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Birgit Harley

French Immersion Research
in Canada:
The 1990s in Perspective

With its focus on language teaching and learning
processes, French immersion research of the 1900s deals
with a number of issues of significance to teachers.

INTRODUCTION

It is said that more research atten-
tion has been devoted to
immersion programs than to any
other educational innovation. In
the early 90s, for example,
Cummins (1991) counted as
many as 1,000 immersion studies
in Canada alone. To begin with,
in the 1970s and 80s, most of
these Canadian studies consisted
of program evaluations concerned
with learning outcomes of French
immersion. As such programs
spread across the country, parents
and educational policy makers in
each jurisdiction wanted answers
to key questions about the effects
of immersion education on partic-
ipating students:

® How would it affect students’
English language skills?

® Would they master other sub-
jects as well in French as if they
had studied them in English?

¢ How much French would stu-
dents learn?

In a 1984 article, Swain and
Lapkin reviewed the research re-
sults and were able to conclude as
follows:
The research and evaluation studies
associated with French immersion
have demonstrated that students
from a majority-language group
can be taught in a second language

with no long-term negative effects
on first language development or
on content learning, while at the
same time becoming highly profi-
cient in the target language. (Swain
and Lapkin, 1984, p. 52)

As French immersion programs
settled into the educational scene
with reassurances that the immer-
sion experience was having an ad-
ditive, and not a subtractive,
impact on students’ learning, re-
search energies could be rede-
ployed. The research emphasis
shifted from product to process.
New research questions began to
be addressed that were of more di-
rect relevance to immersion class-
room teachers:
® How do second language skills

develop in an immersion con-
text?

® What interactional patterns
characterize the immersion
classroom?

® How do teachers integrate lan-
guage and content teaching?

® Do some instructional strate-
gies work better than others?

It is research of this kind con-
cerned with teaching and learning
processes in French immersion
that is the topic of this paper.

But first a brief digression to
draw attention to the main char-
acteristics of immersion as it is

practised in Canada (cf. Swain and
Johnson, 1997). It is important to
keep these characteristics in mind
when considering the relevance of
the Canadian immersion research
to other settings. In Canada,
French immersion is designed for
non-native speakers of French. It
is an educational option offered
by a substantial number of Eng-
lish-speaking school boards across
the country in response to public
demand, - demand which has
come mainly from middle and up-
per middle class English-speaking
Canadians who see educational
and economic advantages in bilin-
gualism for their children. In the
first few years of a French immer-
sion program, French is the me-
dium of instruction for some or all
of the time that the students are in
class, but students generally have
very little exposure to the second
language outside school. The im-
mersion curriculum parallels that
of regular English-medium classes,
and the development of academic
skills in English is by no means
lost sight of. Thus even when
there is 100%, or “total”, immer-
sion in French to begin with, in-
struction in English is introduced
after two or three years and is
gradually increased so that it even-
tually takes up 50% or more of
each school day. When the im-
mersion program is a “partial”
one, up to 50% of the day may be
in English from the outset. French
immersion programs vary, then,
in the extent to which students are
immersed in the second language.
They also vary in starting point:
e “early” immersion begins in
Kindergarten or Grade 1,
® “middle” immersion begins at
Grade 4 or 5, and then there are

® “late” immersion programs that
begin at Grade 6, 7, or 8.

By far the most widespread va-
riety is early total immersion and
this is the type of program that has
received most research attention
both from an outcomes and a pro-
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cess-oriented perspective. This
brief overview of characteristics of
French immersion in Canada is by
no means exhaustive, but is just to
set the stage for the research now
to be discussed.

LEARNING PROCESSES
What do we know about learning
processes in French immersion?
Various approaches have been
taken to the study of this ques-
tion. Weber and (1991a,b), for
example, used an ethnographic
approach to examine children’s
learning experiences in early im-
mersion Kindergarten, providing
insights into their first steps in
French. In a year-long study of two
classes, they included classroom
observations, audio and video re-
cordings, teacher journals, and
interviews with the children. The
interviews featured a shy Eng-
lish-speaking puppet who had
never been to school and needed
help to function in the immersion
kindergarten context. The study
revealed how quickly and easily
the children became at home with
the classroom culture. Their com-
| prehension of meaning and
curriculum content did not depend
on any precise understanding of the
teachers’ words in French. Rather,
it depended on the contextually
embedded nature of the class-
room routines and the children’s
personal involvement in these
routines. La récréation, for exam-
ple, was translated for the puppet
as “It means to go outside and
play on the monkey bars”, and
the daily weather question Quel
temps fait-il? as “Look outside!”
(rather than “What’s the weather
like?”). In production, a wide-
spread phenomenon was the use
of “little understood but appropri-
ate formulaic phrases” (Weber
and Tardif, 1991a, p.929). Con-
crete nouns, such as le sable and
l'eau, were more readily translated
into English and were sometimes
produced as one-word stand-ins
for a request to play with these.

Entirely absent were grammatical
features such as plural verb inflec-
tions. In Kindergarten, the young
immersion learners’ initial way
into French, the second language,
appears to be more through mem-
orized, personally significant,
contextualized words and formulaic
chunks rather than through intuitive
grammatical analysis. This lexical,
memory-oriented approach to initial
language acquisition is in keeping
with other studies of both first
and second-language acquisition
in natural settings (e.g., Berman,
1987; Fletcher, 1985; Peters, 1983;
Wong Fillmore, 1976). '

An interesting question is
whether a memory orientation to
second language learning is still
characteristic of early immersion
students at a later stage in their
school career and whether they
differ in this respect from late im-
mersion students. According to
the critical period hypothesis
(Lenneberg, 1967), those whose
second-language exposure comes
in adolescence or adulthood are
disadvantaged relative to those
who begin earlier as children, and
the later learners have to use a
more effortful, intellectual ap-
proach to language learning. In
line with this hypothesis, it could
be predicted therefore that while
memory ability would be related
to second-language proficiency
among early immersion students
at the high school level, it would
be analytical ability that would re-
late to proficiency in French
among late immersion students.
In a recent study (Harley and Hart,
1998), the sample consisted of 65
11th-grade students in two partial
immersion programs in Ontario.
Half the students had begun early
immersion for 50% of the day in
grade 1, and the other half had be-
gun 50% late immersion in Grade
7. The study included a number of
measures of French language pro-
ficiency, and to assess learning ori-
entation, three different kinds of

measures of language aptitude
were used: associative memory,
memory for text, and language
analysis.

The results of the statistical
analyses provided support for the
hypothesis. Memory for text was
the main predictor of scores on
French proficiency tests for the
early immersion students, whereas
for the late immersion students,
analytical language ability was the
only significant predictor.

These findings leave us with a
conundrum: Are the results deter-
mined, regardless of the learning
context, by the starting age of the
learners? Or do they reflect differ-
ent teaching emphases in early
and late immersion that encourage
different learning orientations? And
if so, would learners in each context
benefit from more balance in teach-
ing approach? At this juncture,
based on this one study, we are in
no position to answer these ques-
tions. However, we should note that
there is evidence that teaching
strategies do in fact differ in some
early and late immersion classes.
In an observational study con-
ducted at grades 6 and 8 in the Ot-
tawa region, Dicks (1992) found
that there was a more experiential
focus on the communication of
meaning in two early immersion
classes and a more analytical focus
on the language in two late im-
mersion classes. Later in this pa-
per I will return to the question of
balance in teaching approach.

Meanwhile, several other
studies of language learning pro-
cesses in the immersion context
are relevant here. One of these was
a cross-sectional study (Harley,
1992) which examined patterns of
French language development
across grade levels. Guided indi-
vidual interviews were conducted
with matched samples of 12 early
immersion students at Grades 1,
4, and 10. The interviewer’s ques-
tions were designed to elicit vari-
ous features of the French verb
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system as students talked about
past experiences, future plans, and
hypothetical events, and described
given cartoons. The use of certain
verbs and verb constructions was
anticipated, based on what native
French speakers in Grades 1 and
10 did in similar interviews. Some
of the patterns of development
observed in this study were as fol-
lows:

EARLY DEVELOPMENT OF
STRATEGIC COMPETENCE

Early immersion students in grade
1 did not have available specific
vocabulary items such as sonner,
or pincer, that were regularly used
by the native speakers as they de-
scribed a given cartoon. Instead
the young immersion students
did what first language learners
have been observed to do - they
stretched basic, general purpose
action verbs such as faire and aller
to cover the meanings they wanted
to convey, at times using noises
and gestures as added contextual
support. These communication
strategies served very well in a
face-to-face context to convey their
intended meanings. Gradually at
higher grade levels there was in-
creased use of more specific verbs
as the students’ French lexical rep-
ertoire grew.

As in Weber and Tardif’s study
in Kindergarten, the young immer-
sion students in Grade 1 had devel-
oped excellent context-embedded
comprehension strategies as well.
As part of a translation task that fol-
lowed each interview, students
were asked to translate a condi-
tional French sentence into Eng-
lish. This they did promptly and
unerringly, relying no doubt on
the presence of an initial si clause
in the interviewer’s question
along with information in the
broader situation. As late as Grade
10, however, only about half the
students could actually produce a
conditional verb in an obligatory
context in French.

In short, children in immer-
sion have shown themselves able
from an early stage of their pro-
gram to make highly skilled use of
both receptive and productive
communication strategies in com-
pensating for gaps in their knowl-
edge of French. We should note
that no-one has taught them to do
this! Valuable as this skill un-
doubtedly is, there may be a catch
in the long run if students rest on
their laurels and are not pushed to
be more precise in their use of the
second language (Swain, 1985).

THE ROLE OF THE FIRST
LANGUAGE

Surrounded as they are by peers
who speak the same first lan-
guage, it is not surprising to find
continuing influence from Eng-
lish on students’ production in
French. The students seem typi-
cally to assume that not only verb
meanings but also the construc-
tions they enter into are equivalent
in English and French. In languages
as closely associated as these two,
this assumption is for the most part
a good one to make, giving rise to
what is known as positive transfer.
But in those instances where there
is only partial congruence between
English and French, it leads students
to diverge from native speaker
norms. So, for example, even when
they knew the relevant vocabulary
item pincer to describe a man’s
nose being pinched, Grade 10 im-
mersion students would insert
this verb in an English-style sen-
tence frame: for example, *quelque
chose... le pince sur le nez (“some-
thing is pinching him on the
nose”). In the same context, na-
tive speakers typically used a
dative construction to express the
same idea: la radio lui pince le nez.

PROBLEMATIC LANGUAGE
FEATURES
The French auxiliaries, avoir and

étre, and verb inflections marking
tense, aspect, number and person

created stumbling blocks for im-

mersion students in this study.
Features such as plural verb inflec-
tions, use of the aspectual imparfait,
and choice of auxiliary with certain
verbs were still giving trouble to
some of the grade 10 students. It is
clear that there is considerable in-
herent complexity here for the
native speaker of English, who has
a morphologically simpler first
language. Anyone who has strug-
gled with French grammar in
school will sympathize with the
immersion student in another
study who referred to it as “some-
thing that will boggle your mind
at the sight of it” and as “some-
thing with so many endings for so
many words that it's not even
funny” (Kowal and Swain, 1997,
p.292).

Based on a detailed analysis of
the errors and omissions observed
in this and other studies, it ap-
pears that certain kinds of second-
language features are problematic
for immersion students: those fea-
tures that differ in non-obvious or
unexpected ways from the first
language, those that are irregular,
infrequent, or otherwise lacking
in salience in the second-language
input, and those that do not carry a
heavy communicative load (Harley,
1993). The question that concerns
teachers, of course, is how best to
help students fill the apparent
gaps in their knowledge.

LEARNING NEEDS

Certainly it is clear from a study in
Grade 8 early immersion de-
scribed by Kowal and Swain
(1997) that students lack explicit
knowledge about the workings of
the French verb system, and par-
ticularly about the functions of
different verb forms. On an error
correction task, for example, stu-
dents were much better at
correcting and explaining a me-
chanical verb agreement error
than they were at dealing with the
functionally incorrect use of the
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imparfait. In this error correction
task, Kowal as teacher of this class
called upon students to state target
language rules. Just how helpful
such highly explicit knowledge is
for learning a second language is a
much debated issue, an issue that
has obvious relevance when it co-
mes to designing second-language
instruction (e.g., Doughty and
Williams, 1998; Ellis, 1994; Green
and Hecht, 1992; Towell and
Hawkins, 1994; Hulstijn and
Schmidt, 1994). What level of lan-
guage awareness is helpful in
causing learning? Or is awareness
something that emerges instead as
a result of learning? Currently
there is a growing consensus
among second-language research-
ers that at least some level of
awareness is necessary for language
learning to proceed. According to
Schmidt (1994), for example, the
minimal conscious experience of
noticing is indispensable. It is now
conventional wisdom, he argues,
that:
target language forms will not be
acquired unless they are noticed
and that one important way that
instruction works is by increasing
the salience of target language
forms in input so that they are
more likely to be noticed by learn-
ers. (Schmidt, 1994, p. 195)

Schmidt is concerned here with the
role of input in creating favourable
conditions for the conscious experi-
ence of noticing. Swain (1995,
1998, in press; Swain and Lapkin,
1995), referring specifically to the
development of French profi-
ciency in the immersion context,
has argued that students’ output
can also promote noticing, and
hence learning. In attempting to
produce the second language,

learners may notice that they do
not know exactly how to express
the meaning they wish to convey.
Recognition of this problem,
Swain argues, may cause learners
to move from the strategic seman-
tic processing that is often adequate
for comprehension to more com-

plete grammatical processing. This
in turn may lead to new linguistic
knowledge or the consolidation of
existing knowledge. Output, Swain
points out, also provides the learner
with a way of trying out new
forms and constructions, i.e., it
provides an opportunity to test
hypotheses. And a further func-
tion of output is metalinguistic:
“learners use language to reflect
on language use” (1998, p.68),
and in so doing may deepen their
awareness of how the second lan-
guage works. Swain provides
examples of these various func-
tions of output in dialogues
produced by pairs of Grade 8 im-
mersion students as they worked
together to reconstruct a short
French text they had heard. From
the perspective of Vygotskian
sociocultural theory, she regards
the kind of metatalk that occurs
in such dialogues as highly con-
ducive to learning, in that the
second language is not only the
instrument that the students use
for the purpose of reflection but
at the same time the object of
that reflection. Through individ-
ualized post-testing of students
on precisely those linguistic
points that each pair had dis-
cussed as they reconstructed their
French text, Swain (1998) was
able to show that they had re-
tained the relevant knowledge.
Typically, when a pair agreed on
a correct solution to an identified
problem, they each scored well
on the specific test, and when the
solution of a pair was incorrect,
they did correspondingly poorly
on their test. Swain and Lapkin
are currently continuing to study
the role of collaborative dialogue
in second-language learning.

FIELD STUDIES OF
CLASSROOM INTERACTION

If salience in input and/or output
is a requirement for language learn-
ing, then perhaps lack of such
salience in the classroom context

is one reason that immersion stu-
dents have problems with certain
features of the French language
system. Field studies of interac-
tion in the French immersion
context suggest that some features
of French are indeed lacking in input
salience in immersion classrooms in
the sense that they are rarely pro-
duced by teachers in their natural
use of the language. This then
would help to explain why such
features are not well mastered by
the students. Tape-recorded data
from a classroom observation
study in Grades 3 and 6 indicated,
for example, that in ten early im-
mersion classrooms at the grade 6
level, teachers hardly ever used
vous as a politeness marker in ad-
dressing students (Allen, Swain,
Harley, and Cummins, 1990;
Swain and Carroll, 1987). It is not
surprising, therefore, to find im-
mersion students in other studies
(e.g., Swain and Lapkin, 1990) us-
ing the familiar fu in contexts
where vous was needed. The
teachers did focus on verb inflec-
tions in grammar lessons, but
from a formal rather than a func-
tional perspective, and in the
process of teaching other subjects,
they seldom used marked verb
forms such as the conditional. In-
frequency of exposure to its use
may again help to account for the
problems the students have using
this verb form in French. The ob-
servations also revealed that the
second language output of stu-
dents in these classes often
involved producing only short an-
swers to questions. In Swain’s terms,
students were thus apparently not
being sufficiently pushed to move
from strategic semantic processing to
more complete grammatical process-
ing.

Error correction in reaction to
second-language output is one
way in which teachers can add sa-
lience to problematic second lan-
guage features. Lyster (1998a,b)
did an analysis of how teachers in
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four immersion classes in Montreal
were giving corrective feedback on
errors as students communicated in
French. The classes were at the
Grade 4 and 5 levels and included
one early immersion class and
three middle immersion ones.
Based on the transcribed audio re-
cordings of about 18 hours of
classroom interaction, Lyster ob-
served that less than half the stu-
dents’ errors received feedback
from the teachers and that over
half of these feedback moves were
recasts which appeared to be
nonsalient in the sense that
students may not have recognized
them as corrections. In a recast, the
teacher simply reformulates what
the student has said, and the inter-
action continues without any ex-
plicit indication that an error was
made. Since recasts did not gener-
ally lead to any overt uptake by
| students, and since teachers also
recast or echoed correct utter-
ances that students produced,
Lyster argues that this form of cor-
rective feedback is the least likely
to get students to notice the gap
between what they have said and
what is required by the second-
language system. More effective
may be the negotiation of form in
which the teacher reacts to the er-
ror with a question, gives a partial
clue, or highlights the error by em-
phasizing it. In overtly responding
to this kind of feedback, students
have to exert mental effort in
thinking about how to improve on
what they have said.

Providing corrective feedback
while the classroom interaction is
focused primarily on subject mat-
ter content has sometimes been
| frowned upon as potentially dis-
ruptive and inhibiting for stu-
dents. Lyster did not find this to
be the case in the classes he ob-
served. The teachers’ corrective
moves fitted smoothly into the
ongoing content- and mean-
ing-focused interaction without
deterring students from express-

ing themselves in French. In a
case study of how one teacher ne-
gotiated form with students in his
Grade 8 class, Lyster (1994a) dem-
onstrates how this succeeded in
eliciting more precise language
from the learners. A case study by
Lapkin and Swain (1996) of an-
other Grade 8 immersion teacher
shows how he too integrated lan-
guage with his content teaching
in an expert way, pushing stu-
dents to use more sophisticated
vocabulary and associated grammat-
ical constructions as they discussed
the scientific topic of the effet de
serre (greenhouse effect). As this
research shows, corrective feed-
back can be applied in mean-
ing-oriented activities as students
communicate about subject mat-
ter content. It can serve in this
context to help students better ex-
press what they genuinely want to
say. And in this sense it may be a
particularly helpful way of promot-
ing language learning (Lightbown,
1998).

Indications that personally
relevant, genuine interaction is
crucial for second language devel-
opment in immersion programs
have already come from the kin-
dergarten study by Weber and
Tardif. Its importance also emerges
from an observational study con-
ducted in the Province of New-
foundland and Labrador. Netten
and Spain (1989; Netten, 1991)
compared interaction patterns in
three Grade 2 early immersion
classrooms which differed in aver-
age academic ability. Class A with
the lowest relative ability did un-
expectedly well on a test of read-
ing comprehension in French
whereas Class C with a moder-
ately high average ability score
did not meet expectations on the
French test. (Class B with the high-
est ability scores more or less met ex-
pectations). Based on about 2,000
or more messages per class, Netten
and Spain’s analysis of process dif-
ferences in the three classes pro-

duced the f{following findings:
Over half the messages in Class A
—the class that did better than ex-
pected in French - were initiated
by the students.In comparison,
students in the other two classes
initiated a third or less of the total
number of messages produced.
Classroom A was observed to pres-
ent
a learning environment where
pupils were constantly using, and
experimenting with, the second
language as they engaged in com-
munication of an academic and
social nature with their peers and
the teacher (Netten and Spain,
1989, p.494)

Classroom C, on the other
hand, was described as providing
a rather formal learning atmo-
sphere where pupils had limited
opportunities to use the second
language to engage in real com-
munication” (pp. 493-494)

These classroom process dif-
ferences, the authors argued, con-
tributed to their results on the
French comprehension test.

EXPERIMENTAL CLASSROOM
TREATMENT STUDIES

The above-mentioned classroom
observation studies have sug-
gested various ways in which
instructional strategies can make a
difference to immersion students’
second language development at
different grades. Other experimen-
tal studies have formally tested the
merits of some of these strategies
by introducing classroom activities
designed to promote the learning
of specific second-language fea-
tures. These studies have been
conducted at various grade levels of
early immersion programs ranging
from Grade 2 to Grade 11 (e.g. Day
and Shapson, 1990; Harley, 1989,
1998; Harley, Howard, and Roberge,
1996; Lyster, 1994b; Swain, 1998)
and have sometimes taken the
form of action research by immer-
sion teachers in their own
classrooms (e.g. Kowal, 1996; War-
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den, 1997; Wright, 1996). Most of
these experimental studies in-
volve several classes, some of which
were provided with experimental
materials, and other comparison
classes which did not receive the
materials. The students were tested
to see if the experimental classes
made more progress than the com-
parison classes.

The results of these experimen-
tal studies have not for the most
part been absolutely clear-cut.
Taken together, they nonetheless
provide solid support for the use of
communicative activities inte-
grated with content learning to
raise students’ awareness of spe-
cific features of French.

For example, Day and Shapson
(1990) in British Columbia de-
signed a science unit for Grade 7
immersion in which students had
to plan a space colony. The lin-
guistic goal of this 6-week-long
unit was to improve the students’
use of conditional verbs. Use of
the conditional was prompted in
a variety of cooperative group ac-
tivities requiring the students to
hypothesize what would happen
if certain changes in the space col-
ony environment were introduced.
More formal warm-up exercises de-
signed to provide practice of the
conditional were also included. The
results of this study showed that
the experimental students made
greater progress on two written
tests of the conditional than com-
parison students who had not
been exposed to the unit, and
maintained their advantage over
the long run. Where the experi-
mental students’ linguistic gains
were not significantly greater
than the comparison students was
in spontaneous oral production.
The researchers point out that an
apparent reason for this was that
one of the comparison classes had
also concentrated on learning condi-
tional verbs. This unintended com-
plication shows just how difficult it
is to control what happens in ex-

periments done not in laborato-
ries but in real classrooms.

Another classroom experiment
done among Ontario Grade 8 im-
mersion students (Lyster, 1994)
was designed to raise awareness of
sociostylistic variation, and in par-
ticular to teach students the appro-
priate use of the pronouns tu and
vous. Based on 3 weeks of class-
room treatment, the experimental
students, in contrast to the com-
parison students, made clear last-
ing gains in distinguishing the use
of these two pronouns and in us-
ing vous where needed. Activities
in this teaching unit ranged from
analysing the differential use of
these pronouns in a novel in
French to a cooperative group ac-
tivity where the task was for each
group to produce several versions
of a new message depending on
the formality of the situation and
whether the message was oral or
written. A model was provided for
the students to refer to. This ex-
periment with older students (age
13-14) was able to rely on the
greater metalinguistic maturity of
the students in analysing samples
of language.

Cognitive maturity of stu-
dents is not essential for aware-
ness-raising activities to have an
impact, however. Another Ontario
study (Harley, 1998) shows that a
preplanned language focus can
have a positive effect even among
primary immersion students at
7-8 years of age. The focus of this
five-week study was on grammati-
cal gender in French, a formal fea-
ture that is both unexpected for
naive learners of English-speaking
background and generally lacking
in meaning. In earlier research, it
had already been observed to be a
long lasting problem for immersion
students (Harley, 1979; Stevens,
1984; Taylor Browne, 1984). In this
classroom experiment conducted
at Grade 2, then, the purpose was a
preventative one: to make students
aware of clues to noun gender early

so that they would not become ac-
customed to ignoring this gram-
matical distinction. A variety of
children’s games were designed so
that success depended on getting
the gender right. Some more ex-
plicit activities included making
separate picture dictionaries for
masculine and feminine nouns
with an appropriate label for each
picture (e.g. la chaussette, un ba-
teau ). In this study, students in
the experimental classes became
more accurate in assigning gender
to familiar nouns than students in
comparison classes, but they did-
n’t learn to predict the gender of
unfamiliar new nouns from their
characteristic masculine or femi-
nine endings. The activities de-
signed to focus on noun endings
appear to have emphasized too
much new vocabulary so that stu-
dents were more focused on learn-
ing their meanings than on
noticing similarities of form. The
activities related to familiar nouns
may also have been more success-
ful in that they were more clearly
related to curriculum themes, a
factor considered very important
by the teachers at this grade level.

Another experiment designed
to improve early immersion stu-
dents’ accuracy in gender distinc-
tions took place close to the other
end of students’ school career in G
11. Here, an important question
was whether certain errors still
present after 10 years in an im-
mersion program would have be-
come fossilized. In this action
research study conducted by War-
den (1997), inductive grammar
activities were quite explicit. For
example, students in groups were
given different noun endings and
instructed to find 10 nouns for
each in their dictionaries, noting
whether they were consistently
one or the other gender. Also in
groups, students had to design
games to teach each other charac-
teristic noun ending clues. Results
indicated that the students in the
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experimental class made greater
gains than two comparison classes
on discrete-point tests of grammat-
ical gender, but were not signifi-
cantly more accurate in making
gender distinctions in spontane-
ous oral and written production.
However, a closer analysis of the
experimental students’ written
work revealed that they had in fact
become more accurate on nouns
with precisely those endings that
had been featured in the instruc-
tion - a finding that counters the
notion of irreversible fossiliza-
tion.

This sample of experimental
studies gives credence to the view
that preplanned analytically ori-
ented language activities are a
helpful complement to the con-
tent-based experiential learning
that generally characterizes early
French immersion programs. In
other words, to answer a question I
posed earlier, a balanced pedagog-
ical approach may encourage
more analysis on the part of mem-
ory-oriented early immersion
learners and enhance their sec-
ond-language learning. I would ar-
gue at the same time that only
certain Kinds of language features
appear to need focused instruc-
tional attention, and that analyti-
cal language activities that are
meaning-oriented, well integrated
with curriculum content, intrinsi-
cally interesting, and personally
relevant to students at the age
level concerned are the ones most
likely to succeed.

CONCLUSIONS

I do not mean in any way to imply
that instructional issues in the
French immersion context have
now been fully resolved. As a basis
for classroom practice, the studies
I have presented provide at best
signposts for teachers but still lit-
tle in the way of specific guidance
for practice at each grade level.
There has been hardly any pro-
cess-oriented research in middle

and late immersion programs,
and this is one gap that needs to
be filled. We need to know more
about effective teaching of con-
tent at different levels. We need
also to know more precisely what
aspects of the French language
system students can be expected
to master at any particular grade,
given different starting points and
different extents of immersion in
French. The key role of the teacher
in diagnosing the students’ lin-
guistic needs, in providing the
needed language support, and in
assessing its results cannot be over-
emphasized. In survey research
(e.g. Canadian Education Associa-
tion, 1992; Day and Shapson,
1996), French immersion teachers
have repeatedly expressed a need
for more continuing professional
development, especially in teach-
ing French language arts. They
also want more specific guidance
as to appropriate learning objec-
tives at different grades. In other
words, research in French immer-
sion needs now to pay added
attention to teachers’ as well as
students’ needs.

In considering how the re-
search I have described relates to
immersion programs in other set-
tings, it is important to take ac-
count of program similarities and
differences in many domains: the
timing and extent of the program
involved, available educational
resources, the student population
and the role that the second lan-
guage plays in their lives outside
school, the specific first and sec-
ond language involved, and so on.
I would hope, nonetheless, that
the process-oriented Canadian re-
search I have described has some
broader relevance for immersion
pedagogy in general.
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K-12 Japanese Language and
Cultural Curriculum in
North America:

An Annotated Bibliography

The main purpose of this bibliography is to provide
teachers, administrators and researchers, for not only
Japanese but English speakers as well, in North America
with the opportunity to further their knowledge about the
current curriculum for Japanese language

INTRODUCTION

The continuous growth of the Jap-
anese economic status in the
world is influencing other coun-
tries in regards to having greater
mutual  understanding  and
co-operation with Japan. Japanese
language education is moving to-
wards a broader perspective,
where education is considered not
only in terms of language but also
in terms of culture.

Japanese learners, especially in el-
ementary and secondary school
institutions, are increasing in
numbers. A Survey Report on Japa-
nese-Language Education Abroad
1993 by the Japanese Foundation
. shows the following enrolments
in North American institutional
settings:

Elementary and
Secondary Schools: 37,134

Universities: 20,629
Out-side schools: 9,251

As these statistics clearly show,
Japanese is learned the most in el-

ementary and secondary schools.
Accordingly, we considered this
institutional setting as a legitimate
base for examining the program of
Japanese language and culture
curriculum.

Editorial Principles

We chose relevant articles for this
bibliography through the ERIC
database and from the Japan
Foundation library in Toronto us-
ing the perspectives of recentness
and utility value. As a result, the
articles vary in theme and style.
They can be categorized into

e general curriculum/teaching guides,
® teacher certifications,

® benchmarks,

e bibliographies, and

® material resources.

Even though they differ in con-
tent, the articles have a common
theme which is they are all related
to curriculum design or develop-
ment in North American schools.

The selected articles include 10
from the U.S.: California, Colorado,
Indiana, Oregon, Washington,

Wisconsin, and 4 from Canada:
Alberta, British Columbia, and
Saskatchewan. The five states, ex-
cept for Colorado, are included in
the top 6 of a survey recording the
number of Japanese learners in
pre-collegiate schools in the U.S.
(See Chart A). As for Hawaii,
which holds the largest number of
Japanese language learners, as far
as the ERIC database shows, the
various textbooks for Japanese
language courses were developed
in the 1970’s (Unfortunately, we
were not able to find more
up-to-date documents on curricu-
lum development for the Japanese
courses in the database). The three

Chart A

States Number of

Learners
1. Hawaii 10,455
2. Washington 5,427
3. California 4,869
4, Oregon 3,835
5. Wisconsin 2,865
6. Indiana 2,708

(The Breeze: Quarterly Newsletter, The Japan
Foundation Language Center, Sep. 1994-Jan.
1995)

Chart B
Provines Number of
Schools
1. British Columbia 55
2. Alberta 19
3. Ontario 9
4, Saskatchewan 6

(Survey Report on Japanese-Language Education
Abroad 1993, The Japan Foundation, 1993)

provinces in Canada are listed as
in the top 4 in terms of the num-
ber of elementary and secondary
schools with Japanese language
courses (See Chart B).

Bibliography Organization

1. The table is organized in alphabeti-
cal order by geographic source.

2. Authors are also listed with the
year of publication of their article.

3. Document Type indicates Teaching
Guide (TG), Research Paper (RP),
Project Description (PD), and/or
Bibliography (B).

4. Target Audience indicates Teachers
(T), Administrators (A), and/or Re-
searchers (R).
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5. Target Students are specified
further between elementary
and secondary grades (K-12).

6. Language Classification indi-
cates Foreign Language (FL)
and/or Heritage Language (HL).

7. Document Content indicates
Curriculum  Design/Develop-
ment, Curriculum Enrichment,
Cultural Education, Field Evalu-
ation, Instructional Techniques,
Bilingual Education, Social
Studies, Benchmarks, Teacher
Certification, Instructional Ma-
terials, Educational Resources,
and Student Assessment.

Walton, A. Ronald. (1995). “Japa-

nese-Language Instruction in the
United States; Perspective Issues,
and Future Challenges”. Current
Report on Japanese-Language Edu-
cation around the Globe, Vol. 3.
The Japan Foundation Japanese
Language Institute: Urawa, Ja-
pan. 15 pp.
The Japanese language is in
“Category 4 languages” according
to a classification by The United
States Foreign Service Institute,
which means, it is one of the most
difficult languages for native Eng-
lish speakers to learn. Walton in
his report describes the broad con-
text of Japanese language instruc-
tion in the American K-12 sector.
He also discusses how the teach-
ing of non-European languages
such as Japanese are faring and
steps that could be considered for
future improvement.

Walton introduces the “Language
Field Architecture Model” which
is used for assessing the strength
of a language field, for improving
a language field and for a lan-
guage field’s development. The
model is comprised of Instruc-
tional Programs, an Infrastruc-
ture, and a Base Structure. An
assessment characterization of
the current K-12 LCTL (the Less
Commonly Taught Languages)
Program using this model is: the
Language Programs are lacking
teachers’ job security, teaching
materials, curriculum design and
formal teacher education; the In-
frastructure is lacking research
tradition, strong expertise trans-
mission, teacher trainers, stan-

dards and certification; and the
Base Structure is lacking lan-
guage-learning frameworks and
field-wide strategic planning.

Possible Future Strategies for en-
hancing LCTL Instruction include:
creating graduate level programs
in related fields such as Linguis-
tics, Applied Linguistics and
Sociolinguistics, Second Lan-
guage Acquisition, and Anthro-
pology; developing a special M.A.
program for educating qualified
professional language teachers;
developing learning frameworks;
and investing energy and re-
sources in existing LCTL teacher
organizations or creating new or-
ganizations.

Unger, J. Marshall et al. (1993). A

Framework for Introductory Japa-
nese Language Curricula in Ameri-
can High Schools and Colleges.
Johns Hopkins University, Wash-
ington, DC. National Foreign
Language Center. 87pp.

This framework is intended to
provide general guidance in the
design of curricula for teaching
introductory Japanese to Eng-
lish-speaking students at the high
school and college levels. It is not
a course syllabus or statement of
specific instructional outcomes.
It has three purposes: (1) to assist
Japanese language teachers in
planning curricula for their indi-
vidual programs and teaching; (2)
to inform administrators about
possible program formats; and (3)
to advise parents and students,
through administrators, of rea-
sonable expectations for high
school Japanese programs.

An introductory section provides
background information, explains
romanization conventions and
key terminology, and outlines ten
basic assumptions underlying the
curriculum framework. Some of
these assumptions are: speech is
primary; a foreign language is not
a translation of one’s native lan-
guage; misinformation is coun-
terproductive; the rift between
the styles of spoken and written
Japanese is extraordinarily large;
instruction is best focused on the
learner; and the target culture is
delivered through the base cul-

ture.

>

The framework itself is presented
in four chapters, each targeting a
different concern for teaching
Japanese in the United States:
Chapter 1 addresses Goals and
Evaluation; Chapter 2 gives infor-
mation about Presentation and
Sequencing of Instruction; Chap-
ter 3 concentrates on The Writing
System; and Chapter 4 addresses
Activities in the classroom for
helping students achieve com-
municative competence. A con-
cluding section summarizes key
points of the framework of partic-
ular importance to administra-
tors. A brief bibliography and
index are also included.

California State Dept. of Education,

Sacramento. Bilingual Education
Office. (1987). Handbook for
Teaching  Japanese-Speaking Stu-
dents. 135 pp.

This handbook for teachers, ad-
ministrators and other instruc-
tional personnel in California
targets students (elementary and
secondary) who are Japanese
speakers with limited English
proficiency. The document dis-
cusses the benefit of bilingualism
from the perspectives of a Japa-
nese language program in com-
munity and in school settings.
Japanese schools can be catego-
rized into two types: for Ameri-
can-born  Japanese and for
Japanese nationals, who are tem-
porarily residing in the U.S.

The handbook points out that
private Japanese schools in the
community and expectations of
parents on children are not
enough to ensure maintenance of
the Japanese language. Therefore
the public school is expected to
play a vital role in supporting the
students in becoming bilingual.
Instructional and curricular strat-
egies for Japanese language devel-
opment are recommended in the
handbook.

According to the handbook, five
readiness skills, 1) visual skills, 2)
sensorimotor skills, 3) oral lan-
guage skills, 4) conceptual skills,
and 5) motivation for reading
and writing, are required before
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reading and writing in Japanese
begins. Reading skills can be di-
vided into four categories: readi-
ness, decoding, comprehension
and critical reading. The discus-
sion of school readiness by teach-
ers and administrators is also
included. For example, there is
the possibility of using different
approaches within the school de-
pending on the concentrations of
Japanese students, and the school
might look to other language in-
struction provided in the com-
munity in order to utilize it for
the development of a Japanese
reading instructional program.

Methods of teaching reading and
writing in Japanese, using oral
English instruction, are also in-
troduced. In school situations
there are four ways for language
minority students to be exposed
to English: 1)submersion classes,
2) grammar-based English as a
Second Language (ESL), 3) com-
munication based ESL, and 4)
sheltered-English classes. Four
choices in organizing a reading
program in bilingual contexts are
described; using Japanese fol-
lowed by English, using Japanese
and English simultaneously, us-
ing English followed by Japanese
and using English only.

Parisi, Lynn et al. (1993). Japan in the

Classroom: Elementary and Sec-
ondary Activities, Revised Edition.
Social Science Educational Con-
sortium, Inc., Boulder, Colo. 220
pp-

The first edition of this book was
formed from the product of a
one-year cultural study and cur-
riculum development project in
1987. The objective of the project
was to offer students an opportu-
nity to obtain knowledge of the
social organization, and the his-
torical and economic develop-
ment of Japan. This would help
them further understand the cul-
tural and economic relationships
between themselves, their com-
munities and Japan. The original
document was revised due to the
continuous change of the rela-
tionship between the U.S. and Ja-
pan.

This book is organized into three

sections. Section I, Society and
Culture, lists 11 activities relating
to  cross-cultural perspectives.
Section II, Japanese Language,
Literature, and Art, contains 9 ac-
tivities focusing on various ways
of expression, such as poetry, lit-
erature and origami, in Japanese.
Finally Section III, Japan and the
World, provides 6 activities on
Japanese economic and geo-
graphical relations. Each activity
is structured, starting with a brief
description of the activity fol-
lowed by a list of objectives, grade
levels, an appropriate time re-
quired to do the activity, and a
list of materials needed to imple-
ment the activity. Procedures for
the implementation are listed
step-by-step. Teacher background
information and black-line mas-
ters provide additional support
for the procedures. Follow-up ac-
tivities and handouts are also in-
cluded for each activity.

Brooks, Elizabeth. (1995). Guide to

Teaching Materials on Japan. Re-
vised edition of the 1994 Database
of Teaching Materials on Japan.
ERIC Clearinghouse for Social
Studies/Social Science Education,
Bloomington, IN.: National Clear-
inghouse for United States-Japan
Studies, Bloomington, IN. 71 pp.

This booklet contains annotated
bibliographies and the printed
version of an on-line database of
teaching materials on Japan. The
database is available through the
Internet in two ways: (1) go to Go-
pher or Telnet at “ericir.syr.edu.”,
then choose “Clearinghouses”,
then “Adjuncts”, “National Clear-
inghouse for U.S.-Japan Studies”
and “K-12 Teaching Materials on
Japan”, or (2) on the World Wide
Web, go to the Clearinghouse
home page at “http://www.indi-
ana.edu/~japan.”, choose “Other
Online Resources” and then
“K-12 Teaching Materials on Ja-
pan”.

The book is divided into four
parts. Each part contains biblio-
graphic information on resources
for teaching about Japan at spe-
cific grade levels: Elementary, Sec-
ondary, and K-12. The subject
areas introduced in each level are:
Art Education; Geography; Global

—

Education; Japanese Language;
Language Arts; Social Studies; Eco-
nomics; and World History. In
each subject area, some teaching
materials are introduced.

The Clearinghouse collects, ana-
lyzes abstracts, and sustains a da-
tabase of materials and resources.
It can assist school systems and
individual teachers in developing
and implementing curricula and
lessons on broad areas of Japa-
nese culture and society, and on
U.S.-Japan relationships.

Bliven, Arlene R., Comp. (1991)
Learning and Teaching about Japan
in Indiana Schools. Program and
Resource Guide. Earlham College,
Richmond, IN. Institution for
Education on Japan.; Indiana
State Dept. of Education, India-
napolis. 381 pp.

The Learning and Teaching about
Japan Project began in 1987. It
was designed and administrated
by Earlham College, and funded
by the state. Since then, it has de-
veloped 16 school corporations
in an ongoing program to inter-
nationalize the K-12 curriculum
and implement Japanese lan-
guage programs in the schools.
This Program and Resource Guide
has been developed as a record of
activities conducted by the 16
participating school corpora-
tions. It is a comprehensive re-
port that any school corporation
can use to plan changes of its own
in order to incorporate a global
perspective across subject areas. It
contains information about the
project, in the areas of teaching,
curriculum and outreach. De-
scriptions of each school corpora-
tion and their Japanese language
programs as well as curriculum
product are included.

Profiles of participating school
corporations include the back-
ground situations supporting the
program, e.g., some communities
were influenced directly and indi-
rectly by the Japanese economy
(unemployment rates increased in
the automobile industry paritally
because of Japanese competition;
there were also anti-Japanese feel-
ings, but a great deal of support
for Japanese products.) Each cor-
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poration had its own goals for the
project and for the international
education curriculum within the
K-12 range.

The information also includes: re-
quirements that Indiana teachers
must meet in order to teach the
Japanese language; Japanese and
Chinese Intensive Language Work-
shops that are offered at Ball State
University; a list of the Indiana
high schools that offer Japanese
and Chinese language programs;
cultural exchange programs and
documents to assist with the ex-
change of students and educa-
tors.

The Oregon State System of Higher

Education, Japanese Language
Project. (1996). The Oregon Japa-
nese language proficiency package.
(Draft). The Oregon State.

This document is comprised of
“Japanese Benchmarks for the
State of Oregon,” a statement of
the minimum expectations thata
student should achieve with the
language, and “The Oregon Japa-
nese Curriculum,” an outline of
what needs to be presented in the
classroom in order to help stu-
dents reach these performance
levels.

In its six levels, Benchmark VI is
the entrance standard for public
universities in Oregon (PASS),
and Benchmark IV is a reasonable
but tough standard for a Certifi-
cate of Initial Mastery (CIM). Stu-
dents achieving Benchmark IV by
the end of 10th grade are on track
to reach Benchmark VI by the
12th grade. It establishes a
smooth path from introduction
through college entrance-level
proficiency. These benchmarks
articulate what students can do in
a face-to-face interview with a
stranger. It also allows teachers to
articulate instruction at all levels
and it presents parents and stu-
dents with a clear, unified set of
expectations. It is based on stan-
dards established by the Ameri-
can Council on the Teaching of
Foreign Languages (ACTFL), and
is tied to proficiency levels ap-
proved by the Oregon State Board
of Education (K-12) and the State
Board of Higher Education. The

content is divided into Oral sec-
tions and Reading and Writing
sections.

The Oregon Japanese Curriculum
is a blueprint for organizing
many hours of practice. It is based
on five basic principles, which
teachers should bear in mind
while planning, and it is orga-
nized around themes, topics, and
functions. It consists of a “table of
contents”, a “curriculum matrix”,
and “definitions of functions”.

Tamura, Linda et al. (1989). De-

signing Oregon’s Certification
Program for Japanese: The Uni-
versity, School Districts, and
Community Working Together.
The Oregon State. 10 pp.

This is a description of a program
to prepare Japanese language
teachers for Oregon state certifi-
cation. The project was designed
through the collaboration of
three integral groups: depart-
ments within the University,
school districts, and members of
the Japanese and business com-
munity. The program was de-
signed to meet the growing
demand for Japanese language
teachers, and it inspired the de-
velopment of model curricula,
teaching resources, as well as in-
novative events for teachers and
students.

In 1988, Japanese was the fourth
most enrolled foreign language in
Oregon schools; however, school
administrators experienced diffi-
culty hiring qualified teachers. At
Pacific University, where more
than half of the enrolled students
were Japanese and because it was
situated in an area intensely im-
pacted by the Pacific Rim with its
numerous Japanese electronics
companies, the University devel-
oped the Asian Languages Project
to solve common problems. After
a two-year extensive program ap-
proval process, involving the
University, the state and the edu-
cational consortium, Pacific’s Jap-
anese teaching program for state
certification was approved in
1988.

The program includes Pacific
University’s Japanese language

proficiency endorsement, an im-
mersion overseas study program
in Japan, adjustment of native
speakers of Japanese as certified
teachers, and an immersion Japa-
nese Day at high schools. Also in-
cluded are seminars and workshops
which can be counted as units of
graduate credits, a pilot program
for teaching Japanese in the ele-
mentary school, and the develop-
ment of the Pacific Intercultural
Institute, a materials center
funded by Matsushita Electric
Corporation.

Leslie Okada Birkland. (1995). “On

the Communicative Framework
for Introductory Japanese Lan-
guage Curricula in Washington
State High School”. Current Re-
port on Japanese-Language Educa-
tion around the Globe. Vol. 3. The
Japan Foundation Japanese Lan-
guage Institute: Urawa, Japan. 14
Pp-

This document is a framework of
a three-year program for Japanese
language teachers of high school
levels in Washington State. It ad-
dresses reasonable goals and stan-
dards of instruction acceptable to
both teachers and administrators.
The teachers may use this frame-
work for improving and develop-
ing their language programs
within their classes.

This document consists of two
parts: 1) a Framework and 2)
Inventories. In Part I, the Funda-
mental Philosophy and Objec-
tives of the document are
addressed. The document is based
on 5 basic assumptions and prin-
ciples which emphasize the
importance of communicative
competence in cultural context.
Linguistic Specifications, Written
Language, and Classroom imple-
mentation then follow the as-
sumptions and principles. In Part
11, Topic Areas, Core Patterns and
Phrases, Communicative Skills
and Concepts with regards to the
Linguistic Specifications are clari-
fied. Birkland addresses the writ-
ten language; that is, writing and
reading as secondary to speaking
and listening. Although the doc-
ument suggests learners do not
write text in Roman script, it
leaves the decision to the teachers
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for choosing which script, either
Hiragana or Katakana, to intro-
duce first. The choice of kanji is
also left up to the teacher and the
specific goals of the local curric-
ula. The consideration of a vari-
ety of approaches is suggested,
but the communicative approach
is recommended as the main phi-
losophy for classroom implemen-
tation. The expected outcomes of
an acquisition of communicative
skills and a basic understanding
of the culture of communication
in Japan are results of the success-
ful implementation of the frame-
work.

Sandrock, Paul and Yoshiki, Hisako.

(1995). Japanese for Communica-
tion: A Teacher’s Guide. Bulletin
No. 96186. Wisconsin State Dept.
of Public Instruction, Madison.
180 pp.

The guide was developed in order
to teach Japanese as a foreign lan-
guage outside Japan as opposed
to a second language taught in
Japan. Due to the increasing
growth in the enrollment of Japa-
nese students in Wisconsin schools,
a cohesive framework and com-
mon goals in Japanese Language
Instruction was needed. The
guide is composed of three sec-
tions: the Rationale, Teaching
Themes and Resources.

The curriculum is developed first
by defining students’ outcomes
based on the language in use.
From here sample expressions of
student responses are given, and
finally the inherent linguistic
structures are identified. There
are four developmental language
levels: Beginning, Transitional,
Intermediate and Advanced.
These levels are based on the
principle that the language and
context are reintroduced and
practised in new and more
in-depth ways across language
levels. Since the curriculum is de-
signed to support various pro-
gram models, the four levels can
be adapted to K-12, 6-12 or 9-12
programs. This will enable stu-
dents to start the study of Japa-
nese at various points in the
school program. This curriculum
also covers the issue of transition

from the K-12 program to a uni-
versity program.

The curriculum identifies twelve
instructional themes for organiz-
ing instruction and providing a
context for instruction. Out-
comes are defined in detail for
each of these themes from the
transitional to the advanced lev-
els. The definition of the out-
comes is based on the meaningful
use of the target language in real-
istic and authentic situations.
These outcomes are clarified by
suggested assessment activities
which emphasize giving students
a sense of what is valued in lan-
guage learning. In order to make
the generic outcomes meaning-
ful, the specific context is de-
scribed as an instrument of
embedding language function in
a cultural and situational context.
Sample expressions of students
which represent authentic use of
the language in the contextualized
situation are given in order to
achieve the outcomes and to
carry out the assessment activi-
ties. Then, the linguistic struc-
tures in these expressions are
introduced. Here teaching the
structures not in isolation or at a
single point in the curriculum but
throughout the curriculum is re-
stressed.

Fukawa, Masako. (1995). “Foreign

Language Education Policy and
Japanese”. Current Report on Japa-
nese-Language Education around
the Globe, Vol. 3. The Japan
Foundation Japanese Language
Institute: Urawa, Japan. 11 pp.

Fukawa mentions a history of Ca-
nadian government policies in re-
lation to Japanese language
education. She traces the nation’s
history from racism and integra-
tion processes in the 1960s,
through the 70s bilingualism and
biculturism which stemmed from
Francophone pressure, to the 80s
Multiculturalism which was in re-
sponse to the racial and ethnic
minorities desiring personal iden-
tities based on their cultural and
linguistic heritage.

Now, heritage language programs
are offered outside the regular
school system, mostly organized

and supported by community
groups. International languages,
i.e., foreign languages or second
languages, are offered in the pub-
lic school system. The B.C. Minis-
try of Education has led Canada
in the teaching of Japanese as an
international language and has
the highest number of Japanese
language students. Because of its
economic and geographic posi-
tion, the government of B.C.
launched the Pacific Rim Educa-
tion Initiatives in 1987. Since
then, enrollment has been in-
creasing despite the shortage of
qualified teachers. In 1994, Japa-
nese was the third largest in en-
rollment (1.3%) preceded by
French (16.4%) and ESL (9.9%)
programs. From 1995, Japanese
and Mandarin Chinese are pro-
vincially approved curricula, and
have provincial exams at the end
of three years of study.

The new Language Education Pol-
icy presented in 1994 provides a
comprehensive vision of lan-
guage education for the K-12 stu-
dents, given that in some districts
over half the students do not come
from English-speaking homes. The
policy recognizes that language
education is an important tool for
the intellectual development of
the students. From 1995, it has
been compulsory to take a second
language, whether it is French or
any other language preferred by
the community, for four years in
grades 5-8. Beginning in 1995,
languages learned outside the for-
mal school setting or in another
country can be given high school
credit at the grade 11 and 12 lev-
els.

Fukawa adds some descriptions
about B.C.’s Japanese Language
Programs. Having been promoted
and supported by the provincial
government, the Ministry of Edu-
cation provides grants to school
districts. It has developed curricu-
lum guides and resource materi-
als. It has also enabled teachers to
develop their language profi-
ciency and teaching methodol-
ogy, e.g., bilingual summer
schools and three-month lan-
guage and culture immersion in
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Japan. However, she also includes
areas of concern, such as the
shortage of qualified teach-
ers/resources, the need for teach-
ers’ language skills, and the need
for standards of achievement and
proficiency.

Saegusa, Sachiko. (1994). “Canada

Alberta-shu ni okeru Nihongo
Kyoiku ni kansuru Hokoku”. Cur-
rent Report on Japanese Language
Education around the Globe. Vol.
3. The Japan Foundation Japa-
nese Language Institute: Urawa,
Japan. 11 pp.
This document reports on the
current trend of Japanese lan-
guage education in Alberta, spe-
cifically the program, Japanese
Language and Culture 10-20-30
(10 applies to grade 10, 20 to
grade 11 and 30 to grade 12). The
reason for the development of a
Japanese language program in Al-
berta is also explained through a
description of the historical back-
ground of the relationship be-
tween Japan and Alberta. It is
followed by a report on the cur-
rent situation of the program.

The curriculum of the program
has five main features: it is con-
tent-based, it uses an integrated
approach, it is outcome-based, it
is a continuous program and it fo-
cuses on the effective use of the
language for interaction. Con-
tent-based curriculum is based on
the communicative approach. It
aims at encouraging students to
acquire knowledge about Japan,
its culture and its people through
the learning of the language. The
integrated approach focuses on
fusing and facilitating communi-
cation skills, sociocultural com-
prehension, Japanese language
skills and general learning ability
all at the same time. According to
the principle that ability pro-
gresses at on-going and serial
bases, the importance of a contin-
uous program is pointed out as
well. The last feature consists of
two parts: effective usage of the
language and the understanding
of its principles.

The Alberta Ministry of Educa-
tion identified four sections to be
included in the curriculum: 1)

idea and philosophy of the
program, 2) general learner expec-
tations, 3) criteria of the curricu-
lum, and 4) fundamental learning
materials. Five stages of develop-
ment are designated in the gen-
eral learner expectations. Stage 3
is considered as the basic stan-
dard for graduation. Stage 4 and
stage 5 are for those students
whose home language is Japanese
or who have had experience liv-
ing in Japan long enough to pro-
ceed quickly. Each of the five
stages has five levels which out-
line the specific learner expecta-
tions. The learner expectations
are defined from the viewpoints
of knowledge, skills and attitudes.
The first viewpoint is divided into
knowledge of the language, of the
culture, and of the concepts de-
veloped through the study of
cultural facts. The second view-
point is categorized into linguis-
tic, sociocultural, and cognitive
skills. The third, attitudes, relates
to specific topics that are desig-
nated at each level. Program im-
plementation and assessments
are included as well. (For addi-
tional information, see also the
article Japanese Language and Cul-
ture 10-20-30 available at Alberta
Education, Devonian Building,
West Tower, 11160 Jasper Ave-
nue, Edmonton, Alberta, Canada,
T5K OL2).

The Ministry of Education, Province

of British Columbia. (1992). Japa-
nese: Intermediate Program (First
Four Years) Curriculum Guide. Vic-
toria, B.C. 45 pp.

This Curriculum Guide provides a
systematic set of goals, objectives
and learning outcomes for the
teaching of Japanese to British
Columbia students in the Inter-
mediate 1 to 4 Program. This
guide describes in detail the goals,
objectives, and learning out-
comes and lists what is needed for
gaining general communicative
competence in Japanese.

Four interrelated spheres stated
are:

Attitudinal
Cultural
Developmental
and Linguistic.

Each sphere is explained in a
closely related manner to Cana-
dian context, e.g., Attitudinal ob-
jectives list that the student
should begin to develop an ap-
preciation of the value of other
nations, other nationalities and
multiculturalism, and of their
own heritage. They should also
develop a national identity and
an appreciation of the unity of
human experience in different
cultures. Cultural Goals are to en-
able students to develop knowl-
edge of the beliefs, behaviors and
values of Japanese-speaking people
and to gain an awareness of the
diversity of the global commu-
nity.

Another feature of this guide is
the setting of Developmental Goals.
The developmental learning out-
comes devoted to managing
learning are generic. They relate
to all areas of learning and are
placed there as a reminder to lan-
guage teachers of the unity of
learning in all subject areas. The
program will enable students to
develop their thinking skills, and
their ability to manage their own
learning.

Finally Linguistic Goals enable stu-
dents to develop an ability to
communicate in basic Japanese,
and Sequence is shown by the
themes and functions. Profiles for
each level are shown as a list of func-
tions with sample words/phrases
and sentences in selected themes.
As well, linguistic reading and
writing learning outcomes for
each level are included.

Itoh, Kohei et al. (1994). “Curriculum

outline of Japanese courses at the
collegiate level in  Saskatche-
wan.” Canadian Modern Language
Review; v. 50 no. 3. 25 pp.

Japanese credit courses for
non-Japanese speakers at the
high school level in Saskatche-
wan have been offered since
1992. The “Proposed Saskatche-
wan Curriculum Guide for Japa-
nese 10, 20 and 30", which was
approved by the Saskatchewan
Board of Education in 1991, was
used as a one-year pilot project
for the credit courses. The curric-
ulum was evaluated and its re-
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fined version is presented in this
document.

Three levels are defined in the
curriculum: Japanese 10-20-30,
refers to grades 10-11-12 respec-
tively. Goals, objectives, basic
sentences, and situations are de-
scribed at each level. Objectives
are addressed in terms of speak-
ing, listening comprehension,
reading, writing and cultural un-
derstanding. Basic sentences are
chosen from grammatical points
of view which will enable
students to assimilate and apply ba-
sic patterns in speaking, listening,
reading and writing. Further, situ-
ations are selected according to
their authenticity in real life.

Itoh presents discussions and re-
marks which were raised during
the process of modification of the
curriculum. The discussions cen-
tered around the areas of reading
and writing referring to the issue
of Hiragana or Romaji use, and
Kanji. Remarks were made on the
importance of the usage of cas-
sette tapes and oral tests in order
to improve students’ listening
and speaking skills. The impor-
tance of understanding culture is
pointed out as well.

SUMMARY

In the field of Japanese language
education, student enrollment in
North American schools began to
increase in the early 1980s paral-
leling the economic growth of
Japan and other Asian countries.
It encountered a shortage of quali-
fied teachers and teaching materials
in Canada and the United States. As
well, it met a lack of relevant stan-
dards, regarding what and how to
teach Japanese and Japanese cul-
ture: this made curriculum
articulation difficult between sec-
ondary schools and universities.

We have chosen a variety of
documents which provide a broad
view and up-to-date information
about Japanese language and cul-
tural education. The articles
mainly discuss how the Japanese
language is or should be taught in

specific geographic areas and situa-
tions. The selected articles provide
teachers with both theoretical and
practical reinforcement in imple-
menting teaching Japanese lan-
guage programs in Kindergarten,
Elementary and  Secondary
schools, as well as settings outside
of regular schools.

Some of the articles describe
in detail how Japanese programs
emerged and flourished in certain
areas of North America, and how
they have attempted to solve the
above-mentioned problems. The
west coast, particularly the Pacific
Rim, such as Oregon (see Tamura
(1989)) and B.C. (see Fukawa
(1994)), is the strongest leader in
this field. The American mid-west,
e.g., Indiana (see Bliven (1991))
and Wisconsin (see Sandrock and
Yoshiki (1995)), and the Canadian
prairies, Alberta (see Saegusa
(1994)) and Saskatchewan (see
Itoh et al. (1994)), are the next
strongest areas. The common fac-
tor in all these areas is that they
teach Japanese language at a
pre-college level in order to make
their students aware of Asian cul-
tures and to make the students in-
ternationally qualified.

Japanese language education
in Canada is closely related to the
nation’s politics, i.e., “multicul-
turalism”, under which the idea of
Japanese as a heritage language is
integrated in the regular school
curriculum (see Fukawa (1994),
Saegusa (1994)). Among all prov-
inces in Canada, Ontario main-
tains the highest number of
heritage language learners. In On-
tario, research in this field is be-
coming more popular and
material/curriculum development
is being paid further attention. As
for Japanese education as a heri-
tage language, there is a book
called Japanese as a Heritage Lan-
guage: The Canadian Experience
(1997: The Canadian Association
for Japanese Language Educa-
tion), edited by Kazuko Nakajima

and Michiko Suzuki, developed in
Ontario. It provides the latest in-
formation in this area covering
the situation in other provinces as
well.

Japanese as a heritage lan-
guage in the U.S. is treated rather
as bilingual education (see Cali-
fornia State Dept. of Education,
1987), which follows the curricu-
lum for teaching Japanese en-
dorsed by the government of
Japan. There are several Japanese
immersion programs in North
America as well. This is a new area
and its curriculum development
began to be discussed more, in re-
cent years.

Looking at further ideas pre-
sented in the articles, we see
Unger et al. (1993) give general
guidance in designing curricula for
teaching introductory Japanese
specifically to English-speaking
students. Oregon State (1996),
Sandrock and Yoshiki (1995),
Birkland (1994), and the B.C.
Ministry of Education (1992) offer
their standards and frameworks in
detail. They contain both what is
to be achieved by the students
and what is to be presented by the
teachers with some indications of
sequence, based on the levels of
the students’ achievements. Each
level is organized around themes
or topics, functions or concepts,
and linguistic or communicative
competence. They also include
standards for when to teach, by
specifying grade levels. Canadian
curriculum guides (see B.C. Minis-
try of Education (1992), Saegusa
(1994)) are unique in terms of em-
phasizing the idea that thinking
skills are interrelated to language
and content; thus, they integrate
language learning and general
learning, including both the con-
cept and content of other subject
areas.

Strategies for practical teaching
and planning techniques are also
discussed. Walton (1994) presents
overall strategies to develop Japa-
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nese education, which is a Less
Commonly Taught Language in
the U.S. Unger et al. (1993) indi-
cate strategies for the presentation
and sequencing of linguistic ele-
ments. Parisi et al. (1993) present
practical content and techniques
used when cultural aspects are spe-
cifically targeted. The California
State Department of Education
(1987) concentrates on techniques
used when Japanese and English
are taught in a bilingual setting.

Many of the assumptions de-
scribed for teaching Japanese are
common to several articles: lan-
guage is for communication; speech
is primary in language develop-
ment; authentic language use is im-
portant in context, as is cultural
context; language is a life-long
learning process (see Unger et al.
(1993), Birkland (1994), Oregon
State (1996), Sandrock and Yoshiki

(1995)). However, there are differ-
ent views on using Romanized
Japanese script; Unger et al. (1993)
insist on the use of Romaji as a
pedagogical transcription in the
initial stage of learning, while
Birkland (1994) states that the
reading of Roman script is not re-
alistic and should be avoided.
Other articles take neutral posi-
tions entrusting an individual
teacher’s judgment in each spe-
cific situation.

Reading through these articles
reveals that successful Japanese
language K-12 programs are sup-
ported by three components: the
education organization, the local
community and the local educa-
tional board (see Bliven (1991),
Tamura (1989)). Universities are at
the center of their educational or-
ganization. Walton's report (1994)
supports the importance of the

development of academic exper-
tise to improve the language field.
We realize that it takes a great
amount of time and energy to cre-
ate curricula in this field. The re-
search in this field is still on-going
and is expected to provide better
curricula throughout North Amer-
ica as time goes on.

Kimiko Teratani-Goto taught
Japanese as a second language at
several universities in the United |
States and Canada. Her current
research interests are second-language
acquisition and instruction, and
professional teacher development.

Mitsume Fukui completed an
M.Ed. in second-language education
at the Ontario Institute for Studies in
Education. Her research interests are
learner’s attitudes in second-language
learning and  second-language
attrition / retention.
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Walter Rankin

Achieving the National
Standards in Foreign Language
Education through
Project-Driven Instruction

The project-driven classroom elaborates

upon the

conventional role-play, implementing the instructional
goals of the National Standards in Foreign Language
Education Project, while presenting possible solutions to
the issue of listening comprehension (LC) anxiety.

INTRODUCTION
The 1996 National Standards in
Foreign Language Education Pro-
ject focuses alliteratively on five
primary concerns of foreign lan-
guage (FL) instruction:
® communication
® comparisons
® cultures
® connections
® and communities.

Methodologies of FL instruction
have been labeled as communica-
tive during the past few years with a
gradual shift to context and con-
tent-based  teaching  (Omaggio
Hadley 1993; Snow, Met, and
Genesee 1989). The proposed pro-
ject-driven FL classroom expands the
focus and goals of the conventional
role-play and provides instructors
and students with innovative means
of addressing each of the instruc-
tional goals listed in the National
Standards.

Additionally, the projects sug-
gested in this article address the is-
sue of listening comprehension
(LC) anxiety, which is not often
taken into account in FL instruc-

tion. As Vogely notes, LC anxiety
has generally been ignored as FL
instructors have focused increas-
ingly upon speaking. Yet, listen-
ing and speaking exercises are
closely connected: “LC anxiety
can undermine speech produc-
tion because, in order to interact
verbally, the listener must first un-
derstand what is being said”
(Vogely 1998, 68). Studies indi-
cate that LC anxiety is increased
when students are presented with
non-contextualized tasks and that
a variety of structured tasks
should be used to alleviate this
anxiety (Scarcella and Oxford
1992).

THE PROJECT-DRIVEN
CLASSROOM

Omaggio Hadley asserts that
role-plays can be used at nearly
any proficiency level with vocab-
ulary hints offered as needed
(260). The project-driven class-
room builds upon the traditional
role-play by integrating au-
dio-visual technology and
authentic texts. Where role-plays
are often used secondarily as an
instructional tool to build and test

proficiency, the project-driven
classroom makes them a cultural
and contextual centerpiece. In-
struction is organized around
regularly scheduled group projects
designed with specific tasks so that
the students are able to meet the
five criteria posed by the National
Standards:
1. Communication:

Present information and ideas in

the target language to an audi-
ence on a variety of topics

2. Cultures:
Demonstrate an understanding of

the products and perspectives of
the culture they are studying

3. Connections:
Reinforce and express knowledge

of other disciplines through the
target language

4. Comparisons:
Demonstrate understanding of
the culture by comparing it to the
native culture

5. Communities:

Encourage students to become
life-long learners

The following projects were used
in intermediate (second-year) and
advanced (third-year) German
classes, but each could be imple-
mented in other language courses
(particularly Spanish-language classes
which have the advantage of easily
accessible authentic materials from
several Spanish-language channels
like Telemundo and Univision) at
the intermediate level and above.
Each project focuses on coopera-
tive and collaborative learning
which, in contrast to individualis-
tic classroom structures, fosters a
less competitive atmosphere while
improving student attitudes and
motivation (Dornyei 1997). The
projects themselves can be orga-
nized by the instructor to
emphasize cooperative learning
with highly prescriptive activities
or collaborative learning with
fewer prescriptive activities and
more creative freedom allowed to
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the students (Oxford 1997). Each
project consists of an authentic
video presented to the class in the
target language; an outline for the
structure of the project and con-
cepts (cultural and grammatical)
and vocabulary to be learned by
the students; the presentation and
videotaping of the project; the
self-evaluation of the finished
product; and the viewing/peer
critiquing of the videotaped pro-
ject. The amount of time allotted
to the presentation of each project
depends largely upon class-size
and class-time. The projects of
each group can be presented all
on one day or throughout the
course of a week as a regular
ten-to-twenty minute segment of
the class.

Listening anxiety is addressed
directly in the viewing/peer
critiquing of the videos. Students
watch the initial “live” perfor-
mance without any additional
aids, getting vocabulary meaning
from the context. In re-
peat-viewing on video, students
fill out a peer evaluation form de-
signed by the instructor. This
handout should address culture,
grammar, and vocabulary (see Ap-
pendix A: Sample Student Evalua-
tion Sheet from Advanced
German I). While watching the
video performance, students
should note cultural information
gained or any questions they have
about the presentation. They can
note recurrent grammatical errors
and vocabulary which they did
not understand within the pro-
ject’s context. Performing this
close listening exercise, students
will also likely notice that fluent
speakers are not always accurate,
and accurate speakers are not al-
ways particularly fluent.

THE NEWSCAST

This project presents a number of
opportunities and roles for stu-
dents to portray. As a warm-up
activity, the class is asked what in-

formation they get from news
broadcasts. They can be asked
what segments of the news
(weather, sports, politics, world
news, entertainment) most inter-
est/bore them and why. Next, the
class is shown a representative
newscast from the target culture
and in the target language. The
class is then asked to determine
the structure of a newscast and to
critique it for content. Finally the
class is organized into small
groups (three to five students) and
given guidelines and vocabulary
hints to prepare their own news-
cast with each student anchoring
a different segment. The students
are encouraged to use props (weather
maps, pictures of newsworthy fig-
ures) in their presentations.

This project emphasizes each
of the goals set forth in the Na-
tional Standards. In particular,
students communicate cultural
information on a variety of topics
to their audience and make con-
nections through other disci-
plines (politics, economics, and so
on, depending on the “news”
written by the students).

THE Music VIDEO

This project provides a change of
pace for the typical FL class. An
appropriate warm-up exercise
would involve asking students to
describe their (least) favourite
type of music and their favourite
musical group. Ask if anyone has
any musical abilities or aspira-
tions. As with the first project, a
sample video can then be shown
in the target language, and the
students can be asked to criticize
it. The class can then be broken
up into individual “musical
groups” and be given guidelines
to design their own video. Alist of
possible songs should be handed
out (although suggestions for al-
ternative songs in the target
language should be welcomed).
Students can choose to lip-sync
the song they choose, but they

should also be able to explain any
vocabulary — particularly idioms —
used in the song. Again, students
should be encouraged to use
props (wigs, microphones, etc.
One group used dry ice for a
smoke-like effect).

This project emphasizes the
students’ understanding of cul-
tural information and encourages
students to make comparisons be-
tween their own culture and the
target culture.

THE TALK SHOW

As a warm-up exercise, students
can be asked their opinion con-

cerning popular talk show hosts |

and typical talk show topics. How
do late-night talk shows differ
from daytime talk shows? Stu-
dents are then shown a typical
talk show in the target language.
Although popular hosts like David
Letterman and Oprah Winfrey
have been translated into most
languages, talk shows likely
abound in the target language as
well. (Popular German talk show
hosts include Sabine Christiansen
addressing Oprah-like topics,
Hans Meiser centering on more
hard-hitting interviews, and Har-
old Schmidt, hosting a risqué
late-night comedy). After viewing
the talk show segment, students
should be encouraged to compare
its content and set-up with talk
shows from their native culture.
They can also visit a variety of
Web-sites centering on talk shows
and individual hosts (See Appen-
dix B: German Language Web
Sites for example sites, particu-
larly Talkshows im Fernsehen
which lists several talk shows and
their topics). Students should
then be broken into larger groups
with one student acting as the
host/moderator and others por-
traying guests. This project
involves larger groups and allows
the students not presenting to be
a part of a “studio audience”
which can ask spontaneous ques-
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tions and give more dimension to
this extended role play.

This project focuses on getting
students to understand and com-
pare cultural communities. De-
pending on the topic presented by
the students, this project can also
encourage interdisciplinary con-
nections (psychology, sociology,
economics, science) as students
present information in the target
language.

THE SOAP OPERA

Once again, the channels Telemundo
and Univision can provide a wealth
of video sources for Spanish-language
instructors focusing on this project.
Have students discuss the genre of
the soap opera. Are continuing
dramas like The X-Files,
Baywatch, and NYPD Blue soap
operas? How do they differ from
The Young and the Restless,
Melrose Place and Dawson’s
Creek? How realistic is the por-
trayal of the native culture on a
soap opera? Students can be en-
couraged to seek out Web-sites for
their favorite soap operas in the
target language (See Appendix B
for Melrose Place, NYPD Blue, and

Appendix A:

The X-Files). Next, show students
an authentic soap opera from the
target culture and have them
compare it to ones in the native
culture. How accurate do they be-
lieve its portrayal is of the people?
Finally, have students create or
satirize a soap opera on their own.
What segment(s) of society do
they want to show and why?

This project presents a relaxed
alternative to more serious pro-
jects, but it nevertheless empha-
sizes strong comparisons of
cultural communities.

THE MOVIE REVIEW

Warm-up by asking students what
films they have recently seen.
Find out if they have seen any
films in the L2 and what they
thought of those films. Then
hand out a movie review of a pop-
ular film which has been dubbed
into the L2 (reviews of ET: The Ex-
traterrestrial, Star Wars, Jurassic
Park and Titanic should be readily
available) and discuss the struc-
ture of the review. Discuss the
role of one’s culture when review-
ing a film. Next, hand out a
prepared list of movies suitable to

the abilities of the class (at lower
levels, subtitled films could be
considered). Students can then be
paired to watch and critique a film
on their own outside of class.

They should write their own re-
views and then host a review
show for the class in which they
discuss their reactions to the film.

The movie review project
encourages students to analyze
their own culture from the
point-of-view of the target culture;
they make comparisons and con-
nections which help them under-
stand the nature of communities.

CONCLUSION

The project-driven classroom inte-
grates authentic language materials
with cooperative and collaborative
teaching techniques. The group
projects discussed in this article en-
courage students to use the target
language in order to achieve each of
the five goals set forth in the National
Standards in Foreign Language Edu-
cation Project. Additionally, students
are given clearly designed tasks to
lower listening comprehension
anxiety while improving their
oral proficiency skills.

Appendix B: German Language Web Sites

Sample Student Evaluation Sheet from Advanced German I:

Talkshows im Fernsehen

www.flensburg-online.de/redaktion100elf/talkshows/talkshows.html

L. Kultur
1. Was haben Sie tiber die Deutschen und Deutschland
grlerty Sabine Christiansen
2. Was wurde vielleicht stereotypisch dargestellt? www.gymmedia.com/ard_stellung.htm
3. Vergleichen Sie die dargestellte deutsche Kultur mit WWW.tvmovie.de/aktuelles_heft/0198/gespraech/sabine

Threr Kultur! Was ist anders? Was ist dhnlich?

1L Grammatik: Was fiir Fehler haben Sie gemerkt?

Hans Meiser

L, Verben (Perfekt, Impezrfekt, Partizipien, Konjunktiv,

usw.)
2. Wortstellung (und Konjunktionen) Melrose Place
3. Kasus (Nominativ, Akkusativ, Dativ, Genitiv, usw.)

III.  Neue Waorter im Kontext

1. Welche Worter haben Sie mit Hilfe des Kontexts

verstanden?
2. Welche Waorter

kénnten solche Worter bedeuten?

haben Sie wvielleicht nicht
verstanden? Raten Sie! Threr Meinung nach, was

NYPD Blue

The X-Files

subway-net.de/magazin/1997/02hansme.htm
www.tvmovie.de/aktuelles_heft/themas/gespraech/hans_meiser.html

members.aol.com/cmller1969/index.htm

alf.zfn.uni-bremen.de/~taechl/nypdepse.htm

www-discount.de/akte-x/univers/x-akten.htm

biwidus.ch/text/to6/0694.html
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