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PREFACE
Yideo production

The production of this video program and manusl wes funded by a federal
grent from the U.S. Department of Educstion, Title VI, International Resesrch
and Studies: Improving Foreign Language Methodology Through Immersion
Tescher Treining. This grant wes developed and implemented by the Office

. of Instructional and Program Development, Department of Academic Skills,
Foreign Languages, Montgomery County Public Schools, Rockville, Maryland,

~ from July, 1988, to June, 1989. The activities for this grant were carried
out by Eileen Lorerz, immersion resource teacher and Myriam Met, foreign
lqnguage coordinetor.

The production of this program would not have been possible without the
coopersation and support of the elementary immersion staff and students of
the three Montgomery County Public Schools immersion programs: Osk View,
Rock Creek Forest, and Rolling Terrace elementery schools. fMontgomery
County Publics Schoéﬂs television services staff members 8iso made
significent contributions to this project.

Upon request, this manus) and video program will be distributed to school
districts and institutions of higher education to be used for nonprofit
training workshops end resesrch projects. Requests for these materiels
should be accompeanicd by 8 $25 check made paysbie to Montgomery County
Public Schools. Requests should be addressed to:

Department of Academic Skills
Foreign Language Coordinator
Montgomery County Public Schoois
850 Hungerford Drive
Rockville, MD 20850
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INTRODUCT ION '

Burpose of the video progrem and manuel

The purpose of the program and manusl is to provide general background
informetion for foreign langusge teachers who are, or will soon be, teaching
in total, partisl or two-way immersion classrooms. The first in a series of
12 video programs, foreign Language immersion: An introduction provides
definitions, research results and answers to the most commoniy asked

questions sbout immersion programs.

How to use the video program end manusl
The Teacher's Activity Manuel and the video have been designed to

compliement one another and may be used in a variety of ways. The viewer
may first wish to read the information found in the section, "Background
Resding,” and then view the vidzo program and compiete the related
activities included in the manusl. Or, the viewer may wish first to watch

the video, read the articles ar:d complete the activities in the manual.

The video and accompanying activity manual may be effectiveiy used by
either one teacher or by 8 group of teachers. Multiple viewings to review
specific sections of the video provide opportunities to use the program to

support s variety of objectives.
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ACTIVITY I
IMMERSION PROGRAM MODELS

Recommended Background Reading

The purpose of this activity is to‘ exemine more cicsely the similarities and
differences emong the three most common early immersion program modets.
Before beginning this activity, it is highly recommended that you read pages
3 through 16 in [MMERSION TEACHER HANDBOOK by Marguerite Ann Snow,
Center for Langusge Education and Research, University of Californis, Los
Angeles,1987. This reference provides additional background information

about totsl, partial, end two-way immersion programs.

. in the United States, the most common elementary foreign langusge
immersion programs are totai, partial, and two-weay. Note on the
grid found on page 3 specisl characteristics of each of these program
models. Then, if possible, use your grid to discuss with 8 colleague
the differing characteristics that you hsve noted fcr each. Compare
characteristics you have noted for each program model with those

noted on page 4.

1. A list of immersion programs thet exist in the U.S. compiled by the
Center for Appilied Linguistics (CAL), Washington, D.C. is found on
pages S-15. Review this list in order to identify any nearby school
districts that have immersion programs. If possible, arrange to visit

one or several immersion classes.

Co
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ACTIVITY I

GOALS OF IMMERSION

Recommended Background Reading

The purpose of this activity is to explore further the four primary goals of
immersion programs. Before beginning Activity I, it is highly
recommended that you read the article, A Review of Immersion Education in
Canada: Research and Evaluation Studies, by Merrill Swain. This article
presents a summary of studies that have investigated to what degree the

goals of immersion have been attained.

As presented in the video program, the four primary goals of immersion
programs are for students to develop skills in the following areas:
GOALS
o English language skills comparable to nonimmersion peers
o Subject matter achievement at a level equal to nonimmersion
peers
o Foreign language proficiency
o Cultural knowledge and understanding

1. Are there any other goals that you can think of that might be
achieved through immersion programs?

II. Reading and language arts, mathematics, science, and social studies
comprise the four major areas of study in the elementary school
curriculum. Discuss with a colleague how the goals of immersion

programs relate to these four academic areas of study.

W
C
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ACTIVITY II

I1I. Recognizing that each of the four stated goals of immersion programs is
of major importance, do yod think that administrators, teachers,
foreign language educators, and parents would rank these goals in the
same order of priority? If not, note below how you think each of these
constituencies would rank them. Give reasons for the priority listing

that you present.

ADMINISTRATORS TEACHERS | FOREIGN LANGUAGE PARENTS
EDUCATORS

1R




ACTIVITY 111

ROLES

Recommended Background Reading

The purpose of this activity is 1o explore further the contributions to
successful immersion programs {rom a variety of constituencies. Before
beginning this activity, it is highly recommended that you read pages 39
through 40 in JMMERSION TEACHER HANDBOOK by Marguerite Ann Snow
Cenier for Language Education and Research, University of California, Los
Angeles, 1987. -

Successful immersion programs result from the efforts of many individuals.

They include: _
o Adminjstrators
o Immersion and nonimmersion teachers
o Community members and parents

I. Using the list above as a point of departure, note the importance of
special contributions to a successful immersion program from each of
these constituencies. Are there other groups that might be added to
this list?

11. Describe what you believe to be the role of each of the three
categories of individuals listed above in establishing and maintaining

successful immersion programs.

III. List ways that you can involve parents in an immersion program.

Compare your ideas with those of a colleague.

18




ACTIVITY IV

ADVANTAGES OF ELEMENTARY SCHOOL FOREIGN LANGUAGE
PROGRAMS '

The following advantages of learning a foreign language in the elementary

school are outlined in the video program:

o Elementary students have a longer time in school to master a second
language .

o Elementary students are highly motivated language learners, and
are frequently more enthusiastic than adolescent students

o Elementary students who learn a second language at an early age
exhibit more creative and flexible thinking skills

o Studies show that students studying a second language often achieve
higher standardized test scores than their peers

I.  Can you think of any other advantages to students who begin to study a

foreign language at the elementary school level?

II. Can you think of any disadvantages t¢ students who begin to study a

foreign language at the elementary schooi level?
1I1I. Compare your own foreign language experiences as a student with the
immersion approach to foreign language learning. How were your

experiences similar to and/or different from immersion?

1V. Can you identify common perceptions (myths and facts) that exist about

foreign language learning and bilingualism?

19




ACTIVITY V

PLAN AN INFORMATION PROGRAM

Recommended Background Reading

The purpose of this activity is to examine more closely the information
ebout immersion programs that you, as an immersion teacher, will have
numerous opportunities to share with administrators, nonimmersion
teachers, and parents. Before beginning this activity, it is highly

recommended that you read the article "Twenty Questions™ by Myriam Met,

foreign language coordinator, Montgomery Councy Public Schools, Rockville,
Maryiand. This reference provides a list of the 20 most commonly asked

questions about immersion programs.

I.  From the list of groups interested in immersion listed below, select
one and design 8 20-minute presentation to explein total, partieal and
two-way immersion programs. In your planning, consider topics that
might receive different emphasis if your audience is comprised
primarily of:

o Administrators and/or school board members

o Nonimmersion teachers

o Prospective parents

o Secondary foreign language teachers not familiar with immersion
education

{l. Role piesy with 8 colleague 8 pre-enroliment perent conference. This
process may be helpful to identify 8 veriety of parent questions that

you will most likely encounter as an immersion teacher.

W
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ACTIVITY V
PLAN AN INFORMATION PROGRAM - CONTINUED

111

Iv.

Parent-teacher communications play an important role in successful
immersion programs. Make a list of ways to communicate regularly
with parents. For example, what topics would you include in a monthly

newsletier to parents about your classroom?

Plan a 20-minute back-to-school night presentation to parents,
explaining the curriculum, classroom procedures, homework policy, and

any other information that will be helpful to parents.

21 &)




MEMBERSHIP ORGANIZATIONS

Americen Council of Teachers of Foreign Langueges (ACTFL)
6 Executive Bouleverd

Upper Level

Yonkers, NY 10701

American Association of Teschers of French (AATF)
Fred Jenkins, Executive Director

S7 E. Armory Avenue

Champaign, i1 61820

American Association of Teachers of German (AATG)
112 Haddontown Ct. #104
Cherry Hill, NJ 08034

Association of Teachers of Japanese

Dr. James 0O'Brien

Department of East Asien Languege and Literature
Van Heise Hall

1220-Linden Drive

University of Wisconsin

Madison, Wisconsin 53706

Americean Association of Teachers of Spanish and Portuguese (AATSP)
James R. Chatham

Mississippi State University

Lee Hall 218

P.0. Box 6349

Mississippi State, MS 39762-65348

Advocates for Language Learning (ALL)
P.0. Box 4964
Culver City, CA 90231

Canadian Parents for French
52 Shaftesbury Avenue
Toronto, Ontario M4T 1A2
Canada

22




Canadian Association of Immersion Teachers
1815, promenade Alta Vistes

Suite 101

Ottawae, Onterio KiG 3Y6

Canada

Chinese Language Teachers Association
Dr. John Young :

161 South Crange Avenue

South Orange, New Jersey 07079




PUBLICATIONS

CONTACT

Canadian Review for French Teachers
Théreése Chaput

ACPI/CAIT

1815, promenade Alta Vista

Suite 101

OTTAWA (Ontario) K16 3Y6

Csnads

Eoreign Language Annals

Americen Council on the Teaching of Foreign Langueages, Inc.
6 Executive Boulevard

Yonkers, NY 10701

ELES NEWS

Mercia Rosenbusch, Editor

Department of Foreign Languages and Literature
300 Pearson Hall

lowa State University

Ames, lowa 50011

Hi .
James R. Chatham

Mississippi State University

Lee Hall 218

P.0. Box 6349

Mississippi State, MS 39762-6349

Modern Lenguage Journel
University of Wisconsin Press
114 N. Murrey Street

Meadison, Wi 53715

¥e.3
(]
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Additionel organizations that are interested in second 1anguage learning
include:

Center for Applied Linguistics (CAL)
1118 22nd Street
washington, D. C. 20037

Netionel Network of Early Language Learners (NELL)
P.0. Box 4982
Silver Spring, MD 20904

Ontario Institute for Studies in Education (DISE)
252 Bloor Street West

Toronto, Ontario M5S1V6

Canada

Second/Foreign Language Acquisition by Children (SLAC)
Dr. Rosemarie A. Benya

Eeast Central Oklshoma State University

Ada, Oklahoma 74820




BACKGROUND READING



© SECTION I - OVERVIEW CF THE IMMERSICN MIEL
How the Model Evplved

Dissatisfaction with current practices of teaching French and
a growing realization of the important role of French in Canadian
life were rallying points for a group of concerned Canadian
parents to consider alternative approaches to the teaching of
French as a second language in 1963. These parents felt that
their children, like themselves a generation before, had been
inadequately prepared by the school system to use French for any
authentic real-life purpose outside of the classroam. The efforts
of the parent group and a team of psychologists fram McGill
University were finally rewarded in 1965 with the creation of a
new alternative — a French immersion program which provided a
total French enviromment for the children when they entered
Kindergarten. Today, by comparison, the French immersion model
with its humble beginnings in the Montreal suburb of St. Lambert,
has spread throughout the ten Canadian provinces and at last count
boasted an enrollment of approximately 200,000 English-speaking
children (Tourigny, 1987).

During the late '60s, word spread south the the United States
where a group of professors from UCLA succeeded in finding local
support for the establishment of a Spanish Immersion Program in
Culver City, California in 1971. Since the early '70s immersion
programs have spread across the United States as well, albeit in a
more limited way, so that presently there are at least 30
From |mmersion Teacher Handbook by Marguerite Ann Snow, University of

California, Los Angeles, Center for Language Education and Research.
Permission to reproduce this material has been granted by the University
of Calfornia, Los Angeles, and by the author.




_Snow

immersion programs representing a diversity of foreign languages -
Spanish, German, French, Cantonese {and soon to be Japanese)
(Rhodes, 1987). '

Features of the Total Immersion Mogel

Before going further, it is necessary to define the immersion
model. As discussed in the previous section, immersion education
grew out of a grass-roots movement of English-speaking parents who
sought a more effective approach to the teaching of French as a
foreign language in the elementary schools in Canada. It is
important to keep in mind, therefore, that this handbock is
coricerned with describing an educational approach to the teaching
of foreign lapguages to language majority students. It is not the
purpose of this harxdbook to treat the many varied and interesting
approaches to bilingual education and ESL instruction in the
United States which are designed for language minority
(non-English-speaking) students.

Four Key Features. The immersion model rests on four key
features which provide a strong theoretical and pedagogical
foundation both for its application as a model of foreign language
education specifically, and more generally and importantly, as an
effective model of elementary education:

1. Perhaps the most distinguishing feature of immersion
education is that the sedond language is used for the delivery of
subject matter instruction. In other words, the second language
is the medium of instruction for school subjects such as
mathematics, science, and social studies. Immersion education is
based on the belief that children are able to learn a second

language in the same way as they learned their first language:

20
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. Snow
(a) by being exposed to authentic inmput in the second language;
and (b) by needing to use the second language for real,
cammmicative purposes.

Viewed from this perspecﬁive, subject matter teaching is also
second language teaching. The standard school curriculum becamnes
the basis for meaningful input, since the purpose of school is to
teach subject matter. Immersion programs capitalize on this
content learning for language acquisition purposes and provide an
authentic need for students to commmnicate information about the
subject matter. Viewed in this way, immersion education actually
. provides a two-for-one kind of opportunity: students learn the
regular school subjects that all youngsters must study in
elementary school while "incidentally"l learning a second
language.

2. A second premise of immersion education is that second
language learners benefit from being separated from native
speakers of the second language. Since the learners are all in
the same "linguistic boat" (Krashen, 1984), they receive _
instruction especially prepared and designed for their developing
levels of proficiency in the second language.

3. A third premise of immersion reflects the broader
perspective of the world outside of school, specifically in the

1 I use the temm "incidentally" with some trepidstion here.
B key feature of immersion education is that language learning
occurs through the vehicle of content instruction. Trhere is
little or no explicit, or fommal teaching of the second language
campared to other more traditional foreign language teaching
methods. Thus, incidental learning is a feature of the model, but
is not to be interpreted in a more general way as "casual" or
"haphazard." On the contrary, in the actual delivery of
instruction, language teaching aims can indeed be very purposeful.
This point will be discussed further in Section II.

31 43
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United States. English-speaking children in immersion programs,
although they receive the majority of their elementary school
education in their second language, are in no danger of losing
their first language. Engliéh is pervasive in their world——on TV
and radio, in conversations with parents and friends, even in
international travel to many foreign countries. In technical
terms, immersion education promotes additive bilingualism
(Lanbert, 1980) since immersion students are adding to their
linguistic repertoire and sense of identity through the experience
of being schooled in the foreign language. The opposite situation
is experienced by many language minority children, for example,
native Spanish-speaking children, who are thrust into a
subtractive enviromment. In a subtractive school enviromment, the
new language (English) is learned at the expense of the

native language. Powerful socio-cultural differences and academic
achievement levels are believed to result from these contrasting
types of school experiences.

4. The fourth key feature concerns the sequence and
intensity of first and second language instruction. In the
standard total immersion program, all initial instruction
(starting in kindergarten) is provided in the second language.
Instruction in the first language is added to the curriculum to
same degree (e.g., English language arts and/or a selected content
area such as social studies) in grade 3 and gradually over the
course of elementary school more and more instruction is delivered
in English. Of course, there are many variations of the total
immersion model (some will be discussed later in this section),
but the key features which distinguish a total immersion program
from other types of foreign language instructional programs is the
onset of second language ’inst;;:ction and the fact that the second

45
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language is used for subject matter teachmg These features are
best displayed in wvisual form in Figure 1, which depicts the
percentage of instructional time devoted to instruction in the

second language in the standard total immersion program (adapted
from Dolson, 1985).

.saysssa,_aghs"s'l

133 666 1.0 0 91 2
Grade
Figure 1
Percentage of Instructional Time in
Prototype Eatly Total immersion Programs

]
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Other Important Features of the Immersion Model.

1. Program Duration of at Ieast 4-6 Years - Second language
learning is a gradual process. It takes many years to develop a
strong academic and social foundation in the second language.
Results of immersion programs must be evaluated over the entire
period of elementary school. Parents must be informed of this
fact so that reasonable expectations are set fram the beginning of
immersion education.

2. Separation of the Two Languages for Instruction - This
principle is applied in two important ways in the immersion
classroom. The same material is pever repeated in the two
languages. In other words, there is no translation of content
instruction from the immersion language to the first language nor
repetition of delivery in one language and then the other. The
second application of this principle is the strict language
damains of the instructors. It is always preferable, especially
in the earlier grades, to have both an English-speaking model and
a second language model. This is usually accamplished by
setting-up English-spezaking exchange teachers to conduct the
English language arts component in the lower grades. In addition
to maintaining separate language models, specialization of
instruction in this way provides an important role for monolingual
English teachers.

3. Hame-School Collaboration - Since the inception of
immersion programs, parents have played a very important role in
setting up new immersion programs and providing continuing support
for established programs.
coals of I ion Educati

The preceding discussion of the theoretical premises of -

immersion education provis.des the backdrop for the statement of
. L 34
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| spec:.f:.c goals of immersion programs.

1. Immersion students wil make normmal progress in achieving
the abjectives of the standard elementary school
curriculum. '

2. They will maintain normmal progress is develcpment of the

first language (English).

3. They will develop native-like proficiency in speaking,
listening, reading and writing the foreign language.

4. They will develop positive attitudes toward themselves as
English speakers and toward representatives of the ethnic
or linguistic cammnity of the foreign language they are
learning.

A fifth goal may be desirable or mandatory in same American
immersion settings:

5. They will have the opportunity to be schooled in an
integrated setting with participants from a variety of
ethnic groups. '

How the Goals Measure Up. Unlike the parents of St. lambert
who were willing to risk enrolling their children in an
experimental program in 1965 with only great enthusiasm and hope
to sustain themselves, there is a great deal of evidence available
to us in the '80s regarding the effectiveness of immersion
education. The past twenty years have produced an accumilation of
research studies initially aimed at allayng parental fears and,
ultimately, designed to answer the broader questions of the

effectiveness of the immersion model. The following are brief
sumaries of the research findings in the four principal areas
laid out previously as the general goals of immersion ecducation.
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(1) Scholastic Achievement:

Immersion students have been tested using standardized tests
in different subject-matter areas (e.g., English reading,
mathematics, science). These tests were typically administered in
English even though the subject matter may have been taught
exclusively or mainly in the second language. The results fram
controlled camparison studies in both the Canadian and American
contexts consistently indicate that immersion students do as well
as or better than their monolingual peers in the subject areas
tested (Lapkin & Swain, 1984; Campbell, 1984).

(2) English Language Development:

The overall findings from standardized testing of English
language arts are that immersion students perform on par with
their monolingual counterparts. In the first few years of an
immersion program, there is generally an expected lag in
performance since the students have not yet gbeen exposed to
English language arts in the curriculum. The lag disappears once
English language arts are introduced into the curriculum at grade
2, 3, or 4 (depending on the program). Indeed, it is interesting
that the lag is so consistently slight. This finding provides
evidence of the positive influence of the use of English cutside
of school and possibly of the degree to which skills (especially
reading skills) are transferred fram the second language to the
native language.

(3) Second Language Develomment:

The research findings on second language development have
been examined fram two different perspectives. Conparison studies
have been conducted camparing students fram more traditional
foreign language programs of the 20-30 minute per day variety
(referred to as “core French" in Canada and FIES, Foreign Language
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in the Elementary School, in the United States) (See Campbell,
Gray, Rhodes, & Snow, 1985). In these studies, immersion students
score significantly higher across the board in all the skill areas
tested. However, camparisons of this type became almost
impossible in the upper grades. The differential in attained
proficiency becames so great that the same test cannot always be
given; the tests became too difficult for the "core French" and
FLES students and, conversely, too easy for the immersion
student's,

Increasingly, it has became clear that a more appropriate
camparison group is native speakers of the second language. This
kind of camparison study has been possible in Canada where in
certain provinces there exist natiwve French spezkers attending
French-medium schools. The results are generally examined in two
categories: ereceptive skills (listening and reading) and
productive skills (speaking and writing). The Canadian findings
consistently indicate the the receptive skills in French of
immersion students are native-like by the end of elementary
school. The same is not true of the productive skills, however.
FIndings fram virtually all immersion programs, whether in Canada
or the United States, indicate that the productive skills of
irmmersion students are not native-like. Immersion students
achieve a level of fluency rarely, if ewver, attained in any other
type of foreign language program; however, their speech and
writing lacks the grammatical accurécy and lexical variety of
native speakers.

(4) Attitudinal Development:

Studies have shown no evidence of any prablems in emotional

or social adjustment among students in any of the different types

of imersion programs. Several studies have been conducted
37
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examining such social-psychological factors as attitudes toward
representatives of the second language group and perceived
psychological distance fram the second language group. In
general, imnersimstudentsihtheea.rlygradesdanonstratevery

"positive attitudes toward themselves and representatives of the
second language group. While still being positive, however, their
attitudes becare less positive as the students progmess through
the immersion program in the upper grades. These changes have
been attributed to increased peer pressure toward conformity as
children grow older, continued socialization of ethnic prejudice,
or general developmental changes in attitudes. Further study
needs to address these important social-psychological effects of
immersion schooling. ’

Variati £ the T {on Model

The main focus of this handbook is the total immerion model
which was first established in Canada and is now in place in many
American schools. As discussed, the two key features of total
immersion are the time of onset of second language instruction and
the intensity of instruction throughout the elementary school
program. in fotal immersion progzams, 100% of instructicn in
kindergarten through grade 2 is provided in the second language.
By the upper grades, at least 50% of instruction continues to be
offered in the second language. Since 1965, several variants of
the total immersion model have been implemented which may be more
desirable or more feasible depending on local needs and resources.
These variants are described below:

Early Partial Jmmersion. - A program in which less than 100%
of curriculum instruction during the primary grades is presented
in the second language. The amount of second language instruction

varies fram program to program, but 50% first language instruction
38
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and 50% second language instruction is the most cammon formila
from kindergarten through grade 6. Reading is generally taught in
both languages.

Delaved Immersion. - A variation of the immersio model in
which the second language is not used as a medium of instruction
in elementary school until grade four or five. Accordingly,
students in delayed immersion programs learmn to read in their
first language. Often students in delayed immersion programs
receive same second language instruction earlier in elementary
school when the second language is taught as a school subject
(e.g., French as a second language).

late Tmmersion. =~ A type of immersion in which intensive use
of the second language does not occur until the end of elementary
school (grade 6) or the beginning of secondary school. Ilate
irmwresion students usually receive same second language
instruction in the earlier grades, but the second language is not
used as the medium of instruction for subjects in the regular
school curriculum.

Double Immersion. = An immersion program wiich employs fwp
non-native languages as the media of instruction during the
elementary grades. The two languages are usually selected for
their sociocultural significance, perhaps one for econamic or
social benefits and the other for its religious or cultural
importance. Double immersion programs can be classified as early
if they begin in the primary grades or delayed if instructicn in
the two languages is held off until the upper elementary grades.

More recently, the assumptions of the immersion model have
been applied to instructional pr~grams for teaching language
minority students in the United States. They are described in

this section because it is important to clarify the many meanings
39 :
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of the tem "immersion™ in order to awoid misunderstanding or
confusion; however, as stated, these programs are not the primary
focus of this handbook.

Two-vmy Bilingusl Immersion. - A bilingual program designed
to serve both the language majority (English speaker) and language
minority (non-English speaker) students concurrently. In this
type of program, the two language groups are purposefully mixed in
the same classroam. In the lower elementary grades, all content
instruction takes place in the hame language of the language
minority student (e.g., Spanish) with a short period devoted to
oral English. In the upper elementary grades, approximately half
the curriculum is taught in the hame language and half in English.
In this type of bilingual program, then, English-only students
learn Spanish, for example, as a foreign language while continuing
to develop their native English language skills; likewise,
Spanish~only students learn English as a second language while
becaming literate in their native Spanish language. The two-way
approach provides excellent opportunities for students of diverse
language and ethnic groups to work together on problem—solving and
interactional activities and for students to serve as peer models.
The goals of a two-way language program are for both groups to
becare bilingual, succeed academically, and develo positive
inter-group relations.

Structured or Modified Immersion. - A variation of the
traditional immersion program which is designed for language
minority students. In a structured immersion program, language
minority students receive all subject-matter instruction in their
second lanquage (English). For example, Limited English
Proficient (LEP) students fram a Spanish-speaking hame background
receive all school instruction in English. Structured immersion
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differs fram submersion programs in that instruction is planned so
that all communication is at a level the second language learner
can understand. Students are allowed to use the home language in
class; however, the teacher (who is typically bilingual) uses only
English.

Summary of Essential Carponents. The following chart adapted
fram the framework for evaluating methodologies developed by
Richards and Rogers (1985) summarizes the main camponents of the

immersion model.




Egsential Components of the Immersion Model

APPROACH

Theory of the nature of
language

~ Language is a vehicle
for expressing meaning

- The basic unit of
language is the message

Th=ory of the nature of
language learning

~ Language is learned by
learning about things;
L2 acquisition parallels
Ll acquisition

- Linguistic form is
learned "incidentally"

- Learners progress
through states of acqui-
sition from pre-
production to limited
production zo full
production

- L1 is permitted in
early stages; use of L2
encouraged thereafter

- Input must be made
comprehensible

- Learners must have oppor-

tunities to produce,
modify output

— Transfer of skills learned

in L1 to L2
- Method capitalizes on

motivation of learning
subject matter

DESIGN

a. Objectives of the method

Scholastic achievement
L1 development

L2 development

Positive cross-cultural/
attitudinal development

PROCEDURES
a. Classroom techniques,
practices, and behavior
1. Single language
model (i.e., no

language mixing)

2. Teacher's use of

sheltered language
b. A syllabus model

3. Teacher's use of

- Standard school curriculum extra-linguistic
aids
c. Types of learning and 4. Teachers choice of
teaching activities instructional
techniques

- Instructional activities
relating to thematic units 5.
of the school curriculum

Error correction
technigues

d. Learner roles

~ Traditional role of
acquirer of knowledge

e, Teacher roles
- Traditional role of
dispenser of knowledge
f. Role of instructional materials
- Primary purpose of instructiounal

material is to present and
practice curricular content




OnNow
SECTION III - SOME IMPORTANT REMAINING ISSUES
There are a nurber of other issues which may be unique to

immersion teaching that a prospective teacher should be aware of.
Several of these are briefly discussed below.

1. Student selection - Although immersion teachers may not be
responsible for making decisions about student selection, their
feedback is critical in formulating and reformulating quidelines
for the screening of students. There are generally few
restrictions on admittance to irmersion programs. Research has
shown that special education students do as well in immersion as
they would in monolingual programs (Bruck, 1978). Same immersion
teachers have strong opinions about the kinds of children that
should pot participate in immersion programs; others feel egqually
strongly about open access for as many types of children as
possible. It's important that experienced teachers have a say in
the decision-making process so that the policy is based on actual
classroan experiences and not on general notions of who belongs in
immersion or who does not belong.

2. Dealing with parents - Immersion parents are often very
active, involved advocates of the immersion program. Initially,
they raise a lot of questions and concerns. The immersion teacher
must be well-versed on the why's and how's of immersion in order
to satisfy concerned parents. This handbook will hopefully
provide a good start to becaming an informed immersion teacher and
a few additional references are recammended as further reading in
the last section of the handbook. Secondly, immersion teachers
must became skillful in channeling parental interest to for a
positive and constructive camponert of the program. Thirdly, the
immersion teacher must learn to deal with many practical issues,

such as how parents can help their children at hame when they do
43
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not understand the language of the homework or how to deal with
pa::entclassroanvoimteersvﬂxodonotspeakthes’mersion
language. ;

3. Maintaining good relations with non-immersion teaching staff -
Since most immersion programs are programs within a total school,
immersion teachers usually must work with non-immersion teachers
at the same school site. Unfortunately, in the past there have
been many instances of divisiveness among the two staffs who share
the same school. It is important for immersion teachers and
administrators to be aware of the potential for conflict and to
develop strategies for creating positive faculty rapport.

4. Articulating the elementary immersion program with the Junior
and Senior High Schools - Another important lesson we've leammed
fram the past is that it is pewver too soon to plan for the
continuation of the immersion program in the junior (or middle)
and senior high schools. Long-range planning indicates a district
camitment to parents and thereby aids in the elementary school
recruitment process. It also creates the needed time for program
polanning, curriculum and materials development, and teacher
selection. Well-articulated Jjunior and senior high school
programs can offer immersion students the extended opportunity to
build on the foundation laid in elementary school and prepare them
for future academic and professional pursuits. The elementary
investment is too great to ellow the progress made to slip in the
upper grades. All immersion teachers must share the comuitment to
a well-articulated program from elementary school through high
school.

5. Student assessment - On what basis should pramotion decisions
be made in immersion? Should teachers base these decisions on
students' standardized English test results or on their
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proficiency in the second language (which is rarely assessed
fomally due to lack of suitable instruments)? These are
important questions that immersion teachers need to work out with
school administrators to formlate a sound evaluation policy.

6. Teacher evaluation - How can an immersion administrator, who
typically does not speak the immersion language, fairly or
effectively evaluate teachers who, particularly at the lower
elementary levels, conduct class exclusively in the second
language? This is a very real concern since the majority of
immersion school principals in the United States, and even many

. Program coordinators, do not speak the second language. Again,
guidelines must be set up which incorporate input from immersion
teachers.

7. Coordinating the goals of immersion with other educational
programs - In addition to the immersion program, many schools
offer other educational programs such as Instrumental Music,
Gifted and Talented Education (RATE), and Artists in Residence
which, of course, are typically conducted in English. Students
may participate in these programs several times a week, losing
exposure to the second language and increasing their exposure to
English. Many teachers are concerned about how these possibly
conflicting adbjectives can be reconciled.

8. The role of formal second language instruction = Those
interested in immersion education, fram theorists to teachers,
have debated the question of the role of fommal language
instruction :Ln immersion programs. The original thinking, in
keeping with the belief that second language acquisition processes
parallel first language learning, was that there was no need to
teach the formal rules of the second language. Through the years,

hoever, more and more immersion teachers, noting persistent
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'gram:!t:icale:rozs, have begun on their own to incorporate formal
grammar teaching into their language arts curricula. In fact,
most of the immersion teachers surveyed reported that they teach
formal rules of the imrersion-language as part of the curriculum.
There is a range of opinion on when formal grammar teaching should
camence, although the general consensus is to begin in the lower
elementary grades. It is critical that, when taught, grammar
rules should be presented in context (or within the language arts
cr writing activitiec). This topic remains in need of further
research; it is an excellent example of an area where teachers
have recognized a need and developed materials to address it.

62
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TWENTY QUESTIONS:

Tnre Most

Commonly Asked Questions About
Starting an Immersion Program

Mpyriam Met

Montgomery County (MD) Public Schools

ABSTRACT Program planners of new elemeniary
school foreign longuage immersion progrems have
Similar concerns and questions. These genernlly reiae
1o understanding what gn immersion progrom is, how
it is organized and adminissered, what thegffects of the
program on student achievemens will be, how immer-
sion programs are stqffed, and what instructional
materials are available. The purpose of this article is
10 address twenty of the most frequently asked ques-
tions about immersion.

Istrodaction

In recent years there has beer growing inderest in ex-
panding opportunities for students to begin to develop
foreign language proficiency in the clementary grades.
In particular, immersion has received considerable at-
tention because of its obvious effectiveness in both
producing high levels of foreign language skills and
English language schievement commensurate with
expectations.

Program planners — administrators, foreign
language educators, and parents — thinking about
starting programs tend to have similar concerns and
questions. Below are twenty frequently asked ques-
tions about immersion along with the responses. A
bibliography provides references for further reading.

Question 1. Whatisa foreign lsagusge immersion
program?

Response: Immension is defined as a method of
foreign language instruction in which the regular
school curriculum is taught through the medium of

Myrom Mei (E4.D., University of Ciscinnasi) is Foreign Lasguage
Coordinasor for the Montgomery Couty (MD) Public Schooks.

Foreun Language Annais, 20. Ko &, 1987
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the language. That is, the foreign language is the vehi-
cle for content instruction; it is not the subject of in-
struction itself. Total immersion is one program for-
mat among several which range on a continuum in
terms of tine spent in the foreign language. In total im-
mersion all schooling in the initial years is conducted
in the foreign language, including reading/language
arts. Partial immersion differs from total in that 50
pereent of the school day is conducted in English right

_from the start. In partial immersion reading/language

arts are always taught in English. Beyond that, the
choice of subjects taught in each language is a local
gram is used only to refer to content instruction in the
foreign language for a minimyum of 50 percent of the
school day, immersion concepts and techniques may
be incorporated into other forms of foreign language
instruction in the elementary school.

Quastion 2. What are the goals of sa immersion
program?

Respoase: Long-range goals of iramersion are:

Gosl 1: Todevelopa highlevel of proficiency in

writing the foreign language

Goal2: To develop positive attitudes toward

those who speak the foreign language
and toward their culture(s).

Goal3: To develop English language skills

commensurate with expectations for
students’ age and abilities.
B gain skills and knowledge in the
content areas of the curriculum in
keeping with stated objectives in these
areas.

Goal 4:




In the shon run, Goal 3 may not be accomplished
in full. Until Englisk language arts are introduced,
total immersion students usually do not perform as
well as their monolingually educated peers on those
sections of achievement tests that measure skilis in
English language mechanics. That is, students usually
do well on messures of resing comprehension but
similar language-specific skills. Later, when English
" languagearts instruction is formally introduced, this
lag in achievement disappears.

Question 3. Ia iotal imsmersion, when is English
language arts instruction introduced? How muck ju-
struction is given in English?

Tesponee: Different schools phase English inat dif-
ferent grade bevels. The original mode! of total immer-
sion pioneered in Canada introduced English
language arts in the second grade with the ultimate
goal of instrustion being a $0-50 baiance of langusges
in the upper clementary grades. Some schools do not
introduce English language grts until fifth grade, and
this seems to be 3 growing trend.

Increasingly, experienced immersion educators are
changing to an 80-20 ratio (foreign language to0
English). The reason is that it has been found that
there is no significant difference in English language
achievement whether the smount of instruction given
in English constitutes 50 percent or 20 percent of the
day; in contrast, however, there is a significant dif-
ference in students' continued growth in the foreign
language when between 80 percent and 50 percent in-
struction is given in the foreign language.

Question 4. What eventual effoct does on immer.
sien program haw os the participants’ verbal sad
mathematica! skills in English?

Response: The research on this question is both
voluminous and unequivocal. Studies have consissent-
ly shown that immersion students do as well as, and
may even surpass, comparable non-immersion
students on messures of verbal and mathematic skills.

Question 5. What are the key ingrediests of & suc-
censful immersion program?

Response: Successful immersion programs sre
characterized by:

a) Administrative support

b) Community (parental) support

¢) Appropriate materials in the foreign language

d) Qualified teachers. Teachers must be trained

(and preferably, experienced) in elementary
education and specifically in the grade level to
be taught. They must also have near-native
proficiency in the oral and written forms of
the foreign language.

E.
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¢) Time for teachers to prepare instructional
materials in the language
1) Ongoing stafi development

Question 6. What sre the advaniager und dissdvan-
tages of 10tal and partial immersion.

Respoase: Obviously, each program has its pros and
cons. Total immersion has the edvantage of being the
most effective way of developing foreign language pro-
ficiency. It has also been shown that such proficiency
docs not come at the expense of achievement in

- English reading languagearts or in other areas of the

aurriculum. The intensity of the immersion experience
coupled with the sheer amount of exposure 10 the
foreign language assures that students have the
necessary language skills tc deal with the abstractions
of the curriculum in the upper elementary grades.

‘Thtal immersion, however, is not for everyone. Not
all parents (or staffs or administrators) buy into the
concept that students can jearn just as much in a
foreign language as in their own. Total immersion has
the further disadvantage of requiring a teacher for
somewhat difficult to find, they also may end up
displacing someone already on suaff since most
clemeniary schools do not already have qualified im-
mersion teachers on board.

1n contrast, partial immersion needs only half as
many special teachers since each one may serve two
immersion classes for one half day each. Therefore it
15 easicr w staff partial immersion and the potential
effect on current staff is Jessened. Further, partialim-
mersion has appeal to those who want to hedge their
beas. It's for those who like the idea of immersion but
aren't quite sure they trust Jetting children learn to read
in & foreign kanguage Pamnial immersion seems to be
more palatable to g wider range of parents and school
persopnel.

Unformmately, pertial immersion is not nearly as ef-
fective as total immersion. Students in partial immer-
sion donot develop the Jevel of foreign language pro-
ficiency developed by total immersion students. A con-
sequence of this Jower level of proficiency is that
students have greater difficulty dealing with school
curriculs in those subjects and grades which are
characterized by verbel abstractions.

inthe long run, partial immersion does not produce
betier English language achievement than tota! im-
mersion, although in the short run the initial lag in
achievement associated with total immersion does not
occur in partial Inmersion.

Question 7. At what grade ievel is it best (0 beginan
immersion program?

Response: 1n the United States most programs begin:
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in prekindergarten, kindergarten, or Grade 1. Cana-
dian educators report success with programs begin-
ning in Grude 4 as well as in Grades 7-9. These pro-
grams, however, do not appear to serve the wide range
of ability and achievement levels characteristic of
pupils who enter immersion at the early grade levels.

Question §. What is the best way 10 choose parti-
dipants?

Rusponse: Students who perticipate in the program
are usually not chosen. Rather, students are admitted
on the basis of interest. Occasionally, there are more
applicants than openings. In such circumstances a
school may use a lottery system or choose to select per-
ticipants on the basis of locally determined criteria.

While most immersion educators belicve that the

program is suitable for learners of all ability levels, in-

cluding learning disabled children, there is also general
consensus that children with serious delay in first
language development, or auditory processing,
2uditory memory, or general suditory impairment
should not be in an immersion program.

Question 9. What kind of commitment should be
required for participants and their parests?

Response: Many programs do not requite a formal
commitment from parents. Others ask parents 1o com-
mit to keeping their child in the program for a
minimum of six months or one year. Whether or not
a formal commitment is required, exensive parent
orientation prior to admitting students is imporeant
1o ensure that parents (and where appropriate,
students) understand the nature of the program.

Periodically, opportunities should be providad to
address parents’ questions and concerns which arise
once their child is actually in the program. Frequent
and close communication between school and pareats
helps to maintain the commitment parents made when
choosing the program for their child.

Question 10. Given the present mobllity of the
American population, bow should 8 school henice the
naturl sttrition problem in sa immersion program?

Response: An effective means to account for the
natural attrition which oceurs in any program is o
start at the early grade levels with a lurge number of
participants so that, despite dwindling numbery, it re-
mains feasible to operate the program in the upper
grades without combining grade levels in a single class.
Some schools aliow new participants to enter the pro-
gram atany grade Most have found, however, that the
number of new students in any one class should be
limited.

Question 11. Is there a wary for sew students 10 enter
an ongoing immersion program?

Response: Some immersion programs do not allow
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students to enter the program after the first or second
grade. Others wili allow students 10 enter at any grade.
Itis best to limit the numbrer of new entrants in any one
class 30 that their iimited janguage proficiency does
not force the teacher to dilute the level of instruction
to accommodate these students’ needs.

Some educators believe it is important for the
parents of new entrants, as well as the students
themaelves, to understand the difficulties these
“children will face. Often, a placementin the immersion
program may be made on a trial basis, with a review
of the student’s progress made after the first 10-12
weeks after placement.

Most often the successful late entrant will be a child
who enjoys challenge and hard work, is not easily
defeated by frustration, seeks, or at least willingly ac-
cepas, assistance from peers, and is motivated to
succeed.

Question 12. How are immersion progmms staffed?

Response: Immersion requires teachers who are
elementary trained and experienced and who have
near native proficiency in the langusge. If current staff
members meet these criteria, they are ideal candidates
for positions in the program, Usually, however, schools
find it nécessary to empioy new siaff. Unless new
students come into the school to justify additional
positions, a bew program frequently results in the un-
fortunaie displacement of some current staff
members.

Itis not easy to find qualified immersion 1eachers,
but neither is it impossible. In some districts, elemen-
tary trained teachers who are fluent in the language
may beresiding right in the local community. Adver-
tisements may be pisced in newspapers of major cities
where potential candidates may be found. In addition,
some schoo! systesms have been successful in recruiting
teachers from abroad. Substitutes or permanent
replacements are not often readily availabie; therefore,

- it & important to identify potential substitutes or

replacements well before they are actually needed.

Quastion 13, Eov. cnn 8 program be started withomt
terminating or replaciag present staff?

Response: Existing staff need not be supplanted if
sdditional students are recruited. If half-day
kindergarten classes are expanded to full-day, addi-
tional kindergarten teachers will be needed - — whether
or not an immersion program is initiated. Although
this will not solve staff displacement problems in the
ensuing grades, it is possibie that through a combina-
tion of an increase in the student populstion and
natural staff atrition, displacement may be
mirimized.

Question 14. Where can we get materials for use in
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on immersion program? :

Respeuse: French materials are svailabie from both:
Canadian and Exropean sources. While European
materials may be probiematic because of mismatches
in curricula or linguistic levels, Canadian materials
hold more promise. Canadian curriculum is more
closcly aligned to that of the United States and cfien
French language versions of commonly used
American texts are availabie from major publishing
houtes. In addition, the jong history of Canadian
French immersion programs has resulted in materials
developed specificaily for use in immersion programs.

Spanish language mazterials for e in the elemen-
growth of bilingual programs for Hispanic students.
Many major publishing firms now offer Spanith
language versions of basal programs in reading/
language arts, science, mathemasics, and social
studies. These materials have the adwantage of reflect-
ing the educational philosophy and curricular trends
which prevail in the United States. Additional
materials gre avuilable from sources in Spain, Latin
America, and Puerto Rico.

Immersion in other languages is not as common;
therefore, identification of sppropriste materials has
not been as well developed as in French and Spanish.
Locally developed curricuium marterials in several
languages may be obtained from mature immersion
programs in schools throughout the United Scates.
Lastly, teachers will nead time 10 adapt or develop their
own materials to supplement those obtained
elsewhere.

Question 15. What probable effect will an maser-
sion program have upoa the school's (or school
district’s) existing foreign language program?

Respumse: Obviously, students who are in the im.
mersion sequence cannat profit from instruction in
regular foreign language courses. Immersion students
are fluent in the foreign language by second/third
grade. Therefore provision should be made for their
continued growth in the foreign langusge in the form
of specially designed courses. These will be very
similar to the language arts courses students receive in
English.

The immersion program may also affect the at-
titudes of non-immersion students toward foreign
language instruction. These students may be
motivaied by the positive attitudes and the proficiency
of immersion students. Knowledge of a foreign
language may become a valued skill throughout the
school because of the immersion program's popularity
and success.

Question 16. What kind of middie-school program
shoald s school district kave in order 10 maintain and
further develop the language skills scquired?
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Rerpomse: Ideally stucients should have the oppor-
tunity to continue 10 grow in their language skills after
compieting an slementary-school immersion prograzm.
This should include two to three periods daily of in-
struction conducted in the foreign language, one of
which will be “foreign language anis” The choice of
addizional subjects taught in the language will depend
on the local school's philosophy, available staff,
available iasiructional mazerials, and the content of
the course itself. Other considerations mey include
scheduling. A school should consider how an immer-
sion subject fits with the toial school schedule. For in-
stance, an immersion subject may conflict with other
“singletons” in the schedule. Or immersion students
may need 1o be homogeneously grouped with non-
immersion students in certain subjects according to
ability. For example, if the schoo! homogeneously
groups students for mathematics instruction, it may
not be feasible to teach mathematics in the target
language.

Question 17, What amount of lead time would the
stheel saticipate before initial implementation of an
immersion program?

Tespouse: 1t is most effective to provide a six-month
10 one-year planning period prior to initiating an im-
mersion program. During this period the school
should ensure that administration, staff, and com-
munity understand and support the program concept
to be implemented. Training for all staff members is
critical. Those who will not be program staff must
understand the program and how it operates, because
their misunderstanding can unintentionally, (and
sometimes intentionally) undermine efforts to
recruit and retain pupils for the program. Some non-
participating staff, such as the media specialist, may
have a direct contribution to make to the program’s
success. Participating teachers must acquire the addi-
tional skills required for effective immersion instruc-
tion. Tune should also be provided for teachers 1o plan
instruction in detail, to identify commercially available
maserials or curricular materials produced by other
school districts and to prepare instructional materials
for local use when no suitable materials are available
from other sources. It is this aspect of preparation that
is essential to the sanity of participating teachers once
the program is underway.

Additional activities during the planning phase
should include:

a) Community education

b) Parent and student recruitment and
orientation
Purchase of instructionai materials (in-
cluding library materials)
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G) Visits to existing programs to both observe
classes and gain from others’ firsi-hand
experiences.

Question 18. For bow many stucdents shoald s
scheo! pian?

Response: The number of students in any given
class is determined by the school's pupil/tescher ratio.
Class sizes in public school immersion programs
generally range from 20 to 35, Obviously, a small class
size is desirable. In the course of the years there will
naturally be attrition. Often, students who ieave the
program are not replaced. Therefore, it is imporwant
to determine the desired size of the cohort at the end
of the program sequence and then project backwards
1o determine the appropriate size of the cohort upon
program entry. For example, a schoo! that wants to
maintain a class of 20 fifth graders may begin with 40
kindergarieners or first graders.

Question 19, What is c1aff/pupil ratic?

Response: Class size may be the same as regulas
classes at the Jocal school. Some immersion programs
have aides assigned as well.

Question 20. What does a 10tal immersion program
coxt?

Response: Costs for immersion programs are only
start-up costs, although until th:e complete sequence
of grade levels has been implemented, start-up costs
vill e annual for 6-12 years (depending on the kength
of the program sequence).

Costs associated with starting an immersion pro-
gram, per grade level are:

) S1aff recruitment

b) Saff training

c) Staff ime for curricilum materisls selection:
and development

d) Texts and other instructional materials in the
language. (These replace English language
texts; howover, costs for these materials, par-
ticularly if imporied, may be higher)

¢) Visits to other immersion programs

f) Library materials, software, audiovisual aids
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A Review of Immersion Education in Canada:
Research and Evaluation Studies

Merrill Swain
Ontario Institute for Studies
in Education, Toronto, Ontario

At the time of the introduction of immersies education in 1965 in
St. Lambert and continuing to the present, this program has
appeared as a somewhat radical means of teaching French to anglo-
phone students. It was uncertain at the beginning how well students
would learn French when it was being used as a medievm of communi-
cation to teach curriculum content areas. It was aiso uncertain
whether students would learn the curriculum content adequately and
would be able 10 maintain and develop their first language. Parents
and educators alike expressed these concerns, which formed the basis
of the many rescarch and evaluation studies that have been under-
taken across Canada. The extensive bibliography in Swain and Lap-
kin (1982) listing reports, published articles, and books dealing with
immersion education attests to these cor:cerns.

This paper contains & review of the resuits of the research and
evaluation studies associated with immersion education in Canada.
The results will be reviewed in line with the goals of immersion pro-
grams (Genesee, this publication). The foliowing will be examined:

¢ The achievement attained by participating students in academic

~ubjects such as mathematics and science

¢ The promotion and maintenance of students’ first language

development

¢ The results pertaining to second language proficiency

e The effectiveness of immersion education for children with

below average 1Qs or with learning disabilities

¢ The social and psychological impact of immersion education on

the participating students snd on the communities involved

Before reviewing the results, however, one needs to examine the
issuc of the quality of the studies associated with immersion educa-
tion in Canada. Thus, in the next section this issuc is considered.

Design of Immersion Education Studies

For the most part this section will be concerned with a description
of the design of the studies. However, one should note that most

This material is copyrighted by the California State
Department of Education, 1984. Permission to reproduce
the article has been granted by the Department and also
by Dr. Merrill Swain.
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rescarchers involved in the major studies of immersion programs
were university-based individuals rather than employees of the schoo!
boards. When immersion programs began, schoo! administrators did
not particularly view them kindly; but parents strongly supported
these programs (Genesee, this publication). An objective outside eval-
uator was less likely to succumb to the pressures of either group in
reporting the results or to be obligated contractually to keep results
confidential until they were released by the funding agency.

The design of the major evaluations of immersion programs will be
examined in terms of the students tested, the tests used, the data
analysis procedures employed, and the generalization of results.

Students Tested

The typical evaluation of an immersion program involved a com-
parison of the performance of all (Lambert and Tucker, 1972) ora
sample of all of the immersion students in 2 program (e.g., Barik and
Swain, 1975) with that of anglophone students in & regular English
program (e.g., Barik and Swain, 1975) and sometimes with that of
francophone students in a francophone school (e.g., Lambert and
Tucker, 1972; Swain, Lapkin, and Andrew, 1981). In these studies the
first group of students entering the program was tested on an annual
basis near the end of the school year over 2 number of years. Typi-
cally, a follow-up group of students entering the program in a subse-
quent yesr was also tested on an annual basis as the students
proceeded through the program. In this way, the progress of stud ents
in the immersion program could be assessed longitudinally wn:ie at
the same time the stability of the findings could be monitored through
a comparison of different groups of students at the same grade level.
Thus, the major studies of immersion programs in Canada have been
both longitudinal and replicational in design.

Because immersion programs are optioral end the decision to
enroll in the program rests with parents and students, random assign-
ment of students to immersion and comparison groups couid not
occur, except in the case where the school administration limited the
enroliment into the program. In this case the English comparison
group couid be drawn from those who wanted to be in the immersion
program but who couid not enroll (Lambert and Tucker, 1972). For
the most part, however, the comparison groups were drawn either
from the same school as the one where the immersion program was
housed or from a nearby school where the socioeconomic status of
the students and characteristics of ths community were similar to
those of the immersion group being tesied. This situation leaves open
the possibility that the students in the immeision program may have
characteristics that differentiate them from their comparison groups,
such as generally having a greater motivation to learn French. Under
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these conditions the only reasonable approach to evaluaiing immer-
sion programs is to recognize that students possessing these character-
istics constitute part of the very nature of the program itself and that
the question which the evaluation results can answer is how do stu-
dents in the immersion program perform relative to students receiv-
ing the usual educational program? (Swain, 1978a).

Tests Used

The tests which have been used in the evaluation of immersion
programs have included standardized tests of subject achievement, of
first and second language achievement, and of cognitive abilities as
well as homemade tests to measure specific psycholinguistic or lin-
guistic characteristics of students’ first and second language abilities.
For the most part, the tests.of subject achievement and cognitive
abilities ‘were administered in English, the students’ first language. 1
will return o this point in discussing ‘the results of the testing.

Data Analysis Procedures

Most of the studies have compared statistically the performance of
immersion groups with that of their comparison groups, using analy-
sis of variance or covariance, with students’ IQ levels being used as
the covariant. Thus, differences in the students’ 1Qs which might have
existed between the groups were controlied statistically. This proce-
dure has been used to compensate for the nonrandom assignment of
students to their educational programs that was noted previously.

Generalization of Results

The results from any one study of immersion education can be
generalized for the program as a whole in the particular school board
(school district). Programmatic factors internal to the school system,
such as the amount of time devoted to instruction in the second
language, and community factors external to the school system, such
as the degree to which French is used in the community, would sug-
gest that the results should not be gencralized beyond the particular
program. At least, however, in the case of early total immersion pro-
grams, the pattern of results has been 30 consistent across programs
from the different Canadian provinces that the consistency of the
collective evidence outweighs the limited generalization of the results
of each individual study. To a lesser degree this outcome is also the
casc with respect to the results from immersion programs which begin
at later grade levels. Inconsistencies in the results across programs
will be noted in the appropriate sections that foliow.

The overall conclusion concerning the quality of the immersion
rescarch and evaluation studies which have been undertaken in Can-
ads is that, given the praciical realities of nonrandom assignment of
students to programs, the design and analysis are acceptable and
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appropriate for the questions being asked. Furthermore, the general
consistency of results from the studies carried out across Canada by a
number of different researchers provides an argument for the applica-
tion of these results to other English-speaking students learning a
second language through immersion pregrams.

Academic Achievement

As noted in earlier chapters, one principle of immersion education
is that the same academic content will be covered as in the regular
English program, the only difference between the two programs being
the language of instruction. In an immersion program in which the
language of instruction is the students’ second language, the concern
that the immersion students will be able to keep up in their academic
achievement with students taught in their first language is of consider-
able importance. This concern has largely been allayed as a result of
the research evidence.

Immersion students have been tested with standardized tests in
mathematics (at all grade levels) and science (from about the fifth
grade on), and their performance has been compared to that of stu-
dents in English-only programs. As mentioned previously, the tests
were typically administered in English, even though students were
taught the subjects in French. The reason for this approach was
straightforward. Although parents wanted their children to learn
French. they wanted to be assured that their children would be able to
dea! with mathematical and scientific concepts in English. the domi-
nant language in North American society. Testing the students in
English scemed the best way to gauge their ability to do so. It was
thought at the time, however. that not testing the students in the
language of instruction might seriously handicap their performance.

The results essoctated with early total immersion programs consis-
tently show that, whether demonstrating skills in science or mathe-
matics, the immersion students performed as well as the members of
English-instructed comparison groups. For example. *. summarizing
the results of nine years of testing early total immersion students in
Ontario. Swain and Lapkin (1982) report that in 38 separate adminis-
trations of standardized mathematics achicvement tests from the first
to eighth grades. the immersion students performed as well as or
better than the members of English-taught comparison groups in 35
instances. In three instances an English-instructed group scored sig-
nificantly higher than an immersion group on one or two of the
subtests but never on the test as @ whole. The results with respect to
science achievenent were similar in that the average scores of the
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immersion and comparison groups were equivalent in 14 separate
administrations of the test from the fifth to the eighth grades.

The results associated with early partial and late immersion pro-
grams do not consistently provide evidence for the equivalence of
performance between the immersion and comparison groups. In
mathematics inferior student performance has occasionally been
measured among some groups of early partial immersion students
from the third grade on (Barik and Swain, 1977; Barik, Swain, and
Nwanunobi, 1977; “Implementation® . .., 1980) and in science from
the fifth grade on (Barik and Swain, 1978).

In the late immersion programs, when instruction in French as a
second language (FSL) had been limited to one or two grades prior to
the students’ entry into the immersion program, the immersion
group’s performance was occasionally inferior to that of its compari- -
son group in science (Barik and Swain, 1976a) and mathematics
(Barik, Swain, and Gaudino, 1976). However, when late immersion
students had FSL instruction each year through to the immersion
year, the level of mastery of content taught in French was comparable
tc that attained by their English-instructed comparison groups
(Genesee, Polich, and Stanley, 1977; Stern and others, 1976). The
results from the early partial and late immersion programs suggest
that the second language skills of the students may at times be insuffi-
cient to deal with the compiexities of the subject material waught to
them in French. In general and over the long run, however, the results
suggest that immersion students are able to maintain standards of
academic achievement compatible with those of their English-
educated peers (see also Tucker, 1975).

The issue of the language of testing is relevant here. As has been
noted, the students were usually tested in their first language although
taught mathematics and science in their second language. This
approach does not seem to have hindered the students as was sus-
pected, adding credence to Cummins® (1981) “interdependence hypo-
thesis.™ This concept suggests that students’ cognitive academic
knowledge is held in common storage and can be understood or
expressed in either language, given a student’s adequate levels of
linguistic proficiency in both languages. In this case, the immersion
program students gained the knowledge in one language but made
full use of it in the other language context, both activities being
dependent on a threshold ievel of linguistic competence in each
language.

Would the results have been different had the language of the tests
been French? The evidence which exists suggests that they would not
have been different for the early total immersion students (e.g., Barik

R ——
*Only the first major word of a title is given for references in the text that are cited according to
their utles. The compleie titles appear in the selecied references section at the end of this paper.
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and Swain, 1975) or for the late immersion students who had had
sufficient prior FSL instruction (Genesee, 1976a).

The impact of the second language proficiency jevel on test perfor-
manee is a serious issue and one which has not been well attended to
in the testing of academic achievement among minority students. An
example from the immersion data illustrates this point: The perfor-
mance on a social studies test of fourth grade carly immersion stu-
dents and students studying only social studies in French (60 minutes
a day of instruction in French since these students began school) were
compared. Two different versions of the same test were given, one in
English and one in French. Results from the English version of the
test revealed no differences in social studies achievement between the
groups. Results from the French version of the test, however,
revealed a significant difference between the two groups in favor of
the immersion program students. Furthermore, the immersion group
performed in French as it had in English. When the other group was
tested in French, these students’ scores were much lower than when
the group was tested in English, even though these students had been
taught social studies in French. These results indicate quite clearly
that testing studentsina second language in which they are not highly
proficient may not accurztely reflect their level of knowledge related
to the content of the test. In other words, testing in a second language
is a risky business if one wishes to measure accurately students’
knowledge of subject content.

SElw

First Language Development

Because immersion programs emphasize curricular instruction in
French,  concern arose that the development of first language skills
might be negatively affected. This lack of development was thought
to be potentially most serious at the primary level, when literacy skills
in the first langu . would ncrmally be taught. Indeed, one of the
reasons for carly partial immersion programs is the fear of some
parents and educators that the negative consequences of the early
1otal immersion program on the development of first language liter-
acy skills in the child's formative years would be irreparable. These
parents and educators wanted English literacy training to be intro-
duced from the beginning.

To what extent were these fears well-founded? The research evi-
dence on this issue suggests that. for these children, such fears have
no basis in fact. In par, this result occurs because these children are
members of the dominant linguistic and cultural majority of Canada.
As a consequence, English pervades all of their out-of-school life.
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On the one kand, the results for students in the early tota) immer-
sion program indicate that this group is initially behind students in
unilingual English programs in literacy skills. Within a year of the
introduction of an English language arts component into the curricu-
lum, however, the immersion students perform as well on standard-
ized tests of English achievement as do students in the English-only
program (Genesee, 1978a; Swain, 1978b). This is the case even if
English is not introduced until the third grade (Edwards and Cas-
serly, 1976) or fourth grade (“Report . ..,” 1972; Genesee and Lam-
bert, in press). Furthermore, in some instances the initie! gap is not
only closed but the iramersion students outperform their English-only
program peers in some aspects of measured English language skills
(Swain, Lapkin, and Andrew, 1981).

On the other hand, the results of tests given to early partial immer-
sion students, in the second and third grade, who had approximately
half of their program devoted to instruction in and about English
indicate that this group did less well than their comparison groups on
some aspects of measured English language skills. Results from this
group of students were compared with (1) those from students in a
regular English program in the second or third grade; and (2) with
immersion students at the same grade ievels whose English reading
instruction began in the second or third grade (Barik, Swain, and
Nwanunobi, 1977; Swain, 1974). One interpretation of these results is
that when literacy skills are taught in both languages at the same
time, the interfering and competing surface linguistic features cause
confusion; and students requirc a period of time tc resolve this
confusion.

The implication for bilingual education is that it is preferable to
teach initially literacy-related skills in only one language. whether it
be the first or second language. This statement does not imply that
children should not be exposed to literacy in the other language and
encouraged to work out (i.c., spontaneously transfer) the code for
themselves. Once the students establish literacy-related skills in one
language, they will be able to transfer these skills readily and rapidly
to the other language (provided it is mastered), even, possibly. with-
out the students’ receiving explicit instruction. The results of immer-
sion programs which begin at later grade levels strongly support this
finding. For example, Cziko (1976) compared the performance on
tests of reading comprehension in English and French of a group of
carly total immersion students with the test performance of a group
of children who began their immersion program at the fourth grade
level. The scores of the two groups were equivalent in both English
and French. The students who had begun their immersion experience
at the fourth grade had apparently reached the same degree of skill as
the early partial immersion students but without the intervening con-




fusion. The results from immersion programs which begin at the sev-
enth or eighth grade level, and which are discussed later with respect
to sccond language skills, also support this view (e.g., Genicsee, 1981;
Lapkin and others, 1982). However, in a community or social context
where the first language may be less strongly supported, as is the case
for many language minority children, teaching initially in the first
language is likely to compensate for the possible limited use of the
language in its full range of functions and skills. Teaching in the first
language first is more likely to lead to full bilingualism among minor-
ity language students instead of leaving the first language in second
place (Cummins, 1981; Swain, 1983).

Results from other studies of early total French immersion stu-
dents’ English language skills are in line with those from standardized
achievement tests, indicating that an initial discrepancy exists in
literacy-based skills between students from immersion and English
programs. Students from English programs initially do better than
those from immersion programs. In later grades, however, equivalent
performance occurs for both groups. For example, the writing skills
of third, fourth, and fifth grade immersion students have been exam-
ined. Short stories written by third grade children were analyzed for,
among other things, vocabulary use, technical skills (punctuation,
spelling, and capitalization), and grammatical skills and the ability to
write in a logical, chronological sequence. Small differences were
noted between immersion and nonimmersion students in each of
these areas (Swain, 1975a). Genesee (1974) reports on a study of the
writing skills of fourtl. grade immersion students. Based on teacher
ratings, one finds that the immersion group lagged behind English
program students in spelling: but the stories of these students were
considered more original. Ratings were similar for sentence accuracy,
vocabulary choice, sentence complexity and variety, and overall
organization.

Lapkin and others (1982) had elementary teachers globally assess
compositions written by fifth grade students in both programs. The
teachers did not know which program the students were in (also the
case in Genesee, 1974): they knew only that the compositions were
written by f{ifth grade students. The compositions of the two groups
were judged to be equivalent. A further analysis of the variety in
vocabulary use and the length of the compositions revealed no differ-
ences between the groups.

The type of tasks involved in-these studies of English writing and
achievement represent the context-reduced. cognitively demanding
quadrant of Cummins' (1981) language proficiency model. (See pages
11, 12, and 215 of Schooling and Language Minority Students: A
Theoretical Framework.) But what about tasks that are at the
context-embedded end of the contextual support continuum? One

L B




group of people to ask this question of are the children’s own parents.
in a survey of parents conducted in British Columbia, McEachern
(1980) asked whether they thought children in primary French
immersion programs suffer in their English language development.
Of parents who had a child in a French immersion program, an
overwhelming 80 percent answered with an unqualified no. Interest-
ingly, of parents who did not have a child in the immersion program,
only 40 percent responded in this way. In Ontario 2 questionnaire
distributed to parents of children in immersion programs included a
question about their children’s ability to express their thoughts in
English. Over 90 percent of the parents indicsted that they had per-
ceived no negative effects.

With the same question in mind, Genesee, Tucker, and Lamben
(1975) undertook a study which examined the communicative effec-
tiveness of total immersion students in kindergarien and in the first
and second grades. They found that the children in immersion pro-
grams were more communicatively effective and suggested that this
facility occurred because their experience in the second language
classroom had made them more sensitive to the communication needs
of the listener. (See also Lambert and Tucker, 1972.)

Thus, substantial evidence exists that children in early total immer-
sion programs, although.initially behind their English-educated com-
parison groups in literacy-related skills, catch up to and may even
surpass their comparison groups once English is introduced into the
curriculum. However, the evidence also suggests that no benefit
occurs from introducing English and French literacy training at the
same time. ]t would appear preferable to teach these skills explicitly
in one language first. The choice of language must be compatible with
community and societal factors external to the school program. As
has been shown, the immersion children at no time show retardation
in their oral communicative skills, a fact due in large part to the
overwhelming use of English in their environment, including school
(see Lapkin and Cummins, this publication, concerning the use of
English in school).

Second Language Development

In this section the results of studies in which researchers have exam-
ined the second language development of students in immersion pro-
grams will be reviewed. This section begins with a discussion of the
results associated with students in early total immersion prog-ams,
and within this context, a discussion is presented of the double stan-
dard that seems apparent for second ianguage learners from majority
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and minority language situations. A brief review of the early partial
and iate immersion results follows. This section concludes with a
comparison of the second ianguage abilities of early and late immer-
sion program students.

When early immersion programs began, the belief was that using
the second language to communicate with the children would enable
them to acquire the language as children learning a first language do.
Although the theoretical rationales (see Genesee, this publication)
seemed sound and were strongly reinforced by commontly held views
that second language learning is relatively casy for children, there was
no guarantee that the program would work. Indeed, some educators
were skepticai that learning through a language could be more effec-
tive than being taught a language. But the desire to experiment with
finding ways to improve students’ second language skills prevailed.
And with good reason, as the research e¢vidence has demonstrated.

Each study in which a comparison has been made of the second
language performance of students in early total immersion programs
with that of students in core French as a second language (FSL)
programs (20 to 40 minutes of daily FSL instruction which focuses on
teaching specified vocabulary and grammatical structures) has revealed
a significant difference in favor of the immersion students (e.g.. Barik
and Swain, 1975; Edwards and Casserly, 1976). In fact, it soon
became clear that giving the same test to immersion students and to
core FSL students was iil-advised for the following reasons: First, if
the level of difficulty was appropriate for immersion students, then
the core FSL students would become frustrated, some even to the
point of tears at being unable to do any part of the test. Second, if the
level of difficulty of the test was appropriate for the core FSL stu-
dents, then the immersion students became bored and quickly lost
interest in the task. It can safely be concluded, therefore, that the
combination of the increased time in French and the communicative
methodology employed in immersion programs vastly improves the
second language proficiency of the students.

But what about the second language performance of the early total
ifnmersion students relative to native speakers of French? To answer
this question, we look first at the receptive (listening and reading)
skills of these students and then at their productive (speaking and
writing) skills.

Using a variety of listening and reading comprehension tests,
researchers have measured the receptive skills of the immersion pro-
gram students over the years. The tests have included standardized
tests of French achievement, as well as more communicatively
oriented tests. In the latter category, for example, are such tests as the
Test de Compréhension Auditive (TCA) (1978, 1979) and the Tes: de
Compréhension de I'Ecrit (TCE) (1978, 1979) developed by the Bilin-
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gual Education Project of the Ontario Institute for Studies in Educa-
tion. In these tests authentic texts from a variety of communicative
domains are heard or read, and the students respond to questions
about them. In the TCA, students listen, for example, to a news
report over the radio, a portion of a soap opera, an-advertisement,
and an interview. In the TCE, students read, for exampie, a comic
strip, a clipping from a newspaper, a recipe, and a poem.

On the standardized tests of French achievement, the results from
Ontario (Swain and Lapkin, 1982) show that, after six or seven years
in a primary immersion program (that is, by the fifth or sixth grade},
students perform on the average at about the 50th percentile. it took
these children of middle class background, of parents supportive of
their program, and with positive attitudes toward learning French
until the fifth or sixth grade to attain an average level of performance.
It is appropriate to ask, given these data (see aiso Cummins, 1981),
whether it is somewhat unrealistic to expect children in bilingual
education programs from minority language backgrounds in the Uni-
ted States to reach grade norms after a year or two in the program.

On some of the locally developed comprehension tests, equivalence
between immersion and francophone students has been noted as early
as the second grade (Lambert and Tucker, 1972). In Ontario compari-
sons with francophones were not made until the fifth grade level.
Where comparisons have been made, immersion students compare
favorably to francophones (e.g., Swain, Lapkin, and Andrew, 1981).
From these data, therefore, it appears that early immersion students
develop native-like skills in their ability to understand spoken and
written texts.

Researchers, using a variety of techniques, have also examined the
productive skills of the students in early immersion programs over the
years. The results show that these students do not attain native-like
proficiency in their spoken or written French (e.g., Adiv, 1981; Gene-
see, 1978a; Hariey, 1979, 1982; Harley and Swain, 1977, 1578; Spilka.
1976).

For example, Harley and Swein (1977) undertook a study designed
to provide a description of the verb system used in the speech of fifth
grade children in immersion programs. Bilingual and monolingual
francophones, also in the fifth grade, were the comparison groups.
These researchers concluded that, in general, the children in immer-
sion programs may be said to be operating with simpler and grammat-
ically ess redundant verb systems. These children tend to lack forms
for which grammatically less complex alternative means of conveying
the appropriate meaning exist. The forms and rules that they have
mastered appear to be those that are the most generalized in the
target verb system (for example, the first conjugation -er verb pat-
tern). In the area of verb syntax, it appears that where French has a




more complex system than English, as in the placement of object
pronouns, the immersion children tend to opt for a simpler pattern
that approximates the one they are aiready familiar with in their first
language.

Numerous other examples could be given of differences between
the immersion and francophone students. However, the point here is
that the "immersion’ students’ communicative - abilities {Szamosi,
Swain, and Lapkin, 1979; Adiv, 1981) outstrip their . abilities to
éxpress themselves in grammatically accurate ways. One might ask to

-what extent this outcome affects native speakers’ judgments about
immersion students or why the productive capacity of these students
is grammatically limited. These questions are dealt with e'sewhere
(Lepicq, 1980; Harley, 1982; Swain, 1978c) and will not be coitsidered
further here. "

What is important to consider is the comparison between the
second language productive performance of the immersion students
in Canada and that of minority students in the United States. Such a
comparison provides an excellent example of what might be labeled
the linguistic double standard. By this standard majority language
children are praised for learning a second language even if it is non-
native-like in its characteristics, whereas minority language children
must dermnonstrate full native-like competence in the second language
to receive the same praise. Recognition that a double standard exists
should surely make us reappraise our expectations for one, if not
both groups.

Given the fact that-proficiency in a second language for majority
group students depends, in part, on the amount of time spent in
studying that language, early partial-immersion students are not as
proficient as total-immersion students (Carroll, 1975). Indeed, the
secénd language scores of the early partia)l immersion students tend
to fall between those of early towa! immersion students and core FSL
students (e.g., Barik and Swain, 1976b; Edwards, McCarrey, and Fu,
1980). Although partial immersion students do not perform as wellas
total immersion students at the same grade level, they tend to perform
as well as total immersion students in lower grade levels who have
had similar amounts of instructional time in French. For example. a
fifth grade partial immersion student and a second grade total immer-
sion student who have each accumulated two and one-half years of
French instructional time tend to demonstrate equivalent perfor-
mance levels. By the eighth grade, the partial immersion studgnts tend
to perform as well as total immersion students who are one grade
level below them (Andrew, Lapkin. and Swain, 1979). The lower leve}
of linguistic proficiency exhibited by the partial immersion students
in the earlier grades may account for their poorer academic achieve-
ment in some instances, as noted previously.

)
-
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late immersion experience, the performance of early and late immer-
sion students on a variety of second language tests, including all four
skills of reading, writing, listening, and speaking, appears to be equiv-
alent. This finding is somewhat unexpected, given the results from
Ontario and the presumed advantage of early second language
learning.

The differences in results between the Ontario and Montreal pro-
grams are an indication of the impact that program design can have
on the second language performance of majority language students.
In the case of the Ontario programs, the early immersion program
maintained a French to English ratio of 80:20 in the third to fifth
grades and 50:50 in the sixth to eighth grades, whereas the corre-
sponding figures for the Montreal program were 60:40 in the third
grade and 40:60 in the fourth to ecighth grades. These figures show
that the Ontario early immersion studenis had considerably more
in-school contact time in French than did the Montreal students. This
increased time could account for the Ontario students’ superior
second language performance relative to late immersion students.
These results indicate a need for the maximum allotment of time to
the second language for majority language students to maintain and
further develop their second language skills. This maximum time
allotment is essential for majority language children because of the
limited use they may make of the second language in out-of-school
contexts (Genesee, 1978b; Swain and Lapkin, 1982).

The comparison of early and late immersion students raises the
issue of the relative ease of second language learning by younger and
older learners. Even in the case of the Ontario programs where the
late immersion students remain behind the early immersion students,
it is clear that late immersion students have made considerable prog-
ress toward the proficiency levels exhibited by the early immersion
students. The issue of age and second language learning is a much-
debated topic (see, for example, Cummins, 1980; Genesee, 1978c;
Krashen, Long, and Scarcelia, 1979 for reviews) and will not be dealt
with in this paper. Suffice it to say that the immersion results suggest
that the older learners may be more effective than younger ones in some
aspects of second language learning, most notably in those associated
with literacy-related and literacy-supported language skills. It may
be. however, that early immersion students feel more comfortabie
and at ease in the second language and maintain to a greater extent
their facility in the second language over the long run. Furthermore,
in the case of late immersion programs for majority language chil-
dren, some students will choose not to learn a second language,
because learning a second language is only one of many competing
interests which students recognize will take time and energy to learn.
Tinally, early immersion programs seem to be able to accommodate a




For example, the sixth grade partial immersion students in one
study (Barik and Swain, 1978) did not perform as well as their
English-educated peers in science or mathematics. It was also the case
that their level of French performance most closely approximated
third and fourth grade total immersion students. It may therefore be
the case that the level of French of these partial immersion students
was not adequate to deal with the more sophisticated level of
mathematical and scientific concepts being presented to them in
French.

As with the early total and partial immersion students, the late
immersion students’ second language performance is higher than that
of core FSL students at the same grade level. However, it has been
noted that the second language skills of students in late immersion
programs may dissipate unless there is a strong follow-up progrem to
the one or two years of immersion that constitute these progra.as.
(Cziko and others, 1977; Lapkin and others, 1982) Indeed, the ques-
tion of the maintenance of second language skills of both early and
late immersion students in their follow-up programs at the secondary
schoo! level is one that needs to be investigated,

Now that early immersion students are entering and beginning to
graduate from high school in the Ontario and Quebec programs, it is
possible to compare the performance of early and late immersion
students. The results of the comparisons emanating from Quebec
differ somewhat from those in Ontario. It wouid appear that the
differences can in part be accounted for in terms of programmatic
variations, most obviously with respect to the overall amount of time
students have been studying in French. These differences in program
structures, their associated second language outcomes, and the impli-
cations for second language immersion programs will be discussed
next.

In Ontario the lead groups of early total immersion students were
tested at the eighth grade level, and the performance of these students
has been compared with late immersion students &iso in the eighth
grade who had been in a one-, two-, or three-year immersion program
(beginning at the cighth, seventh, or sixth grade level, respectively).
The results indicate that the early immersion students outperform the
late immersion groups on tests of French listening comprehension.
reading comprehension, general French achievement, and proficiency
(Lapkin and others, 1982; Morrison and others, 1979).

In Montreal comparisons of the early and late immersion program
students from the seventh through eleventh grades have been made
(Adiv, 1980; Adiv and Morcos, 1979; Genesee, 1981). The results
indicate that the early total immersion students outperform the late
immersion students after one year (seventh grade) of immersion edu-
cation. However, in general, from the end of the second year of the
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wider range of student personality types and cognitive styles than do

“late immersion programs (Swain and Bumaby, 1976; Tucker, Hamayan,

and Genesee, 1976).

In summaty, the second language results of the immersion research
and evaluation studies indicate that immersion students attzin levels
of perfcrmance that far exceed those of students in core FSL pro-
grams and that immersion students develop receptive skills in the
secoud language comparable to francophones of the same age. How-
ever, for early immersion students, the attainment: of average perfor-
mance on standardized tests of French achievement can take up to six
Or seven years, raising the issue that unreslistic expectations are being
held for minority language children in bilingual education programis
in the United States.

Although immersion students appear to attain native-like receptive
skills, their productive skills continue to remain nonnative-like. They
are, however, quite capable of communicating their ideas in spite of
their grammatical weaknesses. It was suggested that the educational
community would not consider aceeptable this same level of produc-
tive skills in the second language among minority students. The
achievement of this skill level being praised within the majority cul-
ture when attsined by majority language siudents and denigrated
when attsined by minority language studeats is indicative of a linguis-
tic double standard.

Finally, comparisons between carly and latc immersion students
suggest that late immersion programs can be as effective in develop-
ing some aspects of students’ second language skills as early immer-
sion programs. However, the advantages in the second language
performance’of the early immersion students can be maintained with
an adequate allotment of instructional time in French. The appar-
ently more rapid second language learning exhibited by the late
immersion student should not be taken as an indication that late
immersion is, therefore, the best option. As an option this program
must be balanced against potential long-term advantages of early
bilingualism and the very likely possibility that carly immersion edu-
cation makes bilingualism an achievable goal for a wider spectrum of

the population.
BlElw

Student 1Q Level, Learning Disabilities, and
Immersion Education

Many students enrolled in primary immersion education are anglo-
phone students of middle to upper-middie socioeconomic back-
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grounds. However, students with other background characteristics
have enro.ied in immersion programs. Some studies have been under-
taken to determine whether these students benefit #s much from
immersion education as their classmates in immersion programs or as
their peers (children with similar characteristics) in the regular En-
glish program. In this section the results of these studies will be sum-
marized for two groups of children—those with below average 1Q
and those with lzarning disabilities.

A commonly held view is that immersion education is only for
children of above average intelligence. The research evidence contra-
dicts this view. There are several ways this issue might be examined.
One way is to determine how immersion students who obtain above
average 1Q scores perform relative to immersion stucents who obtain
below average 1Q scores. It would be expected thai above average
students would obtain higher scores on second language measures
than would below average students, given the usual relationship
between IQ and academic performance. In one study (Genesee,
1976b), fourth grade early immersion and seventh grade late immer-
sion students who were below average, average, and above average in
1Q levels were administered a battery of French language tests which
included measures of literacy-related language skills, such as reading
and language usage, as well as measures of interpersonal communica-
tive skills, such as speaking and listening comprehension. Results
showed that, as expected, the above average students scored better
than the average students, who in turn scored better than the below
average students on the tests of literacy-related language skills. How-
ever, there was no simiiar stratification by IQ of performance on the
measures of interpersonal commaunication skills. In other words, the
below average students understood £s much spoken Fiench as did the
above average students, and they were rated as highly as the above
average students on all measures of oral production: grammar, pro-
nunciation, vocabulary, and fluency of con.munication. Thus, it
seemns that the below average students were able to benefit from
French immersion as much as the average and above average students
in terms of acquiring interpersonal communication skills in the
second language. Furthermore, from the English language and aca-
demic achievement testing that was carried out with the same sample
of students, no evidence appeared- that the below average students in
Frencl: immersion were further behind in English skills® development
or academic achievemnent than were the below average students inthe
regular English program.

There is another way of looking at this issue. If a student’s 1Q level
is important for his or her success in an immersion program, more so
than in a regular English program, then this 1Q level should be
more highly related to how well a student performs on achievement
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tests in the immersion program than in a regular program. Swain
(1975b) found, however, that this was not the case; that is, the rela-
tionship between a student’s 1Q and achievement scores was the same
for early immersion children and children in the regular English pro-
gram. The relationship between a student’s 1Q level and test resuits of
French listening comprehension and French reading and language
usage was also examined. The same pattern was found as in Genesee's
study cited above; that is, that the acquisition of second language
comprehension skilis was not related to 1Q level but that the acquisi-
tion of second language literacy-related skills was related.

These studies, then, suggest that & student’s 1Q does not play a
more significant role in the immersion program than in the regular
English program as far as success in school is concerned. Further-
more, acquiring interpersonal communicative skills in a second lan-
guage would appear in this context to be unrelated to a student’s 1Q.
Thus, although differences will occur in performance among stu-
dents, the students with below average 1Qs are not at any miore of a
disadvantage in an immersion program than they would be if they
were in a regular English program. In addition, these students have
an equal opportunity of learning second language communicative
skilis.

Basically the same conclusion has been reached about children with
language learning disabilities. The child with a language learning dis-
ability is one who has normal intelligence and no primary emotional,
motivational, or physical difficulties and yet has difficulty acquiring
specific basic skills such as reading, spelling, and oral or written lan-
guage (Bruck, 1979). It has been found in an ongoing research project
designed to investigate the suitability of early French immersion for
children with language learning disabilities that:

When compared to a carefully selected group of language disabled chii-
dren in English programs, the learning disabled children continue to
develop facility in their first lunguage: they learn their basic academic
skills at the predicted rate: they exhibit no severe behavioral probiems,
and perhaps of most importance, they acquire greater competency in
French (Bruck. 1979, p. 43).

In her report of this study, Bruck (1978) points out that many learn-
ing disabled children who have followed the core FSL program leave
schoo! with almost no knowledge of French because the nature of the
teaching method seems to cxploit their areas of weakness (memory
work. repetition of language out of context, explicit teaching of
abstract rules). Thus, if learning disabled children are to learn French
in school, immersion is the best method by which to do so.

In summary, as with children with below average 1Qs. no evidence
exists which suggests that expectations for learning disabled children
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in immersion programs should be any different from those for similar
children in regular English programs.

Social and Psychological Effects

In this final section the social and psychological effects of immer-
sion education will be reviewed. First, the immersion students’ percep-
tions of themselves, of English-Canadians, of French-Canadians, and
of the broader sociocultural aspects of Canada will be discussed. This
discussion of perceptions will be followed by a brief section on the
satisfaction with the program as expressed by student participants
and members of the community.

A number of studies have been undertaken in Montreal which
examine the immersion students’ perception of their own ethnolin-
guistic group, of themselves, and of the French-Canadian ethno-
linguistic group. In one study, early immersion and English-educated
children were asked 1o rate themselves, Englisk Canadians, and
French Canadians on 13 bipolar adjectives such as friendly-unfriendly
(Lambert and Tucker, 1972). The immersion and English comparison
groups both made favorable assessments of themselives and of
English Canadiens. In the carlier grades the immersion students
made more favorable assessments of French Canadians than did their
English comparison groups. Although this difference in these immer-
sion program students’ assessments of French Canadians had disap-
peared by the fifth grade, these students were clearly more positive
when they were asked directly about their feelings and attitudes
toward French Canadians. For example, these children were asked:
Suppose you happened to be born into a French-Canadian family,
would you be just as happy to be a French-Canadian person as an
English-Canadian person? Of the fifth grade immersion children, 84
percent responded with “just as happy to be French Canadian.”
whereas only 48 percent of the English-educated group responded in
this way.

In another study (Cziko, Lambert. and Gutter, 1979), fifth and
sixth grade immersion and English-educated students were asked to
make judgments about the similarity or dissimilarity of pairs of con-
cepts such as themselves as individuals, monolingual English Canadians,
" monolingual French Canadians, bilingual French Canadians. and
bilingual English Canadians. The results indicated that the early
immersion students perceived themselves as more similar to bilingual
English Canadians and bilingual French Canadians than did the late
immersion or English program students. The authors conclude that: -




“...the early immersion experience secms to have reduced the social
distance perceived between self and French Canadians, especiaily
French Canadians who are bilingual™ (p. 26).

It is possible that the educationai experiencs of the immersion stu-
dents might lead to a more sophisticated understanding of the social
and cultural aspects of Canadian life. To investigate this question,
researchers asked fifth and sixth grade immersion students to write a
composition on the topic “Why I like (or do not like) being Cana-
dian™ (Swain, 1980). Each composition was subjected to a content
analysis, and the substantive comments that had been written were
identified and tabulated. Several interesting findings emerged. Firsi,
the immersion students' commentary spanned a much broader per-
spective in that this group gave on the average two to three times as
many reasons for their choice than did the English comparison
groups. Second, three times as many immersion students as English
progiam students commented specifically on the rich and varied cul-
tural and/ or linguistic composition of Canads. Third, over 20 percent
of the immersion children, but none of the English-educated children,
commented on the possibility in Canada of being able to speak more
than one language. In general most of the compositions written by the
English students focused on the natural beauty of Canada as oppozed
to the veauty of linguistic and cultural diversity which was as likely to
be mentioned in the composition of the immersion students.

Whether the views of immersion students are the result of their
schooling experienice, the influence of their parents, or their expe-
rierice in the wider community cannot be determined from the studies
undertaken. Probably, these students’ views reflect the interaction of
all three influences. Practically speaking, the source of the students’
views is probably less important than their existence.

Immersion and core FSL students were asked to give their opinions
about the French programs in which they were enrolled. Lambert and
Tucker (1972) found that, relative to core FSL students, fourth and
fifth grade immersion program students were much more likely to say
that they enjoy studying French the way they do. They thought that
their program had just about the right amount of time spent on
French (core FSL students tended to say that too much time was
spent on French) and that they wanted to continue learning French.
This study suggests a general endorsement by immersion students of
their program and way of learning French.

In a study in which these same immersion children in the eleventh
grade and their parents were interviewed, Cziko and others (1978)
concluded that “there is a very clear appreciation for the early immer-
sion experience on the part of the early immersion students and their
parents, who, in the vast majority, say that they would choose the
immersion option if they had to do it all over” (p. 23).
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In & comparison of the carly and iate immersion studenis in On-
tario at the eighth grade level (Lapkin and others, 1982), it was found
that the early immersion students were more likely to respond that
they would prefer a bilingual high schoo! program than would late
immersion students. Early immersion students also were more likely
to say that the amount of time they were currently spending in French
was “about right™ or “a bit too short,” whereas the late immersion
students were more likely to respond that they would prefer a pro-
gram with less French in it and that the amount spent in French was
“a bit too long.” Thus, in general, immersion students cxpress satis-
faction with their program, with early immersion students being the
most positive and core FSL students being the least positive.

Although parents who have children enroiled in an immersion pro-
gram express satisfaction with it, tensions have arisen concerning the
growth of these programs. As immersion programs grow in size and
number, certain sectors of the community feel threatened (Burns and
Olson, 1981). One sector is the English-speaking parents who want
their children o attend, or continue to attend, the regular English
programn in their neighborhood school. They see the space in their
neighborhood schoo! being taken up by incrcasing numbers of
immersion students and have formed concerned parents organiza-
tions to argue against the growth of immersion programs. The ten-
sions created by the pro-immersion and anti-immersion parents have
surfaced in communities across Canada and have recently received
extensive nationwide press coverage (e.§., “A Dispute .. ..,” Janu-
ary 9, 1982).

The problem would probably not be so serious were it not for the
declining enrollments that schools across Canada are experiencing.
The only area of growth is in the French immersion programs, and
the problems of declining enroliment in English-speaking schools are
thus being intensified. The most threatened group and, therefore,
predictably, the most loudly outspoken group against French immer-
sion programs is monolingual English-speaking teachers (Burns and
Olson, 1981). They consider their own job security to be threatened
by immersion programs and recognize tiaat they themselves could
never, even if they wantcd to, make the transition to teaching in an
immersion program where native-speaking proficiency in French is
essential. Thus, the current rapid expansion of immersion programs
(Lapkin and Cummins, this publication) has brought with it concetn
on the part of English-speaking teachers, which is supported by par-
ents of their students in the loca’ community. The resolution of these
tensions is yet to come.

In summary, the psychological and social impact of immersion
programs has in no way afiected the immersion students’ views of
themselves or their own ethnolinguistic group while at the same time
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it has closed somewhat the social gap between the perceptions of
themselves and of French-Caxadians. Immersion students and their
parents express satisfaction with their program. However, conditions
of declining enroliment in the wider society have resulted in a threat
to job security for teachers and, for parents, a threat of school closings
in their neighborhood, leading to inevitable tensions in the school and
community. Immersion education may become a scapegoat for these
groups as a result of its unqualified success within the Canadian
context in improving the second language proficiency of English-
spezking students.

Conclusions

The results of the research and evaluation studies associated with
immersion education for majority language children in Canada indi-
cate that the goals of the program {Genesee, this publication) have
been met. The students have achieved high levels of proficiency in the
second language while developing and maintaining normal levels of
first language proficiency. Students have attained this degree of bilin-
gualism with no long-term deficit observed in achievement in aca
demic subjects. The immersion students appreciate the program ii.
which they have participated and express positive attitudes toward
the target language group while maintaining a healthy self-identity
and appreciation for their own linguistic and cultural membership.

The results also highlight several important principles related to the
schooling of majority and minority language children: ,

® The language of tests is an important consideration when stu-
dents are being tested for knowledge of subject content. Their
knowledge may be underrated if their proficiency in the language
of the tesi has not reached a threshold level. Even though stu-
dents may have been taught the subject content in one language,
this approach does not necessarily imply that testing shouid
occur in that lenguage.

o [nitial literacy instruction in two languages at the sate time may
lead at first to slower rates of student progress than having stu-
dents first develop literacy-related skills in one language.

e Effective communication in the first or second language does not
imply grade level performance on literacy-based academic tasks.
It is, however, an important precursor. .

e The ability to function in context-reduced cognitively demand-
ing tasks in the second language is & gradual learning process
extending cver a number of years, as indicated by the fact that
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immersion program students take up to six to seven years to
demonstrate average levels of achievement in the second lan-
guage relative to native speakers of the language.

e The development of the students’ ability to function in context-
reGuced cognitively demanding tasks in the first language under-
lies the students’ ability to do the same in the second language.
Thus, students who begin their immersion program at a later age
than early immersion students smake more rapid progress in these
literacy-related aspects of the second language.

The results of immersion education for English-speaking Canadi-
ans are impressive. For minority language children to achieve similar
goals, the first language will need to play as strong a role cognitively,
psychologically, and socially during the time when children are
acquiring their language skills.
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