.

The overall measured retention loss or gain of listeping, reading, writing and oral
skills of the subgroup was minimal. Even the 10 % increase in oral skills experienced by
the Templeton students répresents a difference of only three marks out of 25. ‘

The subanalysis comparing the retentién of term 1 Byng students (after a 29-week -
retention interval) fo term 2 Byng students (after a 12-week retention interval) revealed
that the térm 1 Byng students experienced more language lé)ss. Term 1 Byng students
may have experienced more language attrition due to the longer retention interval or to the
fact that they did not have the same advantage of taking the identical posttest in June,
1994. Semb et al. (1994) found that the Sharpest decline for recognition skills occurred
after a retention interval of 1 to 13 weeks. However, recall si(ills were most susceptible to
attrition after a retention intervél of 13 to 26 weeks. It is possible that the recall skills of
the term 1 Byng students were more accurately measured than the term 2 Byng students
because the term 1 students had undergone a longer retention interval. |

The quantitative analysis was not nearly as revealing as the qualitative analysis.'
Contrary to the findings of Rogers (Willis, 1993),‘ students found it difficult to maintain
their concentration and reported éxhibiting more off-task behavior wherein they were not
actively listening, although I did not Qbserve this effect in the classroom. These studel;t ‘
perceptions could be explained by a lack of preparation for the change. The stpdents were

not given any strategies on how to use the 130-minute classes effectively. In addition,
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some stﬁdents seemed to experience a Hawthorn eﬁ’gét whereby they felt cheated because
they wéré the only grade in the school forced to take longer French classes. Why then did
students feel that macroclasses should be continued? One explanation is that they felt the
advantages of the extended Home Economics classes outweighed the disadvantages of the
extended French classes. Another possible explénation is that students recognized the
potential of the longer classes but felt that students and teachers needed time to adjust to
the new learning situation in order to make full use of the macroclasses.

Similar to teachers at L.V. Rogers (Update, 1993) and at Howe Sound Secondary
(Update, 1993), the macroclass teachers at Byng experienced increased stress and a lack
of preparation time. As a result, none of the teachers took field trips in order to interact
with French outside of the classroom, although field trips have been cited as an advantage
of macroclasses. Laurie Mannings (1993), a teacher currently in a school using the
Copernican timetable, states that “field trips, guest speakers, and community involvement
are easier to arrange (on a macroclass schedule) and can be organized during the week
with no impact on oth_ef classes” (p. 14). Unlike Carroll’s (1990) observations, teaching
strategies were no more varied than in 1-hour classes. Again, a possible explanation for
this lack of innovation on the teacher’s part is the lack of inservice. In addition, teachers
found the classes too long to sustain a communicative-style of teaching which could
explain the students’ boredom and negativity.

Conclusions

At first glance, the results of the present study do not favor the continuation of

130-minute French classes at Lord Byng. Responding to the research questions posed in
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the present study, it would appear that FSL acquisition and retention were not enhanced
és a result of the 130-minute macroclasses. In addition, students did not appeér to be
more motivated and teachers did not use the longer classes to create more of an
irhmersion—style learning environment while using the communicative approach. Although
the majority of Byng students and teacfxers were not satisfied with the French
macroclasses, further analyses of the qualitative data indicated that the determining factor
for the lack of success of the macroclasses was insufficient inservice for the teachers and
students before and during the change.
Students and teachers did have some positive things to say about the extended
classes indicating that there was the potential to create an eﬁ“ective»leaming space in 130
_minutes. Students commented on their increased quality of learning and teachers
emphasized that macroclasses could work for older grades. In November, 1994, a grade 9
French student at Byng approached her former grade 8 French teacﬁer and said, “You
know, I really miss our 2-hour French classes from last year. Can yoﬁ come and teach us
again?” To which the teacher replied, ;‘You’re kidding! I thought you hated them!”
The student said, “No. Once you gbt used to them, they were pretty goéd.” This
student’s comment once again emphasizes the need for time and support in order to adjust
to change. It remains to be seen how adequate inservice and preparation would affect the
success of the ﬁacroclasses at different grade levels.
The results from this study are particularly relevant to the exciting pedagogical

changes proposed by the 1996 Core FSL Curriculum for second language teachers in |

British Columbia. One of the more drastic changes is that the study of a second language
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has been mandated from grade 5 through 8 in British Columbia. Now students who do
not hke language learning to begm with, and who are forced to take'a second language,
may become even less motlvated leen the fact that the least mot1vated class in the
present study experienced the most retention loss, combined with one student’s comment,
“I dod’t like the fact that we have to take French”, it would appear tll'at student
motivation in the second language classroom will become even more crucial. Equally
1mportant is the fact that second language teachers are now expected to use the
communicative approach These changes are scheduled to be 1mplemented fully by
September 1995. The results from this study will help teachers to find the timetable 'rhat
~ best facilitates learning a second language through the communicati.ve approach.h It will
also impress upon educators and administrators the importance of preparaticn and
continued inservice to successful change, and this will be particularly true for any
successful implementation of the mandatory grade 5 to 8 FSL program, regardless of

timetable.

Implications for Further Research
In this study, identical posttests were used in June arld September in order to |
minimize rhe effect of experimenter expectancy on the evaluation of the tests and of |
| confounding testdiﬁlculty with the retention interval. It is possible that student
performance on posttest 2 was influenced by having already experienced the s.ame
evaluation procedure in June 1994. That‘ is to say, using the sameretention test may have

contributed to the lack of measured language loss over the retention period. However, the

measurement artifact effect would be equal for both groups of subjects.
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Eliminating the possibility of confounding test differences between posttest 1 and
posttest 2 with retention differences by using the exact same measure for both posttests
was more advantageous than using differént measures 1n an attempt to control for
measurement artifact.

Measuring change or loss using objective measures is ambiguous. Gardner and
Neufeld (cited in Gardner et al. 1987) demonstrated that correlating a change score with
another measure is complex because it is a function of three factors, "(a) the difference in
the correlation of the other measure with the measurements at the two time periods, (b)
the correlation of the two measurements at the two time periods, and (c) the variability of
the posttest measurements relative to the pretest" (p. 30). Determining which factors
correlate with language loss is .complex.

The validity of any evaluation can be complicated further by the possibility of
subjects guessing the correct answer. Sixty-one percent of the posttest used in the present
study was multiple-choice or true-false format. The chance factor was 31% for the
listening test and 13% for the reading test.. Again the chance factor would be equal for
both subject groups and posttests since subjects were required to answer all of the
questions.

Ideally, I should have administered a pretest at the beginning of grade 8 before the
subjects had been exposed to the treatmént in order to minimize the effect of prior
knowledge. However, this pretest would not have controlled for knowledge learned
outside of the classroom during schooling. Furthermore, a covariate is not a substitute for

random sampling. Even with a good covariate, I could not assume that the effects were
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caused by thevtreatment. In order to make this assumption, I would have had to randomly
assign subjects, including teachers, .and determine a covariate for every possible external
factor relevant to the treatment. However, even matching subjects on key variables such
as years of language study is problematic because confounding variabies may be
overlooked in the matching process. Randomly assigning subjects to second language
learning conditions is a dream research design that has not yet been achieved (Reynolds
1991). On the other hand, ethnographic analysis is limited in that findings are difficult to
generalize and there is a danger of overlooking social factors relevan‘; to second language
acquisition (Gaies 1983).

Despite its limitations, field research is very important because it holds practical
implications for education. Laboratory research alone is not sufficient because similar
studies conducted in a lal;oratory and a field setting have yielded different results (Eliis,
1994).

4There'is a need fpr‘ further research of a longitudinal nature. Students who
performed worse on posttest 2 than on posttest 1 appeared to experience language loss
over the retention interval. This implies that they have not achieved the objectives éf the
language course because they have not learned as well as those who did not experience as
much loss. However, because a second measure of motivation Qas not administered with
the second posttest, it is not clear how the students' motivation and perseverance to
continue learning the language would affect their acquisition of the language in subsequent

courses regardless of language attrition and exposure to the language during the retention

interval.
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More research is needed to determine how time can be best used to facilitate
learning. Itis nbt clear how longer classes affect the'development of communication
strategies. Perhaps macroclasses would be moré effective at certain age levels for
language learning if there were more field trips, guest speakers and exposure to Ffénch
outside of the classroom.

The present study measures FSL achievement based on a certain definition of
language and based on a certain definition of time. Yet, the Ministry of Education (1994)

'FSL documents claim that educators must recognize individqal learning styles and "
differences. We can see that the FSL learning énvironment is becoming increasingly
multicultural in Vancouver and that students are bringing more and more deﬁnition.s of
language to thg classroom. It would be interesting to inye_stigate the question second
language learning fol those different cultural groups. Culture is defined through language,
therefore the purpose and definition of langxlage will vary according to culture. A future

- research question might be how the time and space of the FSL classroom can be scheduled

in order to best facilitate the success of different multicultural learners.

Pedagogical Recommendations

While conducting this study I found that many teachers are reluctant to participate
in educational research. There is always a fear of the unknoWh, therefore it is imporfant
that teachers, such as ‘myself, who have conducted research in schools, share their
experiences with other téachers to make them feel more comfortable being involved in
research. It is time well spent because school-based research is a valuable tool for

improving the education system. "It is an accepted fact that when individuals conduct
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research about their own procedures and their own settings, they are more apt to be
swayed by the results" (Heron, 1983, p. 81). Teachers can also consult the university in
their district if they would like to set ub a self-study or self-research team in their school in
order to gain support for innovation, reform and chaﬁge leading to an improved education
system.

Being involved in change.is the first step toward successful change. However, in
reality, we are busy people and the advantages bf change can get lost in the system.
Therefore, it ils vital that teachers seek inservice anid support for any educational
innovation in which they are involved. For example, Modern Languages Education at the
University of British Columbia is currently offering FSL methodoldgy courses throughout
the province on the communicative approach to teachers to help them adjust to the new
requirements of the 1994 Core FSL Curriculum. In addition, Barbara Gauthief, tﬁe
district principal of Modern Languages circulated a survey to languag_e teachers in
Vancouver on December 6, 1994, asking them to comment on the ‘type and structure of
inservice needed to implement the 1994 Core FSL Curriculum at the secondary level.

This is a step in the right direction, however, it is important tb continue assessing inservice
needs after implefnentation. If possible, teachers should be exposed to tﬁe new learning
situation on a triai basis which is non-threatening, perhaps over the summer.

Finally, having learned from my experiences as a teacher-researcher, I would like
to offer some suggestions for teachers who would like to pursue a graduate degree in
education or who would lii(e to conduct a school-based research project. The following is

a list of things that I would do diﬁ’erehtly if I were to do this project all over again:
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1. apply for an educational leave from work and study fuu time.

2. work with another student on a joint project

‘3v. ask for more outside support in terms of funding.

4, bkeep>a joumai

5. make the study known to the public in order to improve cooperation of parents and
staff.

6. take more time and care in soliciting participants as I did not anticipate the lack of
cooperation which I encountered.

7. audio record the text of the study and have it transcribed

8. start by establishing a consistént pretest score

9. code all participants and fneaéures frc;m the beginning

10. use SPSS (statistical program) right from the beginning to input my data

11. use a baseline group of students who have never studied French before to account for

the incidental knowledge tested by the measures and the guessing factor.
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Appendix A The Vancouver School District

Unless otherwisé indicated, the socio-economic and demographic information
provided was generated from the 1991 Census Statistics Canada.. According to the
Ministry of Education's latest School and District Information Profiles for 1992-1993, th'e.
Vancouver district has been statistically identified as being demographically similar to
Richmond, North Vancouver, Burnaby, Surrey, Delta, Greater Victoria, West Vancouver
and New Westminster. There are 110,520 families comprised of an average number of 1.1
children living in the Vancouver District. Of these families, 15.4% are single parent. This
statistic is noticeably higher thqn similar districts.

In 1986, 16.5% of Vancouver's population over 15 years of age had a university
degree. The provincial average is 9.5%. In residential districts, the average income per
person over 15 was $18,530. This is high combared to similar districts. As of March
1993, the proportion of _children under 19 in Vancouver on Income Assistance was 15.2%,
which is higher than the provincial average of 12.8%. Of the Vancouverites over 15,
10.8% were unemployed. In the Vancouver district, 45% speak a language other than
English at home (19.5% of which is Chinese) higher than the provincial average of 21.6%.

In 1988, of the 18,228 international immigrants to Vancouver, 12,805 (70.2%)
came from Asia, with 4839 (26.5%) of these coming from Hong Kong. Despite the fact
that nearly half of the school district population is considered English as a Second
Language (ESL), Vancouver students achieved better than the provincial average in 9 out
of 11 subjects on the 1994 Provincial exams. Exam averages in Geography and

Communications were only slightly lower. Vancouver District students received 17.3% of
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provincial scholarship funds, despite representing only 10% of the province's student

population.
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Appendix B Lord Byng

‘Lord Byng Secondary School is situated on a nine acre site at the western end of
the Vancouver Peninsula at 3939 West 16 avenue. The school serves the northern part of
Dunbar, West Point Grey and the western end of Kitsilano.

~ Lord Byng is situated in a well establi'shed, single family residential area zoned RS-
1. According to the 1991 Census-Statistics Canada, 40% of the residences are rented aﬁd
60% are owner occupied. The ethnic origin of the area's population is predominantly
European but that is gradually changing. In 1969, 62% of the people immigrating to
British Columbia came from Western Europe and the United States. By 1993, 75% of
BC’s immigrants were coming from Asia. Educa.tion and income levels of the area are |
higher than the _city average.

The April 1994 student population of Lord Byng was 988. This includes 97 ESL
students, 20 international students, 24 Byng Satellite students, and seven special education
students. The September 1701 submission to fhe Ministry of Education identified 175
gifted students and seven students with special needs. Twenty six pefdent of Byng
students live outside the school boundary area, but elect to attend Byng.

There are 22 different primary languages spoken by Byng sfudents. Seventy
percent of Byng-étudents speak English as their primary language. Twenty percent of the
students are Chinese speaking. The Chinese are the fastest growing ethnic group in the
school. From 1991 to 1994, the ESL population at Byﬁg grew from 40 to 100 students.
One percent of the students speak French and Korean and the remaining 18 languages are

each spoken by less than six students.
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In 1992-1993, the student attendance rate was 99.1% and the graduation rate was

85.3%.
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Appendix C Templeton School

Templeton Secondary School is situated on the east side of Vancouver at 727
Templeton Dﬁve on 8.01 acres adjoining a Vancouver Parks Board community center.
There are 70 regular classrooms and seven portables. It is a single family residential area
zoned RS-1. A high percentage of the working age pbpulation in the area claim
Unemployment Insurance. In 1990, 30% of the student population transferred out and an
additional 30% frainsferred in indicating that this is a transient district.

An estimated 67% of the community's population do not speak English at home
compared to the district's average of 38% and the provincial average of 19%.
Approximately 49% of the students at Templeton speak a first language other than
English, 33.8% of whom speak Mandarin or Cantonese.

The student attendance rate for 1992-93 was 98.8% compared to the disprict
average of 97.3%. In 1993, 66.1% of the grade 12's graduated compéred to the district
average of 75.7%. More students entered post secoﬁdary institutions than the district

average and success rate on grade 12 provincial exams was comparable to the provincial

average. Enrollment in 1992-93 totaled 1107 students.
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FACULTY OF ARTS & SCIENCES

A PP endix D
OFFICE OF INSTRUCTIONAL RESEARCH SHANNON HALL .
AND EVALUATION . 25 FRANCIS AVENUE,
Dean K. Whitla, Director CAMBRIDGE, Ma 02138

(617) 495-153§

October 21, 1994

Dear Ms. Qakley,

'I'm sorry that [ haven't responded to your queries at an carlier date, but as you can guess,
my days are filled with local requests which simply must be answered first. I have now pulled
all of the files on the Masconomet project and find little that you do not already know. The
internal consistency of the questionnaire per se was not investigated. While we prepared copious
numbers of co-variance tables to c[iminate the traditional and renpro differences in math and
reading, we made no reliability or validity checks on questionnaires found in the appendices A
or C of the Carroll volume. I believe that on two of the instruments used in this work reliability
measures were deveioped: first on the motivational measures as found in Appendix B drawing

_on the work of Prof. Bempechat {sce the Weiss-Bempechat referencepand secondly on in-depth
testing activities described mn appendix H by Unger and Goodrich [see the David Perkins
reference].

Simply to illustrate our co-variance controls and T Test procedures I have attached two
(of approximately 200) pages of typical output. Many years ago when I was a graduate student, |
constructed some of these coeflicients but I found them 1o be of little help in improving the
items or the data that was collected. My energies, especially of late, have been focused on
“analyses which simply help me to interpret data (the co-variance controls being an cxample).
There maybe now useful intemal consistence checks that would be useful; if so let me know for
‘we are continuing this work.

Good iuck in your work.

Singerely

e

Barbara B. Carroll, Senior Consultant . o - Lesley E. Blakelock, Administrative Assistant
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Appendix E Student Questionnaire

* Please print your name (last name, first name), and student number in the space provided
on the data form.

* After you have completed the questionnaire, please feel free to use the space provided to.

write any other feelings and comments you may have. If you would like to comment
immediately after answering a specific question, feel free to do so directly on the
questionnaire. Thank you.

e ok 3k ok 3 3K 3k 3k ok ok 3K ok sk 3k sk o 3k ok ok ok ok ok 3K 3k oK ok ok ok ke ok sk 3k 3k 3k 3k ok sk e ok ok ok sk ok ok ok ok ok ok ok o ok 3k 3k sk ke 3k ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok ok

* FOR THE QUESTIONS BELOW, PLEASE USE A PENCIL TO FILL IN
COMPLETELY THE APPROPRIATE CIRCLE ON THE DATA FORM. FILL IN ONE
CIRCLE PER QUESTION.

THANK YOU.

1. Are you:
A) Female 'B) Male

2. How many years of French did you take in elementary school?
(fill in E if you were in an immersion program )

A.0 B.1to2 C.3to4 D.5ormore E.immersion

3. Which school do you go to:
A) Lord Byng
B) Templeton

st 3k 3K 3k % ok ok 3k 3k ok 3 sk 5k 3k 2k ok ok oK 3k 3k ok ok sk ok 3k 3k 3k ok sk ke ok ke e sk o o ok oK ok ok 2k ok ok s sk ok ok ok 3k ok ke sk ok ok 3k ok ok sk sk sk ok sk ok sk ok ok ok ok ok sk ok k

IF YOU ANSWERED "A" TO QUESTION 3, PLEASE ANSWER QUESTIONS 4
THROUGH 13 AND OMIT QUESTIONS 14 AND 15

IF YOU ANSWERED "B" TO QUESTION 3, PLEASE ANSWER QUESTIONS 14
AND 15 AND OMIT 4 THROUGH 13. .

sk 3K 3k 3k s sk 3k sk ke sk sk 3k sk ok 3k 3k ok 3k ok ok ok sk 3 s sk sk sk b ok ofe ke sk sk ok ok 3k ok 3k ok ok ke ok o 3k ok ok ak ok sk sk o Sk ok ok ke sk ok ok ok ok ok ok ok ok sk ke ok sk sk Kk

4. T would prefer a 60-minute French class.

A. Strongly B. Agree C. Neither Agree D. Disagreev E. Strongly
Agree nor Disagree Disagree
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11.

12.
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I am satisfied with the 2-hour French class period.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree .- nor Disagree Disagree

In my opinion, the 2-hour French class seems to be just like 2 French classes put
together.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

Students in the 2-hour French classes get to know each other better than students
in a 1-hour French class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I think a 2-hour French class is better for learning than a 1-hour French class.

A. Strongly B. Agree ‘C. Neither Agree D. Disagree E. Strongly
Agree ‘ nor Disagree Disagree

A 2-hour French class is better because I have more time to learn.
A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly -
Agree nor Disagree Disagree
\

A 2-hour French class is more fun thah a 1-hour French class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree . nor Disagree Disagree

I do a better job of projects in a 2-hour French class than in a 1-hour French class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I think that I will forget more French by taking it for only half the year than if I
took it all year. B

A. Strongly ‘B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree



126

13. I think that 2-hour French classes should be continued for grade 8's next year.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

LORD BYNG STUDENTS PLEASE GO TO QUESTION 16. OMIT #14 AND #15.

3¢ 3k 3k ok 3k 3k 3k sk 3 3 ok ok ke ke o sk 3k 3k ok sk ok ok 3k 3k ok ok ke ok e ok o ok ok 3k sk 3k ok ok ok s ok ok ok sk ok ok ok ok ok ok ok 3k sk sk ke ok sk sk ok ke ok ok ok ok ok ok ok ke ok ok K

14.  In my opinion, a 60-minute French class seems to be a little too short at times.

A. Strongly B. Agree C. Neither Agree D Disagree E. Strongly
Agree nor Disagree Disagree

15. 1 think a 2-hour French class would be better for learning than a 1-hour French
class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

31 3k 3k ok 3k ok ok ok ok sk 3k 3k 3k ok ok 3k 3k 3k ok ok 3k 3k 3k 3k sk 3k s o ke ok 3k sk s ok ok ok 3k ok ok ok ok sk 3k sk ok 3k 3k ok ok ke ok 3K Sk 3k ok sk ok ok ok ok ok sk ok ok ok ok ok k ok ok ok ok

16.  Ifeel that I can talk to my French teacher about any questions I may have about
my schoolwork.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always '

17.  Ifeel that I can talk to my French teacher about things not related to schoolwork.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always

18. I feel my French teacher individualizes the French classes to meet my
academic needs.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always ‘

19. I feel my French teacher cares about me.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree




20.

21.

22.

23,

24.

25.

127

I feel my French teacher knows me personally.

A. Strongly B. Agree C. Neither Agree D. Diségree E. Strongly
Agree nor Disagree Disagree

I worry about my French test scores/grades.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree - nor Disagree Disagree

The amount of time that I spend on French homework after school on
average is....

A.0-15 minutes B.15-30min. C.30min-1hour D. lhr or more .

The amount of time I spéﬁd every day studying something French which was

_ not specifically assigned as homework is...

A.0- 15 minutes B.15-30min. C.30 min-1hour D. lhr or more
I enjoy doing my French homework.

A. Almost B. Frequently C. Some ofthe time D. Rarely E. Never
Always

I feel that I receive a consistent amount of French homework on the days that

have French class ( as opposed to having none one class, but a considerable amount the
next class, etc.) '

26.

27.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree » nor Disagree Disagree

I feel responsible for my French schoolwork.

A. Strongly B. Agree C.Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I feel comfortable voicing my views, concerns or questions in French class.

"A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always - : '
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28. I feel comfortable participating in French class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strohgly
Agree nor Disagree Disagree

29. My French class utilizes materials taken from other sources other than the
textbook. (Worksheets, videos, newspapers, magazines etc.)

A. Almost B Frequently C. Some of the time D. Rarely. E. Never
Always .

30. I feel challenged by my French schoolwork.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always . '

31.  Overall, I enjoy every French class.

A. Strongly B. Agree C. Neither Agrée D. Disagree E. Strongly
Agree - nor Disagree : Disagree

32.  In general, I enjoy my teacher's lessons for every French class.

A. Strongly : B. Agree C. Neither Agree D. Disagree . E. Strongly
Agree nor Disagree . Disagree

33, In my French class, I work in small groups.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
. Always " .

“34. ' In my French class, students give presentations.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
~ Always '

35.  In my French class, I get the opportunity to speak French.

A. Almost B. Frequently C.Some of the time D. Rarely E..Never
Always .

"36. In my French class, I speak French.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always




37.
38.
39.
40.
41.

42.

43. Generally, I am satisfied with the extent to which we explore and practice topics in

In my French class, the teacher speaks French.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always

We have class discussions in French.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always ‘

- My French teacher presents material in class in lecture format.

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always

My French teacher assigns independent projects.

A. Almost B. Frequently C. Some of the time D. Rarely E.Never
- Always :

My French teacher gives us time to do homework in class.

A. Almost B. Frequently C. Some of the time D.Rarely E.Never
Always

Generally, I am satisfied with the amount of material that is covered in French
class. ’

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

French class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree : nor Disagree Disagree

44. Overall, I understand the material being taught in French class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree ‘ nor Disagree Disagree
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46.

47.

48.

49.

50.

51.

52.
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Overall, I think the subjects covered in French class are interesting.

A. Strongly B. Agree C. Nelther Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

In general, I feel that what I am learning in French class is, or will someday be,
useful. :

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I am able to concentrate for the entire length of my French class without being
disruptive.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree : “nor Disagree Disagree

In general, I am cautioned by my teacher concerning my behaviour in class.
(Talking, Being tardy, Cheating etc.)

A. Almost B. Frequently C. Some of the time D. Rarely E. Never
Always

If you have a job, how many hours a week do you work? (If you do not have a job,
please leave this question blank) :

A. 0-5hours B.5-10hrs C.10-15hrs D. 15-20 hrs E. over 20 hours

How many hours a week do you spend on extracurricular activities, for example
playing on a sports team? (If you are not involved in any extracurricular activities,
please leave this question blank)

A. 0-3 hours B.3-6hrs C.6-9 hrs .D. 9-12 hrs E_. over 12 hrs

I believe there has been a change in the teaching and learhing processes in my
French class this year. '

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I feel more responsible for iny schoolwork and learning in French class this year.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree
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************************************************************************

When you do well in French, it could-be due to several reasons. Read each reason below,
and rank order the four reasons. Put an "A" next to the most important reason, a "B" next
to the second most important reason, a "C" next to the third most important reason, and a
"D" next to the fourth most important reason.

53. How lucky I am.

54. Effort, or how hard I try.

55. Natural ability, or how smart I am.
56. How easy the course work is.

************************************************************************

When you do poorly in French, it could be due to several reasons. Read each reason
below and rank order the four reasons. Put an "A" next to the most important reason, a
"B" next to the second most important reason, a "C" next to the third most important
reason, and a "D" next to the fourth most important reason.

57. Natural ability, or I'm not smart enough.
58. Effort, or I didn't try hard enough.

59 How difficult the course work is.
60. How unlucky I am.

*****************************************************;******************
61. In your opinion, how easy or hard is French? |

A= Very easy B=Easy C=Quite diﬁicﬁlt D=Difficult E= Very difﬁcult
************************************************************************
62. 1 enjoy Fréﬁch.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree ‘ - nor Disagree ~ Disagree

63. I would like to work at a job that lets me use French.

A. Strongly B. Agree C. Neither Agree D. D‘isagree‘ E Strongly
Agree nor Disagree ' Disagree




64. 1 am good at French.

A. Strongly B. Agree C. Neither Agree D. Disagree
Agree nor Disagree

65. It's important to know French in order to get a good job.

A. Strongly B. Agree C. Neither Agree D. Disagree
Agree nor Disagree

66. I really want to do well in French.
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A. Strongly B. Agree C. Neither Agree D. Disagree
Agree nor Disagree

67. I look forward to taking more French.

A. Strongly B. Agree C. Neither Agree D. Disagree
Agree , nor Disagree

68. I would like to improve in French.

A Strongly B. Agree C. Neither Agree D. Disagree
Agree nor Disagree
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E. Strongly
Disagree

E. Strongly
Disagree

E. Strongly
Disagree

E. Strongly
Disagree

E. Strongly
Disagree

69. Tt is difficult to catch up on missed work when I am absent in French.

A. Strongly B. Agree C. Neither Agree D. Disagree
Agree ’ nor Disagree

E. Strongly
Disagree
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PLEASE USE THE FOLLOWING SPACES TO INDICATE FURTHER

WEAKNESSES AND STRENGTHS OF YOUR FRENCH COURSE OR ANY OTHER
COMMENTS THAT YOU MAY HAVE.

STRENGTHS OF MY FRENCH COURSE:

WEAKNESSES OF MY FRENCH COURSE:

MERCI ET BONNE CHANCE!!
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Appendix F Teacher Questionnaire
************************************************************************
* Please fill in your name ( first and last names) in the spaces provided . on the data form.

* After you have completed the questionnaire, please feel free to use the space provided in
the "Write-in Area" to write any other feelings and comments you may have.
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FOR THE QUESTIONS BELOW, PLEASE FILL IN THE APPROPRIATE CIRCLE
ON THE DATA FORM. THANK YOU. o

1. I teach at...

A. Lord Byng B. Templeton
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*IF YOU ANSWERED "B" TO QUESTION #1, PLEASE OMIT QUESTIONS 2 TO 7
AND GO TO QUESTION #8
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2. How did you feel about the 2-hour French classes in Septémber 19937

A. Very positive B. Positive C. Neutral D. Négative E. Very Negative
3. How do you feel about the 2-hour French classes now?

A. Very positive B. Positive C. Neutral D.Negative E. Very Negative

4. I am satisfied with the manner in which information about the 2-hour French
classes was disseminated.

A. Strongly B. Agree C. Neither Agree D. Disagfee E. Strongly

Agree nor Disagree . Disagree
5. I am concerned that the 2-hour French classes may eventually be a threat to my
job.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree - Disagree
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6. Teaching 2-hour French classes has increased my workload.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

7. Teaching 2-hour French classes has increased my level of stress.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree
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8. I am confident that my students will remember the most important elements of
the French material that I am teaching.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree o Disagree

9. 1 am confident that I will be able to cover the French 8 curriculum by the end of
the 1993/94 school year.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

10.  Iam satisfied that my students are gaining a good understanding of the French
subject matter.

A. Strongly B. Agree C. Neither Agree 'D. Disagree E. Strongly

Agree nor Disagree Disagree
11. I am satisfied with the level of intellectual involvement of students in my French
class. :

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

12.  1am satisfied with the responsibility my students take for learning French.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

13.  Iam satisfied with the level of maturity of the 8th grade students.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree
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15.

16.

17.

18.

19.

20.

21.
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I am satisfied that students are challenged to think independently in my French

" class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree ~ nor Disagree Disagree

I am satisfied by the level of interest shown by my French students in their
education.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I am satisfied with the quality of my relationships with my French students.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly -

Agree nor Disagree Disagree
I am able to assess my French students' learning needs to my satisfaction.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree Disagree

T am confident I know the strengths and weaknesses of each of my French
students.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I am satisfied with the flexibility in the French curriculum to adjust for individual
student learning needs.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree : Disagree

I am satisfied with the thoroughness with which students complete their French
homework.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strorigly
Agree nor Disagree Disagree

How many hours a week, on average, do you expect your students to spend on

- French homework?

A 0-1 B.1-2 C.2-3 D.3-4 E.4 or more
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22.  How much of what is taught do you expect your French students to
remember three years from now'?

A. 0-20% B. 20-40% C 40-70% D. 70-85% E 85-100%

23.  How many times a week do you use group activities in your French 8 class?
A . 0-1 B.2-3 C.4-6 D.7-9 E. 10 or more

24.  How many times a week do you use éooperative learning?
A. 0-1 B.2-3 C.4-6 D.7-9 E. 10 or more °

25.  What percentage of your French 8 lessons contains learner-centered
~ activities?

A.0-10% B. 10-20% C. 20-30% D. 30-40%,‘E. 40% or more ‘

26.  How many fieldtrips will you have taken your Frené'h 8 class on thié year?
A0 B.1 C.2 D.3 E.4ormore

27. For what percentage of the class do you speak French?
A. 0% B.0-20% C.20-40% D.40-60% E. 60% or more

28. I am satisfied with the amount of interaction that I have with my colleagues.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree . nor Disagree Disagree

29. T am satisfied with the amount of staff development that is available to me as a teacher.
A. Strongly B. Agree ‘C. Neither Agree D. Disagree E. Strongly

Agree nor Disagree Disagree

30. T am satisfied with the amount of interaction between administration and staff. - -

A. Strongly B. Agree C. Neither Agree D. Disagree; E. vStrongly
Agree nor Disagree Disagree
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31. I am satisfied with the amount of input I have in school decisions.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree ~ Nor Disagree -Disagree

32. 1 am satisfied with the level of support and encouragement I have received for my
French program.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree Nor Disagree Disagree

33. Overall, I am satisfied with the quality of my experience as an educator.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree Nor Disagree Disagree

34. French is respected as a subject matter in school.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree Nor Disagree Disagree

35. I am satisfied with the amount of time provided for planning.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

36. I am satisfied with the amount of time provided for rheeting with colleagues.

A. Strongly B. Agree C. Neither Agree D. Disagree E. St’rongiy
Agree nor Disagree Disagree

37. I am satisfied with the level of parental involvement at my school.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

38. I am satisfied that my French students, generally, are learning as much as they should
this academic year.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree
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39. I am satisfied with the sizes of my French classes.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly

Agree ' nor Disagree v Disagree
40. In my opinion, the timetable that is most conducive to acquiring a second
language is...

A . 60min. B.75min. C. 120 min. D. 120 min . E. Other .
3X week  2/3X week 3X week 5X week
10 months 10 months 5 months 10 weeks

************************************************************************

AFTER YOU HAVE COMPLETED THE QUESTIONNAIRE, PLEASE FEEL FREE
TO USE THE WRITE-IN AREA TO WRITE ANY OTHER FEELINGS AND
COMMENTS THAT YOU MAY HAVE.

THANK YOU.

************************************************************************

WRITE-IN AREA:
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Appendix G Parent Questionnaire -

************************************************************************

After you have completed the questionnaire, please feel free to use the space provided in
the "Write-In Areas" to write any other feelings and comments you may have. Thank you.

************************************************************************

* For the questions below, please fill in the appropriate circle on the data form using a
pencil. Thank you.

1. Person responding is...

A Mother B. Father C. Stepmother D. Stepfather E. Other
(legal guardian)

2. My child attends...
A. Templeton Secondary ~ B. Lord Byng Secondary

4************************************************************************

If you responded "A" to question #2 please go to question # 9 and omit questions 3 to 8.

************************************************************************

3. Information about the 2-hour French 8 classes was communicated to parents in a
timely way.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

4. Information disseminated about the logistics of the 2-hour French classes was clear (ie..
How it would work).

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree
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I am satisfied with the way the school is communicating to parents the
progress of the 2-hour French classes.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

Knowing what I know now, I would support my child's decision to enroll in a 2-
hour French class next year. '

A. Yes B. No

Lord Byng's decision to change from a 1-hour French 8 class to a 2-hour French 8
class was a source of tension in my family.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

3 3k 3k ok ok ok ok ok ok ok ok 3k 3k ok ok 3k ok ok ok 3k ok ok 3k 3k ok %k 5k 5k ok 3k 3 3k 3k 3k 3k 3K 2k sk ok sk sk ok ok sk 3k 3k sk ok ok ok ok ok ok ak ok ok sk ok ok ok ok sk ok 3 3k oK 3k ok ok sk K ok

10.

11.

12.

13.

I am satisfied with my child's performance in French class thus far this year.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I am satisfied with my child's attitude toward his or her French schoolwork this
year.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I am satisfied with the way French is being taught this year.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

This year, I have seen improvements in my child's general attitude toward French.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

1 see improvements this year with my child's general satisfaction with French.
p y y g

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree
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15.

16.

17.

I am satisfied that my child's individual learning needs are being met in French
class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I feel that the French teacher knows my child well.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I am satisfied with the depth of instruction in my child's French class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

My child takes responsibility for his/her own learning.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

18. I am satisfied with the amount of French homework my child receiyes.

19.

20.

21.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I am satisfied with the size of my child's French class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree
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I am satisfied that my child will retain what he/she has learned in French class this

year.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree

I am satisfied that my child is mastering the material taught in French class.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strongly
Agree nor Disagree Disagree
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22.  The way in which my child's French class is taught fits in with the educational
' philosophy of the school.

A. Strongly B. Agree C. Neither Agree D. Disagree E. Strohgly

Agree ~ nor Disagree Disagree
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AFTER YOU HAVE COMPLETED THE QUESTIONNAIRE, PLEASE FEEL FREE
TO USE THE SPACE PROVIDED IN THE "WRITE-IN AREAS" TO WRITE ANY
OTHER FEELINGS AND COMMENTS YOU MAY HAVE. THANK YOU.
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WRITE-IN AREA:
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Appendix H Posttest FRENCH 8 EPREUVE ORALE

* EACH STUDENT WILL BE ASKED 2 QUESTIONS FROM EACH UNIT.

* PLEASE ROTATE THE QUESTIONS SO THAT STUDENTS DON’T KNOW WHICH
ONE THEY WILL GET ( WHEN GIVEN THE CHOICE "OR" ).

* IT IS NECESSARY TO SHOW THE STUDENT THE VISUALS PROVIDED FOR
EACH QUESTION.

* PLEASE USE THE MARKING SHEET PROVIDED FOR EACH STUDENT TO GIVE
YOUR EVALUATION OF EACH RESPONSE.

* EACH ORAL INTERVIEW WILL BE TAPED. PLEASE BEGIN THE TAPE WITH
THE WARM-UP QUESTIONS.

* EACH INTERVIEW SHOULD TAKE APPROXIMATELY 5 MINUTES.

hkdkhkhhhkdhhhkhhkhhhkhkhhkhhhkhhhkhhhkdhhkdhhhkdhhhkhhkhhhkhhhkhhhhhhhkhhkhhhhkkhhkkhx
MARKING SCALE:

COMMUNICATION ' /10
PRECISION OF GRAMMAR /5
PRECISION OF VOCABULARY /5

PRECISION OF PRONUNCIATION /5
TOTAL /25

REMEMBER: Following the philosophy of the ENTRE AMIS program,
evaluation is part of the learning process. Throughout the
program, students are encouraged to experiment with new
linguistic elements in their quest to communicate. More points
are given for their ability to communicate than for precise use
of the language. Students are not penalized for experimenting
with language elements that have not been specifically practised
in the program.
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BEGIN WITH THE FOLLOWING GENERAL WARM-UP QUESTIONS: NO MARKS TO
BE GIVEN HERE.

1. Did you study French in elementary school? For how many years?
Which school?

2. Comment t’appelles-tu?

3. Comment vas-tu aujourd’hui? OR Comment ca va
aujourd’hui?

4. Quel jour est-ce aujourd’hui? OR Quelle est la date
aujourd’hui?

5. Quel temps fait-il aujourd’hui?

khkdkhkhkkkhkkhkhkhkkhdkhhkhkhhkhkhkhhhkhkhkhkkhkkkhhkhkkhkkhkhkhkhkkhhkhkhkhkkkkkhkhkkhkkhkkkkhkkkkk
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UNIT 1:
1. A ton ecole, est-ce que la cafeteria est au premier ou au
deuxieme etage?
OR

A ton ecole, est-ce que la bibliotheque est au premier ou au
deuxieme etage?

2. Quel jour est ta classe de francais?
OR
Quelle matiere est-ce que tu preferes?
khkkhkkkkkkkkkkkhkkkkhkkhkkkhkhkkkhkkkhkhkkkhkhkkkkhkkkhkhkdhkkhkhkkkkkkhkkkkkkkkkkkk
UNIT 2
1. Est-ce qu’on se brosse les dents dans la salle de bain ou dans
la chambre?
OR
La fin de semaine, est-ce que tu te leves tot ou tard?
2. A quelle heure est-ce que tu quittes la maison pour aller a
1’ecole?

OR

A quelle heure est-ce que tu rentres a la maison apres
1’ecole?

kkkhkkkhkhkhkkhhhhkhkhhhhkhhhhhhhhhhhhhhhkhhhhkhhhkhkhhhkhhhkkkhhkhkhhkhkk
UNIT 3 -

1. Ou est-ce qu’il/elle a mal?
2. Quand est-ce que tu telephones au docteur?
OR

Quand est-ce que tu ne vas pas a l’ecole?
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UNIT 4 -

1. Quel aliment vide est-ce que tu preferes?
OR
Qu’est-ce que tu aimes manger pour le petit dejeuner?

2. Qu’est-ce que tu mets dans un bon sandwich?
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UNIT 5

1. Qu’est-ce que

Qu’est-ce que

2. Qu’est-ce que

Qu’est-ce que
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tu aimes faire apres l1l’ecole?
OR
tu aimes faire le week-end?
tu vas faire cet ete?
OR

tu vas faire ce week-end?
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e

FRENCH 8 YEAR-END EXAM

NAME:

BLOCK:

TEACHER:

SCHOOL:

EXAM RULES: ( MARKS WILL BE DEDUCTED FOR INFRACTIONS OF THESE RULES )

1. DO NOT TALK DURING THE EXAM.

2.  IF YOU HAVE A QUESTION, RAISE YOUR HAND.

3. DO NOT LEAVE YOUR SEAT.

4. KEEP YOUR EYES ON TOUR OWN PAPER.

5. WHEN YOU FINISH THE EXAM, CHECK IT OVER CAREFULLY, TURN IT OVER ON YOUR
DESK AND RAISE YOUR HAND.

BONNE CHANCE!!!
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REVIEW TEST - SEPTEMBER 1994
Please answer the following questions. : .

Name:

Age:

High school that you attend:

Elementary school that you attended:

/
How many years of French did you take in elementary school:

If you took French in grade 7, what mark (percentage %) did
you get?

What mark (percentage %) did you get in grade 8 French?

Who was your grade 8 French teacher’
Ms. Rhodes
Mrs. Read
Ms. Waters
Mrs. Howe
Mr. White
Other

1]

Describe any experiences you had in French this summer:

Did you watch French T.V.?

Did you speak in French? ™

Do you speak French at home?

Other experiences:




...... /L/?

PART 1 - LISTENING COMPREHENSION:

A. LISTEN TO THE FOLLOWING DESCRIPTIONS AND DECIDE WHICH AREA OF A SCHOOL
THEY ARE TALKING ABOUT. PUT THE APPROPRIATE LETTER ON THE LINE. EACH
DESCRIPTION WILL BE REPEATED TWICE. (5 POINTS)

[coute les descriptions suivantes et trouve dans chaque cas de quel endroit de I'école il s’agit.
Chaque description va étre répétée deux fois.

a) le bureau ) _ 1.

- ~ b) le gymnase 2.
o, 7 :

c) la cafeteria 3.

d) la salle des professeurs 4.

e) la laboratoire de sciences s,

8. LISTEN TO THE TAPE. ASSOCIATE EACH SENTENCE THAT YOU HEAR WITH A PICTURE
BELOW. WRITE THE NUMBER OF THE SENTENCE IN THE CIRCLE IN THE RIGHT-HAND
BOTTOM CORNER OF EACH PICTURE. EACH SENTENCE WILL BE REPEATED TWICE.

(10 POINTS)

fcoute la bande. Associe chaque phrase que tu entends 3 une image sur ta feuille de réponses.




/50

C. LISTEN TO THE TAPE. AFTER EACH CONVERSATION, CHECK OFF WHETHER THE

PERSON IS FEELING WELL OR NOT. EACH CONVERSATION WILL BE REPEATED TWICE.
(5 POINTS)

Ecoute la bande. Décide, d’aprés la conversation, si la personne va bien ou mal.

Elle va bien. Elle va mal.

ooo0od
Oooddd

D. LISTEN TO THE TAPE AND DECIDE WHICH SENTENCE BELOW BEST COMPLETES EACH
CONVERSATION. PUT THE LETTERS IN ORDER ON THE LINES. EACH CONVERSATION WILL
BE REPEATED TWICE. (5 POINTS)

=,

Trouve sur ta feuille de réponses la phrase qui
compléte le mieux chaque conversation.

a) Non, c’est sa soeur.

b) Bonjour. Comment allez-vous?
. " ¢) A 10 hetires. Ga vous va?
d) Désolé, il n'est pas ici.

e) Ne quittez pas, s'il vous plait.
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E. LOOK AT THE SANDWICHES BELOW AND DECIDE WHICH SANDWICH EACH PERSON IS
TALKING ABOUT. WRITE THE NUMBER OF THE DESCRIPTION IN THE CIRCLE BESIDE THE
APPROPRIATE SANDWICH. EACH DESCRIPTION WILL BE REPEATED TWICE (5 POINTS)

Regarde les sandwichs sur ta feuille-réponse et trouve de quel sandwich on parle. Ecris le numéro
de la description dans le cercle 3 coté du sandwich approprié.

F. OF THE THREE FOODS THAT YOU HEAR, WHICH ONE IS NOT A JUNK FOOD. CIRCLE
THE LETTER THAT CORRESPONDS TO YOUR ANSWER. EACH QUESTION WILL BE REPEATED
TWICE. (5 POINTS) . :

<.

Quel aliment, parmi les trois que tu entends, n’est pas un aliment vide? Encercle la lettre qui
correspond a ta réponse. , :




G. LISTEN TO THE FOLLOWING STATEMENTS. LOOK CAREFULLY AT THE MAP OF THE-

1Sl

SCHOOI, AND INDICATE WHETHER THE STATEMENTS ARE TRUE OR FALSE. EACH
STATEMENT WILL BE REPEATED TWICE.

Ecoute les énoncés suivants. Regarde bien le plan d'école et inscris sur la feuille de réponses si les

énoncés sont vrais ou faux. Chaque énoncé va étre répété deux fois.

Le 1€r étage

Le 2¢€ étage

vrai faux
1.
2.
3.
4.
S.
L) . 4
* . ] ,l_ L4 4
la classe la classe une classe de la salle des le bureau
de géographie d'anglais - mathématiques | professeurs
et d'histoire, R . . .
, A ) 4 . Y
’ .] [’ 1 [ .1 [‘ A} ‘[ Al
®
9
~
- 3
= 3
-
. L ' [ L L) L4
. - . L4 - 4 . 4 - 4 ~ -
la classe une classe, " la cafétéria G F B
de musique de frangais
/]
!
fa classe une classe la bibliotheque
de religion de frangais
Al ] -
4 + ’ 1
&
©
S
3
2
o~
A

A}
“
-~

fa classe
d'informatique

L )
L4

P

la classe

de mathématiques

la classe

de sciences L~
o

1 de science

!
.
-

le laboratoire
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H. HERE IS PHILIP’S SCHEDULE. LOOK AT IT CAREFULLY AND RESPOND TRUE OR
FALSE TO THE STATEMENTS THAT YOU HEAR. EACH STATEMENT WILL BE REPEATED -
TWICE.

I
.

Voici I'emploi du temps de Philippe. Regarde-le bien et réponds vrai ou faux aux énoncés que tu
vas entendre. Les énoncés vont étre répétés deux fois.

2.4 30
sh 45
9.4 00
10/1 00

ISX 00
/4//L 00
174 o0
510/\ 00
_(':1//z 00
él/,A 30

!

214 4s
2:3/{ 30
a’u{ 00

vrai . faux vrai faux
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READING COMPREHENSION. PART 2

IL  Choose the letter from Column B which BEST completes the item in Column A.
Each letter may be used ONCE ONLY. Write the letter in the space provided.
(10 points) ‘

A

1. Puis-je parler au directeur, s’il
vous plait?

2. Oi est le gymnase dans ton
école?

3. Jean est toujours fatigué.

4. Tu veux rester A la maison,
Brigitte?

S. Dites & Monsieur Lamontagne
de me téléphoner. D’accord?

6. Aimes-tu du sel sur tes frites?

7. Je'penhse que c’est un trés bon
film. ‘ :

8. Olivier veutsaller & la piscine
aujourd’hui.

9. Le service est excellent.

10. Fais-tu des cauchemars?

A. Trés bien. Et

n

O ®om g

B

quel est votre
numeéro de télépone?

Oui. Il se couche trés tard.

Oui. = Les autobus arrivent
toujours a I'heure.

Oui, jen mets toujours.

~-Moi, je ne suis pas d’accord.

Non, rarement.

Un moment, Madame.

'Ne quittez pas.

A cdté de la cafétéria.

Oui. -]’ai— mal & la gorge et je
tousse beaucoup.

Mais il fait trop froid pour
nager!
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A. PUT THE INSTRUCTIONS OF THIS RECIPE IN THE CORRECT ORDER. WRITE THE
NUMBER IN THE CIRCLE BESIDE EACH SENTENCE. (5 POINTS)

Mon sandwich au boeuf préféré
O Je prends trois tranches de rosbif et je les mets sur le pain.

Q Je prends deux tranches de pain de seigle.

. O J'ajoute de la laitue et je ferme le sandwich.

O Je mange.

O Je mets du beurre sur le pain.

PART 3 - WRITING

4 A. ANSWER THE FOLLOWING QUESTION IN FRENCH USING AT LEAST FIVE COMPLETE
4 SENTENCES.

Qu'est-ce que tu aimes faire les fins de semaine?




B. ANSWER THE FOLLOWING QUESTIONS IN FRENCH USING COMPLETE SENTENCES.

1. Comment t’appelles-tu? .

2. Quelle est ta matiere préférée?

A
3. A gquelle heure est-ce que tu te léves le samedi?

4. Quels aliments vides manges-tu souvent?

5. Qu’est-ce que tu vas faire ce week-end?

C. WRITE A SHORT PARAGRAPH IN FRENCH OF AT LEAST 5 SENTENCES ON ONE OF THE
FOLLOWING TOPICS. ( 5 POINTS )

Mon école ’
(my school) eq. my classes | Feachers

ouU

Une Journée Typique

(A typical day) ej. whot I do on a +ypiba/ dv/

BONNES VACANCES!!!
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Appendix I Sample Interview Questions

Teacher interview:

1. What do you see as the general highlights/strengths of the French program that you
teach? (i.e. class size, motivation, enthusiasm, improved grades, relationships with
students and teachers......)

2. What are your major concerns about the French program that you teach?

3. Do you feel that the program is meeting your students' needs for the future?

4. Overall, how would you rate your experience teaching the French program this year?

French department head and the grade 8 counselor interview:

1. What do you see as the general highlights/strengths of the French program at your
school?

2. What are your major concerns about the French program at your school?
3. Do you feel that the program is meeting the stuents' needs for the future?
4. Overall, how would you rate the French program at your school?
Student interview:

1. What are the strengths of your French class?

2. What are the weaknesses of your French class?

3. Do you think that you remember material better when you take French for 130 minutes
for 5 months or 65 minutes all year? Why?

4. Which part of the test did you find the easiest? The most difficult? Why?
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Appendix J Consent Form

A case study of how longer French classes affect student achievement, attitude and
retention of material.

Student investigator: Susan Oakey (224-4321)
Faculty advisor: Dr. Stephen Carey (UBC 822-6954)

Dear Parent(s) / Legal guardian,
Your position in education is an important one. .

As a parent of a child in the Vancouver School System, you are a key person in many
ways. You provide an important link between the school and its students.

The environment in which your child learns is also very important. The curriculum and
how it is scheduled and presented can greatly enhance a student's learning.

In addition to being a full-time French teacher at Lord Byng High School in Vancouver, I
am doing a Master of Arts degree at the University of British Columbia. My graduate
thesis study is concerned with how longer French classes affect student achievement,
attitude and retention of material. As the parent of a student enrolled in a double-blocked
2-hour French 8 class at Lord Byng, you and your child are of particular interest to this
study.

We share a common interest in providing the best education possible to our children. It is
on the basis of this common goal that I am requesting the cooperation of you and your
child in this study.

In May and June, I will observe and videotape the double-blocked French 8 classes at
Lord Byng to find out how much cooperative work, group work, individualized
instruction, and active discussion and listening takes place. I will also observe the 1-hour
French classes at Templeton. Only I will have access to this data.

Throughout the study, participants will only be identified through association with the
school and French class that they attend. Individual identities will be kept anonymous.

Students will fill out a questionnaire at the beginning of this June concerning perceptions
of their French course, tapping such issues as teaching styles, classroom activities,
perceptions of teachers and motivation.

A questionnaire will be sent home to parents at the beginning of this June concerning their
perceptions of their child's French course. The questionnaires will take no more than 20 -
minutes. I have permission to use questionnaires from a similar study done by Harvard
University.
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The students' final exam scores in June 1994 will be analyzed to assess achievement in
French.

The students will take a review exam in September 1994, to test for retention of material.
The exam will take approximately 1 1/2 hours and will be done in French class.

There will be an opportunity in September/October 1994 for a voluntary focus group of
parents, students and teachers to review and comment on the findings of the study.

Your participation is voluntary. You need not sign the questionnaire , and you are assured
that your response will remain anonymous and confidential.

Your child's participation in filling out the questionnaire is voluntary. Refusal to
participate in filling out the questionnaire will not influence class standing. Withdrawal
from this part of the study at any time will not influence class standing. Students who do
not fill out the questionnaire will do one of the supplementary activities supplied by the
program Entre Amis. The school administration and the Vancouver School Board support
this study. It is normal professional development.

If you have any inquiries concerning the study, please do not hesitate to contact me at
224-4321.

Please keep a copy of this consent form for your personal records. Circle the appropriate
responses on the second copy, sign your name and send the signed copy to the school with

your child by Friday May 20. Thank you for your time and consideration.

I received / did not receive a second copy of the consent form for my personal files.

signature ‘of parent/guardian

I consent / do not consent to my child's participation in this study.

signature of parent/guardian




