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Ph ilip M. Don/ey

Language Anxiety
and How to Manage It:
What Educators Need to Know

Anxiety is a formidable obstacle that many students face
when trying to learn a new language. This article is
intended to provide teachers with basic information
about language anxiety and how to manage it.

ANXIETY AND ITS EFFECTS
ON LEARNING AND
PERFORMANCE

Lesse 1970, defines anxiety as a

phenomenon experienced as a
foreboding dread or threat to the
human organism whether the
threat is generated by internal
real or imagined dangers, the
sources of which may be con-
scious or unconscious, oOr
whether the threat is secondary
to actual environmental threats

(p. 13).

Researchers (e.g., Spielberger,
1975) further define the anxiety
construct by distinguishing be-
tween trait anxiety and state anxi-
ety. Simply put, trait anxiety refers
to a person’s inborn tendency to
have anxious feelings or not; state
anxiety is considered to be transi-
tory, caused by exposure to stress-
ful experiences.

A number of researchers have
examined the effects of anxiety in
academic situations. Learners
have been found to be anxious
about test-taking (Sarason, 1980)
and when studying specific disci-
plines, such as math (Tobias,

. 1978) and science (Mallow, 1981).

Tobias (1986) suggests that anxi-
ety interferes with learning by im-
peding the intake and processing
of information and the retrieval of
learned information. Test anxiety
researchers Alpert and Haber

(1960), however, assert that anxi-
ety may in fact enhance perfor-
mance (facilitating anxiety) or
interfere with it (debilitating anxi-
ety). It seems probable that a mod-
erate level of emotional arousal
(which does not necessarily
equate with anxiety) is helpful in
academic situations, whereas ex-
tremely low or high levels of
arousal are not conducive to
learning or performance.

WHAT IS LANGUAGE
ANXIETY?

Early studies (e.g., Chastain, 1975;
Swain and Burnaby, 1977) con-
ceive of language anxiety as a
simple transfer of other types of
anxiety, such as trait anxiety and
test anxiety, to language learning.
More recently, scholars have gen-
erally agreed that language
anxiety is a special and distinct
phenomenon caused by the
unique stresses imposed on stu-
dents in language  classes.
Researchers do not entirely agree,
however, about the role that the
various types of anxiety play in
the language anxiety construct. In
their landmark article, Horwitz,
Horwitz and Cope (1986) argue
that language anxiety is related,
but not limited, to communica-
tion apprehension, test anxiety,
and fear of negative evaluation by
fellow students and the instruc-
tor. Aida (1994) agrees with

Horwitz and colleagues that com-
munication apprehension and
fear of negative evaluation are im-
portant components of language
anxiety, but suggests that test anx-
iety is an unrelated construct.
MacIntyre (1999), however, con-
cludes that language anxiety is not
strongly related to other types of
anxiety; language anxiety devel-
ops when students have a series of
uncomfortable experiences during
the language learning process (i.e.,
multiple instances of state anxi-
ety) and begin “to associate
anxiety arousal with the second
language” (p. 31).

WHAT CAUSES LANGUAGE
ANXIETY?

In order to understand and man-
age language anxiety, it is helpful
to know what causes it. Re-
searchers have identified the
following as possible causes of lan-
guage anxiety.

Speaking and Being Called On

Many students feel anxious when
speaking the target language or be-
ing called on in language class.
Horwitz, Horwitz, and Cope
(1986) assert that communication
apprehension may cause anxiety
in some students; they may feel
uneasy speaking publicly in their
own language, much less in a lan-
guage in which they do not feel
confident. Horwitz and colleagues
note that some students fear that
others will think less of them if
they make mistakes while speak-
ing, and they may feel frustrated
about their inability to communi-
cate their ideas and their
personalities in the target lan-
guage. Students may worry about
their non-native accents (Price,
1991) and fear being “put on the
spot” to answer questions in a for-
eign language (Young, 1990). In
addition, anxieties about speaking
the second language in class may
be related to teachers’ harsh error
correction styles (Horwitz,
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Horwitz, and Cope, 1986; Young,
1990; Young, 1991; Price, 1991).

Listening

Learners may feel nervous if they
do not understand what they hear
in the second language (Vogely,
1998; Campbell, 1999). They may
feel anxious when the language is
spoken to them too Qquickly
(Vogely, 1998) or at great length
(Donley, 1997). Vogely notes that
students may have a similar reac-
tion if the language they hear
contains unknown vocabulary or
difficult sentence structure, or
deals with an unfamiliar topic.
Anxious listeners may approach
the listening task in unrealistic
ways, believing they have to deci-
pher the input word for word
(Vogely, 1998). Students who
have listening comprehension
difficulties may also feel isolated
because they cannot understand
what their classmates understand,
and they may fear that they will
miss the instructions they need to
complete assigned tasks (Donley,
1997).

Test-taking

Horwitz, Horwitz, and Cope
(1986) note that nervousness
about tests is a part of many stu-
dents’ experience of learning a
new language. Students may feel
anxious

e if diligent study before a test
doesn’t produce the desired re-
sults,

e if they are not familiar with an
examination’s format, or

e if they are tested in a way that
does not reflect how classroom
time is utilized (Young, 1991).

Reading :

Reading in the second language
may be linked to language anxi-
ety. Lee (1999) posits a spiraling
process in which anxiety siphons
cognitive resources away from the
reading task, causing reduced
comprehension, which in turn
causes even higher levels of anxi-

ety.

Lee notes that educators and
students commonly approach ac-
ademic reading tasks in ways that
may be counterproductive. He
points out that students are typi-
cally asked to read a passage indi-
vidually or at home, then answer
a list of comprehension questions.
This may cause anxiety by limit-
ing the students’ familiarity with
the text (they may know only
enough to answer the compre-
hension questions), and students
may feel isolated as they struggle
through a reading without the
help of their classmates or instruc-
tor. Students may feel frustrated if
they try to read in a word-
for-word, linear way, and they
may engage in all-or-nothing
thinking, castigating themselves
when they do not understand ev-
ery aspect of the text.

Writing

Some learners may feel anxious
when required to write in the tar-
get language. Teachers may force
students into a defensive position
by treating writing assignments as
a test of grammar knowledge
rather than as a communicative
venture in which students meld
language and ideas (Leki, 1999).
Leki also suggests that students
may find writing to be a daunting
task because they lack strategies
and procedures for the process of
writing.

Learning grammar

Grammar learning may also be re-
lated to language anxiety.
VanPatten and Glass (1999) note
that learners may feel over-
whelmed by the amount of
grammar they are expected to
master. Students may feel uneasy,
VanPatten and Glass believe, if
their evaluation is heavily based
on their ability to use grammar
correctly, or if classroom activities
focus on communication, but
tests elicit only grammar knowl-
edge. VanPatten and Glass also

state that students may feel ner-
vous if they expect grammar to be
a substantial part of learning a
language but are enrolled in a
course that downplays its impor-
tance.

Learning style issues

Anxiety may result if students’
learning styles are not congruent
with their instructors’ ways of
teaching. Oxford (1999) mentions
several  teacher-student style
clashes that may produce anxiety.
For example, students may be
anxious if they dislike ambiguity
but their instructor prefers a
loosely structured class atmo-
sphere. It is also possible that
introverted students will feel
threatened by an extroverted
teacher and that students who are
not detail-oriented will feel pres-
sured by a teacher who is a stickler
for detail. In addition, students
may feel anxious if they have
strong sensory preferences (e.g.,
learning by seeing or doing, rather
than by simply listening) that are
not taken into account by their in-
structors.

Competitiveness
Competitiveness is a personality
factor that may contribute to lan-
guage anxiety. Competitive
students may be overly concerned
about the performance of others,
comparing their own achieve-
ments in a very self-deprecating
way with those of their classmates
(Bailey, 1983; Young, 1991).

Unrealistic beliefs

Learners may feel anxious because
they have unrealistic beliefs about
the language learning process. For
example, students may believe
they should avoid speaking until
they can speak perfectly and that
they shouldn’t guess the meaning
of words they don’t know
(Horwitz, Horwitz, and Cope,
1986), or that they simply lack the
aptitude that they need to learn a
new language (Price, 1991).
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Native language problems

Sparks and Ganschow (1991) be-
lieve that students who have
difficulties with the systems of
their native language will have
similar problems when trying to
learn a second language. They as-

| sert that

low motivation, poor attitude, or
high levels of anxiety are . . . a
manifestation of deficiencies in
the efficient control of one'’s na-
tive language (p. 10).

WHAT DOES LANGUAGE
ANXIETY DO?

Language anxiety can have an im-
pact on students in the
psychological and  physical
realms, and it can affect their aca-
demic performance as well.

Horwitz, Horwitz, and Cope
(1986) note that anxious language
students may display a variety of
physical and psychological symp-
toms, including impaired concen-
tration, nervousness, increased
perspiration, and palpitations.
Students may also “freeze” when
asked to speak in language class
and inexplicably forget informa-
tion when taking tests or during
oral practice.

A number of researchers have
investigated the relationship be-
tween anxiety and performance
in language classes. Although
some scholars (Dunkel, 1947;
Chastain, 1975; Kleinmann,
1977) have suggested that anxiety
may not always be harmful, it has

' been linked to diminished perfor-
- mance on

- @ oral

| @ oral

interview examinations
(Young, 1986; Phillips, 1992),

examinations (Scott,
1986), and

- reading tasks (Oh, 1990).

Researchers have also linked
anxiety to lower course grades
(Horwitz, 1986; Aida, 1994; Saito
and Samimy, 1996) and to perfor-
mance decrements on a variety of
measures of achievement

(Gardner, Smythe, and Brunet,
1977; Sanchez-Herrero and
Sanchez, 1992).

Moreover, students’ attempts
to avoid anxiety-provoking situa-
tions (e.g., skipping class, not
completing assignments, avoid-
ing opportunities to speak in
class) may deprive them of oppor-
tunities to learn (Horwitz,
Horwitz, and Cope, 1986). In fact,
Horwitz and colleagues believe
that some anxious students may
avoid language classes altogether
by choosing degree plans that
don’t require foreign language
study.

IDENTIFYING STUDENTS WHO
HAVE LANGUAGE ANXIETY

Teachers and schools have an ob-
vious stake in identifying students
who suffer from language anxiety
in order to provide them with ap-
propriate assistance and support.

Educators should be aware of
the verbal and non-verbal ways
that students communicate their
feelings. Sometimes students
speak to their teachers privately
about their anxieties; such con-
versations may be initiated by ei-
ther party. Students may also
leave messages about their feel-
ings on work that they turn in to
the teacher. Instructors should be
attentive to outward signals of
anxiety (e.g., blushing, trembling,
stammering, “freezing”) and
should also watch for anxi-
ety-related avoidance behaviors
(e.g., skipping class, avoiding eye
contact with the instructor, sitting
on the back row).

Those who prefer more formal
means of gauging their students’
language anxieties may want to
use scales developed specifically
for this purpose. Probably the two
best known scales for measuring
situation-specific language anxi-
ety are the Foreign Language
Classroom Anxiety Scale
(Horwitz, 1983b) and the French

Class Anxiety Scale (Gardner,
1985). The Foreign Language
Classroom Anxiety Scale (FLCAS)
is a 33-item instrument that asks
students to rate their degree of
agreement with statements re-
lated to language anxiety. The va-
lidity and reliability of the FLCAS
have been established (Horwitz,
1986). The French Class Anxiety
Scale is a 5-item questionnaire in
which students indicate their de-
gree of agreement with statements
about speaking French in the
classroom (Gardner, 1985).

MANAGING LANGUAGE
ANXIETY

Because of the many negative
consequences of language anxi-
ety, Horwitz and colleagues
(1986) conclude that
if we are to improve foreign lan-
guage teaching at all levels of ed-
ucation, we must recognize, cope
with, and eventually overcome,
debilitating foreign language
anxiety as a factor shaping stu-
dents’ experiences in foreign lan-
guage learning (p. 132).

Here are some of the sugges-
tions that researchers have made
about managing language anxi-
ety.

Skill-building

Several researchers believe that
students’ anxieties will decrease as
their knowledge of the language
and strategic sophistication in-
crease.

Foss and Reitzel (1988) suggest
that students may feel less anx-
ious if they are allowed to speak
the second language in a struc-
tured context. Specifically, Foss
and Reitzel advocate oral interpre-
tation based on rehearsed mate-
rial, believing that students will
build confidence as they master
the linguistic and cultural nu-
ances of the material. Similarly,
Lucas (1984) recommends the
teaching of dialogues, language
patterns, and gambits, reasoning
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that students will be able to use
them to manage communicative
situations more effectively.

Skill-building is also addressed
in Beauvois’ (1999) suggestions
about implementing real-time
computer chat on local area net-
works. Students gain valuable
practice in communication dur-
ing target language computer
chats; at the same time, anxiety is
reduced because students have
time to process incoming lan-
guage and plan their responses.
Also, as Beauvois notes, learners
who participate in computer chats
develop a reassuring sense of com-
munity.

For students who have native
language coding deficits,
skill-building may be particularly
important. Since such students
may have problems with phonol-
ogy, Ganschow, Sparks and col-
leagues (1994) advocate

multisensory structured language

approaches focusing on direct
teaching of the sounds and sym-
bols of the foreign language

(p- 52).

Workshops and outreach pro-
grams designed to increase stu-
dents’ strategic sophistication and
improve their study skills may
help alleviate language anxiety.
An anxiety workshop given at the

Defense  Language Institute
(Campbell and Ortiz, 1991), for
instance, provided instruction

about language learning strategies
(e.g., circumlocution, paraphras-
ing, guessing the meaning of
words from the context), and
workshop participants were asked
to discuss their own successful
strategies for language learning.
Educators may also want to inves-
tigate the various university out-
reach programs described by Cope
Powell (1991). These programs,
designed to teach time manage-
ment, build language skills, and
reinforce good study habits, in-
clude support groups, adjunct
classes, and a written course sup-

plement containing learning tips
and information about language
anxiety.

Self-regulation of anxiety

Several scholars have advocated
teaching students to control their
own reactions to anxi-
ety-provoking events. McCoy
(1979) and Foss and Reitzel
(1988), for example, suggest that
the principles of rational-emotive
therapy be used to manage anxi-
ety. Foss and Reitzel recommend
that students identify the
thoughts or beliefs that make
them feel anxious, analyze the
logic of these cognitions, and sub-
stitute thoughts that are more
logical and productive. McCoy
(1979) and Schlesiger (1995) note
the benefits of systematic desensi-
tization; students can be taught to
imagine stressful events and then
associate them with relaxing
thoughts or images of handling
the stressful event successfully.
Teachers may also wish to encour-
age students to manage their own
anxieties by distributing Donley’s
(1996) list of 10 ways to cope with
anxiety (e.g., discussing their feel-
ings, getting enough food and
rest, being prepared for every
class, and keeping the language
class in proper perspective). Other
suggestions for self-regulation of
anxiety, including progressive re-
laxation, deep breathing,
meditation, self encouragement,
and being aware of how one’s
body registers physical and emo-
tional discomfort, are detailed in
Oxford (1990).

Raising students’ awareness
about language learning

Since students may have inaccu-
rate, anxiety-provoking beliefs
about language learning, Phillips
(1991) advises teachers to help
students form realistic expecta-
tions about language learning.
This can be accomplished by in-
forming students that second
language acquisition is a gradual

process in which errors are to be
expected, that language acquisi-
tion follows predictable patterns,
and that what they learn about
the language may not be immedi-
ately transferable to spoken and
written communication (VanPatten
and Glass, 1999).

Educators may also wish, as
Phillips (1999) suggests, to admin-
ister Horwitz’ (1983a) Beliefs
about Language Learning Inven-
tory and use students’ responses
as a springboard for discussion.
Phillips (1999) notes as well that
students’ responses to Horwitz’
(1983b) FLCAS can be used to
make students aware that they are
not alone in their anxieties and to
generate discussion about their
feelings.

Changing classroom procedures

A number of recommendations
have been made about changing
classroom procedures in order to
reduce students’ anxieties about
speaking, listening, reading, writ-
ing, test-taking, and learning
grammar., Some advice has also
been offered about minimizing
anxiety caused by learning style
conflicts between teachers and
students.

Speaking

Making mistakes in front of others
is some students’ greatest fear. For
this reason, teachers’ treatment of
oral errors is important. Phillips
(1999) recommends that teachers
remind students that errors are a
natural part of language learning.
Phillips also encourages teachers
to employ gentle error correction
techniques, noting that modeling
correct forms may be more effec-
tive than overt error correction,
which draws unpleasant attention
directly to the student who pro-
duces an incorrect form.

Some students feel anxious
when they are called on in lan-
guage class. To reduce this type of
anxiety, Daly (1991) suggests call-
ing on students in a predictable
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order or allowing students to vol-
unteer to answer questions.

Students may also feel less
anxious when participating in en-
joyable, non-threatening class-
room activities. With this in
mind, Young (1990) recommends
classroom discussion of engaging
themes; she also suggests employ-
ing group activities because they
don’t single individual students
out. Phillips (1999) advocates and
gives examples of several kinds of
affectively oriented oral activities:

® recognition activities that re-
quire students to understand
but not produce targeted forms,

e cued response activities that
give students possible answers
while still permitting original
responses,

e task-focused (not form-focused)
information gap activities in
which each person has part of
the information necessary to
complete the task,

e interviews and surveys that ask
students about things they are
familiar with, and

® role play activities which inject
an element of humor into the
class.

Listening

Vogely (1999) lists several ways to
reduce listening comprehension
anxiety. She recommends that
teachers make students aware of
regional pronunciation variations
so that they will understand indi-
vidual speakers better. Vogely also
advocates making listening input
more comprehensible by offering
advance organizers and activating
students’ prior knowledge. Since
listening tasks that require stu-
dents to listen for more than one
thing may provoke anxiety,
Vogely suggests using concise and
structured tasks in which students
listen for very specific informa-
tion (see examples in Vogely,
1999). Vogely also notes that stu-
dents may find listening
comprehension less stressful if

they are aware of specific listening
strategies (e.g., guessing through
context, listening for specific in-
formation, listening for the main
idea, recognizing cognates) and if
teachers make use of visuals (e.g.,
photos, videos, posters, expressive
body language) during listening
tasks.

Reading

Several ways that teachers can
minimize students’ anxieties
about reading are proposed in Lee
(1999). Lee counsels against rely-
ing solely on comprehension
questions to gauge students’ un-
derstanding of a text; he suggests
that teachers use a variety of activ-
ities that allow students to
interact with the text. Lee recom-
mends that students not be
isolated during reading tasks: they
should be allowed to work cooper-
atively with other students and
with the teacher. Students should,
Lee believes, be reminded that
comprehension is never absolute
and that reading is not a linear,
word-for-word activity. Lee also
notes that students may benefit
from employing strategies like
skimming, scanning, recognizing
cognates, identifying the struc-
tural features of a text, and
examining illustrations and pho-
tographs for clues about meaning.

Writing

Leki (1999) discusses a number of
ways to address anxiety about
writing in language class. So that
students will have clear expecta-
tions, Leki advises teachers to let
students know to what extent
their grades are based on correct-
ness of form rather than on
content. Leki suggests that stu-
dents will feel more comfortable if
they learn more about how to
write: students can become more
skillful writers by participating in
a full range of process writing ac-
tivities, including brainstorming,
freewriting, outlining, drafting,
and peer editing. Leki also notes

that students’ confidence may
grow if they are assigned se-
quenced writing projects in which
each step of the project builds
their knowledge of a particular
topic and the language needed to
write about the topic.

Test-taking

Fducators can take several com-
mon-sense steps to help students
manage their anxieties about
tests. Teachers may, for example,
wish to inform students about the
format of each test and the num-
ber of points allotted to each
section of the test; students are
less likely to feel anxious if they
know how they are going to be
tested and what to study. To de-
fuse anxieties about testing
formats, teachers can distribute
short sample tests. Moreover,
teachers should ensure that exam- |
inations test what students are
being taught and that they corre-
spond to the types of activities
students do in class. In other
words, there should be no sur-
prises: “test the way you have
taught.”

Learning grammar
The use of processing instruction
involving structured input has
been suggested by VanPatten and
Glass (1999) as a way to deal with |
students’ anxieties about heavy
grammar loads as well as a lack of
explicit focus on grammar.
VanPatten and Glass believe the
structured input should focus on a
single form and function at a
time, require the student to focus
on both meaning and form, and
progress from the sentence level
to the paragraph level. VanPatten
and Glass recommend the use of
both oral and written input

in any combination across activi-

ties or within the same activity if

it contains various steps/stages

(p. 99),

and they stress that the learner |
should process the input in a mean- |
ingful fashion. Also, VanPatten and
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Glass recommend that teachers
ensure that students attend
to the grammatical feature rather
than to some other part of the ut-
terance when cues are in compe-
tition (p. 100).

Learning style conflicts

As Oxford (1999) notes, there is
no “magic bullet” that will elimi-
nate anxiety about learning style
conflicts. Oxford simply recom-
mends using a variety of activities
that will appeal to students’ sen-
sory modalities (e.g.,, visual,
auditory) and learning styles (e.g.,
analytic vs. global, intuitive-random
vs. concrete-sequential).

CONCLUSION

There is little doubt that anxiety
plays a role in many students’ lan-
guage learning experiences and
that its role is multifaceted and
complex. However, as teachers be-
come familiar with the language
anxiety literature, they will feel
empowered to help anxious stu-
dents understand and address
their fears. As a result, language
learning may become a more en-
joyable process, and ultimately a
more successful one.
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INTRODUCTION

In his seminal book, Educational
Renewal, John Goodlad (1994, p.
1) asks the following question:
“What comes first, good schools
or good teacher education pro-
grams?” Finding the right mix of
theory and practice in teacher ed-
ucation, or perhaps more to the
point, bringing future teachers to
an awareness and appreciation of
the complementary roles of the-
ory and practice has always been
difficult. In this regard, this paper
has three main aims:

1. to examine three models
which describe the the-
ory-practice relationship,

2. to explore, with reference to
these three models, the theo-
retical and practical nature of
various methods courses; and

3. to share key insights into the
process of implementing a
university-school collabora-
tive methods course in
French as a second language
(FSL).

One explanation for the diffi-
culty in bridging the the-
ory-practice divide lies in the
nature of the environments in
which university professors and

On Campus and In the Field:
Theory and Practice in French
Second Language Teacher
Education

The critical link between theory and practice in teacher
education is elusive. An interactive model allowing for
principled learning, meaningful application and guided
reflection helps to bridge the theory-practice gap.

teachers work. Crookes (1997) ar-
gues that the worlds of the teacher
and the researcher are often quite
distinct. Teachers function in
classrooms where they must make
“real-time” decisions about what
to teach, when to teach, and how
to teach. Educational researchers,
on the other hand, usually work
in university settings where ten-
ure and advancement are directly
linked to furthering theoretical
understandings about the teach-
ing and learning act.

Ellis (1998) notes that this the-
ory-practice dichotomy is best
captured by the distinction be-
tween technical knowledge and
practical knowledge. The follow-
ing table (Table 1) outlines the
major defining characteristics of
each type of knowledge according
to Ellis (1998).

Teachers, like other profes-
sionals, are to a large extent con-
cerned with particular cases. In
the multiple unplanned and often
spontaneous decisions that teach-
ers make every day, they clearly
draw upon practical knowledge.
However, it is not exclusively
practical knowledge that is in-
volved in the act of teaching.
Teachers also use technical knowl-

edge when they plan lessons,

Characteristics of technical and
practical knowledge

Technical knowledge

explicit - exists in a declarative form
that can be codified

can be examined analytically and dis-
puted systematically

acquired deliberately by reflecting or
empirical investigation

well-defined set of procedures to test
validity and reliability

general in nature - broad statements
not easily applied to specific cases

Practical knowledge

implicit and intuitive: fully expressible
only in practice

often unaware of what one knows

acquired through actual experience

procedures are poorly understood

proceduralized - can be drawn upon
rapidly and efficiently for particular
cases

Table 1

engage in curriculum develop-
ment, decide upon evaluation
procedures, and determine spe-
cific teaching strategies to use in
given situations. According to
Van Lier (1991, p. 47), in any
given lesson, planned and impro-
vised actions and interactions may
be tightly interwoven.

However, it is also true that
such actions and interactions are
often haphazard and incohesive.
Many teachers, and particularly
beginning teachers, have diffi-
culty in integrating technical and
practical knowledge. The vital
link between theory or research on
the one hand, and teaching prac-
tice on the other hand is often elu-
sive.

Legendre (1998) describes
three models of theory and prac-
tice which correspond roughly to
Weiss’s (1977) tripartite typology.
Within each of these models, the-




Mosalc e rrrer S R e e T ] || ||

ory and practice assume different

‘ Legendre (1998)

i. applying theory to practice

2. deriving theory from practice

3.  interaction between theory and
practice

Weiss (1977)

1. the knowledge-driven model

2. the decision-driven model

3. the interactive model

roles and relative degrees of im-
portance. In the following
section, each model will be de-
scribed with reference to students’
reactions to generic and French as
a second language (FSL) methods
courses. Then, after describing a
collaborative venture between a
Faculty of Education and a French
Immersion school, the third
model will be revisited. The stu-
dents’ comments on methods
courses were collected over a six
year period from anonymously
completed course evaluation sur-
veys. The comments on the
collaborative methods course
were collected using an anony-
mously completed survey
questionnaire administered at the
end of the course.

THREE THEORY-PRACTICE
MODELS

Model 1:

| Applying theory to practice (the

knowledge-driven model)

In this perspective, which Schon
(1983) also calls the “applied sci-
ence” model, professional
knowledge is perceived as the sim-
ple application of fundamental
principles to practical problems.
It is essentially the application of
theory to practice with emphasis
placed on the theoretical.

Merseth (1996) refers to this as a
“technical approach” to teaching

involving the application of ap-
propriate principles and theories
to the situation. In this model,
theory is clearly more important
than practice, and teaching is a
scientific act. The classroom be-
comes the laboratory where
theoretical principles, previously
learned, are finally put into prac-
tice. Clearly, there is little room
here for the personal insight or in-
tuition associated with practical
knowledge.

Examples of this model would
include teacher education pro-
grams that largely focus upon pro-
viding students with basic
theoretical principles in their uni-
versity courses, then sending
these students “to put these prin-
ciples into practice” at the end of
the program. The following are
comments from students enrolled
in a French second language
methods course that had rather
substantial theoretical compo-
nents related to second language
acquisition and curriculum devel-
opment.

My only suggestion is that the les-
son plan format we used be
looked at ... 1 find it more “theo-
retical-based” than a practical
guide for daily teaching.

Overall the course was informa-
tive, sometimes there seemed to
be a little too much theory.

I think more emphasis should be
placed on the teaching of French,
not so much on the types of pro-
grams; e g., the National Core
French Study. I think this course
should be made more practical
and less theoretical.

I found the course to be too much
theory and not enough practi-
cal/methods information. I'll be
interning and need some more
ideas/variety and what to do/not
to do when teaching French.

These comments appear to il-
lustrate these students’ preoccu-
pation with the practical, and
reflect their difficulty with this
knowledge-driven model.

Model 2:
Deriving theory from practice
(the decision-driven model)

According to this second model,
theory emerges from practice as a
result of a process of organisation
and classification of experience
(Merseth, 1996). The classroom
teacher does not teach according
to a pre-determined set of princi-
ples and theories, but rather, relies
upon his or her own insights and
intuitions, which result from an
accumulation of experience and
wisdom. In this perspective,
teaching is more an art than a sci-
ence. Theoretical principles have
little place in this model where
practical knowledge dominates,
and where particular cases be-
come the bases for building
knowledge and know-how. Con-
sequently, teachers may develop
personal “theories” but there is lit-
tle opportunity for the systematic
and rigorous building of common
knowledge.

One historical example of this
in teacher education is the “nor-
mal school” or teachers’ college
where the focus was mainly if not
entirely upon practice. A modern
example in university faculties of
education involves generic meth-
ods courses which prepare stu-
dents for student teaching
experiences and the practicum.
These generic methods courses,
which are not tied to any particu-
lar discipline or body of knowl-
edge, are to a large degree focused
upon practical knowledge - the
“nuts and bolts” of teaching. Itis
interesting that these generic, “in-
ternship preparation” courses
produce very positive comments
from students; comments which
underline the practical knowledge
value of these courses:

The course itself was very practi-

cal. It provided us with many of

the necessary details that will |
make our transitions to teachers |

more effective.

I think the course is good. It pro-
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vides us all the necessary things
that we have to know as a
teacher. I especially like prepar-
ing unit and lesson plans.

The information and content of
the course was good. It was di-
rectly relevant to teaching and I
know I will use much of what I
learned in the future.

I greatly appreciated the practical
nature of the course.

This course was one of the most
useful ones this term. The mate-
rial we discussed in class was put
into use when we went into the
schools on Tuesday.

The course is probably one of the
more useful ones because it fi-
nally makes you get up and teach.
(Isn't that what we should be
learning?)

Model 3:
The interaction between theory
and practice (the interactive

model)
This third and final model at-

tempts to draw equally from
theory and practice. (1983) has
discussed the need to go beyond
the theory-practice or dichotomy
to a perspective whereby each is
viewed as a necessary and comple-
mentary component of
professional competence. Both
elements need to be integrated in
teacher education programs: the-
ory informs practice and practice
informs theory. In this perspec-
tive, one does not favour theory
over practice or vice-versa.
Rather, each component is valued
for its specific importance, and at
the same time each is regarded ac-
cording to its limitations as well.

According to Schon (1983),
teaching is at once an art and a sci-
ence. Consequently, the teacher
is constantly involved in insight-
ful, intuitive action, and at the
same time guided by rational
thinking stemming from theoreti-
cal principles. In this model, the
personal theory of the teacher is
confronted by the more rigorous

and systematic research-based
theory. Similarly, theory derived
from research is put to the test in
the classroom and either validated
or put into question. As a result,
the teacher has no choice but to
become a “ reflective practitioner”
who continually evaluates the rel-
evance of theories learned and
personal. And, who, eventually,
will be able to integrate personal
theories into a more meaningful
and generalizable theory.

In teacher education pro-
grams, university course work
with practical experiences woven
throughout the program, includ-
ing time for reflection upon the
practical classroom experiences,
are a step toward this interactive
model. A collaborative methods
course which provides students
with the opportunities to learn
basic principles and theoretical
knowledge, to put these into prac-
tice in school settings, and to re-
flect upon this experience is
another example of an interactive
model.

In the following section, the
content and nature of such a col-
laborative methods course, as well
as several key insights gleaned
from that experience will be de-
scribed. The interactive model of
theory and practice will be
re-examined in light of this expe-
rience and students” comments.

THE COLLABORATIVE
COURSE:

CONTEXT AND DESCRIPTION
This collaborative methods course
grew out of a unique set of circum-
stances and a unique context. It
involved three teachers and 54 el-
ementary/middle years pupils in a
small French immersion school
located on the campus of a small
francophone university, as well as
one professor and 14 university
students in a Faculty of Education
specializing in French second lan-
guage education.

Teachers and pupils benefited
from the Provincial French Re-
source Centre on campus, from
access to the Faculty of Educa-
tion’s multi-media centre, as well
as access to the university’s pool,
arena, gymnasium, and theatre
for special events. There was also
the understanding that education
students and professors would
provide professional development
activities for teachers and enrich-
ing activities for pupils in the
school.

However, building partner-
ships with schools takes a lot of
time and effort. Part of the diffi-
culty in developing liaisons with
schools lies in the basic theory/re-
search-practice distinction which
is at the heart of this discussion.
Building upon this experience, as
well as the experiences of others
(Gibson, McKay, and Willson,
1997), 1 would like to outline five
key insights gleaned from this ex-
perience that may be helpful to
others wishing to implement a
similar model.

KEY INSIGHTS

1. Logistical Considerations

When planning the University
timetable, the collaborative meth-
ods course must be scheduled
during regular school hours. In
this way the school experience is
viewed as part of the regular Uni-
versity course schedule and not
something extra. In our experi-
ence we were fortunate to be able
to block out a time from 9:30 until
11:30 on Monday morning for
students to work in the school. In
addition there was a university
based class for one hour and fif-
teen minutes one other day of the
week. The two hour block on
Monday morning was particularly
helpful. It allowed the professor to
meet with students in a central lo-
cation before going to the school
in order to answer any last minute
questions and to take notes on
particular things that would be
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i going on that day.
It was decided that all students
would go to the school at the

same time on the same day. In
this way, the teachers (and equally

importantly the students) knew
' that Monday morning was the

| university

students”  time.
Teachers also greatly appreciated
this regularity and consistency.

Another consideration was
how to place students in class-
rooms. Four students were as-
signed to each class, and worked
in pairs. In this way, each pair of
student could work with half the
class. Having a smaller number of

' children to work with was reassur-

ing to these students - many of
whom were in a classroom for the
first time. Students could also

' share the tasks of lesson prepara-

tion and teaching.

Moreover,
each student was able to observe
pupils while the other partner
taught; and were able to give one
another very useful feedback - a
key component of reflective prac-
tice. The following students’
comments confirm the value of
working in pairs:
I think it was a very good idea to
wotk with a partner. We were able
to share ideas as well as the work-
load. 1 found that working with
half the class was better as we are
in the process of learning how to
teach. After this semester | feel
ready to teach.

The sharing of ideas and working
together was very important. To-
gether we were able to prepare
more for the children and to have
two opinions about the effective-
ness of our lessons. It was also
good to learn how to work with a
colleague. Having half the class
allowed us to do much more work
with the children. It was also eas-
ier to control the group.

2. Building Trust

i One cannot overestimate the im-
| portance of building trust between
| the professor and the teachers in-

volved in such a collaborative

initiative. This meant building a

rapport with the teachers and ,

“easing one’s way into the

school”. This was accomplished in

a number of ways, for example:

e participating in school council
meetings.

e helping out with after school
activities.

* inviting teachers and pupils to
functions at the university (a
play, an art exhibit).

® offering services for in-class work-
shops

e supervising a student teacher

e providing teachers with re-
search and ideas on multi-age
classrooms.

® accompanying the teachers on
a visit to a multi-age school

Much of this occurred in the first
year before the collaborative
methods class was in place, and
was critical to the eventual success
of the collaborative venture.

On another level, teachers
must know that the students
working in the school understand
and appreciate the enormous dif-
ficulty of their job. This became
apparent when in the first year,
some students in the wuniver-
sity-based methods course served
as volunteers in the school. While
the intent was to build rapport be-
tween the university and the
school, this did not work as
planned. Teachers didn’t know
exactly what students were ex-
pected to do. Students didn’t
know what teachers wanted them
to do. Because involvement was
on a volunteer basis, students
sometimes missed days due to
“being too busy”; “having to
study for a test”. This experience
illustrated that for collaboration
to work, student participation has
to be obligatory. Thus, the deci-
sion was made to build participa-
tion into a required methods
class.

3. Mutual Benefit

This notion of obligatory par-
ticipation ties in to the second key
insight - “mutual benefit”. Both
teachers and students have to per-
ceive that there is a mutual benefit
to this experience. By linking the
experience directly to the meth-
ods course, this was immediately
achieved for the students. Not
only was one of their two weekly
courses held at the school, 50% of
their course grade was based upon
assignments that they planned,
carried out, and evaluated on-site.

Teachers, for their part, bene-
fited from knowing that every
Monday they would have a group
of motivated pupils who would be
exposed to a variety of interesting
classroom activities. Teachers did
not need to plan for that morn-
ing. The students did. For the
teachers, also, a’major advantage
was the exposure to a wide variety
of activities.

In this collaborative FSL
course, the students were being
informally evaluated on their
teaching. The teacher’s role in this
situation is much more that of a
mentor or guide Indeed, this in-
formal feedback became an im-
portant and positive part of the
teachers’ and the students’ experi-
ence. It validated the teacher’s ex-
pertise without imposing the
burden of a formal stu-
dent-teaching evaluation situa-
tion. For their part, students
could focus upon the formative
aspect of the teacher’s feedback
without being concerned about
evaluative judgments.

Finally, the university profes-
sor benefited greatly from being
in an elementary school for a half
day a week for a good part of the
term. One positive aspect was the
intrinsic satisfaction of seeing ed-
ucation students becoming ex-
cited about applying principles in
a real setting with real pupils. In
this regard, the professor is
aligned with the practice side of
the theory-practice dichotomy. A
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second, more theoretical gain,
was the opportunity to reflect
upon this experience and eventu-
ally write this paper. These two
benefits clearly illustrate the im-
portant roles of theory and prac-
tice in teacher education.

4. Communication

Communication in a collabora-
tive school-university initiative is
of prime importance. A portion of
the university-based class on
Tuesday afternoon was devoted to
practical questions and discussion
about the previous day’s school
experience and the upcoming
one. Students were given the re-
sponsibility for meeting with
teachers on Thursday after school
in order to know what activities to
plan for Monday.

This Thursday meeting with
teachers generally worked very
well. However, in any school
there are inevitable unexpected
events - teachers get sick; emer-
gencies arrive with students; par-
ents arrive who absolutely have to
talk to the teacher. Similarly, stu-
dents also have their own lives
with their unexpected turns and
twists. It is essential for students
to assume the responsibility to
meet with the teacher or call the
teacher if necessary. An exchange
of phone numbers is extremely
important.

5. Flexibility and Modification of
Course Assignments

The course instructor must also
make adjustments when using a
collaborative model. Having only
half the time one would normally
have in the classroom, content
and assignments had to be modi-
fied. This meant giving up
certain “crucial assignments”. For
example, a rather detailed experi-
ential unit plan assignment gave
way to a “learning centre” assign-
ment whereby students prepared
and organized student-centred
materials that were left in the
school. Class discussions focused

on relating classroom observa-
tions and experiences to course
readings and theories: for exam-
ple, students’ observations about
helping individual students with
learning difficulties, dealing with
multi-grade classrooms and pre-
paring for different levels of
learning, facing discipline prob-
lems from the uncooperative to
the too loving, and consulting
with experienced teachers about
what they feel will be best in a
given situation. Consequently,
course assignments focused more
on the reflective practitioner
model than the student planning
model.

RETURNING TO THE
THEORY-PRACTICE
QUESTION

Traditionally, methods courses at
the university tend to reflect ei-
ther the knowledge-driven or
decision-driven models of theory
and practice. In the first instance,
students learn a series of funda-
mental principles or theoretical
knowledge which they will apply
later in their . In the second case,
students get to try out activities
and lessons in a practical setting
but have little opportunity to re-
flect on how these relate to
fundamental principles or theory.
Neither of these models appears
to be particularly effective in forg-
ing strong links between theory
and practice. The students’ com-
ments seen earlier, and experience
with traditional generic methods
and other methods courses, indi-
cate that the link between theory
and practice is at best a weak one .
It would appear that an interac-
tive model, whereby students are
engaged in situations which cre-
ate that cognitive conflict
between theory and practice, and
where theoretical notions can be
tested and then debated, appears
to make some strides toward forg-
ing stronger links in the
theory-practice chain. The fol-

lowing comments are
representative of those made by
students at the end of the collabo-
rative FSL methods course:
The combination of a class with
(the professor) and one at the
school gave the time to reflect
upon the lesson plans and the
teaching methods I used.

The most important learning was
seeing the interaction between
the students and the teaching
methods. A very good experience
to see a multiage class in action.

Certainly more work than other
courses but it is worth it because
one learns so much: we not only
hear how certain things should
be done but we have the chance
to live the experience.

This experience helped me to al-
ways prepare several short activi-
ties with a lot of hands-on. Plus,
it is important to build students
knowledge from a constructivist
perspective.

I found that we learned more in
this course because we were able
to put theory into practice. One
learns best by experience and this
was an enriching experience.

CONCLUSION

At the outset Goodlad (1994,
p.1) was quoted asking: “What co-
mes first, good schools or good
teacher education programs?” In
light of the comments made by
students involved in the collabo-
rative methods course, as well as
those concerning generic and spe-
cific FSL. methods courses, one
might conclude that Goodlad’s
answer to his own question is ac-
curate: “The answer is that both
must come together.” It would
appear that collaborative methods
courses, and presumably other
initiatives based on an interactive
theory-practice model, are one
means of establishing better
schools and better teacher educa-
tion programs.*

*The author is particularly grateful to
Gibson et al for their practical sugges-
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tions regarding building relationships,
time-tabling, the non-evaluative role of
the teacher, and the pairing of students.

REFERENCES

Crookes, G. (1997). “SLA and lan-
guage pedagogy: A socio- educa-
tional perspective.” Studies in
Second Language Acquisition, 19,
93-116.

Ellis. R. (1998). “Teaching and re-
search: Options in grammar
teaching.” TESOL Quarterly, 32,
1:39-60.

Gibson, McKay, and Willson. (1997).
“Field Based Methods Courses:
Essential Learnings, Narrative Be-
ginnings.” Paper presented at the
Annual Conference of the Cana-

dian Society for Studies in Educa-
tion, St. John's.

Goodlad, J. (1994) Educational Re-
newal. Jossey-Bass. San Francisco.

Legendre, M. - F. 1998. “Pratique
réflexive et études de cas:
quelques enjeux a l'utilisation de
la méthodes des cas en formation
des maitres.” Revue des sciences de
Véducation, XX1V, 2:379-406

Merseth, K. (1996). “Cases and case
methods in teacher education.”
In J. Sikula, T.J. Butterfly, and E.
Guyton eds., Handbook of research
on teacher education. pp. 722-744.
New York:MacMillan.

Schon, D. (1983). The reflective practi-
tioner. Jossey-Bass. San Francisco

Van Lier, L. (1991). “Inside the class-

room: Learning processes and
teaching procedures.” Applied
Language Learning, 2, 29-69
Weiss, C. ed. (1977). Using Social Re-
search in Public Policy Making.
Lexington, D.C. Heath.

Joseph Dicks is an associate
professor in the Second Lan-
guage Education Centre of the
Faculty of Education, University
of New Brunswick. He teaches
courses in French second-language
methodology and second-language
acquisition. His research interests
include second-language teacher
education, student program evalu-
ation, and language development
in immersion.

Each vocabulary poster illust

: N R,
! e My

rates 20 high frequency words closely related to the theme of the
poster. Since each poster focuses on a specific topic, these Word Picture Posters may be

21 languages
16 themes

18" x 24"
(46 cm x 60 cm)

e
PrONe - W

used in conjunction with any commercial language program. The illustrations are the same for
the various languages.

The Holiday Posters are so designated since they are not meant to be cultural, in reference to the
target language but in a North American context. Halloween and Thanksgiving are not celebrated
in many countries but the child learning the target language in Canada or in the US wants to be
able to talk about these themes.

The Vocabulary Posters illustrate the necessary lexical items.

lllustrations-only posters for both Vocabulary and Holiday topics are also available.

The Vocabulary/Holiday Poster are available in AR Arabic, CH Chinese, CR Croation, DT Dutch, EN
English/ESL, FS Farsi, FR French, GR German, GK Greek 1-12, HB Hebrew 1-9, HG Hungarian, IT ltalian,
JP Japanese, LT Latin, PL Polish 1-12, PG Portuguese, RU Russian, SP Spanish, UK Ukrainian, VT
Vietnamese. Please specify language(s) when ordering.

ditiors SO LEIL pbtisbing ire.

Canada: P.O. Box 847 - Welland, Ontario L3B 5Y5 = Tel. / Fax: (905) 788-2674
USA: P.O. Box 890 = Lewiston, NY 14092-0890 « Tel. / Fax: (905) 788-2674
Fax Order Desk: 1-800-261-0833
soleil@iaw.on.ca www.soleilpublishing.com




16 ———————————————— \/0|. 6, NO. 3 Spring 1999

FN adia Rousseau

Program in Canada.

In French immersion programs,
the French language is used as the
medium to teach subjects such as
social studies, mathematics, and
science to non-French-speaking
students. In early 1960, the first
program was piloted in Toronto,
soon to be followed in 1965 by a
program in the Montreal suburb
of Saint-Lambert, Quebec. French
immersion programs gained in
popularity across Canada. In Al-
berta, over 28,000 students are
currently enrolled in the program
(Alberta Education, 1998). Parents
of students enrolled in French im-
mersion generally want their
children to be bilingual for em-
ployment opportunities, but
some are also motivated by the
egalitarian ideal of unity in a bi-
lingual Canada (Hammerly,
1989). There is a large body of re-
search in French immersion, most
of which deals with the level of ac-
ademic achievement and the
cognitive abilities of immersion
students (Cummins and Swain,
1986; Hammerly, 1989; Lapkin
and Swain, 1990).

The hundreds of evaluations

which have been conducted of

different immersion programmes

across Canada constituted an im-
portant step in reassuring educa-

A French Immersion Learning
Disabilities Program:
Perspectives of Students, Their
Parents and Their Teachers

A descriptive case study providing a comprehensive
profile of 13 learning disabled students’ experience after
one full year in a French Immersion Learning Disabilities

tors and parents of their validity
(Swain, 1996, p. 91).

Most research indicates that
children enrolled in early total
immersion programs ultimately
perform as well as their Eng-
lish-instructed peers (Cummins
and Swain, 1986).

The field of learning disabili-
ties has generated interest for
nearly two centuries, starting in
the early 1800’s (Lovitt, 1989), but
we are just starting to acknowl-
edge its presence in French im-
mersion programs. Literature on
the suitability of French immer-
sion programs for all children is
limited. As stated by Rousseau
(1998), Bernhard (1993), Wiss
(1993), Majhanovich (1993), and
Lapkin and Swain (1989) very few
studies have investigated the ben-
efits of remediation services pro-
vided for children with learning
disabilities in French immersion
programs. Unfortunately, the lim-
ited studies available on the topic
report contradictory results.

While Bruck (1978, 1979), Wiss
(1987, 1992, 1993), Cummins
(1984) and Siegel (1989) support
the inclusion of children with
learning disabilities in French im-
mersion programs, others state

that some children experiencing
difficulties in French immersion |

settings would have a much more

positive experience in a regular

English  classroom  (Trites,1981;
1983; 1986; Trites and Moretti, 1986,
cited in Bernhard, 1993).

According to Trites’ point of
view, due to a maturational lag in
the temporal-lobe regions of the
brain, some children having diffi-
culties in immersion would not
experience such difficulties in
their mother tongue. He states
that learning difficulties are lan-
guage dependent. It must be noted
that Trites’ research has been
criticized for “various methodologi-
cal and conceptual problems”
(Bernhard, 1993, p. 5; Cummins,
1984).

On the other hand, in 1979,
Bruck questioned the suitability of
early French immersion programs
for children with learning prob-
lems because all the available re-
search results were based on group
averages; this analytical approach
did not indicate

whether all children in immer-

sion programs benefit equally

from this educational experience

(p. 86).

More than ten vyears later,
Lapkin and Swain (1989) attested
to the lack of research investigat-
ing characteristics, problems, re-
sources, and services available for
children having difficulties in
French immersion:

The research on access of students

with special characteristics (learn-

ing disabled, gifted, etc.) to im-

mersion has been scant, and

although there have been recent
attempts to study students trans-
ferring out of immersion, this is
an area where much remains to be
learned (cited in Campbell, 1992,
p- 39).

What do we know about learn-
ing disabled children’s transfer-
ring from immersion to regular
English? Bruck’s (1979) longitudi-
nal study, carried out over an eight
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year period with Kindergarten to
Grade Three children at the
McGill-Montreal Children’s Hos-
pital Learning Centre, indicated
that children in French immer-
sion who had specific problems
benefited from the immersion ex-
perience in that
they continued to develop facil-
ity in their first language; they
learned their basic academic skills
at the predicted rate; they exhib-
ited no severe behavioral prob-
lems; and of most importance,
they acquired competence in
French (p. 88).

In a more recent study, Wiss
(1993) presents similar results.

A second study by Bruck
(1979) aimed at evaluating the ac-
ademic, emotional and social
consequences of program transfer
of children with learning disabili-
ties. Bruck conducted case studies
of nine children registered in kin-
dergarten to Grade Four, each of
whom had transferred from a
French immersion to an English
program. This study indicated
that removing children from im-
mersion and placing them in a
regular English program did not
lead to better academic outcomes.
According to Bruck,

those children who experience

academic difficulty in French im-

mersion would experience aca-

demic difficulty in the regular
unilingual program as well (cited

in Wiss, 1989, p. 517).

Bruck explained that transfer-
ring the child may affect the
child’s self-esteem as well as give
him/her the impression of failure,
which in turn may aggravate any
learning difficulties. Furthermore,
if a child is transferred before the
completion of Grade Three, this
child will be behind his/her peers
in the regular English program be-
cause English language arts is in-
troduced later in the immersion
program. Morrison (1989) also ar-
gues that,

The transfer process may be a

traumatic experience for those
children who see themselves or
are seen by their parents as hav-
ing failed, in spite of evidence to
the contrary (p. 3).

Similarily, Cummins (1984)
found that many children who
are transferred out of immersion
programs experience feelings of
frustration and unhappiness dur-
ing the year.

For some, self-esteem was low ei-

ther because they had to repeat a

grade, or because they felt that

the English stream class was of
lower status than the immersion

class (p. 174).

Wiss’ and Bruck’s research, in
favour of immersion for all chil-
dren, presents some methodologi-
cal problems in their chosen
definitions of learning disabilities
(or learning difficulties), because
it is a rather broad definition. The
lack of a clearly defined concept of
learning disabilities (or learning
difficulties) makes it difficult to
draw comparisons between the
two studies (Bernhard, 1993).
However, commonalities of re-
sults between the two researchers
indicate that immersion programs
can be a very positive experience
for children with learning disabili-
ties (not taking into account the
severity of the disability since it is
not clear in the researchers’ defi-
nitions). More importantly, Wiss
(1987, 1989, 1993), Cummins
(1984) and Bruck (1978, 1979) in-
dicate that specific learning dis-
abilities transfer across languages.
This is based on the assumption
that

cognitive proficiencies in both L1

and second language are manifes-

tations of the same underlying

capacity (Bernhard, 1993, p. 8).

More recently, Obadia and
Thériault (1997) examined the
parents’, school principals’ and
French immersion coordinators’
views of the most frequent rea-
sons for transferring a child out of
French immersion. The authors

most often state academic diffi-
culty as the reason for dropping
out :
A full 87% of teachers, 62% of the
coordinators, and 59% of the
principals cited academic diffi-
culty as one of the most impor-
tant reasons for attrition (p. 513).

After a review of present re-
search dealing with attrition, the
same authors recognize academic
difficulties to be the main reason
for transfer. Most believe a switch
to the English program may lead
to better performance in English
(Obadia and Thériault, 1997).
Halsall (1994, 1998) also recog-
nizes the lack of remedial help or
special education services in the
French immersion programs as a
major factor contributing to attri-
tion.

Other studies, such as Camp-
bell’s (1992) case study of 22 chil-
dren who transferred from French
immersion to an English program
after completion of Grade Six, rec-
ognize Language Art difficulties to
be one of the most common
reasons for transfer. Teachers par-
ticipating in Campbell’s study rec-
ognize that

more resource help for students

encountering difficulties, more

teacher assistants, and more print
material at the students’ level are
needed in the French immersion

classrcom (1992, p. 213).

Teachers also believed that
children with serious emotional
and learning problems whose first
language is not firmly developed
should not enroll in French im-
mersion.

Discussing second-language
learners’ difficulties, Frederickson
and Cline (1996) report similar
findings and they state that we
need to differentiate between

genuine learning difficulties

rather than just a problem over

language (p. 3).
Similarly Rogers and Pratten

(1996) note that
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“this decision between the identi-
fication of learning needs and
language needs is often fraught
with difficult political and ethical
considerations” (p. 77).

Therefore, the priority should
be on finding the extent of the
difficulties since it is highly rele-
vant to intervention decisions
(Frederickson and Cline, 1996).
Also, according to Cummins
(1984), in assisting the children,
one should embed the skill to be
learned in a context meaningful
to the child.

Following his extensive re-
view of the literature on special
needs students and bilingualism,
Cummins (1984) indicates that
for most children experiencing
difficulties in French immersion
programs, similar difficulties re-
main when they are transferred
into a regular English program.
He therefore makes three recom-
mendations for future research in
order to address every child’s
needs:

1. provision of appropriate re-
medial services (in French) for
students who encounter diffi-
culties in immersion;

2. dissemination of information
to educators and parents about
the research data showing that
neither immersion itself nor
bilingualism contributes to
children’s academic problems;

3. ensuring that literacy and
other academic instruction in
immersion is such that stu-
dents of both high and low
ability are motivated to be-
come intrinsically involved in
learning (p. 176).

This article addresses the rec-
ommendation made by Cummins
that appropriate remedial services
be provided in French for students
who encounter difficulties in
French immersion. A two-year re-
search study evaluated the effec-
tiveness of a French Immersion
Learning Disabilities Program as

perceived by the children, their
parents and teacher. The French
Immersion Learning Disabilities
Program is a short term transition
program for students with learn-
ing disabilities in French immer-
sion. It is expected that after two
years into the program, the
students will be able to return to
regular French immersion class-
rooms. The program is largely
based on strategy instruction, de-
veloping awareness of one’s learn-
ing style, and promoting
self-esteem. The transition pro-
gram ran for two years for inter-
nalization of learned strategies
and better self-perception. The
following questions are addressed
in this article:

1. What is the child’s perception
of his/her schooling experi-
ence in the French Immersion
Learning Disabilities Program
(FILDP)?

2. What are parents’ perceptions
of their children’s schooling
experience prior to entry and
after one year in the French
Immersion Learning Disabil-
ities Program?

3. Are the teachers, and parents
satisfied with the French Im-
mersion Learning Disabilities
Program and in what ways?

METHOD

A descriptive case study approach
was used to collect the data. Be-
cause it is based on a pedagogy of
communication, French immer-
sion is best evaluated or
investigated as it occurs through
communication among the stu-
dents, the teacher, and the
parents. It is a design particularly
suited to situations where it is
impossible to separate the phe-
nomenon’s variables from the
context.

French Immersion Learning
Disabilities Program

In the first year of the study, Sep-
tember 1996 to June 1997, the

program included 13 students in a
transition classroom. During that
year, ali students received their in-
struction in that classroom. The
four major components of the
program were:

1. Strategy instruction based on
each child’s needs with a
strong emphasis on organiza-
tion, study habits, peer assisted
learning, problem-solving, and
proof-reading strategies;

2. Weekly Learning Disabilities
Awareness session;

3. English reading intervention
using the Early Reading Inter-
vention Program, flashcards,
Lindamood Auditory Discrim-
ination, phonics, dictations
and reading aloud;

4. Emphasis on communication
between school and home in-
cluding an introduction to
the program, a review of the
strategies used in class, sug-
gestions on how the parents
could maintain strategy use
in the home as well as en-
couragement to ask any
questions they might have
throughout the program.

Participants

The participants for this study
consisted of 13 children enrolled in
a split Grade Three/Four Learning
Disability French Immersion Pro-
gram. All children were diagnosed
with a learning disability in the
spring of 1996, according to the
Edmonton Public School Board’s
protocol that complies with the
Association of Learning Disabil-
ities of Canada’s definition of
learning disabilities. Criteria for
identification include above average
intellectual ability, discrepancies in
performance, with both strengths
and weaknesses evident, and
minimal, if any, difficulties with
attendance and behaviour. Assess-
ment of learning disabilities was
conducted in English and re-
quired the students to write,
calculate and respond orally. Only
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children who did not use French
at home participated in the study.
During the second year of the
study, one child moved to an-
other city. As a result, measures
taken after June 1997 included 12
children.

All participating children were
given letters describing the pur-
pose of the study as well as con-
sent forms to take home to their
parents. The teacher and teacher
aide were also provided with con-
sent forms. Participants were en-
sured that information would
remain confidential.

Data Collection
Parent Interviews and Survey

Audio-taped interviews of an hour
in length were conducted with
parents of each of the students.
The interview was used as a
conversational relation between
two people, one in which they
come to know as much about
each other as they learn about
whatever is the topic of the con-
versation (Weber, 1986, p. 635).

In this case, the subject of conver-
sation was the parents’ perception
of their children’s experience in
French immersion. At the end of

the school vyear 1997, the
Learning Disabilities Program Re-
view: Parents Survey  was

administered during a group
meeting. Two additional ques-
tions regarding the children’s
overall changes during the aca-
demic year were added to the
original survey. Parents were also
encouraged to bring samples of
their children’s work since they
first started in the French immer-
sion program.

Teachers’ Perceptions
and Survey

'An  ongoing communication
' channel was maintained between
the researcher, the teacher and
teacher assistant participating in
the study. Dialogue with the
teacher and teacher assistant was

directed toward their perceptions
of their students’ experiences, behav-
iours, learning processes, learning
styles, and/or interaction styles.
These dialogues between the re-
searcher and the teacher and
teacher assistant were audio-taped
and/or noted on paper depending
on when and where the discus-
sions took place. The teacher and
teacher assistant were asked to
give their impressions of the
French Immersion Learning Dis-
abilities Program. At the end of
the school year 1997, the
Learning Disabilities Program Re-
view: Staff Survey was completed
by both teachers.

Child Interviews

The children were interviewed
twice individually for approxi-
mately 40 minutes in their school.
All interviews were audio-taped.
Ellis’ Narrative Interview Schedule
(1994) was used to guide the inter-
view. The narrative inquiry
constitutes a “human” way of
drawing out information about
learning, behaviour and motiva-
tion.

Participant Observation

Observation was necessary to
identify the contexts in which the
children were learning and work-
ing  with  their  different
challenges. Participant observa-
tion occurred for several days in
the months of September, Octo-
ber, 1996 and January, February,
May and June 1997. Audiotapes
of the children’s self-awareness
session and reading remediation
activities were transcribed.

Learning Disabilities
Program Review, Parent and
Teacher Survey

The Learning Disabilities Program
Review Survey used with the par-
ents, children and teachers was
designed by Edmonton Public
Schools to assess parent and
teacher satisfaction of the pro-
gram. This information allowed
for a better understanding of the

reasons behind their assessment
of the French Immersion Learning
Disabilities Program.

Data Coding and Analysing

All audiotapes were transcribed
using a micro-computer. The sur-
veys, the teachers’ interviews, as
well as the parents’ documenta-
tion (such as report card,
drawings, activity books, etc.)
were also transcribed.

After a thematic analysis of
the data, a parent and the teacher
were asked to give their
interpretation of randomly se-
lected sections of the researcher’s
interpretation of our dialogue. In
doing so, the researcher ensures
better reliability in the interpreta-
tion process (McCutcheon, 1981).
Both parent and teacher felt at
ease with the data interpretation.

Using qualitative analysis soft-
ware (Padilla, 1991), all tran-
scribed interviews, classroom
sessions, parents’ documentation
and journals were coded using
network analysis. This type of
analysis involves the

development of an elaborate sys-

tem of categories by way of classi-

fying qualitative data and
preserving the essential complex-
ity and subtlety of the materials
under investigation (Cohen &
Manion, 1994, pp. 212-213).

Methodological triangulation
was achieved wusing multiple
sources of data gathering on the
same object of study (Cohen &
Manion, 1994). In the data inter-
pretation, only the categories that
were most frequently identified
by a majority of parents are pre-
sented.

Limitations and Implications

Given the small number of partic-
ipants (i.e.,, 13 children, their
parents and teachers), generaliza-
tions to all learning disabled
children enrolled in French im-
mersion programs cannot be
made. However, the purpose of a
descriptive study is to gain in-
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sights into the participants’ actual
experience. These insights are cru-
cial in understanding learning
characteristics of second-language
children. Furthermore, even though
two people’s experiences will not
be identical, commonalties in the
experiences will exist.

RESULTS

What is the children’s perception of
their schooling experience in the Ed-
monton Public School Board’s French
immersion learning disabilities pro-
gram (French Immersion Learning
Disabilities Program)?

Children’s questionnaire

The children were asked to write
about how they felt before they
started in the program and how
they felt one year into the pro-
gram. Both questions were asked
in June 1997. As shown in Table
1, the children moved from a neg-
ative perception to a much more
positive attitude after one year
into the program. Prior to the pro-
gram, children reported feeling
“afraid, crazy, and dumb;” “hav-
ing horrible days and terrible
days;” feeling “really little;” feel-
ing “scared and like running
away;” feeling “scared and fright-
ened.” One year into the program,
they stated “Now, I'm not scared
;" “Now, I'm not frightened;” “I
have learned that Learning
Disabilities students have differ-
ent problems;” “I can do more
stuff like other kids; I've changed
a lot and now 1 feel better than
ever;” “I really feel better.”

They also reported improve-
ment in school related tasks: “my
reading has improved;” “I'm
much better at French reading ;”
“it's easy for me to think of things
to write;” “I'm very good in divi-
sion;” “I know 1000x more than I
did before;” “Now I can read
better and spell better.”

What were parents’ perceptions of
their children’s schooling experience
prior to entry and after one year in

Table 1 Feelings expressed by 13 children

Prior to the FILPD n
Difficulties in specific tasks 11
Being afraid and sad 9
Feeling without control and not 9
understanding what is wrong

Feeling “stupid” or “dumb” 8

n= number of responses in each category

One yecar into the FILDP n
Improvement in specific tasks 15
Feeling clever 8
Felling less scared and afraid 7
Feeling of well-being 6
Good understanding of what a 6
learning disability is and having a

sense of control

Feeling of great support 5
Knowledge of strategies 2

.

the French Immersion Learning Dis-
abilities Program?

Open-ended questions
(June 1997)

Twelve parents responded to two
open-ended questions accompa-
nying the Learning Disabilities
Program Review for Parents. The
parents were satisfied with the
program and talked in very posi-
tive ways about the help provided
to their children. They also stated
they were dissatisfied with the re-
medial help received before the
program. The parents’ comments
can be classified into five catego-
ries:
1. the components of the pro-
gram as they relate to
classroom practices;

. the children’s changed be-
haviours;

. an increased awareness of
what learning disabilities are;

. parents’ concerns and sugges-
tions; and

. the context in which learning
takes place.

Components of program as they
relate to classroom practices

All 12 parents responding to the
open-ended questions of the
Learning Disabilities Program Re-
view surveys believed the “small
class size,” the “provision of learn-
ing strategies,” and the “focus on
learning deficits” provided a

better place for their children to
learn. One child was “more at ease
with schooling, and achievement
as instruction and class size met
her needs.” Another child “seems
to participate more in class be-
cause the class size is smaller and
she doesn’t feel so badly about not
knowing something.” Generally
the program helped the children
“enjoy and feel comfortable in
school,” and provided “ the extra
help needed by targeting the
problem.”

All parents also believed that
their children’s performance im-
proved in mathematics, in French
or in reading over the course of
the school year.

The child’s changed behaviours

Parents commented on their chil-
dren’s positive attitude toward
learning and  self-perception.
They reported an increase in “con-
fidence,” in “positive attitude,” in
“self-esteem,” and in “social as-
pects.” According to the parents,
the attitude shift facilitated a
changed attitude toward a variety
of school related activities: “She
now enjoys coming to school.”
“She likes to read and write sto-
ries;” “She enjoys reading more
now than ever before;” “The staff
and resources made her previ-
ously awkward or lost feeling

become a positive attitude;” “She |
seems to enjoy learning new

things now whereas before she
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dreaded new things and chal-
lenges;” “He has a great sense of
accomplishment this year.” Ac-
cording to the parents, their
children were less frustrated and
not as tired. As a result, home-
work or school related preparation
did not imply a “fight” or “hell”
anymore. The parents indicated
that the increased self-esteem
and positive self-perceptions re-
sult in a better sense of control
and acceptance for these children.
The children are perceived as be-
ing “more confident and eager,”
not “disadvantaged and no longer
afraid to try new things;” and
most of all “feeling good” about
themselves.

An increased awareness of what
learning disabilities are

Parents talked of their children’s
knowledge and understanding of
their problems. They reported the
children “admitting “ the exis-
tence of “problems and feeling
confident that they would be
overcome.” As a result, parents
saw their children as being more
able to “take charge of (their) own
learning and control of (their) be-
haviour.”

Parents’ concerns and
suggestions

Some parents indicated concern
“about what happens at the end
of next year?” They stated the
Learning Disabilities program
“must continue to be offered in
French.” They believed “more
schools should be participating,”
that the program should be “avail-
able to the public,” and be
“offered in all schools.” They also
suggested that “other children in
the school should be aware of
what Learning Disabilities
means.”

The context in which learning
takes place

According to the parents, the suc-
cess of the program was mainly
due to the support they received
through the school, the compas-

sionate teacher, and the context
in which free communication
took place: “Shyness is being over-
come among peers so freer
communication and trial and er-
ror is accepted.” This atmosphere
encourages the children “to par-
ticipate , to try new things , to feel
part of a group and not feel left
out because of learning prob-
lems.”

Are the teachers, and parents satis-
fied with the Edmonton Program
and, if so, in what ways?

The Learning Disabilities Pro-
gram Review Survey For Parents

The Learning Disabilities Program
Review Survey was administered
to 12 of the 13 parents in June
1997 (see Table 2). Overall, par-
ents were satisfied with the
program and the effects it had on
their children’s schooling. Most
parents indicated that being in the
French Immersion Learning Dis-
abilities Program improved their
children’s academic skills,
self-confidence, ability to cope
with the learning problem, and
understanding of their difficul-
ties. The majority of parents were
also satisfied with the help re-
ceived in school as well as with
the school’s responsiveness to
their concerns about their chil-
dren. The parents were more
satisfied with the French Immer-
sion Learning Disabilities
Program compared with the previ-
ous program. They believed that
the strengths of the French Im-
mersion Learning Disabilities
Program reside in many variables
such as the teacher/student ratio,
the individual attention, the com-
passionate teacher, the caring
environment, the provision of
strategies and the self-esteem is-
sues related. However, a few
parents would have liked greater
access to the program, increased
attention on homework, more
teacher support, and a non
split-grade classroom. In total,
91.7% of parents indicated that

the school had been their primary
source of help in understanding
learning disabilities. Parents were
divided regarding the long-term
support needed by Learning
Disabilities children: 34.6% of
parents believed the children
would need long-term support,
34.6% of parents disagreed while
27.3% did not know.

The learning disabilities pro-
gram review survey for teachers

As illustrated in Table 3, the
teacher and the teacher aide re-
sponding to the Learning
Disabilities Program Review Sur-
vey agreed with the parents with
regard to the success of the pro-
gram. They believed the children
made significant progress in aca-
demic and non-academic tasks.
They indicated that the French
Immersion Learning Disabilities
Program was effective in increas-
ing the students’ achievement,
social skills, ability to manage
their problem, understanding of
their learning problems and inter-
est in school. They also indicated
that the integration of the stu-
dents into regular classes was an
important component of the pro-
gram. It appears as if teachers
would like to see more develop-
ment opportunities, greater access
to technology and teacher assis-
tant support. However, both
teacher and teacher aide were satis-
fied with the availability of
resources, the access to consul-
tants, the student/ teacher ratio
and the support from the adminis-
tration. They also emphasized the
need for good attendance, as well
as family and administrative sup-
port. Interestingly enough, both
teachers could not compare the
French Immersion Learning Dis-
abilities Program with other |
programs offered by the district.
They indicated the strengths of
the French Immersion Learning
Disabilities Program as lying in
the size of the class, the support of
the administration and of the par-
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Table 2 Learning Disabilities (LD) Program Review Parent Survey

June 1997, French immersion LD class. n=12 (questions #28 to #32: n=2)

Please indicate whether you agree or disagree with the following strongly  agree disagree  strongly  undecided

statements agree disagree  ordon’t

know

1. being in the LD program improved my child’s academic skills 58.3% 41.7% 0% 0% 0%

2. being in the LD program improved my child’s social skills 0% 63.6% 9.1% 0% 27.3%

3. being in the LD program improved my child’s self confidence 41.7% 50% 0% 0% 8.3%

4. being in the LD program improved my child’s ability to manage 45.5% 27.3% 0% 0% 27.3%
his/her learning problem

5. being in the LD program improved my child’s understanding of 41.7% 58.3% 0% 0% 0%
his/her learning problem

6. being in the LD program improved my child’s interest in school 33.3% 50% 0% 0% 16.7%

7. the LD program should be offered only in designated schools 0% 16.7% 33.3% 41.7% 8.3%

8. the LD program should emphasize remediation in language arts and ~ 8.3% 0% 50% 41.7% 0%
mathematics rather than providing the full program of studies

9. integration into regular classes is an important component of the LD~ 33.3% 50% 0% 8.3% 8.3%
program

10. most LD students require long term support 9.1% 27.3% 27.3% 9.1% 27.3%

I am satisfied with:

11. the amount my child is learning 33.3% 58.3% 0% 0% 8.3%

12. the help my child receives 58.3% 41.7% 0% 0% 0%

13. the school’s responsiveness to my concerns about my child 41.7% 58.3% 0% 0% 0%

14. the teachers’ knowledge about learning disabilities 58.3% 41.7% 0% 0% 0%

15, the suggestions on how to help my child at home 41.7% 41.7% 8.3% 0% 8.3%

16. my child’s involvement in planning his/her own program 33.3% 16.7% 0% 0% 50%

17. my involvement in planning my child’s program 25% 41.7% 8.3% 0% 25%

18. the information I receive about my child’s performance on formal ~ 50% 50% 0% 0% 0%

assessments
19. the consideration given to medical reports and information about 16.7% 66.7% 8.3% 0% 8.3%
my child

20. help I'receive in planning for my child’s future 8.3% 83.3% 0% 0% 8.3%

21. the information received about the school and activities 33.3% 58.3% 0% 0% 8.3%

22. the number of students in the class(es) 75% 16.7% 8.3% 0% 0%

23. the amount of aide support 58.3% 25% 0% 8.3% 8.3%

24. the amount of integration 8.3% 50% 0% 0% 41.7%

25. the amount of homework my child has 16.7% 58.3% 8.3% 8.3% 8.3%

26. the computers and technology available 0% 58.3% 8.3% 0% 33.3%

27. the transportation arrangements 9.1% 54.5% 0% 9.1% 27.3%

If your child is now integrated into regular classes answer #28 to #32. If NOT, proceed to # 33 (only 2 parents responded).
I am satisfied with
28. the help provided in the regular class(es) 0 0 1 1 0

29. the regular class teachers’ knowledge about learning disabilities 1 1 0 0 0
30. the provisions made for my child’s learning problems in the regular 0 0 1 1 0
class(es)
31. the range of options or courses available for my child 0 0 1 0 1
32. the amount of integration provided 0 0 0 0 2
Before my child was in the LD program, I was satisfied with:
33. the help my child received in school 0% 16.7% 41.7% 16.7% 25%
34. the school’s responsiveness to my concerns about my child 8.3% 50% 25% 0% 16.7%
35. the information I received from the school about my child’s 8.3% 50% 16.7% 8.3% 16.7%
learning problems
36. the knowledge of the teachers regarding LD 8.3% 8.3% 33.3% 25% 25%
37. the information I received from the school about program options  8.3% 58.3% 0% 8.3% 25%
for my child
38. the help I received from the school in finding the LD program 16.7% 41.7% 0% 8.3% 33.3%
39. What are the strengths of the LD Program? 40. What would you like to change about the LD Program?
° access (transportation) (n=2)
° teacher/student ratio ( n=7) ° access (language- French or other) (n=2)
e individual attention (n=6) e  follow-up and increased attention
e compassionate teacher (n=4) on homework (n=2)
e  caring atmosphere (n=4) e  more support to teacher (n=1)
e delimitation of deficits e no split-grade classroom (n=1)
and provision of strategies ( n=4) e concerns regarding services offered after
o  self-esteem and completion of pilot (n=1)

deficits awareness  (n=3) e nothing (n=1)




ents. They would like to see more
integration and greater access to
inservice with other staff working
in monolingual LD programs.

DISCUSSION

What is the child’s perception of
his/her schooling experience in the
public French immersion learning
disabilities program (French Immmer-
sion Learning Disabilities Program)?
The results indicated that the
French Immersion Learning Disabil-
ities Program was a very good expe-
rience. The children’s self-image
moved from a perception of being
“scared,” “stupid,” incapable and

“out of control” to one of a “sense
of control,” being more knowl-
edgeable, aware and having a
sense of well being. This change
alone may result in a better learn-
ing disposition and attention ca-
pacities (Goupil, 1997). In turn, a
more positive attitude toward
learning and increased attention
will ~enhance self-perception
(Goupil, 1997). In itself, the im-
proved self-image of these chil-
dren is a successful outcome of the
French Immersion Learning Dis-
abilities Program. Furthermore, in
regard to self-worth theory
(Schunk, 1991),

research shows that perceived

ability bears a strong positive rela-
tionship to students’ expectations
for success, motivation, and
achievement (Eccles and Wigfield,
cited in Schunk, 1991, p. 243).

Applied to this case, it may be
that the children’s high effort led
to some success which produced
the perception of ability and
therefore greater expectations for
success, motivation, and achieve-
ment. And as explained by
Hendrick, Schwartz and Seedfeldt
(1993),

Competence grows when chil-

dren feel successful enough to

keep trying and to risk challenges

(p. 70).

Table 3

following statements

of the students
of the students

the students

in school

schools

program of studies
of the LD program

I am satisfied with:
11. my assignment

15. support from my principal

18. integration opportunities
19. parental support
20. parental involvement

23. instructional resources available

9. integration into regular classes is an important component
10. most LD students require long term support

12. the adequacy of my training for this assignment

13. the number of students in the class(es)

14. the amount of teacher assistant support

16. support from other staff in the program
17. support from other staff in the school (not in the program)

21. professional development opportunities
22. computers and other technology available

24, the access to consultants when needed
25. the help and information received from consultants

Learning Disabilities (LD) Program Review Staff Survey

(June 1997) Teacher (T) and teacher assistant (A). FILD program (n=2)
Please indicate the degree to which you agree with the

strongly
agree

agree

1. the LD program is effective in increasing the achievement A T

2. the LD program is effective in increasing the social skills T A

3. the LD program is effective in increasing the self esteem of T A

4. the LD program is effective in increasing the ability of T A
students to manage their learning problems

5. the LD program is effective in increasing students’ T A
understanding of their learning problems

6. the LD program is effective in increasing students’ interest T A

7. the LD program should be offered only in designated

8. the LD program should emphasize remediation in language
arts and mathematics rather than providing the full

—
>
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disagree strongly undecided
disagree or don’t

know
T A

T A

T

T A

T

T
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What are parents’ perceptions of
their children’s schooling experience
prior to entry and after one year in
the French Immersion Learning Dis-
abilities Program?

According to the parents, the
children gained a lot of control
over their disability and were now
more able to be active learners.
They became aware of their
strengths and weaknesses and
were not as afraid of failing as they
had been. A parallel could be
made between awareness of learn-
ing disabilities and awareness and
understanding of chronic pain.
Awareness of chronic pain has
been shown to be helpful for pa-
tients to gain control and accep-
tance of their chronic condition.
(Gross Rehabilitation Centre,
1997). Once patients know what
is “bothering” them, they are
better able to act upon it and work
within acceptable limits of their
capacities. In fact, a review of re-
search concerning psychosocial
adaptation to a variety of chronic
illnesses and disabilities, con-
ducted by Livneh and Antonak
(1997), indicated that a number of
phases go along with adaptation
to a chronic illness. One of these
phases, the “acknowledgment”

is regarded as the first indication

that the person has cognitively

reconciled with...or accepted the
permanency of the condition and
the future implications stemming
from the chronic illness or dis-
ability (p. 22).

It is during this phase that the
individual assimilates the limita-
tion resulting from the illness or
disability. It is also during this
phase that the individual builds a
new cohesive self...

the person who reaches this state

1. reestablishes a positive self-
worth,

2. realizes the existence of re-
maining and newly discovered
potentialities,

3. actively pursues and imple-
ments social and vocational

goals, and

4. successfully overcomes ob-
stacles encountered during
the course of pursuing these
goals (p. 22).

For children with a disability,
it might be that the understand-
ing and knowledge (or acknowl-
edgment) of their condition is a
good starting point with regards
to goal setting, self perception, ef-
fective strategy use and accep-
tance of the disabling conditions.
Chronic illness and disability,
even if different in nature, “are
common experiences in the lives
of many individuals” (Livneh and
Antonak, 1997, p.26). Recent re-
search conducted by Chamberland
(1998) indicated that adults with
learning disabilities who were
given information on their condi-
tion showed increased self-concept,
greater self-affirmation, increased
engagement toward learning,
more realistic goal setting and
self-acceptance. Similarly, Karp
(1998) indicated that post-sec-
ondary students’ knowledge and
acceptance of their learning dis-
abilities led to better school re-
lated attitudes and self-affirmation.
Knowledgeable post-secondary stu-
dents

arriveront  ainsi a2 mieux se

comprendre et assumeront la

responsabilité de défendre leurs

propres intéréts (p. 15).

In the case of the French Im-
mersion Learning Disabilities Pro-
gram students, this awareness was
primarily gained by the “learning
disability awareness session” held
by the teacher where children
were encouraged to discuss their
fears, feelings, success and ques-
tions regarding their difficulties.
Based on analysis of the chil-
dren’s dialogue during the learn-
ing disability awareness session,
the session not only developed a
good knowledge of what a learn-
ing disability is but also increased
metacognitive awareness of each
child’s learning styles, goals,

strengths, and  weaknesses.
Metacognitive awareness is an im-
portant factor in developing au-
tonomous and active learners
(Lafortune and Saint-Pierre, 1996;
Tardif, 1992). It is well docu-
mented that three types of vari-
ables influence metacognition:
learner variables, task variables,
and strategy variables (Schunk,
1991). Through the “learning dis-
ability awareness session” chil-
dren were encouraged to discuss
learner’s related topics. However,
task and strategy variables were
introduced during instruction
time where each child’s learning
strategy was adapted in function
of his/her needs accordingly with
his/her own learner’s variables.

According to one parent, the
development and “understanding
of her difficulties, has reduced her
stress and tension levels by quite a
bit.” The program “helped her
understand what the problem is
and how she can deal with it. She
is not stupid, she just learns differ-
ently.” The children will now
“talk to friends and family about
being in an Learning Disabilities
program and feel comfortable in
doing this” as well as recognizing
they are not “the only one with
difficulties” and that it is “all
right.” In other words, the chil-
dren learned to discriminate be-
tween being “stupid” and having
difficulties in certain areas and
strengths in others.

Parents also talked of a posi-
tive classroom atmosphere: they
use the term “free communica-
tion” where mistakes are allowed.
We know classroom climate is im-
portant in the learning process
(Lafortune and Saint-Pierre, 1996;
Moore, cited in Harmin, 1961;
Schunk, 1991). To promote effec-
tive thinking, Moore (cited in
Harmin, 1961) recommended

the use of a relaxed, supportive

climate in which children feel

free and secure,

The amount of research on the
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role of classroom climate in the
learning process has increased tre-
mendously in the past 10 years
(Marzano, 1992). Marzano distin-
guishes two views of the class-
room climate. In one case, the
class is described in terms of exter-
nal factors such as

resources available and the physi-
cal environment of the classroom

(p. 20).

The second view is voiced in
terms of internal factors such as
attitudes and perceptions of the
learners.

If students have certain attitudes

and perceptions, they have a

mental climate conductive to

learning (Marzano, 1992, p. 20).

According to Marzano, a sense
of acceptance and comfort influ-
ences one’s mental climate.
Children need to be accepted by
the teacher and their peers as well
as feel comfortable in the physical
arrangement and affective tone of
the classroom. In the French Im-
mersion Learning Disabilities Pro-
gram, children seem to meet both
internal and external factors to
ensure a safe learning environ-
ment. They expressed a more pos-
itive attitude toward themselves,
in addition to appreciating a well
designed program in which re-
sources are easily accessible.

Are the teachers, and parents satis-
fied with the Edmonton French
Immersion Learning Disabilities Pro-
gram and in what ways?

At this point, after one full year
into the program, all parties seem
to be satisfied with the French Im-
mersion Learning Disabilities
Program program. As indicated
earlier, the children felt they had
improved in academic and
non-academic tasks. They demon-
strated a much more positive
attitude toward themselves and
learning. Parents also believed
that in addition to a gain in
self-confidence, children acquired
knowledge and control over the

learning disabilities. They became
more able to take action and by
doing so were more receptive to
learning. Parents were unanimous
in their view that “the program is
excellent;” it “has been a very pos-
itive experience.” This in itself is a
success. In previous studies
(Bourassa-Tremblay, 1992; Camp-
bell, 1992) parents reported the
lack of resources available for im-
mersion students with learning
difficulties.

CONCLUSION

After one year into the French Im-
mersion Learning Disabilities
Program, all participants are very
much satisfied with the efficacy of
the program. All participants indi-
cated an increase in the children’s
achievement as well as in their
self-concept. They also reported
gains in confidence level and in
the children’s abilities to manage
their learning difficulties. The par-
ents are pleased to see their
children doing better in school
and gaining a more positive
self-image. The teacher and
teacher aide are also encouraged
by the results, recognizing in the
French Immersion Learning Dis-
abilities Program an effective
program for immersion children
facing learning disabilities.
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A Global Experience
for the New Milleniwm/!

Canadian Education
Exchange Foundation
Fondation canadienne
des échanges éducatifs

A not-for-profit organigation
committed to-providing exchange
prograumyfor studentyand educators.

Reciprocal International Educational Exchanges for...
o individual secondary school students (3 months)
- classes or small groups (short term)
- teachers or administrators (semester/year-long)

France... Belgiwm.. Lurembouwrg...
Switzerland... Germany... The Netherlands:...
Mexico:.. Spain.. Italy...

New Zealand.... Awstralio... United Kingdow ...
Republic of Ireland... United Statey of America...

Canadian Education Exchange Foundation
Fondation canadienne des échanges éducatifs

250 Bayview Drive Barrie Ontario Canada L4N 4Y8
1 800 899-8367 Fax: 705 739-7764

E-mail: info@ceef.ca Web Site: www.ceef.ca
Registered Charitable Organization # 12897 8764 RR0001
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Go Global

You travel free and your students enjoy

the experience of a lifetime.

Take your next field trip to the gates of Buckingham Palace, the Great Wall
of China, or the Gothic heights of Notre-Dame. If you are a secondary

school educator who would like to take your class abroad...

Call today! 1-800-263-2806
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E-mail: edtravel@ef.com




