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Learnir;q to read in their first la'nquage 1s ‘very digga-"

" .cult for some children. These: mfncuxnes are increased
_when_children are requized to learn to speak and read in a:
language which is dxfferem; f£rom-the.one used in the home. :
The problem 1s compeunded whsn ehi1dren jccns Frow homes in .
which theYhave had little exposure to the rpading process.

. In order for children to read a language with’ domprehensign,
they must first be able to, listen -tc’and.speak that unquaqe
with comprehension. - Their acquiring facility in the use of
decoding skills is not ‘epough.’ They must alsounderstand
..that meaning can be obéaxne.d ,fzgm print and that reading
“can be a sclircé of enjoyment. Unless educators.realize what
is involyed in teaching readingto English-as-a-second- '
languaqe students, thesé students, may be aasigned to remedial
reading classes rather than being given the help they need.

ks’ pEpose. SE tha study Was. to/prapate ¥ Hegliing

reading program for. those students who begin school with a

nininun knowledge of the English language and yet are
required. to listen, speak and begin reading in English.

The study-consists of two major parts..Part I deals-
with the problem and need for ‘the study, as well as a-review'
of related literature. ~Suggested methods and recommendations
‘for implementing the p‘ruqra.m are also provided. :

_Part II presents the program which consigts of twenty




| . T . .
2 K3 .  units developed according.to a thematic approach.. Eight of

ef:ese units have been fully developed while the nmsman
twelve -are pxesented in Dutline form for further devsloment. !
Lnnggage devalopment and pxe-readxng skills are taught

oe through first hand' experiencgs, conversu_tlon'busea on real ,
u_fé situations, ch%l’dzen's 11‘te:atu:e‘. and 'the Language
Experience Approach to reading. Culturally relevant material "

is used.whenever possible. : ;
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CHAPTER I
ws INTRODUCTION ’ 1 P

Many students today are starting school with little, if <

any, knowledge of the English language, even though this will®

be the language of ingtructiont .A}though these children are
not yet literate in any language,.they usually have an ade-
quate command of the oral language skills pertaining to their
first language. This 'home' language, however, is not the
dominant language of the majority culture in which they live .

Their language is that.of one of the amailer cultural groups

within the blarqer culture. These children are faced with the '

double ‘responsibility of becoming orally proficient in a
second language and of acquiring literacy skills in that

second ‘language.

The backgrounds of these children are varied. Primarily

the families belonq tO .on

£ the following thiree categories:

(a) na- ive North Americans

- )(N ethnic groups who still maintain their culture and
language after being in the country for more than
ohe ~generation_

~ " .(c) recent immigrants ) ;

Many of the parents do not speak English themselves and eéven

if they do, they have decided te teach theis children

initially to speak ip the language of their T

the children begin school, ‘a decision has to be made as’to

whigh language will be the mediun of instruction. For the

2
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L. majopity, there may be rea“y no choice. “Lack of qualified
teachens who speak the homef lang\lage, coupled with the fact® . =

that there'may fiot be enough chudren of the same )anguage : 3

backgroind to wirrant a class, has resuifed inEnglish.’ ’ o

‘ ,.' Yo instruction whether the parents wish it or not. The increase
in the nunber of new lmngzants plus the high degree of

@ "mnbiucy vithin the country has caused many schools to satn | i
up prograns which are only temporary- in nature. Often @
pr;:blems -arise because of the diversity of the languages -
spoken. Allen (1977) reported. tth one school System had

) PR twelve children for whom Bngush was a second language, but

anong those there were seven different ‘home' languages

imolved.. Unfortunately such children are channglled towards

the remedial reading teacber 6r the speéth therapist for help,

when what is' needed is instruction in English as a second |

*"' language. It is generally felt that instruction in the
" chila's first language or in both the hore language and

English would be the ideal. This, as Gonzales (wm)
pointed out, is indeed the ideal but not what exxsts' in

actyal fact.

In addition to the families mentioned,. there are also

parents who wish their children to remain £luent in their

e . home language,’.but who realize  that progress in higher edu-

cation ‘and business is dependent on the ability to 'speak and

read in English. Consequently, in spite of tht availdbility

of classes in the first lafjuage, these parents may elect to

" send their children to an English immersion program = N




1979; smith, J., 1980) .

' < . (Goodman et al.,

‘ o - : »leobxé?n i

The task of acquainting second language cm!di‘y
pre-literacy skills and ultimately teaching them to read
. /

Ehglish £alls on the classroom teache veEy Mttle'
feseatch has been-done 1chse‘quently ‘there

- | are few rescur(}ma@ls'avnlable for the teacher's use.

‘ Teaching Yeading to English d-language s

has been overshadowed by research and materials centered ° .

around £he acquisitidn of oral language.skills. Several Y

- : authors (Goodman et all, 1979; Cziko, 1980; Ebel, 1980;, i, B

B.-Smith, 1960;.Gonzales, 1981a) have noted that ‘the pre-

“yailing thought appears to be that' once the,language ‘is

. v . is
| acquired, reading'will take care of itself. This greatly

ie “( . underestimates. what is involved in the reading process. . & ' i i
\ ) Given” ‘the emphasis on oral language-skills, mary sm- * s D
dﬂxhs/come to view correct pronunciation, foXTouing success- * £y
. o /fm decoding as the goa1 Of the reading program. As a result - -/‘/,

e
of this misguided view cf reading, such studqhts fail to

understaAd that meaning can be cbtained from print and that
reading can be & source of en;o&menc. In ofder for students
6 lseitang t] ot reading without comprehenision is nothing” o 1

¢ 2 more than vord calling, it is necessa:y‘ ‘to stgess meaning .

£rom the very beginning. Lacking this avareness, student's ’. e

it g pass throtgh the primary grades achieving ‘reading' success;

. only to meet~with-subseqy ‘£ai Turesdin the




J ) s g ow e
; . P Eurpose

, The purpose of this study was to prepare a program that
wo\nd help children develcp pre-literacy skills and an aware-

ness' of the lanquaqe of books, matters which are often over-

l‘caked in dealmg with Enqli' a ‘ nnguage

The ‘program, which was designed for use with nattvs\cll.lidrew

’.was to.concentrate ont providing the -children with a varfety -

4

N4

- of conciete experiences, exposire’to'a wide Tange of

children's 1itdrature, development. of oral langiage through
meaningful conversations, and a natural progression’ into
actual reading through the Lanquage Expe:ience Approach. At
a11 tihes quring the development of the program, an effort was
made to 1ncorporate aspects of the children's language and
curkure into the program, so.that both their self concept = *
ajnd their attitude towards school'would be positive.

® : <

Need [

neani.}g must go hand in hand with pronunciation if the

English-as-a—second-lanquaqe student 1 ultimately to achieve

reading success. Morris (1972) stressed’ that speaking a‘J
ith

language  does: not necessarily mean that one can read it
.comprehension. Therefore, those who are involved wi‘th -

teaching second languaqe sr_udents must be aware of what 1s

involved- in the xeaging;procesa as well as have a knowledge

‘of .oral lanquage and decoding skills. Schafer (1977) pointed .
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out ‘that if we minimize what is needed for reading with

comprehension, we miy move our students to what he termed
"premature closure". According to him, they may be led to
believe that they know enough when in actual fact they have ,

only scratched the surface. ‘He felt that as second language

'teachers we should make every effort to give our students

.what F. smith (1982) called "behind the eye knowledge".

A great deal of research has been done in first lan-
guage reading. In campaxlsnn, very 1ittle has been done.to
explore and analyze the procesges involved in reading a

l

second language (Cziko, 1980). { uhat is available is largely,
based, on teacher testimonials and anecdotes pertaining. to
particular situations with only a small amount of actual
research (Smith, P., 1980; Piper, 1981). B. Smitlr (1980)
stated that even in the literature dealing with reading,
teading; 1€selF plays & secondaiy rois to oral skills. This:
statement is in agreement with Gc;cd:nan et al. (1979] who
found that writers of bilingual reading programs, whild
addressing primarily the zel-auon of phoneme-grapheme 5§
differences, tended to make the assumption that reading is
nothing more than responding to prinf with sound. They Zelt
that research was needed to support, the general ‘assumptions
that one Language 15 easier poread than another.if it has a
more regular orthography, ,thét the reading process is \dif-
ferent in different languages, or that different methods are
more: apbropriste-Fok ‘teadhing iiterady din:one: tanguage ;than_

in another. 2 . 4




“Even in following the simple directions of language
first .and reading second, the teacher will still encounter
problems. Here one is faced with a lack of operatlcn’al
definitions as to the level at which 1anquage proficiency ——
is suitable to beqin reading 1nstruction (Smith P., 1980;
donzales, 1981a). . Urzua (1980) also pointed out that a
very small portion of the research done on seécond language

o acquisiticn was done on small children. She went on to
explain that any research “which had been done was still at

the theory stage and had not mage the transition. into

practice. s yet there has:been no evidence to support the*.
belief that drills or some sort of translation method has
proved helpful‘ in learning how to use the language purpose-

* fully. The key word here is purposefully, sinfe the purpose-
ful use of language fust be the qo#l set for children if

. they are to achieve success not only in Zistening to and
speaking the language but in reading and wrifing it as well.

* The shortage of classrodm tested redearch £indings has

resulted in instruétional problems in teaching reading to

_ sécond-langudge children. As Ovando (1953) stressed, sith-
fut el nacensary respardh; hereininoyadaadate foundation |
for program designs. Ebel (1980) also recognized the lack
of materials available ’for teachers. She found that the
problem of teaching reading to English-as-a-second-language
students 'was not usually dealt with in books written by
reading specialists and as a result teachers vere forced to,

“.explore varlous sources in order to find any'information




'appropnate grade levels through the primary qzades, but they

which might be considered pertinent to ‘teaching reading to
such students. - Even then, she felt that there were few
practical suggestions for actual classroom use and that an
effort should be made to overcome this deflcit.

© he practfcal squestxnns which were available dealt
primarily with pmnuncxatmn. This has res_ulted in a lack

of the realization that reading is-surppossd' to make ‘sense
(Goodman et al,,: '1979; DuBois, 1979). Giordano (1980)" felt
that ‘e had misled students into believing that reading is
little more than symbouc decoding. Givén this wrong ]
instructional: messaqe, they came to believe that the pu:pose
of reading was nothing more than producing acceptable English
grammar. h . ?

Because of this overdependence on the language aspect in

terms of phonology and syntax, many researchers found that

“Second language students were able to perform at their

experienced increasiing digficulty with their achievehent. levels
from that point on, with an endless downward spiralling effect
(Morris, 1972; Smith, J., 1980; Stewart, 1982). Morris (1972) .

felt that reading success in the primary grades was based

solely on decoding skills and working within a controlled.
vocabulary. Similarly, Chall (1967) and Becker (1977) found
‘thnt after grade’t‘hree, school books changed to an uﬁcunﬁfclled
adult vocabulary and those who were weak in English language

were in -trouble by grade four if' they had not already .

encountered difficulty. t N ool
The assumption had generally been made that once the q
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child passed through the primafy grades and was able 'to
read', comprehénsion should result. This was not always

the case. cansequenuy, Morris (1972) viewed .reading For
“meaning and not oral production as the chief stumbling block
for second language students. *J. Smith (1980) concurred
with Morrid. She found that primary Indian children reading
1n Enig1iah as a second language mastered decoding easily
;e'no\ugh because it involved little.pbstract. thinking.
Usually problems arose in the .intermediate grades when there
was a shift from learning. to read, to reading to learn.. It *
was her opinion’ that these children }\ad not really learned .

to read; since zeading is more than simply decoding. She '

viewed reading as a hithy conceptual and meaningful communi.
,—Tation experience. : - .
Gonzales (lQBla) viewéd the source of ‘the problem ag
SHuEELG et ipLepATation fOf the Wecond langusge student to
adequately.understand thé language of the story. Without
this preparation, decoding occurs without the accompanying
comprehension. Stewart (1982) agreed that even after these
‘students have gained fluency' in English, they Sy still fail
_to grasp securely the meanings that exist beyond the wiitten
English code. He felt that simply‘trahslating the code may-
not be sufficient forithem to understand and appreciate the
author!s intended meahing, The ability to recognize and
'pronounce words correétly may be'very deceiving. Both

teachers and studedts may be ‘led to believe that reading

success has been achieved whereas only v{o:d/ulling has \

v, . ¢
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occurred.
.
If reading instruction is to succeed, the emphasis

,'should be on meaning from the very beginning. While

stressing the prerequisite language skills necessary for ’

reading, we-should not forget the pre-literacy ;kills‘which

are also'vital.if children are to get n\eanll‘:\q from print.

Without f£irst getting gg;eyménc £rom :eadan_anq'xnowxng

what reading is all about, children cannot appreciate the -
reading process but ‘instead are overly Goncerned with skills '

which they cannot relate to during the reading process (Allen,

1979; Bean et al., 198.1.). If there ‘is to be effective -learning

in initial reading, then it is mandatory that students under-

stand how the various kinds of skill instruction are related

to gettirg meaning from the printed page (Glordano, 1980) .

Accotdlqg to Clax‘ke (1980) » the problem faced by reading,

teachers who had Engli wi-language was

one of attempting to provide what she termed a “global view
of the task". ‘Fhis invoived emphasizing to the children the
ilnexa:t naturé “of reading a}1d cine‘ need for predicting,

guessing, and takipg chances uhile at the same time helping

to facilitate the process. Campbell (1981) referrdd to this .

then to ‘acquire the fundamental language skills nezessary

a having 8. teaL wor1a knowledge' of How.the lang%}age is
ieds AT fhetides gEiniag s FioWlease. oY e igﬁ‘ms as
idioms; analogies, multi-meaning words, non-literAl meanings,
slang, and colloguiaiisms. . . L

Research carried out by‘Yorio (1971) revealed that.lack

i




of-a meaning vocubular; constituted the main problem for
English-as-a-second-language students. learning to read. He
found that the students had learned the patterns but £diled
“to understand the words they contained. Even when the, stu-
T v ——— clues, the new vocabulary
might block their compzehensi_on to' the point where they ~

doubted the correctness of their ‘syntactic choice.

I

Definitions
>

“The following are definitions of the abbreviations.
which are used in:the review of the literature:

. (1) i} refers to the home language or first language
of the child. ‘ : .

(2) 1? refers to.'the target language or the dominant
language of the majority culture. N -

(3) ESL refers to English as’'a second language.

-(4) ESL students/ESL children. . This tem refers to
those within the school system for whom Enqlish is a-second
language. Second .language acquisition involves the adding
of a second langiage once the learmer has a fairly good
.command of his first language and it is used only to refer -
to sequential second language acquisition’and not to simul~
taneous acquisition of two languages in very young' children

(Burt & Dulay, 1972; McLaughlln, 1978) .




- CHAPTER II \ -
REVIEW OF THE LITERATURE

A review of the literature dealing wit}; téach,inq_
beginning reading to second language’ children must of
necessity take into account the factors involved in second
language (Lz,) acquisition. Just' as it is necessary.to know

how a child learns to speak a language, it is also necessary

" to understand the skills and processes involved in.becoming

literate. Language and -reading are closely related and a
knowledge of one will facilitate an understanding of the

other.’ . .

W8 . The Basis of Literacy \

Literacy is often viewed in the narrow sense of whether
or not a person has the ability to read and write. There
has been a ‘faflure to take into accouiit the knowledge and
eiperxenbbs which are the essential pre-requisites which B
every child must have in order to meet with success in
inttial reading, instruction.. Holdaway (1979) felt that '

the beginning stages of the reading process should be ki

" cerned with establishing a strong "llte;acz set" rather than

with accurate reading and writing. This lifteracy set con-
sisted of a motivation or a desire to'read or'be read to,
familiarity with print, strategied for handling written ..~
’ 12 . ‘




that books are a source of plea:

i ¢ i e
1anguage, and knowledge of the conventions of print.

_"‘theracy, then, involves more than a set of skills

,Hhiéh allow the child to decode the Frinted word. It°

involves a_set of attitudes towards Mritten communication
and goway of thinking which is divo:ced from.the techni-
calities of print (Spolsky, 198 Nun (1981)° agreed

that this internalization of the —universal concepts regard-
ing the nature 'qf 1iteracy ‘is just as essential as the need 2
for a sol1d language base and a wide background of exper-

ierices. -

A child gains this awareness of what literacy is arl

about. by being read to, seeing parents read and learning

re (Allen, 19'79)- F. Smith
(1982) stated that khen'a child i read to, he becomes aware
that print is meaningful and can b tuzned into sound. He

dlso comes to-the realization that kritter language is
different from oral language. Thus [Spolsky (1982) viewed

the home as the institution which first may\zes the ‘child

" aware of the importance of literacy. Homes in which literacy

is important are characterized by the availability of reading
materials, thé use of written commmication such as notes and
retters, and reading as a favoured form of recreation. There
are homes, however, in which this is not the case and here
the responsibility of providing the children with pre-1iteracy
skills falls to the school. Spolsky (1982) pointed out that
this transition from a non-literate to a literate environment i

may be difficult for any child, but for the child whost
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| 1anguage and culture are idiffeunt' from thbse of the school,
this \r.rnn..iunn is much harder.

any ESL ltudnﬂt.l come from a non-litlta(e bacquuund.

For the native North American, the tradreion 1s an oral
rather than a written language. It is only in recent years
that story books and various. other types of reading

matez(axs _are being written in the different tribal lan(- )
'.q.liages“‘ for children at the primary level. Thetask is A
_Xng:.rea“!ed.by the immense diversity representéd by these = A

languages. In Canada alone, as Burnaby (1982) explained,

| «
there are elgven different lanquaqe families. While some

of these are represented by only one language, others are®

comp:uea of many. For example, the Algonquin family’

. includes Abenaki, .Blackfout, Cree, Delaua:e, Melecite, *

Micmac,: Montagnai.

Ojibwa, and Pctavntgmi. Suitable /
reading materials in. their first lanqu;ge are also o.fr_en
lacking for children who are recent ‘umlgunts.;: members
of an ehnic group (Scott, 1982). If the parents are ot » | _ i,
‘literate in English themselves, then they are not capable A

) of translating the English story books which are available.-
Consdquently, the necessary literacy base for these .children

. is oftenmiuinq. ¥ . N . r .

Pre-literacy activities should be carried opt ina |

readinq like litultion and should include activities with'

printed:language which make children awaie that stories
come from the pnnt and not the pictures /(Hold-way, 1979) .

Hélda\'ay vent on to.point cut that:preparation for reading




should 4aclude activities with printed language to develop

an ng &€ ‘the

of words, spaces and

letter:. Children should also be aware that in Enqllsh the

Print moves from left to right and from the top of the page

o the bottom (Nunn,.1981).
Hall (1976) admonished tRat in the majority of what
today are called reading readiness programs, teachers are
failing to teach to. the task. Such programs fail to prepare
children for reading because the instruction offered in them
is nrelated to ‘the skills required in bégipning reading. -
Exposure to print is often delayed with the; justific@tion .
that the child is "not ready”. But, as MacGinite (1975) -~

stated, the readiness question is meaningless unless we

know the kind of instructional program which is ‘to be used.

When ve sk if a child is ready; we have to kpowwhat he is
ready for. Durkin (1980) believed that children were
neither totally ready ner;’:otauy unready for reading.

This concurred with Lesiak's (1978) statement that every
child’ is ready .to learn wm.ethxng about reading.

F. Smith (1982) agreed that in edu‘cnucnal contexts
"reading readiness” is often more related to form and
demands of instruction than to reading, itself. According
to his philosophy, there is no "best age" to 1earn to read.
Children are ready to learn to read whenever they have d
purpose and an intelligible opportunity for reading. This
16 not viewed in terms of sitting down to a concentrated

period of skills instruction but, instead, having a natural




curiosity of .the world of print around them.

| ) sLiteracy must first of all be relevant and functional
_+if it is to maintain ll;he interest,of the child -and motivate
h}km to’ learn more abo\j’at the reading p;-ucess.' This car only
be prcmot’ed in the contex_t of a relevant -and func_tional
curriqulum which allows for_the natural acquisitfon of
literacy by building on what the child already knows which
includes his language, cultyre, and background of exgeriences

(Géogman et al., 1979). It was the belief of Goodman et al.

that many programs were preoccupied with written forms
rather than function and with skills rather than compre-

hension. They contended that success depended on adapting

the curriculum'to the student rather than trying to adapt

the student to the curriculum. ‘ B ‘,

i g

Definitions of Reading

Redding is much more than merely. decoding the printed.
symbol. Goodman (1967) viewed reading-as a selective pro-
cess in which the reader, using his knowledge of the language,
picks: up graphic cues and refBbest hem to-syntactic, semantic

/' and phonological cues. - To him, reading was a psycholinguis—

t1¢ ‘quessing game; in which éffxcxen: reading-results from
the skill of selecting the fewest, most productive cues
§. : hecessary to produce guesses which are right the first time.
Wardhaugh (1969) expanded on Goodman's views to give

the following very comprehensive definition of what is

-
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invol.ved in’ the readlnq process:.

PR When a person reads a text, he is attampting to ais=
cover. the meaning of what he is reading by using the . b
& = visual clues of spelling, his knowledge of “probabili~ i
. . ties of , his ic krowledge - _—
- - .and his syntactic and semantic competence toigive a .+ 7
: meaningful interprétation of the text., Reading'is
4 not a passive process in which a reader takes some-
g thing out of the text. without any. effort or merely- .
i @ . recognizes what is.on the page and -then interprets..
: ¥ e s it, a process in which a stage of decoding precedes
a stage of involvement-with meaning. There is little
Teason toguppose ‘that there‘are two such discrete
3 -overlapping stages. Reading is an active protéss-in
. which the réader must make an active contribution by
% drawing upon and using concurrently various abilities
Vo “that he has acquired. (p.’133) : P

.+ #his definition combines both thé visual and non-—visl’xal
. *. ,information which F. Smith (1982) deemed essential for .
e meapxngfdl reading. Smith also believed that reaaingl;
1ivorkes prediction. ‘The more one knows about the text to

be read, the lebs one has to depend on Visual informati®n. L

The converse of this is ‘alsé true. ' If one has to attend
] to every feature of print’while attempting to predict.what
is to come, yhe short term memory beccnes overloaded ~and

comprehension fails to occur.” - ,

Thesq definitions of reading place a gréat deal of
8 . 1mportar;c on the kriowledge which the child has concerning R
L the world in general and the reading process in particular.
".Harker (1980), in an attempt to clarify f_l:\rther what '
happens when a child reads, expiniiied Lhat; Gonprahension % f
results for the child when he finds a consistency between .
the model of reality he has come to expect and the model of

reality he finds represented on the page. In Harker's .




:pi‘nion, the _more’ e‘xpanehées tiat children had with con-
struc\:an.meaning £rom the interaction bf their experiences. ’
;with those found on the printed page, the greater would be ,

their understanding and enjoyment. . g

‘Reading: _Process fskillé

Given the above definitions it'is obvious- that reading

‘involves a process a_s well as skills. - Therefore it is imper-

ative that-the reading program not become fzagmbnted into

isolated skills which- 'thE ‘cht1d is not’ given Opportunity or., v

‘taught. to apply to a zeal«reading situation. It'is unfor- .

: tunate, hut methodology generally ‘tends  to accomplish only

" its limited and specific aims. Children learn what they are

‘taught and are often unaware of the ‘long ‘tange implications

(Smith, F., 1982). . "I

The ' questien then, remains as to what comes fxxst--woxd
—identificatiori of comprenension. * Malicky (1982) stated that
untess a _¢hild knows why he is -raadmg, learning letfers,

sounds, and words has n6 _rea ux‘pose.‘ ‘Barbe (1953) felt

that a child may Teafntoread in thé very narrow sense by
sinply masteripg the ‘skills on‘ecodlng and ‘this could prové
to be sutficient to help him succesd on standardized’tests.

In his opinion, this was not’ enouqh i reading 1nstrnction‘

wag 16 lead s;udents tD be thinking—reading adults who read

fox a variety of purposes, not the least beinq a love of

sading. Therefore the emphasis in any pxoqram should Be jon,
7 y %
‘ & .




what.we War't children to leéarn,” then consideration can be

i is ¥ F N
given to how best this may be taught (Smith, F., 1981).

= Laniguage and Reading . ¥
‘

should not exceerl the child's ofal proficiency. Conse-

It s generally "agreed thaz the lanquage of print
quently, reading programs make the assumption that the  *
' students have ‘control’ of their époken language and that
the}anguaqe they speak’is the language represented in the
l.éaxi_:." 5 T .

Kanu.nsky (‘1976J indicated that in Drder to learn to

and the young' child must possess a basic competence in the

use cf the grammar of the lanq\xaqe. He must have the

cability t6 use the phonology, syntax and semantics of the

1angulige SHGTaEE Eotatte oan LS REARLHG,

v ! . Both Gonzales (19813) and Nunn (1981), in thei? dis=-

cussions’of ESL students, maintained that before meaningful

Teading can take place, an adequate language base must be

.- established. Without such a base there is a danger of

teaching children to zead material which has syntax far in
advance of thair understanding. If "too much disparity
‘exists, then time must be taken to teach the necessary

1anguage structures and grammatical forms.

Becker (1977) outlined three generdl aspects of a
A

chud 's knowledge of lanquage which are considered important

) for (:he acquisition of‘ reading skills. Fi.rst and ‘foremost .
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is the child's vocabulary-concept knowledge. This: involves

the concépts or meanings.which are associated with the vords
found inm the text. Thérefore decoding thie word and pro-

nouncing it is not enough. The word'has to triqger some

meaning. It was Morris' (1972) contention that this was the

main problem facing ESL students. Second was what he termed

the "metalinguistic insights" held by the child. These
insights " involve the knowledge concerning print which is

the basis for 1iteracy.~And the third aspect of impoftance -’
was the extent to which thé child is capable: of processing

language which is decontextualized. When.a.child reads or

"is read to, the language does not'felate to his immediate

physical environment. He cannot look around him for ¢lu

to the authorsueaning. walxé'(1930) felt ‘that fami‘;.lar iz
ation with'written langiage would,énable -the child to move'
‘his thinking out'of the realm of the supportive context of
actual experience and thus’ understand meanings that are
encoded in the linguistic message alone. ) .
If the language strand of the reading program is to. be
effective, it must discover the natural context of the

child's needs and use it to develop reading, speaking, and

* writing abilities simultaneoysly (Shuy, 1962) . The, emphasis

here is on, function and Shuy (1982) suggested ‘that the place
to begin is with a 1ist of important things to lear to do

with language in the school setting. Such a Iist would

include teaching children touse language to request help,

to ask for clarification, to thank, to aplogiie, to complain,
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“and to-speak in ‘turn. Although importint for first language

children, it is even more vital.for those for v(hom English

is a second language, since they do not always have ‘the
o ! h

‘necessary reinforcement in the home to help them develop

s
nuency in their new 1anguage.

When dealing with ESL students, it is necessary to

maintain realistic goa{s. As P;per (1981) pointed out, it

“'is both naive and cruel, to_ expect- a child speaking no

English to enter school in grade one and to'achieve at, the

, same rate as his English speaking counterparts. Gunderson

(1983) felt that there was a danger 1n placing ESL studentF

- in a reading group withoit their having the nedessary pre-

literacy and language skills necessay to cope with the
N 2
instructions given, Placement in’such a group not only  »

signals failure but uses up valdable time which could b&\

‘%pent in acquiring these vital skills.

While the majority of researchers in the studies -
reviewed felt that reading should wait until after.some
neasure of oral proficiency has been achieved, ofhers felt

that the printed word should occur simultameously with oral

- presentation. pacfs (1948) held the opinion that reading

,

cotild provide a cofcrete support system for use gn acquiring

" Bnglish because it portrays the phometic systems and paterns -

that have to be mastered. Philips (1979) noted that early

s introduction to print may be helpful to' students who are

attempting to learn to read in.a second language.

Felston (1973) similarly held the viev that decoding
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. (uhich he defined as pronunciation only and not knwledqe

of meaning) could be viewed as a useful tool“to primary

readers learning o read in 2. hie tool yas felt to help
eliminate dependence on the spe’ken word. Lado (1977), stated ¥
that the negative effects of exposure to the written form

have been exaggerated, at least when the auditory form is = -
prs%se_m:ed_ simultaneously. He:found that {he amount of

learning seemed to increase with the use Of written supp

Children have a’natural curiosity about reading.” Thus,
. Brown (1979) suggested that BSL children bo given thé
oppcrt\mity to meet and exp?rxment with reaang materials

" while learning the-English language. Peck (1979) saw a

challenge in tgaching langjuage and 1iteracy simultanepusly.
. Under such conditions, the teacher must sequence thellearqn{g
of both skills so that the children are learning to read the
"wWords and sentences they understand and are not required tor

read those that are unintelligible to them. .

Literacy in the First Language .
¢, . % A
. Many researchers agree- that a child's chances of - bl
achieving success in reading would be greatly enhanced if
P
he were to begin his initial encounters with literacy in
his first language (zintz, 1969; Modiano, 1973a; Gamez, 1979).,
The use of L! for reading instruction allows the education of

. ‘the child, to continue without interruption from the home to

the school. Maintaining the use of L'

alld}ws immediate




progress in concept: buudinq rather chay{ postponing Jxhis )
development until a hew language has been acquired (saville
‘& Troike, 1971).
" Several educational ‘experts suppo::ed a.more bilingual .

‘approach for ESL students. They advocated a progran in
which students learn basic academic.concepts in LY wvhize’
learning 12, In this way the coicepts will not be lost to

.« the student while_he is attempting to familiarize himself

with a new language, and at the same time the school can

capitalize on his knowledge of the language whici)he brings
to the reading situation (Murphy, 1980; Miller, 19

Spolsky, .1982)‘.' Saville and Troike. (1971) mnlntained that

the basic skills of. xealunq could readily -be anstined * * i

. £rom one language to afother and thus the child would - - i
' become literate in two languages. !l N

- Research carried out by Nedler and Lindsfors (1977)

revealed that students progressed more rapidly in-both con-
cept and language acquisitlon if the children were permitted
to use ‘their own*language for concept fomauon. These
authors noted that the ESL child's development is much more
_ advanced than his faltering use of English’ wily allow hin to
demonstrate. Using his -own lanjuage within the .school also

allows the child to participate’in a meaningful way in all’ e

,@epects of the curziculum (la Fontaine, 1977). - d .
Modlano (1973%) reported thit, at the énd of thrée

yeirs, Indidn children taught to read in L' had Kigher*

reading comprefiension than those in L, -This concurs with ”

s - ~
: .




the Pesuite of a reaing progzan’ssrried.out in'Tt Hikh
Navojo children at Rock Point. Those taught to read in L'
| Yo £irst were by third grade reading in ﬁE better than those
taught -in 17 £rom the beginning (spolsky, 1982). He also
£ = reported success with the ‘Pacific Northwsst Indian Reading .
[ . Series which, while written in English, was taught thiough,
the nedun of 1! ana thi} finctionsd as a biiingual progren
’ miqht. T . - . 2
' Results ccnt:adlctary to these were teported by Lambert
and fucker (1972) who carried out a study with nono-1ingual ¥
Biglieh apealing ehildren vig) vere tauqht only in Frénch in
| “‘kindorgarten- thTough grade one, with English language skills

Pt being introduced in the second grade. ' At the end of grade

two, the experimental group was reading as wellas the Frenc!

and English groups and this level was maintained through
later grades. Such results led tk speculations as.to why a
 home-school language switch results in-high levels of func-

. tional bilingualism and academic achjevement in middle class
majority language children vwhile at the same time .producing
the opposite effect on minority lan§uage children (Paulston,
1974; Gumritns, 1979) . . The| assumptions were made that the

¥ ' upper socio-economic’ status.of - the parents, community

supéo’rt, and the relative 'L:resr.ige of both languages

J o ;irﬂlved concribute to the success of the xmmersj.on pxoqzam‘

- {(cumnins, 1979). f
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* When discussing how a gecond,languaq% is acquired, "it
is necessary to Iook atthe tircumstances under which a
% ¢ 3
child learns his, £irst language in order to gain some in-

sights into how.L?

acquisition may be fac¢ilitated.

Lawrence and Hoiland (1982), in thdir description of how a *

_child learnd to speak, emphasized thé fact that learhing 1s
done in a natural environment and is both purpose£ul ang
enjoyable. The learning is non-competitive, the child
starts ‘when he.is,ready, he directs his own learning
through self corrédtion and is ymediately rewarded even .
LAf his efforts are only approximations of adult speech.
MacNamara (19'77)‘ saw the mother as playing,the major role
in the child's language learning. Her early conversations
with the infant are designed in such a way that the surround-
ing environment helps convey meaning ‘and. to this she adds
facial ‘expressions, gestures, and intohations to aidlGompes
hension. According to him, a mother's speech to an infant

.~ 1is quite distinct from her speech to others. .

Some. research findings now reveal that a child learns \(

¢ Hieesena language in AUCK the. dufe way as he does his
‘first. Chun (1980) stated that both L' and L’ learners pro-
gress through a series of stages by rules that the learners
formulaté and try themselves. -L® learners seem ta be taking

an active part in-the creation of their language through a

" process of hypothesis formulation and testing. Guskin (1976)
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agreed that the developmental stages of second language
< ]

learning are sim{lar to those changes Wwhich a child goes

" through\in learning his first language. These stages may

be overkimplified into three, phases, the first of which con-
§1st; of one word which'produces meaning, then usually two,
put maybe more, words strung together with meaning, and
ﬂ.n'ally longer utterances and’ the ability 'to generate unique
sentences (Gonzales, 1981; Gunderson, 1983).

_Research carried out by Dulay and Burt (1974a,b,c,; 1972)

found that the errors made by -ESL students while learning o

certain structures are similar to those made by’children

learning L', ‘Conseqiently, they felt that thebe errors may .

‘be considered as. a|necessary step in the iearning process’ -

.rather’ than an EndicaLion Bf YAHISY Teathing 68 a nesd g6y

instructional intervention. I their opinion, these f£indings
indicated that the teaching of ESL syntax aould be carried

out in a less explicit manner and Shat methodsigelated to
!

_ the natural acquisitio of L could be employed in peaching

2 5 ' . [
A

This ability which ESL children have for reconstructing
English syntax in similar)ways to those learning English ad
their first language if Feferred to,by'Dulay and Burt (1974b)
as the "creative jconstrjiction® process. They defined this

i e

process as follows:
Children gradually reconstruct:rules.for -the speech
they hear, guided by univerdal innate mechanismé which
cause them to formilate certain types of hypotheses
about the language system being acquired, until the ;
mismatch between what they dre exposed. to and what

\




- those first used by children learning L'. There also tended

they produce is resolved. The child's creation of
linguistic rules'is said to be creative because no f
native speakers of .the targét larnGuage--whether peer,
teacher or parént--models the kinds of sentences
. !produced by children whosare still learning the basic
syntactic structures of a languwage. (p. 25%5)
In research centered around transfer between languages,
E {

bulay and Burt (1975) found that fransfer occurred in terms:
of learning processes rather than in terms of such products
as I} syntactic patterns. They did not view interference

as playing a significant role. Structures: which were the

same in both 12 were not ly learned first
and’gifferences in structure did not result in significant .
first language interference. -t
Ervin-Tripp (1974) also found that L? acquisition was
similar to L1, Her research revealad that children acquiring

1% 'used sentences which were similar in fundtion and form to

to be the same -overgeneralization of lexical forms and a

sinilar ‘use -of simple-order strategies. She concluded that '

first and second language learning is similar in natural

situations. . % .
Language leax‘ninq is ‘a process.and-there ig nt«m

reasea to expect a learner to develop a new process with

each new language learned (Piper, 1981). Piper felt that .

1! ana 1% @cquisition differs oniy in the fact ppat the

learner is older and this should be considéred an asset’

rather than a liability. 32intz (1969) also looked at the

age factor. He viewed it in terms of how much time is’

—

i




"rellted to both the child's cognitive abilities and his

available for 1% acquisition. ' Whereas the L' ’learner has °

approximately five years to.master his language before going

2

to school, the L2 learner is cften reqired to léarn L2 and
: s

* continue an academic course of study .at the same time. He

pointed out that there is aPso a difference in learning con—
; - oy
ditions in that L} learninqLis carriéd out in a supportive,

Lnfoma‘l atmosphere while the ESL student is requized to,

"listen‘ repeat, and memorize" L

<
This evi.denbe makes it clear that the environment in

which a child Lonxhs s wacond) Lanchase musk be sinflar to

‘that in which he learns his first. Urzua (1980) described

such an environment as one which is interactive, responmsive,

and dependent on supportive encouraging human hggngs who

fbelieve that the function of the messaqe .‘Ls far more impor-

tant than the Eom.

Second Language Acquisitiol Affective

Plam (1977) went beyond the discussion of .language

skills to describe langiage learning as a complex process

interaction “with 'his snvironment. Some Of the factors which
Lne fe1t were relevant to 12 aéq\lisitlpn or non-acquisition
include the learner's attitudes andy mutlvatlonsg his lin-
guistic needs, and the cixcuﬁsﬁm_—z{of his exposure to the

target .language. In aéquiring a sedond language, it is

necessary to take into account the learnér's affective j
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orientation towards L® and its speakers.' These factors may

D e greatly influence the ESL student's Acmév ent. -

- T The process of learning to use any §iven tanguage anad’
beconing a member of the culture of those who speak it .

s W ’:;ﬂ olves havinq to accept certain posslbilities--xn tet‘ms

of sound, structure,,and meaning--and to reject other

possibilities (Christian, -1976). The child, in learning
. his first language, -has already .learned to identify with
one set of-possibilities and'to reject others as meaningless.
Chirtstian felt this could create psychological problems for
the child when he'begins learning 12, Here he'is faced with
<+ .= learning a language consioting of sounds he may regard as
ménanxes'a and structures hé has laarned to reject, ‘the

R child Beconés confused when he can no longer rely on his -

intuition far ate i ion 'Kaninsky (1976)'agreed

. that the child's problem is compounded when he.has tvo

language. codes that prgseni alternatives o hin.

.o Since language not omyAs'er_ves"aé a means of communi-
cation but also as.a means of identifying'a person's ref-'
erence group, it is therefore tied to the person's image of
hinself (Gonzalez-Mena, 1976). Ifan attempt is made to

- replace his 1$nquage, the child may interpret this to mean

. that it is.not as good or as useful as Epglish and transfer

‘these feelings. o himself. - Williams (1981) pointed out that
. this confuslon over .which language may be better could create

A
emotional problems because the, child may feel that the lan-

. guage of ‘the home and community is being rejected by the
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-
./teacher. If the language of the school fails to make wsé of i
the language of the .home in: any way,. then the child may come
. to.view the home and the schofl as two distinct entitles.
* /}mnsuén (1976) described }/nese tvo distinctions as signifi- |
cant others (the home langtiage) i generalized others (the ,
Bchool) . He bolieved tn?é ‘the degree to which significant
others are associated with reading and writing is highly
important in the development of self concept -and the sup-
sequent acquisition of literacy. If a Ghild's first lan-
guage is used only as a means 5 oral commnication and is B
; th used for reading, he may come to feel that the ianguage
« ok ik nenetas: 1 s'ome way inferior. ’ ) .

A poslt_ive attitude towards, and a desire for greater-

identification with, the dominant society or generalized

others may be a strong motivating force for- learning L2

(Nida, 1971; Cummins, 1981) . Research by Gardner and_
Lambert (1972) showed a relationship between esternal

" attitudes; motivation, and sedond lanquaqe behaviour. Their &
tern "integrative motivation" referred to the learner's

" desire to be part of the culture of the second language
community Sn.; his positive attitude towards the people and

the language they speak’
t

i - .parents and chud_

’l'hex‘e are many factors outside the direct control of

the teacher and ‘the school which influence the achievement




of the ESL atudent. Saville and Troike (1971) saw these a

ihcluding the child-rearing pzactices in the home and the’
personal’cy traits of the parents, as well as the parents’

attitudes towards their, own speech comnunity and tgeards the

. ' .second language group. ‘K‘hese ‘attitudes affect: thz child'

!perceptxon of hhnself and his language in relation-to the
;school. A £ive-yeax old who has )ust ‘entered the new
Misiscnmentror the shenl way Hotiba, able to compreend the .,
concept of "langlage". He may not unagrst'and why others dd

not respond to his speech or why he is unable to understand

and respan& to theirs. ' confucc is further Ancreased if the

ney things he learns at schonl cannot be shared wsth his ~
parents because he fs unnble to explain in his home xanguag!
what he has learned in English (Brown, D3, 1979).

Taking into account the wide gap which may exist between
the home and the «school, and’ the detrimental-effect it could
have on the chi_ld,\Blnnco (1978) stressed that community and
:pprental involvement should play a vital role within the
“athool ‘system.. Every oportunity must be msls o cstabish
a'rapport with parents and/or members of the cultural
community. Gonzales (1981b) felt that ome way of doing this .
was to solicit the help of Parents in the classroom as inter-
preters and helpers with cultural projécts. In this way the ,
child would not come §o view the home and the school'as two '
diatinct entities and the parents vould gain a greater.
understandinq of what goes on in the classroom. Forrester

und Little Soldier (1530), in their discusuions of Indian




* of any chil

concernéd about the child's edllcatl‘un and take time to

students, explainequthatvspéh parental involvement resulted
\in closdr co—bpexat;bi\ between the fome and . the school,.
grdater parental support of the stchool progran and an
xncxeased parental awareness of ways to reinforce school

learning at-home. . ie

parents of ESL students may have feexings of hostility
toards, the target 1ar{§uage group. Such feelings may arise .
in patt fxom a sense of insecurity concerning the value of
their own culr_uxe (Cunnins, 1981). The school s responsibre
for, shobung children and parents alike that no one culture is®
better than another and that each has a valuable contribution
to make to society as a whole. Ovando (1983];stated that’

programs aimed at teaching the ESL child can only succeed if’

they 4o not stigmatize the student's primary-language and

“home culture.
. Parental help and encouragement are vital to the success

ot just the ESL Learnar‘. Barbe (1932) con?

cluded -that” if parents show an 1nterest: in' learning, are

interact with the child in a meaningful vay,’ they are aoan

- & great deal to ensure achievement at school.

' . . .

Listeding . Ve t o

When'a student is first confronted with a second lan--
guage, he hears only a stream of meaningléss sounds. It is '

only through continuous exposure to the. language that he ~ -
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;xéa}uauy. begins to recognize. eiendnts and patterns such as
. phonénes, intonations, words, and phrases (Herschenhorn,
1998 Taylor, 1981/, Listening, thén, constitutes the first
stage of . learning a new'languaqeﬂ. Lewis (1979) felt that
listening skills were important since a child cannot read

with comprehension what he ‘cannot first listen to and say

with comprehension. o .

b © .When the ESL Student arrives at school, his first
encounter with L2 is oral. In many cases the only* instruc-
tions he may understand are those which e et BE oHeE

) &wo words ‘accompaniell by a demonstration. . Confusion is the

necessary result of such instruction singe in many cases he

cannot pronounce or-hear the phonemeg 6f the language which

the teacher is using. Modiano (1973b) also found that ESL'

students may not hear all of the sounds and words used in

& English. For, example, there is no difference between the
. o Etadd i sounds, in Japanese or the oy" and ."i" in
T~ Spanish and the native Chipewyan does not have the "f", "p",— "
! . "v", or "x" sounds. Conseguently, it is essential for ESL
4 o “'students’ to develop listening comprehension skills in order -

to understand what is going on'in the classroom and to be

able ‘to participate in English-speaking situations.’ Cooke

. (1952) suggested that English speecn at "normal speed" is
PR
) nften too fast to enable the Jearner to comprehend. Slowing

- down-QUr speech could speed their learning of English.
= ; Sy
2, \ /
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| Vocabulary
|

when discussing ESL students and vocabulary develop-

ment, it is important to point oY that the emphasis is on
acquirifif a meaning vocabulary and not merely achieving word
recognition in the sense of decoding.. With research showing
that one of the major problems facing-these students is lack |
of a meanipgful vocabulary, teachers must realize that
learning the grammatical pat:e}ns_ is of little use: if the
students. do not understand the words they contain (Yorio,
1971). ) .

When discussing word meanings, Herschenhorn (1979) felt
it was necessary to take into acfpunt connotations (which

are culturé tied), idioms, expletives, cliches, and collo-

_Perez (1981) extended this list to include

/,a‘ﬁ;’lo/q’les, c hd words, synonyms, , and multi-.
meaning Words. A brief look at ‘several English words

quickly reveals how d'iiffi.cult it may be to derive meanings.
For example, knowing. the word "like" does not help explain
“likely", or knowing "book" and "worr® does not explain
Vbookworm", and the meaning ‘of "run for office"differs
greatly from "run to the, office"

Gon)alez—nena (1976) viewed connotations rather than
denotations\as the primary source of meaning. While the
denotation nerely defines the word, it’is'the cofnotation

which holds all\the verbal and bal feelings -

ing the word and provides the meaning which it holds for each
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person. This supported Nunn's (1981) view that one must know
sowsthing sbout the: culture 1o oxder to commmicets effscs
e o tively. In order to derive meaning from words, :he‘spea}er
or reader must understand them in the -context in which. they
occur. This is ‘particularly true for multi-feaning’words ¥
_and idiomatic expressions such as 'x{'s'zaxning\caés and
. dogs" or "I'm broke". Such idiomatic expressions are par-\'
txculany problematic for ESL students since knowledge of
structure and form can do little to help. decide meaning
(Campbell, 1961). g
Research has shown that a n\edium size ii.steninq vocabu-

lary for a child of six is 12 780 words (Smith, M., 1941).

When J. Brown (1964) did an analysis of the five hurdred
most used words in the English language, he found that there

: < 4
were 14,070 average of twénty-eig]

meanings per word. With the advent of television, children
today have a wider vocabulary than ever before. Vocabulary
| " stze sy therefore ‘be higher than when M. Smith (1341) and  ~ i
- ... 3. Brown (1964) 4id their research. ‘Such figures indichte
: fhe formidable task facifg the ESL student if he is to
1sten and Tead with comprehension. .

Ching '(1972) stressed that before a child with a 1ap-
griaga Handiosp could begin ‘to read successfully, he needed"
to command a mennxngful ‘English vocabulary hased on the

: 1nterests of his age group and the concepts naces”y for
beginning reading. This is in agreement with Finocchiaro's

(1972) opinion that priority should be given to those -




vocabulary items that the students need in orderrto talk

about themselves and the things that lnterest them.

Leamsng word meanings involves an 1ntexacuve 1ong-

term'memory process which s clnsely auied tp soncept
development -(0'Rourke, 1974;,Gipe, 1980). Mastorella (1972)
defined concept as a general idea, usually exptessed\by a
word which represents a class of a group of things or
actit:"l"\s having cértain characteristics in common. Thus

meanings becore known Ly defining 2 word, showing how it
\may be used, placing it within categories, and associating
it with others which have similar définitions and uses -
(Finocchiaro, 1972; Gipe, 1980).- L ;
There are Gistinctions Botussn Yosls whish aReUId b
kept.in mind when teaching vocabulary. One such distinction
Tis between what'Sinatra “(1981) called function words and con-
_tent words. Content words are-thosé which symbolize things,
i actions, and gualities, while the function words provide the
sentence structure and link the content words with one
another. Although there are relatively few function words
in compagison to content words, it is their role to axprass
the specific.relationship between i1deas. He categorized the
words into’the £91lowing three groups: '

(a) sequence ccnnector§, for examp.\e, "before" and
Munless”

' (b) spacial connectors, for example, "between" and

. " "across"

(c) words .used to sonpare and contrast, for example,
"more" and "1ike




These are thewords he felt the teacher should enphasize.
. Celce-Murcia and Rosensweig (1979) made.another useful s
distinction when :ons_idering what vocabulary is to be taught. ’
According to their VXEW, it is important tO determine -
whether the vocabulary items o be presented are needed by
the students for activé use (xecall, production) or passive
use (recognition,’comprehension). Following this aistinction,
the teacher must deqide whether passive vocabulary is tobe”
learned permanently or temporarily. A word is learned tem-
porarily if it is required to understand a story or'piece of

wrxung with’no consideration for later use: They felt that

‘thls should be ofie of the factors 1nfluenc1nq the\ptesenta—

tion of vocgbulary in the ESL classrcom.
»-Schools have traditxonally failed to provide adequate

vocabulary instruction. This deficiency applies to students

Tearning English as their first language ad vell-as those

learning it as.their second language. There exists no

| $ystématic program which indicates when certain words, théir

roots, pzei‘lxes, and suffixes’ are to be mastered. ‘The.
typical techniques used in tea'ci?s‘nq Vocabulaty appear to R
involve asking students to learn lists of words or teaching
the. worfl" "when it comes up" (bale, 1969) ‘Bécker (1977) '
advocated that steps be taken to teach vocabulary systemati-

cally through the school years. . . )
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: Conversation vs. Drill ~ \

 In determining how to teach a Second lariguage, it is ~
necessary to look at those condifions under which childden
appear to acquire A new language most easily. Evidence
points to optimun learning under natural conditions with a
peer group that speak/L/mncNamaxa, 1977; Npnn, 1981;
‘8 .. - cunderson,.1983). Whilé'Shuy (1982) stressed "naturalness" '
~-in his discussion_.of ®he language strand in the reading By
= ) program for English spedking children, it would abpear that
the same could be said to apply to lthe ESL student. ‘_. v K
X Lre brought| into play whén '

!
he .is' either attempting to make out w}],ab(otheré aj tryinq to

A person's language abilities

< ! Semunlontertaiin o8 Vhinie be trying to communiqate with .

‘others ( . 1977). C intly, language is learned

best when it is purposeful to the learner as opposed to
parrotting and speaking in chorus. Teaching methods should
be "life like" as opposed to “drill like". since it is. in

life-like situations and not drills that students must be

. " able to use their new language most effectively (Nedler 5

: Lindfors_\ 1977). Above all, we should allow the child to

wait until he feels ready to use his new language before e
force him to use it. The role of the teacher is to create s

an atmosphere in which the child feels freerto take chances

3
with his new language without fear of-reprisals when he

makes mistakes. Participation should be ‘encouraged by pro-

viding ample opportunity to use languagein a variety of




situations that require actual communication (Blanco, 1978).
Piper (1981) felt that the rule "fluency before i
accuracy” should apply to those students learning English ‘as

a second ‘langlf:ige. It was his, contentjon that-accuracy
_would come, in time and 'to emphasize :oxectness over meaning-
. ful comminicaticn, at Ehe beginning could act as a deterrent’

and inhibit ct‘(e_ﬁild from speaking. In other words, allow

the child to experiment and formulate his own rules just as ;
a child learning his first la_l:\quaqe vould'as ‘(Nedler &
Lindfors, 1977). This concurs with research carried out by .
Dulay and Burt (1974a,b,c) which resulted in their wereative
construction” theory. . X © g

-Using 1ife-like conversations o prpmote language results

in children's gaining an understandinq ©of the non-verbal

aspects of communication which often detbrmine the’ultimate

PR : meaning of what is being said (Paulston, 1974; Gonzales, 5

1981b). Morris (1972) reminded us that language involves ’

more ‘than just learning words. It includes pitch; stracture,

\ intonation, as well as the influem‘:e of the cdltu:al sqtcinq.

These are what Frith (1973) referred to as "speech £low".

+ A language has social rules as .well as linguistic-ones.
Paulston (1974) stressed the importance of knowing when and

how to use language in a given context. zintz (1969) and

Murphy (1980) agreed that vocabulary should be taught and” (\ .
practised in the context of real situations so.that the
méaning could be clarified and reinforced. The emphasis .

should be placed on authentic language and there should not
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e &
be any demands to speak in complefe sentences unless &
complete séntence is the natural response to the particular
stimulus (Frith, 1973). - E x

. Something is chviously needed beyond the dialogues and

arills that introduce and reinforce grammar without dealing
with'the interests of the students and the practical appli-
cations of what is being said (Olsen; 1975). Many
researchers, while 'strongiy emphasizing the impozta;nce' of
giving children practice in the normal fo‘ni\s of convensationys
" maintaiq that some aspects v‘of} arills in terms of structure -
and .form are required (Zintz, 1969; Paulstor;, 1974; -

Finocchiato, 1974). S

‘Reading Materials

From the results of y-seven studies conducted in

the United States, it was concluded that no one method of . *

teaching reading is better than another. “Reading is such’a =
complex process that no one method is comprehensive enough

- to cover all the strategies a child needs to gain meaning

from print (Philips, J., 1979;.Hatch, 1979). Although the
majority of this research applied to children learning to

read in their first language, it is equally applicable to -

thé ‘second lanquage learners. Murphy (1980) stressed that

in deciding on instructional methods for the ESL ‘student,

we mbst algo take into account the assumptions de"rived from

- cognitive psychology and, development linguistics.




Basalé Approach

In research carried out by McCanne (1966), it was found

that' the use of Basal readers with ESL students resulted in.

higher achilvemen: in reading skxlls as opposed to a combin=‘

. ation of ‘teaching English as a second ‘language and the. .

" - Language Experiénce Approach.: He believed that the success

rate of the Basal readers was perhaps a result of an'unwill-

1ngness among ESL children to initiate oriqinal expression

¥ in a formal school setting.

In Basal reading instruction the émphasis is on yocab-

ulary-concept develdpment. Serra (1964) thought it was

essential for teachers to consider the concept load before

“using such texts with ESL students. Because of the' large

number of concepts which are introducdd in edch ‘new story,

unn |(1981) found that the| pacing of the stories did not

L)
eet the needs of these students. -Another drawback of this

approach for the ESL child is thelack of lnaterial wh!.'ch

coincides. with elther‘fhe child's experiences.or”his values :

(Goodman ‘et al., 1979; Nunn, 1981).

Phonics/Linguistic ‘Approach

The linguistic approach teaches ‘the recognition of -

frequently occurring patterns in words: This is what

-primary teachers sometimes refer to as word families.

W I\lthough, as Hatch '(1979) pointeq out, this method is very

popular with second language teachers, its main concern
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is with patterns rather than with meaning.. Nunn (1981)
,aqreed that isolated phonics instruction is rot always an
effective approach because 6f the neglect of meaning. Also,
ESL’ studénts may have difficulty in discriminating and pro-
ducing c'ercnnv sounds. . .

/ That xs hot to say:that the phonics method should be

dismissed completely. Ever§ method of tea®hing reading 3

includes some phonics since it is one device used' to break

through the mechanichl barrier of word recognition

(Sepulveda, 1973). F. Smith (1982) reminded us that phonics
has, so many rules with au{mc as many excep"tiéns that its
main function is to help us decide what a word isn't rather
than what it is. It 1§ for this reason that words should

not be pzesez}te‘d in isolation. The context plus.the phonic

_ clues are needed for fiord identification.

L Experience

’*(-rhe Language x:xpenence Approach recognizes.-the close
relationship among) 1istening, speaking, reading, and- weiting.
It capiiallzes on this relationship to bridge’'the gap between
oral and written language (Murphy, 1980; Nunn, 1981; Shuy,
1982). It ma‘lntai’ns the phflosoiﬁhy that the child must be

- immersed in and using a language in order to read it. In

such .a program, children are involved in a great deal of

« & ¢
guided language experiences. They talk about these exper-

iences and the teacher records their discussion on charts. -




Thesé charts provide the basis of 'the readiﬁg‘material for.

the .child.’ .

| Feeley (1972)" stated that a combination lf ‘Tea_chi'_nq
English as a Second Language and a Language Experience
Approach was recommended for children’at the pre-school and

kindergarten levels. This approach stressed oral vocabulary

‘land writing fluency. Wisendanger and Birlem (1973) also

fecommended an overall L E; i Their

approach ‘emphasized semantic and syntactic development

through extensive oral activities. This was done in an

.effort to improve the child's vocabulary and sentence

structure before he attempted to create a story. .
Since the readinq material for /\.Lanquaqe Experience
Approach is what the child ‘produces himself, it contains the

vocabulary and syntax with which he i familiar.’ The behefit

of usrihg familiar vocabulary and syntax with the ESL student

cannot be overrated. The use of such material, however, may.

also prove to be a drawback to the Language Experience
A:p:o’ach. white (1979) viewed this lack of vocabulary con-

trol as a problem, since students may fail to learn some of

the basic sight words unless the teacher makes a specﬁic

effort to teach them. He also felt that if this approach

were used in isolation from other programs beyond the initial

Antroduction to the reading progffss, students might find /

themselves lacking’ in the development of word recognition

" skills.

It would appear that the best method of teaching reading -
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£ ESL children is one which combines a variety of techniques
which are._uség ko meet the individual needs of the child,
Gonzales (1981a) stated that any good- instructional. intro-
duction to new reading matdrial should include a conceptual
.ibackground of experiences related to the story content. It
is alse esential to review any vocabulary or grammatical
forms and structures which may be n‘ew or difficult. Where
hécess;ry, he suggested simplifying the language of -the text .

to help the children understand the structures.

l * First-Hand Experiences

here, is overwhelming support for the use of comcrete,
hanit-on expatisiines 6 LORCAING VOUILUISEY ST CHAGERE :
development to ESL student;"(l‘orreste_r\l Little Soldier,
1980; Gonzales, waxa,u;. Nunn, 1981; Ovando, 1983). As
Petty et al. (1976) and Sinatra (1981) pointed out, ESL
children more than any others ne;d this extra dimension to
aid their comprehension of spoken and written English.
Consequently, the best instruction will be’concrete,
involving a hands-on activity or experience and will use

'language which is ible to the and

appropriate to the'situation (Gonzales, 1981a).
Children learn best by active involvement. Allen (1977)
suggested allowing children to use materials in order to = ¢

11llustrate what they know. ESL children may find it diffi-

“'cult to express their ideas but may be able to do so with the
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aid of cohcrete objects which deinciis EE4tE LS i eHcHeE
-that they understand what is being taught. Given this
understanding, ‘the teacher can.then work on thé development ‘.
of the necessary language skills. Therefore it is essential
that the teacher provide an environment which7is rich in
materials so that the children feel free to Wk, |manipulate,
and create. Murphy. (1980) agreed that subh a env\ironment
is necessary for thé growth of Engltsh syntax |and Vyocabulary.

! |
A time of concrgte intéraction with an ‘o

ject ‘is
required before children can begin to think about it in the
abstract (Gonzalez-Mena, 1976). Also, if we fail to give

" children enough concrete experiences, we ruh the risk of
having them verbalize concepts which really have very little
meaning for them.(Flavell, 1973). Before a sight or sound
can acquire real meaning for children, ‘they. musl‘\t internglize
their own ideas concerning it based on their pex‘;‘sonal exper-
iences. i

Stewart (1982) and Binatra (1981) saw the use of such

GHtRY S1asTeE pictures, filmstrips,‘al.'\ﬂ movies as playing

a major role in vocabulary development, These visuals pro-

vide a situational context for the new words which children

learn as well as allowing them to tie-what they have léarned

to a mental image which aids recall. They felt that pic-

tures could provide c ion of c \{ that
might be known in L' but needed to be represented ,Lrerba\uy
in LZ,.- Rogers and Wolfle (1981) reminded us that ]1f the

experience is a vicarious one such as through picr‘xes or




_English is the first- language.-.

_stories, then the nnalqe will not be as clear or as sesasate;

An important function of the teacher is to help chudrgn
.

see, the relationship between experiences and pictures and

the words répresenting them. _

Rlay, whether structured or unétructured, provides a

. natural opportunity for children to transform experience ~

into language (Sepulveda, 1973; Piper, 1981). Gonzales 3
s 1

(1981a) ahd Allen (1977) suggested the use of role playing

through "pretend" situations or puppet plays to entourage

the use of lanquaqc in zelation to experiences. They also

. stressed that the teacher shculd make the child a‘dare cf his

movements and how these may ‘be exprEssed through lanqhaqe.

Children's Literature

« B child learns to read by reading and by beinq‘read to
(Smith, 1982) . 'l‘eale (1981) “went so_far as to suggest that '
reading to children may be the most important facet in their:
becoming literate. Therefore classrooms need to be rich in
Teading materials which are attractively displayed and
easily accessibie. Children need to be .given every oppor- -

: .9
tunity to explore books and share them with others. This

. is no less true for ESL children than for children for whom

Murphy (1980) suggested ‘that story reading begin
inmediately with ESL students. Using picture books with
simple accompanying texts, children soon learn "to read”. the

. §




3

pictures, sequence events, and relate pictures € text.
Alfen (1?77) advised teachers to select books with thought
" fand spe‘ﬂax attention %o fheinesds QF'BSE chilaven, dn oriex
that they coulll lead these children info English literacy by.
v develf:ping not only o;:al language and vocabulary but by
helping them to discover books as a source of joy and

pleasure. Our success, however, greatly depends on our

selection bf books. .They should not be ‘overly difficult at
“ieither the linguistic o:}conceptual level (MoKay, 1982).
Lénguage development may be-encouraded through the use
of literature. Nunn (1381) suggested-the use of simple
' biooks which coritain repetitive words or happenings to '
\ ;

dequaint children with language structure and help with

predictions. There are many stories familiar to.English..
speaking children which meet this requirement. Examples
could include The Three Bears, The Little hed He}l, and

Chicken tle. Turner (1978) alsd agreed that the repeti— .

tion involved inssuch stories was'quite useful, since-

unlike the dull repetitions found in drills, it is meaning-
ful, pleasurable and an integral part, of che story.
Murphy (1980) saw fit to refer to this' as natural syntax
arill. PR .
* . Through reading to ciildren, the teacher is providing
+ “them with direct e;.posu:e to literary language. Also much,
of our litera‘ure donsists of imaginative and fanciful )
’ modsls of reality. Children mist, therefore, be made aware

u
of this. By discussinq with children what ha="been read,




48

- ve Will help them bridge the gap between their existing ~

reality and that which is représentéd in literature (Harker,

_1980) . - Flood (1977) also believed that’such discussions.

vere riecessary. He found that the learnifg style which
resulted in the most benefit for a child was one in which
‘there was a verbal interaction between the read%r \ind the
child, He recommended that the child be involved thrcuqhout
the ,reading process, by the teacher's first using warm up
questions to prepare, the chila for reading, folloved by |
verbal interaction during the reading/which relates story
_content to past expezience'; and, finaily, by post story

evaluative questipning. Holdaway (1979) took. this a Step

further with his. "Shared Book Reading Experience" which

suggests that teachers make an’enlarged version of the

story book so that the class is able to follow along while

. "the teacher reads:.

Ancther, mhior benefltiof eralizending ds thatithe:
teacher provides a’model for correct enunciation, phrasing,
patterns of intonation, afd fluency (Narang, 1982).
Sepulveda (1973) suggested using poetry as ome Of the best

ways of teaching English intonation patterns. The use of

poetry and simple .songs is also seen as a way to encourage

participation among ESL students in oral language exercises.
‘Literature may also iae used to hélp the ESL child *
becon\e more aware of his own cun:ure (Barry & Maclntyre,
.1982; scott, 1982) . Through the help of parents traditional
storids may e to1d or oralty in class and  sqporgen tor future




reference. ‘The folk tales and legends of many cultures are
now being translated into English and are found in both
public and school libraries. William Toye's How Summer

Came to Canada and The Fire Stealer, as well as Maria

Campbell's Little Badger and the Fire Spirit, are excellent

examplesyof picture story books depicting Indian legehds.

‘Summary -

" A review of the related literature revealed that the

_ emphasis in teaching reading to second language children '

_ should center primarily’on how meanirg and enjoyment may be
‘obtained from print. In order for children to relate .
meaning to the words they speak and read, they must first
‘encounter those words in meaningful situations. In this
way they build up their background of experiences and gain
men;al images which will aid recall. Tk N § ¥ oy

"7 ‘chiraren 1esen o résd by being read to and‘b; reading.
Just as one needs to be immersed in 1angu9q'e to learn to
" speak, so too ‘learning to read involves being immersed in *

books. In this way children develop a 'literacy set' which

leads them naturally. into reading. Through reading the cHild e
" also becomes awary Ehit tHe ‘language of books' is different
"from spoken language . : Z R ¢

‘Research shows that second language (L%) acquisition

is very like first language (L)) acquisition in terms of its
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developmental stages.: Thus learning is best done in real

* life situations where the.language required’is that which

is needed for daily use. Drills and dialogues, when used,

should be implemented as theyjwould apply to actual situations.
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CHAPTER 11T

5 _ METHODOLOGY .

. Several researchers have found that native students
rav@hittle problem with decoding. Morris (1972) s\ated
that problems usually aTose‘when learning to read changed

to reading to learn. In many casés these children read

well orally hut unfortunately they were only réafing w_f:rdis
without: tomprehension. It is, therefore, nec..sZ:ry o
ehsure that while cnuaren,axe'acqu_tmq_cm decoding skills
necessary for cofrect pronunciation of English™ words, they
should also be learning ‘the meanings associated with these
words. Based he research reported in the review of
lteratufe, a progran was designed to help children develop
2 meaningful-€nglish vocabslary, while at the same time pro-
_widinig them with tie pre-reading skills necessary for a good
literacy foundation. Ir_"vas de_c;ded to build the progr:
around: o
(1) Flest hand gxperiences .
(2) Conversation based on real life situations’

7(:) Children's literature N

" (4) Language Experience Approach to Readling
- The skills to b= taught. in the program ‘Anclude:
(1) Pte-lequlslm knwledqe for raading I
{a) ‘The conventions of print
(b) The concepts of letter, word, sentence, and story
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(c) The comprehension of reading vocabulary

¢ 'ld) The recognition of reading as a source of
©  enjoyment and* 1nEomatmn

& (2) Languag?evelopﬂ\ent
(a) Meaning vocabulary
(b) Granunacxca) structures
The program is also concerned with other aspects of the
..child‘s development, including problem solving, perceptual
Vs](ills, and motor skills. The emphasis is placed on active

involvement, in the learniiy process. ’

The Population 5

The developer of zms"‘pzogram is teaching on an Indian
Resérve in Saskatchewan. The children are Creg’Indians who
come to school with a minimum knowledge of the' English lan-
guage. -The native language is used almost exc‘lu'sively in
the majority of .homes on the reserve.. Because of a lack of
Cree reading materials and the non-literate status of many .
parents, children come to school ha‘vinq had little exposure
"to the reading process. ‘The proposed program is intended
for use with those children in the primary grades who have
lacked exposure to the English language and the reading «

i
prdcess. . l . ~ .




Teachers and_School

The school is federally funded through s Department
Of Indian Affairs and Northern Development and.is located
on an Indian Reserve. E;{e'lfy effort is made throughout the™
total school program to incorporate aspects of the Cree
culture into the total schogl curriculun. While the
emphasis in this program is an' teaching native students to
speak and read in English, it is .not necessarily suggested
that this is amore viable alternative than their being
taight in theis Fiest language. It is, however, the only

B
approach available, due to a lack of professional staff who

‘speak the Cree language. Unfortunately; except for the two

teacher a{des and the Cree language instructor, none of the .
teaching staff are of native ancestry or are capable of  +
teaching in the students' first language. For these reasons,
both teachers ;nd students are at a disadvantage. Those
members of the staff yho do speak the Cree language are {
lways ready to give assistance when requested. The valuée
v

S
f their daily help cannot be overestimated.

Materials

The program was developed using a thematic approach.
Topics to be covered include:
(1) The School. . .

(2) Fall




) . (3) Books
. p g
(4) Thanksgiving (s .
(5) Halloween . S

(6) Self”and Family
'+ (7) Our Bodies . ;
(8)' The Community and Its Workers
(9) Christmas )
S+ (10) Winter T . s o g
“ (11) Clothihg )
(12) St. Valentine's Day
(13) Housing

(14) 'Food

(15) Transportation o g
(16) Animals
(17) Elster
*(18) Spring

(19) Plants w, ¥ . s, R -

(20) Heritage .
' The program is designed to make use of: by
.(1) Information provided by parents: and community
embers ’ ) :
(2) Reference materials from the Saskatchewan Indiad
Cultural College at Saskatoon’ .
(3) ‘Physical objects to represent vocabulary whenever
possible " '

(4) Children's literature-

(5) Filmstrips and movies
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(6). Photographs and picture file ¥

.(7) Charts and chhlkboard for recording

(8) Print such asi labels, signs, ‘letters, timetables,
and ‘memos . ’ ’
The program was designed to incorporate the learning of

English with the learning of pre-reading skills so that the

transition from speaking to reading would be a natural and,

<meaningful experience. The procedures and methods were

adapted whenever possible to -include materials and exper-
iences whith were familiar to the children and pertained to
their Cree culture. Each unit contains a section on

cultural content and it is suggested that the informatien

'r;xovided, plus any additional facts whlc.‘ivthe teacher may

have, be used whenever®possible throughout the unit.:
varjous methods have been used throughout these units
to help enhance the reading experience and .to make it more

meaningful to the students. ,Because they aZe ESL students,

needs. In the beginning, it is suggested that the teacher
aide Or parent volunteer be asked to read the.story first
in'Cree and then in English. Later as the children gain »
greater understanding of their new language, stories may be
read primarily in English with some Of the more difficult
sections being translated. At all times, the English as
well as 'the Ol rRNELACIOn SHOUIE Be presented. The
teacher should pre-read all stories prior to .readiné them

to the class. Sometimes the sentence structure or+

9

4

the storytime activities must first be adapféd to meet their -
- % 5
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vocabulary may be too difficult for th; students to under-.
fand, ‘Thia W1Iews th ~teacher time to prepare a simplified
veérsion.' This does not me‘an that ‘the oriqinai text is
omitted but instead|read first, with the simplified version
read immediately after as a means of explanation. In this
way, the children do not lose the lanjuage of the book .as ~

written by the author.

First Hand Experiences
Whenever possible, children will be given the oppor+

“tunity to actively experience the conceécs i YEORBULEEY "
which.are introduced. One of thé criteria used in the
selection of the unit themes was the possibility of éach
bELHg EXDEEIeRcad by ERe chETdEen, Hot ORIy 1t ‘the 1ARBEOGH,
but within their home environment and surrounding area;

The ‘presehtation of new vocabulary will be accompanxeé

by the corresponding physical chbject or demons

that the childfen mot only hear the word but obtain a mental
picture to be stored for later.referral. To facilitate this,
the class will take part in £ield trips| and in role playing
situations within the classroom, Real ‘ﬁife situations will
be adapted for the classroom but on a smaller:scale. Such
activities will involve planting seeds and learnig to set
sirabie; whan Lt s notpessibis o siperibnes thides f}rét
hand, vicarious experiences in the form of films, £ilmstrips,

and pictures will be provided as an adequate substitute,




Conversation . .

If children are to retain the new vocabulary which is
being taught, it must be presented in meaningful -situations’
so that they can see the usefulness of théir new lanquage. .
If language is presénted only in drill-like forms, the
children may not fully understand when and how it applies to
everyday life. The teacher is responsible for setting. up
situations, drawing children into conversations, and pro-
viding a model for their ‘speech . ’

In order-to achieve these aims, an attempt will be made

to have the children verbalize what they are doing as much
as possiblé. While they role play in the Qifferent activity
: 1

_centers , the teachers should walk around and discuss with

then what they are doing, without interfering too much with.

the task at hand. ‘Every effort will be made to engage thL

children in conversation when they are on field trips and

other outdoor activities. Many things may be missed if the
teacher does most of the talking or if he/she waits until’

they are back-in the Classrcom before they discuss what

-‘they saw and heard.

The children will take an active part in learning
positional concepts when these concepts are incorporated
with instruction in listening skills and following direc-
tions. Again a great deal of verbalization takes place.
For example, children will be asked to place a book on,
under, or beside a table. This they do, while explaining

to the class what they are doing or after completing the task,
. .

.



telling the class what they have done.
In So far as possible, the program atfempts to make®
language imstruction a two-way experience, with teacher and
students learning from each other. Usually children alréady
have a good understanding of the concepts being taught.
They ‘just do not know the English vocabulary for these con-
‘ cepts. Children demonstrate their understanding by pro-
viding the required Cree vocabulary, In this way they are
teachers as well as students. This helps to establish a
good rapport with the children and serves the additional
purpose of demonstrating to the teacher the difficulties =

involved in learning a second language.

Experience '

The Language Experience Approach to reading introduces
children to reading by drawingon their: emperiefoes: as the
basis of their reading material. When children take part

in ‘field trips or family outings, the things they encounter "
may provide the basic material for a story which they dic—
tate and” the teacher records. This approach to reading also
uses familiar signs apd 1abels which children’ see every day
to relnforce the fact that resding is useful and meaningful.’
Children gain a greater understanding of books by compiling
their own.. They draw pictures and the teacher writes their
dictated captions. At other times they may produce a word—
'less picture book, relying on the pictures to tell their
story. . . . o '




i £ e
' ,In addition to the methods already mentioned; ihe
following are’furthe®deas which'are included. in the pré-
grams: )
(a) Write a,sequenr_'ial» story‘about preparing a meal.
_If fruits and vegetables are involved, the séquence may
begin with harvesting the necessary. items and end with their

being served.
% é

(b) Compose a class poem. The unit theme Our Bodies, .
which includes learning about ‘our five senses, provides an .

excellent opportunity for this’ type of pctzvity. Prior to .

The poetry writirg, the class may brainstorm for ideas and
new vocabulary words. The children may be able to

. ¥ “
verbalize all the necessary words in English but may be able

" to demonstrate what they 'mean by their actions. Tvo examples

of such poetry writing include:

(1) our Hands

Our hands can draw

i i " Our hapds can feel

our hands can Hold, etc. 3 .

(ii) -Our Senses ' N i .
: Ears hear 5 -
) . Eyes dee etc. ’ : B
! " (6) MaKe greeting cards for the varfousoccasions - / W s

which occur throughout the year, for 'example, Christmas,
St. Valentine's Day and Easter. ' . ) .

() Write various types of letters, for example,

invitations, thank-you notes.
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‘(e) Make.word mobiles. Choosé a topic such as housing.
A picture of a house would be at the’top while therd would
be strings to hold piéture word cards for each room. For
example, hanging from the card ‘on which is written the word
kitchen would be picture word cards for sink, stove and
refrigerator. # B 3 '

(£) Write a grocery list or menu for a neal.

(g) Construct a captioned 'movie'. This may-be used
with the ‘theme Transportation. Given a large roll:of:paper
which is spread out the length of the classroom, each child

is assigned a 'section on which he or she draws a form of

t:ansportacmn. The tsacher writes their dictated cdptions. 3

When completed the ’'movie' is wound around one broom stick
with the He,ginning aftachied to & secondy’ The fomahie Jeadk
remember to have a title scene as well as one vhich lisfs
thev_authors and producers. Of course, no movie is complete
without the final scenme -'The End'. This is then hounted in
a large cardboard box which has’a section cut out: for a
screen. ' The movie effect is gained by tu:nmq the broom
handle -as a reel would turn. - .

(h) Write a story from a viewpoint othef than their
own.' Children may pretend that they axe S;nta C1aiE 6F €S
Easter bunny and write a story from that vlewpoint.

(i) Match word cards.and labels to dppropriate objects,

(3) Reinférce the letters bf ‘the alphabet with -
activities beyond printing and sight recoqnitioq.'-E;cmples'
for doing. this include: . A . . 3

“ :
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_Children's literature

(1) Making pipe cleaner letters L

(ii) Painting letters : L
(11i) Baking letters. Children réll-6it’dough and

shape the desired letters to be baked.

(iv) Forming letters using their bodies. Somé-

-times children will have to work in pairs for this activity.

- (v) [outlining letters. Given an outline of a

" letter, the children use raisins or peanuts to place along

the outline to cover it. The children ey teat' the letter.
when they are finished. i - g
- (vi) Building letters. 'Children use tooth picks

or. popsicle sticks to build a iétter by gluing Ehem together
F: S

‘to form a three dimensional figure which cén stand up on its

The use. of childfen's literature is a yaluable part of
any reading g}ogram. Through exposure to &uality. literature
children becomé aware that the la.nguage presented in books
is mere tham just speech wiitten down. Good literature
helps to reveal reading as a source of enjoyment, to increase
vocabulary, to-increase the power of expression, to expose
children to the language of books, and to provide them with

i s
new .expetiences. % ~ :

Methods used in presenting children's literature include

the following: . . .
" (a) The provision for a daily storytime, during which




stories are read or told to the children using a translated
or simpuﬂed version. when necessary . )
(b) The shared book reading ehrxence‘ ~
/ey The use of the flannel board to illustrate stories
(d) The use of storyhooks with accompanying cassette
tapes and/or filmstrips
(é) The dramatization of stories
(£) The use of choral speaking in cénjunccio_{: with
poetry. N : .4. i
r : . Lt .
Summar .
! o g o .
The 1dea§ used in this program are a. cuxmxnau\on of % g

nine years of working With native, students. An attempt was
maie to include all thnse ideas and activitxes which proved
.to be most effective during that time. It was found that
new language skills were more easily learnt yhen presented ’
through conversation afd reinforced with first hand exper-
iences.' Vocabulary and pre-reading skills-were enhanced

through the ‘use of children's literature .and the Language .

Experience Approach to reading. 5 0




CHAPTER Tv ' - . .. T e
SUMMARY AND RECOMMENDATIONS
. * Summar:

For many. children, beginning school is.a traumatic
experience., It must’ 1E evenEoEe traux:na.;ic for thé child e
whose language. differs from that of the teacher and other
. school personnel. Teachers must not ,oply be awake of this
1a|;qua‘qe barrier as it affects the daily instruction but
must also be aware of the.psychological implications for
the-child, |Teachers should realize that just because a
child does Tt English word for .an object does not
wadh that, he does fot understand the concept being.taught.

" often\teachers underestimate what the ESL child knows. and

treat him as a remedial studen ather than one who is

having dffficulty coping wit language.

The review of related libdw Yfe revealed that the
chua‘xeaman his second language does so using many of
the same strategies that he used in learning his first
language. Unlike the child learning his first languagd,
howéver, thershoond language learner is under pressure in -
terms of time and persamance. Chiddren learn a language
best when it ¥s presented ‘tn natuxal type- sicuations as
opposed to drills. ,In this-way they see the usefulness of "o

" the 1language being taught. Whenever possiblé the presen-
tation of new vocabulary should be accompinsea by the

63 . ¢
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corresponding concrete object.. Many researchers felt that
students should not begin readind in their second language
until they had, reached a certain level of proficiency, but
' they falled to identify what that level was. %

"The research w1sc Feand shat chirdren vesen Bo read By
reading and by being read to. It failed to establish, how-
ever, any one method of teaching reading as being more
SEEECETGe. e aRatHe, Wiskeal s Tove Sbveslls approach
was recommended with the teacher selecting those aspects of
the-progran which would best meet the needs of the students.
The Language Experience Approach to Reading was suggested .
“for use in the early stages so that students could move
naturally from speaking to reading. The use of children's
literature was recommended in order to make students aware
of the language of books, to increase their vocabulary, and,
most importantly, to help them+to view reading as a source of
pleasure. , ¢

An integrated program was developed to include first
hand experiences, the meaningful use of language, children's
literature, and the Language Experience Approach to Reading.
These areinegessary’ 1€ stadents ara o acquire the literacy
base necessary to succeed in a reading program. It is also
essential that the teacher adapt the materials to make them
culturally :exéw(anc to the student whenever possible. This
cultural content helps to reinforce the meaningfulness of
the reading material and helps to goint out the usefulness

of acquiring new language and reading skills.




The Study and A Beginning Reading Program for Native
Students are presented in two parts so that the program may
be easily accessible for use by classroom teachers. The
program consists of twenty units, eight of which have been
developed while the remaining twelve have been presented in
outline form. Each unit shows how familiar themes may be
used to teach new English vocabulary usifg concepts which
the children understand. Many of the units pertain to a
particulat season or ‘occasion which will influence when they

are taught. They are not intended to follow any particular

sequence; instead it ‘is' left to the-discretion of .the
“teacher to decide when a unit will be introduced, o
‘The intent of the program was to provide children with
‘a background in reading rather than in decoding skills alone,
so that they would not confuse mere word cal li;'u; with reading.
It would have been difficult, therefore, to assess formally
the effectivene‘s& of ‘the.program-at the end of the first
year. Whether or not it has been truly successful will be
revealed as the children progress through the primary grades
‘or Division One and on into Division Two. As children turn
to reading as a means of .pleasure and a source of information,
then the value of a good foundation in reading will be

realized.

\
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Recommendations )

The following recommendations are made to assist
,teachers who wish to incorporate this program into the
‘existing ome in their clissrooms:

1. Children should be able to see the usefulness of
all material presented in the classroom.

2. Children should be made to feel proud of their own
culture while learning skills‘ which may be deeply rooted in
another culture. :

3. Children should first be taught those words which
they will encounter frequently and will be required to use.
This does not mean that words which hold a particular
interest For the child are overlooked. Such words will be
learned quickly and easily by the child.

. 4. Children should be exposed to a wide range of
children's litesature. No book should be denied because
some sections are too difficult. Rather, these sections
should be rephrased ‘in terms the child will understand.

5. Children should be provided with first hand
experiences to help reinforce the concepts taught.

6. 'Children should see their parents and home as
Closely’ linked with the school, one reinforcing the other.

While the program was developed for use thh Cree stu-
dents, it is felt that.it may be adapted for many beginning

+ ESL students. The teachers would be responsible for research-
ing the cultural and language differences’to meet the needs

of their students: ', «
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- R ’ : Part 11
. FOREWORD TO TEACHERS 1
"
The following program is intended for use with cligren
for whom English is a second language. While decodifg
skills are important, itis felt that in the beginning the
emphasis should be placed on getting meamnq ‘Erom prxnt. If
not, word calling rdther than’ ‘reading will be the result.
The Program consists of twenty units. Eight of the, o
/ unit themes have been expanded to show how they are tobe °
used in the classroom. The remaining twelve are presented
1n “outlineforn with e recomendation -thit Cheybs further
expanded in a similar way to the other eight. While the
theme may dictate when a particular unit is to be taught,
the scheduliflg of each unit is otherwise left to the teacher.
The units are not intended to follow any particular sequence.
An attempt has been made to provide a total program
which gives children an opportunity to use their new
— #ocabulary across the curriculun as well asat home. Bach
unit contains a section on language developnent and cultural
content. This allows the teacher 'co provide that vital link
between home and school. The teacher is also made avare of
language aifferencos in order to be avare of any potential . g
kroublp areas, Whenever English vocabulary is presented,
"\ children should be given'the opportunity togupply the
s equivalent word from their own language, Parents and other
L voluntoors from tho commnity should be encouraged to visit

i
\ :

\ 2]
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the classroom and take an active part in helping the children,

particularly with those ‘things pertaining to their own
<culture. ! '

« Children's literature is another essential part Of the
progran, Each unit contains a list of several bodks, poems
and/or fingerplays vhich are appropriate £or the theme.

;' These selections are suggested but other appropriate material
* may be'suhsu:.n\:ed e supp’xement;. It is strongly'
‘felt, however, that the old storybgok favourites such as

I MThe Three Bears" and "The Little ‘Red Hen"™ should be read

| because of . their vhlabrefsnetitien and predictability.
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Unit Theme: School

Focus.

Acquainting the children with the physical plant of
the school and the people who will be working with thenm.
Objectives

1. Toefamiliarize the children with the dral vocab-
ulary vhich will be used daily in the school.. This

- includes:

-(a) Classropm -objects; such as chalkboard, chalk,
°" desk, painting easel, which may not be flamiliar to the
children ~ % ‘_
E (b) Other rooms, including the gym, library, *
‘and washrooms, which the' children may be using
() Rooms, such as the principal's office, staff
fooin, snd LndusErial arts foen, Which the child may hot
be using but may still be curious about
© (d) Playground equipment such as swings, see—
sase m1406s a0l mOnKeY, BAE: '
2. To atquaint the children with school personnel
. (a) Teacher aide . '
(b) Librarian
(c) School nurse

(@) Principal

To introduce print

This involves pointing out that words may
stand for objects and actions and that the letters of

the alphabet go together in particular sequences to

j o 0

A



form words.
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Skills

simple directions such as "Stand-_
Lup" and "Go to your seat’.

Language development é

(a) Vocabulary--names of classroom and play-
ground objects

'(b) Greetings af® introductions, such as:
. Hello, 'I'm ====

My name is —---

What's your mame?,

(c) Directions necessary in school

(d) Sentence structures involving .the positional
concepts here and there.
2.

Pre-reading skills

(a) The printed word may be used to represent
an object.

(b) Children are introduced to the letters Ss
and 0q. !
.
. -
Activities
) 1.

First hand experiences A ,
Take a tour of the school. Point out the labels

on doors and tell what each says. Meet the libraridn,
principal and school nurse. ~ Explain fo the children

what goes on in each room am:I the items which are

peculiar to each particular room, e.q.‘. gym as opposed

e



. shouting. This would be a good time t6 introduce them

to ubrary. L %
chudren are told that they mist walk quietly

through the school; there should be no' running or

to Mr. 0, a hand puppet with the letter 0 on his chest.

Mr. 0 reminds them when it is necessabe‘o be quiet.

The letter is presented incidentally ‘and no attempt

is made to drill for recognition.,
2. Conversation p

The school personnel met on the tour are intro-

duced td the children. Also those children who wish to

' do so are given the ‘opportunity to introduce themselves

to these people. Within thé classroom setting, children

may introduce themselves to Mr. 0.

When discussing classroom objects the teacher

may wish to use such sentence structures as:

Here is a pencil.
There is some chalk.

The children also becone familiar with the question

What is this (that)?

3. lLanguage experience apprcach to reading

Make ‘a record of what happened on tour. At ¢
this stage the children may only be capable of sup;ly-—
ing single words when asked what they saw. It is the
responsibility of the ca%hez to provide a model by
putt{ng the word.in a sentence, recording it on the
chalkboard or chart paper and then reading what has

been written to and with the children.




" They should also be made aware of exit signs and

children may suggest f£rom viewing the labelled objects

PR
To show that print is used as a means of commun-
ication, write thank-you notes to £he TIBYAELER S50 EHE
principal to show appreciation for their taking, the time
to talk with the children. An altemate suggestion
would be to write a letter J.nvitxng the pnncz.pax or
lbrarian to visit the classroom.

Ey Labéling items in the classroom, point out to
chndten that print is used to represent objects. The ‘

children may also be presented with name tags to wear.

irections to follow in case of fire.
~ Children are told that all words are-made up of

letters. The teacher should have a wall chart of all

the letters of the alphabet displayed in the classroom, '

It should.be-explained to children that these 26 !
4

letters are all that are needed.for the words .we write. |

At this point we introduce them to the letter Ss, while
explaining that it is.the'first letter in the word
school as well as such other things as swing, slide and

see-saw, These words, as well as any others which

in the classroom, shouxé be written on the éhaikboard;
>, 4.-ghildren's literature
Students should be read to every day and pro-
vided with a variety of books which they are encouraged
to look at and explore. Suggested books for this topic
4 p G K

include:
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(a) The School by John Burningham

|(b) Morris Goes to School by B. Wiseman

(c) .Shawn Goes to_School }_ny Petronella Brein-burg
(d) Ernest Owl .Starts a Sch'olcu by Jane Pi lqri.m §\
If a book is too. difficult for second language
students to comprehend, the teacher may simplify the
vocabulary and structure, while at the same time placing
“a gréater emphasis on the plctures to ‘help the students
gain a gréat‘e‘:undezscandinq OF the story: However,:
the author's original text should be read to them at
least once. . %
Nursé€ry rhymes and poems may also be used in
teaching language and reading skills..'The nursery
’ rhyme “Mary Had‘a Little Lamb" has valuable Tepetition
and may be quickly learnt by the children.. Two poens
related to the topic which may also be used are “School"
by Hinnifred C. Marshall and "Back to School’ by Atisen
Fisher. . + !
To help in reinforcing the letters Ss and 04,
children may be shown the books My S Sound .Box and My

© sound Box, both by Jane Belk Moncure.

Follow-up ,Activities

1. categorization and problem solving
Childsen may be ask_ed the following questions:
Where would these items be found? For example,.
soap 'and paper, towéls; slides and swings. ba ’
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_What are they used £or7
2 ‘Art

' (a) Have each ‘child draw a picture of the
school, the playground, or any of the rooms. The
teacher may then write the student's dictated caption .
for the picture. ‘The completed pictures could be com-
piled'in a‘book form, which would include a table of
" contents 1listing the pictures drawn and the children o
who drew them. This book would be the £irst step in
building a classroom 1ibrary containing. books produced
by the studdits. B

(b) Make the ‘letter & with plasticine. Children

may also enj‘cy making §'s cutside in the soil using a

stick. ® .

Cultural Content

The children are aware that.the teacher and the
majority of the school personnel do not speak their

language. Teacher aides or parent volunteers may be

used initially to explain the Sv:h1 0l routine to the -

children. It is suggested that the teacher learn at
least some key words and sentences inm the children's
language . Thi:s would serve two purposew. It would aid
communication with the children but more importantly it
would let the children know that t?;e teacher accepts
and respects their: language and thus themselves,

It is also suggested that parent volunteers or
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N
teacher aides be asked to help with story time. The
story may be read first in one language and then in the

- B other.
Approximate Time
This unit will take at least seven days to complete.
The schedule of activities provided does not necessarily
/ refer to consecutive days nor is it intended to be"
' ‘Tolbved etrictiy, The tescher S8y TeArTEnge TR 4
.. actTvities within each unit or nobe into thé next’ unit
hefoEe e ‘previGusoHe HiE Beeh Completed,
* Each.day the teacher should read either poetry or
" prose or both to the children. The teacher may select
a new book or poem for‘each sessi_cri or may reread a
book or poen which the children have &aaxtxcuuu:iyTq
enjoyed. Other daily activitids' include recording the
students' dictated ;tatemen:s c‘oncernlng schbol, ‘home -
and community events, Every eftort should be made to

engage them in meaningful conversations in which their

A schedule of activities may be outlined as fol}ows:
Day One: The classroom
Day Tvo: The playground B}
Day Three: Library and Principal's Office
Day Four: Gym and Nursing Clinic
Day Five: = Other rooms
Write letters of appreciation or, an

- . invitation @
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[ - W Day Six: ., Follow-up activities

Day Seven:' Review and reinforcement of new

ol . vocabul8ry
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i > B N g .
. Focus.  To discuss with children the changing worid around

them as summer turns to fall and what these changes

‘néan to people, plants and animals.

. ~ Objectives
g s . . 1. T help children tbink about sbe changes in

nature 2 el I o iy

o G (a) the changing of the leaves trom green to

¢ odinge, yellow, red and brown

’ . (b) the Fipening oS foaite and vegetabless - ,
, 2. 7o show how things may be grouped ‘according o~
; B colour, Mith special emphasis on'the colours red and
yellow. ‘ 5 ’
%t " 3. o introduce the calendar--the months of the

, “year, the days Of the week and, the date. .

4. To introducé the letter L1,

' e B skills s i

e W, . 1. Language development

(a) vocabulary aasociateﬂ with fall: words
such BS CTEES, leaves And le

(B colour words with p.\rucunax enphanigion g
red and ‘yellow

(e) vocabulary necsssary for categorizstion:

words such e GG, ‘Wiike’and different .5

—— g e (d) months of the year'and days of the weék




M % -(e) ,sentence sfructures \ . % 4

. C . () what colour 15 this? i

& = R It is (colous) .

S Tt is a (colour) (object
. e.g. ball, leaf, car).

(11) Are these the same? Ve
Yes, they are the'same.’

No, they are different.

(i) what day (month) is it2_ - N

R T Today 1S .

L2 Pre-readlng skuls

Wl o (a) Knowledqe of similarities and differences;

Children: learn to categorize items according 'to colour.
e
(b) Awareness of time in terms of seasons,’

- .. months, and' aays F

(e) Chlldren are. introduced to t:he letter L1%

‘Activities . ¢ ! .

7 ‘Firer hasd experisnces ) z N
Take the children on a hature hike to collect
different types of leaves and note their calours. Once
. N back in the classroom, mount the leaves on a large piece ° )
of bristol board which has been cut in the shapes of
upper and lower case L's. i \
e Take the children on a berry picking expedition.
Children and teacher may then make a cake or.muffins
N with the berries picked.

-Children sort beads and blocks’ according-to colour.
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They may also learn to follow a pattern made with
; y . o i
f beads. by re-creating one wnich is,provided as an
i I ¥
Texample. § N

! 5 2, .goiwersation i
Conversations would center around comparisoh
*of objects as to their simllar{tles’ax‘md differences.
“-Children will be ‘encouraged to giscusé their naturg
_hike and their experiences with finding leaves ‘and
picking berries. Whenever possible, the colour of
the object should be used when they are discussing.it.
” : 3. Language Experience Appropch ) ,

\ g . - Teachers should have a large classrdom calendar -

~+77" - for each month, Each day. they should point out the £ w
date and write it on'the chalk hoard as follows: P ’

~ Today is day month iber) , date- (10). .

They may also write the year. The children then reread
it with the teacher.
If the students are using their berries in
baking, it would be a good idlea to write out the recipe
. ona large chart, ‘drawing pictures beside’ sych words as
‘measuring cup and eggs to illustrate what they are, If
_the children are successful in Giese biking Seeenpis, 18
. is suggested the class invite parents, friends and/or .
school persomnel to share it with them. An invitation

may be written and sent home with the children. - .

This would be the appropriate time to.begin

5 T making the ‘colour books—-one for red and another for

P ,

s - S




yellow. fhe appropriate colour cover ‘for each is made

. and the name of the colour written on it in-very large -
‘print. Tﬂue "hook: owr1d have at least ten blank
pageés and should be displayed where they are easily
aecéaslb‘xe. As children see pictures of things which,
are, for e;ample, red, they may cut out the picture or

‘drayand colour their oun picture to paste in the Red

Book. - The teacher may also récord comments which - i
children make about the various colours. Teachers are
reminded to.write the date on all entries. ’

. 4. Children's Literature -‘ g

The 01d folk tale "Chicken Little" or "Henny

pénny" \‘m_:n the repetitive refrain "The sky is \h}lm'q"
could be'read at this time. Note the colour of thé
chicken--yellow. The children may hant to recora this
in their Yellow Book. Other Books which ndy be used at
thl! cime include Blueberries EOE Sal by Robett McClosky
and Let’s Find out About Fall by Martha and Charles

Shapp. Poems sultable for:this time are 'In Autumn"
and "Squirrels”, both by Winnifred C. Marshall, and
"Leaf Blankets® by Irene Crowfoot. To help reinforce
| the letter L1, the bogk My Ll Sound.Box by Jane Moncure
_may'be added to_the two books about Ss and Og by the

same author.

S



Follow-Up Activit e e R e
1. Children .are given a sheet of paper which has )
2 R been divided “into squares and are requested to draw . :

straight lines vertig¢ally within each square. They

Y ! g are given the opportunity to practice on the chalk *
' board f£irst; each child is.given a turn. It is pointed

" out theg this lihe 1 makes the lower case 1.. -

; 2, Categorize leaves ‘according to‘name. Children -
visit the school 1iBrary with their teacher to £ind

\‘ ' -Books showing the various types of leaves. They may °

then match the leaves they found with the opes shown
. . . in the book. - The teacher may then attach Ene'o.f each

‘type of leaf to a large sheet Qf bristol board and” * R

» . write its name in big bold letters underneath.
S

Cultural Content i :
Prior to the arrival of the white man, native people . . ;
discussed the passage of time with reference 'to the time B
between one new moon and the next. This closely corre-
sponded to the months as We know'them. Septembér’is
. known as the "Mating Moon®. In the daily discussions
. 2 ) Of the days of the week and the months, the teacher
: should also use the Cree words for the months and days. i
The Cree words for the colours red and yellow may also
be used here. - L . =T
.Long ago, before refrigeration, berries were dried j
in tﬂhe sun to pzev)cnt them from spoiling. The children
may want to do this.with some of the berries they
A s




Approximate time

.Day Two:  Begin entries in the Colour Books™

plckad:‘ The berries are placed on a large piece of

Tloth and left.out in the hot sun. When they are™8fied

they are stored in Birch bark baskets. . *
. z

Day One: Nature hike--gather leaves
i . -- disciss colours

Day Three: Berry picking .

Day Four: Baking and writing invitations

Day. Five: = Drying berries and entertaining visitor:

Day’ Six: Similarities and differences
Day Seven: Printing the letter 1 and categorizing' ~

leaves | o

i o . Y




T ; "l :Unit Theme: Books  (* ' . .. 2 |
g 2 ] -

Focus. .To create ah avareness of books and ,:he\’pl.eusure -

they may bnnq to each chila.

< il B T e
‘ . 1. To make children aware aflr_ypes of oo;cs Avux- g
! SRR "able for thesr level: (a) Wordless picture N . )
dal * A (b) Pictire’ story books™

.(c) Informational n[mg;a. '

2. 'l‘o illustrate to chixdren :ha& theiz simplg i . '\

stonea may be, recorded nnd uuambred in bouk !form.

/%~ " 3." To point out that stoties may be told by pictures .y

alone and that-giyen a wordless picture book, " they may 2wy

create their own scoffes to gg with the book.
4. To in€roduce the letter Bb.. « L
Skillg " . . . L .

i . . 5 X Lan}uaqe development . f\\)

i TR T (al Vocabulary. ~The children learn that a book .

is made up of a cover and pages. They.also become

aware of the title and that it is found on the cover of' ’
the book. They are told that the person who wrote'the
book 1s called an )uthoz and the person who drev, the .

- pictures ii cnlled thé lllult:htor. Other words !

‘cloee.
. -« " 2, Pre-reading skills . .
) b /(®) Children learn how to (1) hold ‘a book




correctly; (ii) turn the pages’ from front to back and

> dD 80 Wlthcut dnmuqing the book -

o s (b) ‘Children become aware that print goes from
i . . le} to right”and from top to bottom. :

b R (¢) Children are int:oduced to the letter Bb. K 3

Activities . i : .

e o 1; First hand expenenceu

. ' . A ubnxy corner should’ he a par‘ os every
o4 ~ '
classroom and consist of at Teast 3. or 4 titids for .

each child. It should also coverithe full range of

_books available--wordless picture books, picture story
books and informational books. Children are given ample
opportunity to explore the library and a period of time

s ‘is set aside each day for them to do their own explog'—

ing in, the world of books. No children should be forced
to look at books if they have no desire to do so. The
teacher may use subtle techniques for atousing their,
interest. For example, if some children continuously
“want to play With cars and trucks in the sandbox, then © .

the teacher should attempt to £ind a book related to this

acti¥iky and bring it to their attention. 5

P 2. conversation - . w
Children are ericouraged to share with the other.

children a‘book which they have particularly enjoyed.

They may begin by telling the title or explaining the

picture which is fqund on the cover. The children are, . g




’ ’ ) o 3 .

. enc uraged to turn the pages of ' the back and to explain

thal story from memory and by readd.ng “the pictures. &
In ‘thd.s vay children show reading-iike behavior.. 3

/ 3. Lanquaqe experience appx{:ach .
‘ Children arevasked to draw a- picture téuan
nbaut onf of the Books they have been looking at or

habe ‘had|read to them. IE they wish they may illustrate
a book or stofy which has been read or told to them at
home. For those wh5 wish, the teacher may wEtte: a
caption or sentence as.dictated by the child to go with
the picture. At this time the teachér may begin helping
children to write their names on, the papers. When the
pictures are completed, the teacher ‘may compile them in
book form. The children help to ;ugq‘ést a title for the
bhok: - T
| 4. chizaren's 1iterature |

The books»available for children of this age -
group are Qvauy picture story books. The teachei may

choose any from the wide variety available to be read 'to

'the children at this time. The almost Hordless picture

hook A Kitten for a Day by Ezra’ ‘Jack Keats is suggested
tp show children that a story may be told using, pictures
and very few words. Informational books which children
may enjoy are the Talkabout books in the Lady Bird
‘sEries, My B Sound - by - Moncure, and The Great

I . v
/Canadian Alphabet Book by Philip Johnson. The poem
I

| "Wwhat Is a Book" by Lora Dunetz is very appropriate

| o, E

g

‘. >

i
t
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Follow-up Activitiesi '

1. Children make the letter Bb, using a paint

hrhsh and tempera paint. A stack’of paper which has

been @ivided into large soupres shoud be readily avai

hy :tayinq within the -lines of the: squares. They would

not he required to prlnt on the line.

2. C‘\ild!en axe reminded of the letters Qq, Ss, and

. L1 whenever :ne"Sppoxtunity\-exJ.pts.

i e
3.. If possible, items are added to'the colour

books . L

. 4. o The teacher is zemlﬁded‘to discuss the day,
month, afid date with the class each day. This may be

extended to inclide a discussion abaut the weather., -

Cultural Content.

The childreprpre told that long ago, many of the
Cree stories were np;; written down, but were simply
passed on by word of mouth. Many have been forgotten.
%or this reason an effort is being made today to have

hem written down so that they will be preserved for

that elders from

future generations. It is
the reserve be invited to the class to tell the stu-
dents ‘some legends in their own language.. In this way
the -teacher may be assured that the legends are told in

the correct manner and at the appropriate time.

_.able for those who'wish to practice makinq their letters




Day Four: Legends by reserve elders

This v}cuxd be an excellent Appo:h‘;nxcy’to xea‘d theri
the pletiure story book Little Badger and the Fire s%m:
by Maria qaLpbelX. It teXls about a yound,Cree girl . '
who is v:.sx’ung her grandpa‘xgnc’s .on a reserve during i
the s\.um:n.et, While there, they tell her the legend of | °
Llctle Badqer and the Fire Spirit. It isactually a
sto:y WEER, & story. !

At this time, the teacher should be avare that
while English has 24 consonants sounds, the Cree
language has only eight. Also'English différentiates

betweeh the voiceless p and the voiced b but.Cree makes

.no such distinction. Instead the p sound is preﬂominant,

| so that the children may have difficulty detemining

whether a word begins,, or \'ends, with p or'b.

Approximite Time : - . ' ¢

Day Oné: Exploring the library, selecting ‘and looking
at books which attract their attention
Day Two: Discussing different types of books, their

" proper care and handling - *

_Day Three: Making~ i.llustratlons and writing captions \f

i "\ Painting ‘the letter Bb

. Day Five: 'Sharing with others the books they:have

read : i
Day Six:- Review and reinforcement of the vocabulary

/ et

and. concepts presented.
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. un:c Thene: | Self andFamily.

.{ /

. Focus. TO Nake chudren more Rware of themselvea as

lndividuals and theit part in the fam!!y unit.

Objectives
1. To make children aware of family relationships
and thelr own unique place in the social upit which is
| known as_the family, ' @ B
! 2. To iptroduce the humbers one through f£ive.

3. To introduce the letters Ii ‘and Mm.

- ' 4l 7To introduce the concept of measurement 1n)

‘ terms of height and weight.

Skills U, )
3 1. l...andg,ua.ge Deve18prent: . :
" (a) Vocabulary development > .
“(1) Pronouns associated with self: e,
. ny, I, nine, myself
: . % ‘(11) Names for family ;el.aticnships such
) : ¢ as brother, sister, aunt and uncle
. ¥ (111). vocabulary ‘for measurement such as
' A ruler, Sl G Telpan i e
i : o ¥ meters 2
y(m) : . (b) " sentefce structure
At o . " ram centimeters . -
& i K Iw‘eig\ﬁ . kilograms & ' .
' : Tam a (boy, girl) )
. 1 have sisters and brothers
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-+ § (c) Numbers one t:hzcuqh Five. o : . )
Pre-reading skills .\ v 2 ca

> A -+ (@) comp sion. An standing 3f Family

relationships will-enable the children to better unders

stand staries in which such relationships are discussed
. or alluded t6. . T
oo
* . . (b) Grouping and categorization according to
gender. ' They become aware that brother, father, .grand = .
"Eather and yncles aré male and are denoted by the pro- .

noun he, vhile aiater, mother, gﬁndmother and aunt are .

¥ female and are denoteﬂ by the pronoun’ she.

¥ ¢ (e) Children are introduced to the

Activitiés

» .
. 1. First hahd edpériences )

A ’ n (a) Have a 'Pamuy Day" in class. Students are - .

\ . + to invite parents and/or other relatives. Arrangementd £ %

may be made to ‘take pictures of the students with the '
* " N members of their individual families. - r
° . %

(b) Each child is weighed and measired and the - . . .

height [and veight recorded on'a chart. .

e . Conversation ) N
e g ' Children are enccuragea to talk aiout their : . )
3 £anilies in terms of the nunher “of brothers and sistars N e

: | 45 tha have'and which are older (bigger) or' ymmqer

(smaller) than they are. They may also wish to tell
aboiit ways they help their parents or guardians and, £
) v N ¥ .
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what these people, .ih turn, do for them. "

3. Language Experience Approach

Have children make books about.themselves.

. Thesé 'may be entitled "This is Me" or'simply "Me".

Individual thildren provide the central theme of each

boék. They should be encouraged to tell about themselves,

their likes and dislikes, and their feelings. Informatian

about each child's birth date, height and weight is

-included. Each child.may also be encouraged to draw
_pictures F Samily members or family events to be used
as pait,of the book. This Book may have extra pages at.
‘the' end so that entnes ma’x be made throughout the year.
" .$uch entries may be simpiy to resocdiwhan a child

learned to ice skate, went o8 hunting trip, or had a

‘birthday party. , X .
2 4. chndren s Literature R
+ “°a Baby Sister fo Francis by Russell Hoban and

. Boy in the Middle by Gladys Baker Bond help explain’ to
children. héw others react to theiribrothers and sisters.

_The book A, Boy from Taché by Ann Blades tells about a

young boy who goes for help when his grandfather beccmes

5 i11." It is set on an iIndian Reserve in Britlsh

Célumbia. The old fairy tales "Littlé Red Riding Hood"

and "The Three Bears" also depict family relationships.

The following posis are written in the first person:
"In the Mirror" by Merlin Miuet, “When I'm Angry" by

B. L.uLee and "Look at Me" by Ida M: Pardue. Throughout
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this unit, the children have been learning to count to

five.
. quite
whose

Fingerplays and other’counting out rhymes are
enjoyed by the children. .One such fingerplay, s

author is unknown, reads as follows:
o . AN

Five Little Froggies

Five little froggies sat on the, shore

(Open hand, extend fingers. Push down.one
finger as-each leaves) N

One went for a swim and then there were four.
Four 1ittlé froggies looked out to sea,

_ One went swimming and then_there were three. &

Three little froggies said, "What can we do?"

One jumped:‘in the water and then there were two.

-Two little froggies sat in the sunm, " .

swam off and then there was one. y .

.. _one
.-One, lonely froggie said, "This is no fun."

He .dived ‘into ‘the water. and then there were none.'

3
: § Ecuow—ug\aetxvities . . .
1. Children are taught.the words I and me. This
is'an opportunity to poi_nt, out that vords are of
: varying sizes, thae="I" has only oné letter, me has !
g ~ two, while some have nine-or ten. ‘ - .

2. . Children may ‘add|to the colour books using
" items which may have been’discussed when ‘talking abbut
thelr family; for example, We live in a yellow house

or Dad-has”a black car.
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3. Reinforce the numbers one to five. Children
take part in counting rhymes and matching exercises.
S I 4. Children practice making the letters u and

Mmon the chalkboard as well as on paper.

Cultural Contént = .
In discussing themselves, children are made aware of
i their unique heritage as Cree Indian children and that

they are members of the reserve community. In discussions

of .family members and numbers, children are presént’ed
% ) : X with both the English and Cree words. n this way tha
' children become aware that the pe:son or. concept 5
remains the same, even though different culturds amd/c-r
languages use defferent words for Lt.

‘In this unit, the chu.dren were int!nduceﬂ to the
pronouns pertaining to self as well as the pronouns he

- 'and ghe. The Cree 1 ddes not ate

5, ' ‘between nouns in terms of masculine, feminine and

.* 7 " neuter. Instead all Cree nouns are either animate or
“inanimate. Fkhin reason Cree children often haye
difficulty with pronmms denoting gendbr and may zefer
to mother as he and brother as she. An awareness of
such language differences will help -t‘hn teacher under-
stand why the errors are made and assist her in guiding

H ” ’ children to make the necesanry‘_cotr_ections.




Approximate Time
Day One:
English
' Day Two:

child
Day Three:
‘Day Four:

Day. Five:

Day. Six:

b

Discussing family relationships using both

and the Cree equivalent
Discissing self

Obtain and-record height and weight of each

Family Day 3
Inf_xoduce letters Ii and Mm

Begin book about self

Rote counting one to five . TER w g
Pronouns hq and: shé

Teach the words I and me

Add to Colour Books if possible’

ng letters Ii and Mm : :




Unit Theme: Clothing

_Focus. To make children aware of the different types and
names of the clothing items ‘worn throughout the year. %

: Objectives - o .

1.% To expand the child's vocabulary for clothing

: . items beyond the basic shirt, pants, dress, coat, socks,

i : \and shoes. This expansion would ‘involve: R e
(a) Making the child aware that there are

. I
different types of coats, pants, etc. For example, '

when discussing coats we also use the words parka,

raincoat, jacket, and fur coa

(b) Showing' the chndx.ac clothing. items are

o - /) ‘made up of various parts. ,In discussing a shirt we’may
talk:-about the sleevés, collar, ‘cuffs, and pockets. ‘.-
+(c) 'Pointing out that the kind of work being . .
done, the time of year, and the oocasion may determing
the' clothes worn. ;
/ : 2. To introduce the concept of size. Children
' become aware that something may be too big, too smaill,
" or 'just right'. # )
3. To introduce the letters Aa and Nn: -

. I. To 1ntxoduce the concepts on, Off; front, back‘

5 big, little, and middle size. .




/ Skilils
A c
1. Language development .
/
(a)’ Vocabulary--clothing items and their parts

.(b) Positional concepts--on, off; front, back

- o B ; ' " (c) concept; of size--big, littie, midaie size
i | . (@) Sentence stiruc,tures L
. (1) 1'a%(putting on, taking off) ‘m‘y coat.
(1i) This coat 1_5 (too big, too small, just
right). B
-(411) This is the (front, back) of the coat. -

2, Pre-reading skills

(a) Matching. Given a picture clue and |the
, ;
printed word on a card, childfen learn to match |the

card with the appropriate clofhing item or part of a

‘clothing. item.

(b) Recognizing parts of the whole. Children

recognize that a sleeve belongs to.a coat while a leg
B = belongs to a)palr of pants. ! '

! (c) Sequencing. Children learn’ to recognizé
| the order .n which clothes ‘are put on.. They usually
‘know this already but HavaHeE begur;,to verbauz# it,

(d) Children are introduted to the létters Aa

|
| and Nn.

Activitie,

‘First hand experiences
(a) A box of ¢lothing of varying sizeg is.
- - .

@
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I
provided in the classzoom, to qxve the children the
opportunity to d»ress up ‘and role play. The childrens
further develop tnen— f£ihe motor co-ordination as they
* button buttons, zxp zippers and tie shoe laces.
(b) Dolls and doll clothies of 'varying sizes are,
also provmed Children dress thesé dolls chooslnq
clothes which are the correct size for leach. o
2. conversation P
. Children are given amp)e‘n[iﬁortunity to describe
what they are wearing plus the ciothes they select to '
dress up in. They are also encouraged to talk about
the clothes they use to dress the dolls. An effort is )
made to discuss them in terms of size and colaut._‘ 3 &
3.  Language Experience Apbroach g
Use a big book to help the children read along’
with the teacher. A big book is a regular story bogk
which has been enlarged by the teacher so that it may
be placed on a chart-stand or easel. A suggested book
for this time is "Goldilocks' and the Three Bears"
Children will enjoy the repetition and it will help +
reinforce the words big, little and middle size. .

4. Children's Literature.

The story You'll Grow into Them by Pat Hutchins "

depicts the very familiar situation in many families of
children wearing clothes which had been previously
owned by their older siblings. The youngest in this

story is pleased when the new baby arrives, since now’

- T 14




_out in shapes of Aa and Nn.

Follou-up Activities

. )
he has someons who Will wear his clothing. The book
How Do I Put It On? by Shigeo Watanabe presents the .
‘problem of little bear getting dressed.by himself. It
provides humor, as children laugh at how ﬁe first puts

his legs'in his shirt sleeves. At the end he proudly

announces "I got dressed all by myself". Postry for

this unit includes "My Raincoat" by Lois Lenski, "Winter
Clothes" by,Karla Kuskin and "New Shoes" by Alice
Wilkins. The ord nursery rhyme "The Three Little
Kittens Have Lost Their Mittens" would also fit in
here quite well. . } at

1. Mitching. Given a Clothes' line across one’
corner of the classroom, children are required to hang
mceen;, gloves and socks in correct pairs. -

"2, problem solving. Students are shown an enlarged
picture of a clothing item with a part missing, for
example, a sweater with only one sleeve. They are
required to 'point out the problem area or supply the
name of the missing part. - 5

3. Illustrate the poem "Winter Clothes” by \isq._ Cos
the flannel board.. Cut out a figure of a child and
all the clothes mentioned. Then @Kitems of clothing
according to the way they are’ lisfed in ‘the poem. i

4. Make cookies--roll out the dough and cut it '

|
\




Cultural Content sty

Many traditional clothing items are still very

popular today. Gloves, moccagins and beaded jackets

are worn.not- .omy by native people but by many others

t R who value the quality of workmanshil which_goes into

oo each item. Native jewelry such as necklaces and ear

r&nqs are also widely worn.

H ' R The. majority of the children may have watched
their mothers, grandmothers or o'lder sisters as they
tanned the hides, cut out ‘the pieces to be sewn
together and then decorated them with fur; beading of -

““both. ‘ Today many women use hidés which have been tanned
commerciauy ERtheE than tanning them. themselves.

A} . Moccasins, gloves and other xt]ems may be made to
order and this may explain why they aze unuauy such
a comiottable fit. People who wish to ‘have a pair of
moccasins made locally krace their feet on a plece.of

brown wrapping paper and give it to :he\xaqy to use as

a pattern. Children may practice doing this and then
be shown how a piece of material can be cut the same
. size.
. A @isplay of traditional native clothing items
would be appropriaté at this time. This should include
-+ . not only items which are part of every day wear but .
"“also items which are no longer wc:n or worn cnl:y on’

special occasions.
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; .. | Aeroximate Tine g S : ) o
) - Day Qne:" Vocabulary for clothing items . s g
1

\ v, ;
| schssion of ‘clothing’items worn in - «

Dpay Two: Inﬁduction to the letter Aa . : )
D,

\ different séasons: |
Day Three: Discu@q clothing items in texms of their ;
\pa!ts we § . - > ‘

' . pay \pou,x: . Introduction to thé lettef Nn

|
| Introduction to positional concepts on,

otf, and front, back . ,

Day Five: Sizing--big, little, middle size * o

& \ Shared»B‘ook reading experience | ¥ ;
pay ;u: X Discussing traditional .native clothidg . / ""

and how it was made

L .
‘ : 'I?ay -s;ven: Pressing up themselv_e_s‘“and/or dolls ‘/
‘\ Practicing with iqq«:_ccns, zippers and shoe . | #
' ¥ " laces . ’ P
Day Eight: Matching and problem solving -
) Day m;“ne:‘/ Review. of vocabulary R
i) E Native' clothing display : . N
. & S BB g
v TP l ‘ S ; '
o C . i
. A |
: ; J w .
: A i 5
i e o E +
. .
. . L e
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‘Unit Theme: Animals

Focus. To de\'re}op an understanding of animal 1ife, where

_animals live ‘and how they benéfit people. . Oy

Objectives ) :

. To teach childrem that,a_.;'maxs may be classified”
in four imain groups, that .is, pets, u:;od_xand, farm and
200. ’

2. To make children aware that animals may provide

us with food and clothing as ;&u as companionship ‘and.

énjoyment. L o
3. To introduce the letteks Cc and Kk.
"4. To intiodice the colour brown. % /
5. To explain'to children that-insome story books
and legends, 'animals may take“on human charaéterxscxcg.

skills
1. Language devesopment
(a) .Vocabulary associated with animals . ”
. 1) Names of at least four or five
/aqlmal; £rom each of thg four groups

(11) Parts of animals, for example, *
; ’
: elephant's trunk, cat's paws, duek's beak, and horse's
hoof : ' |
w .
(144) Actten'dr‘nrdn ageociated witvlh anim
for example, lanbs skip, kshgaroos and rabbitsl hop, -

snakes wiggle, and ponies trot




= e

. | (1) Auditory discrimipation and 115teMng’

(1v) Animal p:oducts, for example, wool,
eggs, fur, milk. : e
_reading skills

stening and’ following’ dxreécions £

skills are enhanced by having the children 1isten to
the ‘sotinds made by a particular.animal and then having
'chem’ nane. that animal. , Depending on the ability of the
student, thésé sounds may be presented in isolation or
with bacquouud noises. A

L _(i1) Children learn to foll.ow simple -
/di“r'ectioris ,such’ as_bend like a giraffe, stretch like a-

cat and fly like a bir

(b) Children learn to dif,semnuate between
. fantasy and reality when they read books in wmch
animals take on human characteristics. They zead about
animals who talk, dress and act in much the same way as.
humans do. While these characters are only make-believe,
children oftdn come to 18ERELEY AL the things they do
- and-the way they feel. ? N .
(c) children are introduced to the letters Cc’: i

and Kk. |
Activities . ) N
1. First hand experiences i . .
(a) Plans may be made to visit a farm and/or
a zoo . ' ¥k . 5w

et -
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. (b) The children niay ha’ve a pet day. An

interesting variation would be to read Ezra Jack Keat's

" book Pet Show and then have the children bring the .

types of pets which the children in the story brought,
o ¢ -

for example, a fly, a mouse and a frog as well as the .
more conventional pets such as’ cats and gnldfish

N (c) Vicafious experiences are a good subsntute\

if things Bhnot be experienced-first hand. .There are

' many excellent films and filmstrips depicting animals

in their. natural ha?itat.

2. conversation -

Children" are encouraged to discuss the v
characteristics of the animals which they have met '
either first hand or vicariously: “They. may discuss

them in terns of where they are. found, their size and,

.. colour and how they move around. They.may be asked

which animal they 13 best or which one, they wou1d

like to have for a pef. ; If, possihle, they should make

" an effort- to give reasons for their choice.

3. Language Experience Approach
Children hélp to compile books on each of the

four classifications of animals. There is a wide .

.variety of wild life magazines available and children

may use discarded copies. to -obtain pictures. These

‘cut-outs are pasted on sheets of art paper so tha’:'

‘they are of uniform size. The students dictate d

caption, sentence ox sentences for the teacher to,
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recor on the.same page.as the picture.  The pages are:

% \ :
" then assembled into four books: We must remember that

there may -be some cvenappmg of animals in these hooks.

: 4.  Children's Literaturé =

There 1§\avwide variety of children's picture Bavs

story(books and’ informational ’bocks available about
anfimals. Suggestions for readinq include such books

by Ezra Jaok Keats as Kitten for d Day and Pet shcw, 5 I

Animals on_the Farm by Jerry Seibert and Eddie Couldn't

Find the Eleghants by Edi‘;h Battles. The Dld fairy tale
and W: C. Anderson's Billy and Blaze i

- séries are also suggested. Poetry items include "Jump i

+ "The Ugly Duckling!

‘o and Jiggle" by Evelyn Beyer, "There Was a Little Turtle"
by Vachel Lindsay and the traditional song "The Bear ¥

. Went Over the .Mountain'. E o

1 ' .Follow-up Activities-
1. Children’ learn .to categorize using miniature

e "
animals. Set:up four table soénes using miniatures or

cardboard, cut-outs, for example,. home, zoo, farm and
w6od land. Children them.place the animals in, the
‘correct setting; ; : )
2. Children draw lines to match animalf and thetr '
re babies. , : A A
3. Begin a brown book. Add to the other books
when-applicable. )

4. Make an animal parade of letters usinq all the

-
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B
y "
letters presented-thus far. In this uni€, particular

. . 3
0" % attention is given to thé letters Cc and Kk. "
i . - - “. ]
t, “cultural content
T+ eninal life was at one time the 1nstay of the
o
! nati% ‘people. They aagsRAg mals not only for
food,"clothlng and shelter;{but also for their veapons

and mapy of their cooking implements. Their ingemuity . -

allowed them to make use of every part of the animal ~

they had killed. They also practiged conservation in
§ ] { i

Wi = 3 that, they killed only to meet their needs, and only
heht unavoidable did theyhunt in mating ‘season:

Many tmmren‘wux already be aware of the animals’ .

¥ ‘found on their own feserve. These'include deer, moose,

' ¢ beavef, rabbits and bears. Some may have already gone

p % . . , e . .
W om L3 Nunting.with their fathers and may share their exper—

Goose Munt:

B ! - iences With the class. The book Normie

- by Vi Cowell relates the story of a young nafive. boy
. N who goes® hunting with his family. The £ilm “Spring
"#haver" produced by Alberta.School Broadcasts shows
the trapping of bea\}er, the ‘skinning of the aninal B
after the Kill and the s:zetcnmg ©f the pelt using - ‘

" "L the old metho«;s. o : . c,

. Approximate Time v o ’ " :

; P Day Oné: Vocabulary--pets ' . 5 g

[ Introduce the letter Cc




Day
-

Day

Two:

B
Three:

Four: _

Five:

Six:

Seven:

Eight:

Nine:

_biscuss story book animals

Vocabulary--farm 4

Introduds browh. Begin brown book
Vocabulaty--vdodland animalsi
"Introduce the letter gk -
Vocabulary=--z00

Listening exercises

Field trip to a farm and/or zoo

Discuss what farm animals provide

Discuss native use of woodland apimals
H'Qidra Pet Day | T
Matching e}x’eré:isesr--animavls and their babies
Categorization--grouping bf arimals a -
Geipt 1h 8 Book/ et &4bH Groip

Réview vocabulary

Make an animal, parade of letters
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Unit Theme: Plants - N

Focus. To point out to children that plants are liying
things that need food, water and sunshine to grow and
they; in turh, provide us with many things.

. . X o o 7
Objectives A ¢y L o

B _ 1. To introducde the vocabulary associated with

.plants. . |

2. To introduce the letter Pp. ’ .
3. To xn:;oducé the concepts high an\i"low, short
and tall. ; 5 g g .
4. To point out the beautiful scenery found in
picture story books and magazines.and-show how plants

help to fnhance'che beauty Kfa” pictures. L4

T gkills : ’ K

1. Language development ) i
| " (a) Vocabulary associated with plants
(31 Types of plants, for example, tred,

£lower, bush, cactus, vine

u/:i(?ajks of a tree, for example, trunk,
. LS
branch, limb, roSts, leaves and needles :

(141) Parts-of a flpwer, for example, leaf,

y
stem, root, blossom

. (1v) Needs of 'a plant,.for example, water,
" sunshine. and good soil 5 8

(b) Concepts high and'low, short and tall .




T " (e) sentence structures
. . (1) A tree has (1eaves, branchies, bazk).
(11) A plant needs (water, sunshing).
(111) This isa leaf. Tt
. . (iv) These are branches.
2.' Pre-reading Skills

R © " (a) picture or context clues. Children bedome
; e :

avare that plants are different at different times
the year. By looking. at pictures or by hearing a
description of some scenery, they shouldwbe able to
T'tell what ‘time Of year it {s..
(b) Seq.uéncmg. Children £ollow “the growth of
a plant from its begjnning as a tiny waed: '

" (c) Children are introduced to the letter Pp.
A ities.
1. First hand experiences .
(a) Have a classroom display of many different
plants, for example, vxnes, cactus and flowering plants.
, (b) children are given seeds which Qxey plant’
an§ care for themselves ..
' (c) children caxxy out an experiment with plants
o sthow EhalE they need water and sunshine to grow. They
are given three plants. One-they place in thé sunshing
but do not give it any water, a 'secon\md they water but
place it in a dark cupboard wheré it doesn't get any
¥ sunlight and the third they give both water apd sunlight.

" . S ...




They then pa;\ obsexv; how the pl’untlresponds‘tc_the . 5
‘different conditions. -
2. Conversation : Lo o
_¥hile the ghildren plant the- seeds, water them: '
and care for them, they are encouraged to talk about
‘what they aré doing and why. They should also be dble
to give the correct order of ‘p‘l'antinq the seeds,
covering ‘them with soil and then watering them. They
A . should be actively talking about leaves, roots and stém
% %, with regard to plants, and branches, trunk ﬂ\’bark when

- talking @bout trées.

: 3. language Experience Approach . 1 < |
A (a) -Create a daily diary in-which children may
fecord the planting of theiseeds, the care they give
them each day and any daily progress reqaréinq grovth.
"(b) They may write a- short story on how m\

pmperly care for plants. Here they may record what M)
happens to plants when they have keen laeynved of vater
or sunshine or both. Eha . T

4. children's Literature’

- ‘There are many informational books“available
about. trees and plants, for‘example, The Tree Book:of
Plahts We Know by |Irene Miner as well as the books'in

|.. ‘'let's Read and Find Out Book” series entitled,How a

s j
’ Seed Grows by Helen J. rdyn. A Tree is Nice by
. Janice May Udry and The Carrot Seed by Ruth Krauss :

present information but- in/story form. The story "The

B < 7 SiTEy

N e
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- Little Red Hen" ig an old favourite which presents the

) sequencing of events from seed to product with a great
‘deal of excellent repetition. The story of "Jack and
the Beanstalk" 15 also appropriate.’

| 1 The poem "Tommy" by Gwendolyn Brooks is ahout a 2
little boy who plants a seed and cares for i whue %
waiting for it to gro¥. To reinforce the concepts hlqh c
‘and low read the’poem "Séesaw" by Ilo Orleans. In this
poen’these concepts -are, discussed in relation to going . T

F © 77 0 ') up and down on a séesaw. s oW

1. mike the lettex‘ 'Pp by pasting|seeds .slnng the

outline of a large P which has been printed on a sheet

of construction paper. The larger the seeds, the S !
easier it will be for the children to manipulate them.

2. This is an excellent lopportynity to add to the
e Gome eESsiiEBoR piétuzes of plants,| sample leaves from each .
of those in the classroom or-leaves brought from home..

3.. Children review the sensd of smell as they are

exposed- to flowering plants. . "
5 ) . . i
ot Cultural Content ] :
- It has been ppinted out in earlier units how native
ople made use of the leaves and /fruits of plants, for
- example, berries for food, £lavouring and dyes. We .
. also discussed how ‘the bark from the birch tree vas
sa used for making canoes and baskets. Plants were also
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used for medicinal purposes.. Chokecherries were dried
: © and crnshed; ‘then fried in végetable oil and eaten asa . . = . .
cure for the commoR cold. Peppermint herbs were boiled -
(both the 1e;ves and the’ £lowers) and }xsed.in the kreat- v
ment of diabetes while the bark of trees was used for ~ - \
treating heart dlxease. The labrador tea plant vas
boiled and used like a beverage much like v -usk tea
today. Children may have ‘accompanied parents - or othes-
adults as different plants were béinq—ga_theréd. They ’
“may be able to suq_qes€ additional uses £or some plants
With the help pipenbers of the community, mike g, #

_bulletin board display of the plants found on the' - . - = .. 1

reserve and their uses.
5 : N

, Abproximate Time . )

& Day One:. . Introduce v'ocat_:u_lary for plants 7. i :

’ 5 . Introduce the letter Pp ¥ 0 o

Day'Mwg:  -Iritroduce vocabulary for trees -

- * Introduce concepts high, low, sl;;:x:t and tall

o * Day Three: Plant seeds v /S .

R . 0 Begin a daily diary of their progress . \{

. .
Day Four: Discuss traditional native use of plants

Point out how plants enharice the beauty
of scenery .
© = pay Five: Begin Experiment with plants . Lot iy
i } - Make the letter Pp using saeds <
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Dny Si:u Begin- dl.lpl.ay of plalltl found on the reserve

nay sevnm *Review vocabulary

Review ume of smell

’ . ."
) i
e |
‘ : 4 i
. »/'_
- & 1
¥ P
i
t - " vy v
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g Uni€ Theme: Heritage

Focus. Children become aware of their unique ‘cultyral heri-

tage and the role they play in.the larger Caxadian.
o

society.

objectives :
_1.--T6 explain to students the significance of

Treaty Day .and what it means to native people. On this
| particular reserve, Treaty Day is usually held approxi-
~ mately the last week.in May. |

2. 'To bring together the cultural activities of’

. the past year into a meaningful whole. i
3. To review and display the work ccmplLted by the

students during the year. <

Skills . " -
1. Language development
. (a) Vogcabulary related to Treaty pay, for example,

land claims, treaty monéy, culture and heritage

(b) Review vocabulary, relating to cultural’

activities in each unit. For example,
- (1) Transportation, such as travois and
,  cance .
\ @' 0 ) Pood, suchiad asbeng mest ang berries,

making pemmican

(c) Review months of the year and days of the

* week which have besn'presented in-Czee as well ‘as

r




B0

.~ " Englien.’| + - i ' .

~(@ Review positional concepes, v

- (e Chizdren should now be speaking in sen-
“tences and phrases where applicable rather than qivingJ‘
just one word answers.
2. ‘Pre-reading skills

(a) Review all letters of the alphabet.

() ‘Review classification and matching skifls. -

(¢) Given a picture, the children should now

be able to answer questions relating to who, what, when,

G where and ihy.
| ¥7 % (d) Children should'be ablé to retell asimple
story in their own words, placing events in_groper
‘sequence. .

" (e) Some of the high £requency words should now

be a part of. their sight vocabulary.

Activities : s °

, 1+ First hand experiences

(a) Host a cultura] display of native handi-
crafts and artifacts.
| - ). Invite reserve elders to tell the students
the history of their own paxuéuxar, reserve and the
J significance of Treaty Day. :

(e) Arrange to visit an equLvalenc aqe/grade
classroom on a nearby reserve. Afrangements may be

made to’hold some sporting events followed by a picnic




S - or weiner roast. &

It
|
i

¢ 2, ccnveycmn -
T w( ¥ The cdltural displays, activities and vocabulary

5y
~ HQiscussed in this unit are primdrily a review of the

vu " i work carried out through the year. Treaty Day is an

ideal way to bring all these ideas together since it is
a day of special significance to native pecple. The
day itself and the history.behind it have not been

discussed previously, but most ,of the children have B

. ¢ d Treaty Pay celgbrati is. Since T;eaq}‘ﬁay is
a school holiday, the teacher or elders from the
| o Foommattyaey SHpLeln WEek will happen. Then after
o . - eheir ‘return the day following, .the children villbe - .
able’ tQ talk about the events which occurred. They * -
will be able to talk about the distribution bf money, - ° A
. the representatives from the Department of. Indian
Affairs and the Royal Canadian Mounted Policeman in
A his red uniform. -
3.  language Experience Approach
. f\ Y (a) Write a story about what. it may have been _
like to live when their ;:a_rents or grandparents were
little. Invite parents to visit the classroom t!? help
i them write the story. N
(b) The children are asked‘to draw pictures
. - shoving what they did'on Treaty Day. The EHEONEE helps
then to write captions for their picture. These ‘may be

compiled in a book entitled Treaty.Day (followed by the o




date) . oL

(c) Throughout the year the children have been
writing stories, keeping di /i:es, and compiling books.

. JLThese have been reread periodically so that the children
ar: now. quite' familiar ¥ith them and in many.cases they
are able to read them'on their own. These books should
bé a central point of the clissroom and the children
will enjoy inviting a more senior class if to 1ook at,

i " them. They may also ‘enjoy reading these books to Cristz

|, older friends. 25 ¢

4 4. Children's Literature P .

E In this unit, the main emphasis will be on the

plcturs ‘story books which deplet Indian legends. How

Summer Came to Canada by William Toye is a Micmac -

b "
legend involving Glooscap and his efforts to bring
summer to Canada to replace winter. Another book by
the same author entitled The Fire Stealer tells the

Ojibway legend of how Nanabozho, the magician, brought

fire to the Indian people. Fatricia Rcbxns, in her e
book The Star Maiden, retells the Ojibway legend about

. e SiPEEwAESE 1M1V HoW CHE chigmunk Got Its Stripes . - i

: . 'by Namcy Cleaver is ah Algonkian.legend which will be .
» enjpyed by all children, o } w
i+ Other books of a more informational natire '

. which may be shared with tRe children include The
Indians Knewby Tillie s,\pine and Indian chiidren of

/ B
America by Margaret C. Farquhar. The following resource
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books may be used by the: teacher t6 aid in explanations
e fegarding Treaty Day: Treaty-Six pubnshed by the

Saskaﬁcnewan Indian Cultural College and Indian Txeatx
Rights pubushea by The Federation of saskatchewan

. Indians.

Follow-up Activities
" 1. As the letters of the alphabet have been’ pre-

"sented dnrinq the year, it.had been Suggested that the

appropriate . My Sound Box by Jane ‘B. Moncure be

shown to the childreh. —She has also writtema book

called My Sound phits which contains all the 1dkters |
of the alphabét, After the children.have had the
epportunity _to look at this book, it is suggested that -*
ehe children do something sinilar such as completing
an aiphabet chart of thinqs which are found on the
reserve or which are a-part cE»native culture; for
SxanpLe, W L8 for Hocsantnd, P S8 for- vy Wes, s n
> is for Treaty Day. :
2. Finish colour and.shape books. ¢
3. Make final-entries in the books they bere
writing about themselves. Record new height and-
weight ds well as sone sy AKI1Y, AEAdMNLE. A SRR,
, vhich they have just acquired.
i /
Cultural Content ‘
The themes of many of the previous units were

involved with celebrations which are primarily European
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in origin. Many of these celebrations have over the .

- e “yearg become part of the native culture. Today

Christmas, Halloween.and St. Valentine's Day are cele-,

brated on reserves in mich bhe same way as they are in .
" other areas of Canada. Where applicable, an effort
was made to £ind parallels within the ‘traditional  *

native ®ultire. However, children should also be made '

' aware of the many other cultures and religions t;hat
i ; exist in the world today. It is suggested that- since

‘this unit is devoted to a specidl day for native people,

\/ . ‘a suitdble cultural adaptation would be'td make children *

‘ . aware of special celebrations in at least two:other o

-

culturés.. Suggestions would include the Jewish .

Hanukkah and. the Frendh Mardi Gras. : b

Approximate Time . .
. Day bqu Hold cultural display ) B

‘ A ¥ .. Review vocabulary for cultural activities’ =

.Day Two: ,Explain‘ significance of Treaty Day - .7
ST o ' Introduce related vocabulary ¢ G
. Day Three: L}.s(;en to history of ‘the reserve
. ; J yrite a nto_ry‘abcut.'-what it vas like to -
live here- long ago: PR . - ok
. Day Four: Visit nearby reserve ' : ? R, - 1
' Day Five: . Begin alphabet chart £or o * '
‘ E 2 3 Finish book about self 5 *F .
. q 3 i "
| w8 N . .
i 5 ! &3 .
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¥ ‘ Day.§ix: Write story about Treaty Day -
g WmEaw . . Finish colour and shape book, ‘-

Day Seven: Discuss special days in other cultures

Day Eight: Book Display o

. 2 . - ‘ . &
g «
J s '
F A ; B
3 7 5 T gy
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| . ot ;
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Unit Theme: . Thanksgiving .° ( .

Emphasis is placed on the heritage of the children

.Focus.
as it pertains to their traditional ways of giving
thanks. i : e hi
X o

. Objectives’ ' & w

1. . To make children aware of the background of
this celebration and the vocabylary associated with it.
2. To emphasize Thanksgiv‘lng as an end of the
growing season and a time Of harvest. o
3. To reinforce the politeness and.mannerly
behavior which has been taught in the home with par-
ticular emphasis on the wazd.s»p'x.ease and thank-you.

. 4. To,introduce the letter Dd.’ .

Children's Literature

, ' Books

ving at the Tappletons by Eileen Spinell:..
« 1

Hard ‘Scrabble Harvest by Dahlov Ipcar. -

< Poems Gy T .
The following simple untitled poem by Dorothy L.
\ .Molan would be appropriate to use as grace before -

dinner:

.Thank you God, for food to eat;
Bread and fruit and milk and meat.

Good ,food helps us all to grow;

Thank you God, that this is so.




Cultural Content D

Fish or meat such as moose; deer or grouse may be
obtamed £rom some, Of the people on the wreserve to Be. -
‘served.at a Thanksgivan di.nne:. . Paxencg dnd elders
may be invited to share ‘this dinner with the class.

It is suqqested that the meal/ may begin with a'txadi-
tional Cree prayer as grate: Following. the dinner,
isitors may be asked to speak to the children in their
own language about early days on the reserve.

- i‘he/chudren may also be tald about the settlement,
Of this country-by the, white man and the role: whiich
native people played. in-hélping _them survive.’ It was
native people who acted as guidgq for the hewcomers

and showed them how to hunt; £ish, and build shelters

. :
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_Unit Theme: Halloween -
Fotus. -To, explain to children the concept of .Halloween and

what is entailed in the celebration.

Objectives . oy B
2 1. Mo £amiliarize children with the vocabulary

g associated with Hdlloween.

2. , To.discuss feelings such as.happy,'sad, scared, .
s : B

and afraid. h ’ ! ot s

3. To-introduce the colours orange .and black.

4. ‘To introduce" the letters.Jj and Oo.
Children’s Literaturh

Children's Literatire - o S

Books

Georgie's Halloween by Robért Bright

Georgie by Robert Bright s o B
That Terrible Halloween Night by James Stevenson
The' 01d Witch and the Crows
The Witoh Next Door by Norman Bridwell

by Ida Belage

Poems @ ; . .
. o

"Unhappy" Pumpkin® by Lolisa J. Brooker

"Fynny Fear" by Prances Gorman Risser

"Halloween" by Ruth Linsley Forman

Nursery Rhymes

| “Little Miss Muffet"

"Peter, Peter Pumpkin'Eater"
5 S

I8
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Cultural Content s = o N
Halloween is a celebratlon which was introduced te .
native people by the Europeans. They have adopteditt .
~and celebrate it just as other Canadians ‘do. Children ¥ v
¢4 dress up in a variety of costumes, disguise their faces ' ' .
/ " . e
with“paint or masks and go trick or treating on
' - - . = .
a - ‘Halloween night. Because the homes on the reserve are e
often quite a digtance apart, they usually go from 5
= ¢ house to house in g vehicle. They also call on homes
on the nearby reserve and in town. y EE N \ :
S SR ", ;
Y]
] b . )
o Y . = -




Focus. To assist children in

iin!.t Theme: Our Bodies

" self by acquainting them

Objectives . d

1 1@}: children the English vocabulary for the

parts of the body and the corresponding action words.

.

4. To introdiige

nouns our, ve anﬁ! "

Children's Literature : '

Fingerplays I
"My Hands"

"Hands on Shoulders

e‘ children to the collective pro-

\

acquiring a greater sense of

with the various parts of their
bodies -and the action words assonxa\\d with each.

To make children aware of the five senses.

3. T introdt's‘ the letter Xx.

"This Is the Circle That Is My Head"

These were taken from the book Let's Do Fingerplays
* by Marion Grayson.

i unknown.

Poem g - i

. “Tomny's Five Senaes" by Louise

Their authors were listed as

Bindér Scott
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Cultural Content .
Sisce one of tih primary coicérns here s witk
actions and movements, this would be.asuitable time i

to invite some native singers and drummers to visIt
the classroom. An effort may be made to ‘teach the

children one of the dances such as the round dance,




Unit Theme: The Community and Its Workers =

Fogus. To help children to develop a sense of f:oml;\un}ty, and

gain knowledge of people within the community who work /

for the benefit of others. o ® e e .

Objectives
1. To make children aware of .the component parts of .-

a community, - for example, its governing body, as well as
the cccupations ‘and services available.

2. ‘To ex‘pxam that' communities differ in size and ek
that gize often determines the services available.

3. To introduce the' letter Rr.

4. "To introduce the positional’ Jooncepts around,

next m, between, besids, riear.and far.

1
childzen 's Literature

[ S :
Let's Find Out About the Community by Yalerie pitt

The Community- Helper Series publishedjby c. Bl |

* Putnam's Sons
Real People at Work Series published by Educational

.Research Council of America

| {Cultural Content -

The children who attend this school 1ive on a
reserve which has miny of its own facilities, for ~
- example, laundromat, arena, fire truck and health
clinic. Other services such as a 'supermarket, police

station, post office and bank are found in the nearby *, . - _
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town. The reserve has its own governing body comprised
of a-chief and one ‘councillor £or every one hundred
people. At the present time. there are twslve councillors.
Uhlike the towns, the reserve has large fields for
children to play in and lakes where they may swim in
summer and skate in winter.

Many of the people working on the reserve serve as
a role model for the children. A si’mpnhed version of
g career day may be presented at the primary level.’

Community health workers, special constables with the

_native RCMP program, as\uell as the chief and some of

the councillors, may be invited to visit the school
and explain their jobs to the «children in the Cree
language . ’ &

‘While pointing out the present day cargers, we must
not forget that many people still earn their living in
the traditional way, that is, hunting and trapping.
Also many people are now earning money by producing’
rfive handicrafts. These are a very,valuable part of
the culture and not only provide an income for. those
making them but help to preserve these crafts for

future generations. g




-

Unit Themé: Christmas = ¢

Focus.' To increase the children's'awareness of the true

1

sharing rather than only receiving. A

Objectives : N

LS To give children an understanding of, the

religious sidnificance of this celebration.
2. To introduce the letters Tt and Yy.

To introduce the colour green.

bottom and up and. down. .

5. To introduce verb tewes—

future. . [

childten's Literature

L4 Christmas in the Stable by Astrid Lindgren

The Night Before Christmas by Clement C. Moore
The Silver Christmas Tree by Pat Hutchins

wltural Content
The Christian religion, and consequently the
Christnas celebration, was not part of the native

culture until the coming of the white man. In the

!meariing of Christmas and the importance of giving and

To introduce the positional.concepts--top and

past, present, and

traditional Cree culturgg=however, they had their own

form of gift giving which was known as the Giveaway. .

People visiting other .reserves to take part in the

‘various dances such as. the Pow Wows were presgnted

L




Yok E L4l

witn gifts.

items, blankets and even horses. The shéring of food

and feasting is also a very central part of these cele-

brations. =N
5 ;

These gifts included such things as beaded ~
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Unit Theme: Winter

‘Focus. . To increase children's awareness of wintér and the

adjustments people make at this time- of yeqr.

Objectives J

{
To make children aware of the Engllish yocabulary
R : it ek R
associated with this time of year. [\

\

2. ' To introduce the colour white. \
o S .
/‘ 3. To introduce the letter Ww.

4. To introduce the comprehensioh question 'words
) ¥
who, what, when, where, why and how. b}
N 4
-Children's Literature

Books

The Snowy Day by Ezra Jack Keats

Snow is Falling by Franlyn M., Branley

Happy Winter by.Karen Gunderskeifier

Poems

"Planting Footprints" by Lee Blair

"First Snow" by Maria Lewis Allen
"I Wonder" by Francis Gorman Risser
N

‘Cultural Content

It is during the winter months thdt many native
people tend their traplines as well as hunt and ice
fish. It is.also at. this time of year that the women . ..

spend a great deal of time'making handicrafts and




Elothxng‘ items from hides and decorating them with
beadwork. Today such items are still being:prodnlced
i g ok ERa A GRRTIPIEGIA 6 HEnAYeTAEL stores.
Many people still snare rabbits, With ‘the meat
being used for food and .the fur ‘to decorate or line.
moccasins, mitts, .and gloves. Some of.the.chi'ld'zen
may have already watched their fathers or older
-~ ‘brothers set rabbit snares.' They may like to explain
to tﬁe others hm;' it is done. ,Ma.ybe the entire class
could go'along with one:of the pirents to watch snares

being''set, retirning the next day to see'how successful
. - . ar TR %
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. : Unit Theme: St. Valentine's Day

- . .
Fotus. ;/o explain to children what is involyed in' the

traditions surrounding St. Valentihe's Day.

Objectives

1. To acqua.lnt children with the English vocabulaxy

3 " asso:jkce_d with this particular occasion.

To introduce the letters Vv and 2Zz.
3. 70 introduce the shapes triangle and heart.

4. 'To introduce the pumbers six Qmugh ten?

‘children's Literature e B . 5
* Books c @ - . ’ 3
v . Valentine's Day Grump by Rose Greydanus

Bee My Valentine by Miriam Cohen

It's Valentine's Day by Jack Prelutsky
Poens” g
« "Sriowman's Valentine™ by Leland B, Jacobs
3 3 |

. "Will I Get a Valentine?" by B. J. Lee

"Larry's Valentine" by Rosillia Ewanchyna®
. Nursery Rhymes s ol \
... "ome, Two, Buckle My Shoe"

W S ¥




Cultural ‘Content i >

The traﬂicicnal St. Vulentine s Day cards und
pictures usually feature a cupid with a bow and arrow.
Explain to the .children. that Cupid. was the Greek god of
love, who, according to mythologdy, used his bow and
atrow,. not to harm, butito cause the wounded people to
love others. - Discuss with the children the role of the
Bow and arrow in their own culture. - Help them to
understand the vital role it played in the lives of

native people before the introduction of guns by the’

white man. It was their main weapon for hunting animals,’

as wellas a means of defense against their enemies.
.The arrow heads were made from S
ieges of horn. Then strips of hides were used, for the
oW sEEing, ToaRy) iy yong boys play with bows and

arrows which they fashion themselves. ‘The teacher may,

.rexplain, or ‘have one of. the elders visit the classroon

to explain, how bows and arrows were made and used in
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Unit Theme: Housing e
Eocus. To familiarize students- with the various types of %
houding ‘avatlable. -

Objectivqs
. To expand

the children's vocabulary for living
accommodations to

include the following:
(a).Types of ‘shelters, for example, house,
' apartment ) ’
(b) Rooms of a house, for example, bedroom,
1iving room i ' .
(c) component parts of a house; for example,
:roof, windows )

2. To introduce the letter Hh. )
’ 3. To introduce the colour blue. ' .
- 4. To introduce the positional concepts,up, down, %
in, out, inside and outside. % Tt a
5.

To introduce the shapes square,and triangle.

Children's Literature

Books

The Housé tgac Jack Built by Paul Galdone . \’5}’

- In a People .House by Theo LeSieg =

Little Runner of the L by Betty Baker

Fairy Tale . i

“fhe Three Little Pigs™
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5 . : g
Fingerplay : < I
" "The House" -- author unkngwn SR
Cultural Content o

While the plains Cree traditionally lived in tespees,
the more northern Woodland ‘Crees also'made 109 houses.
These houses primarily consisted of one large room. The
logs were cut down, the bark peeled oft und then Hhe logs
were allowedsto dry before they vere used. The cracks -
were filled with clay and mud to keep out the cold. The!
roof was made with-logs which had been sawed intoelat
Planks. These planks were covered with clay and grass.

\ Childran may be interssted in seelng hew othex
Indian tribes lived. They may be showr pictures ‘of the
"0jtbway Wiguan and the Troguois Longhouse. The book
Kawin ] Eeaudty illustrates how these were
constructed. These nay be reprduced in miniature in

the classroom using the directions given in Beaudry's

) bonk.

There are many teepee shaped structures tn the

‘reserve but, instead'of the traditiénal hide coverings,

they have wooden planks on the outside. These buildings

are-now used for smoking meah and £ish or for fanning °

hm/e_p % : 2
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. Unit Theme: Food
* ‘ .

Focus.” Children become familiir with the various types of
food involved in the four main food groups' and why
&fhese foods are important for good health and \yrowth.

Objectives - - Ll

~ 1. To acquaint children with the Ehglish vocabulary

used in discussing food. This would include the food
. .groups, meals, cooking ang preserving fodd, as well as
where mich of the food comes £rom ) '
2.'. 'ro";nc}oducf the letter Ff. " . 4
3. To introduce the concepts more, less, full,

empty, a 1 :

childrer's Literature

Books

+ .
Bread and Jam for Francés by Russell Hoban

Blueberries for Sal by Robert McCloskey -

Stone Soup by Amn McGovern - i ¢ >

. Fairy Talés

|
|

"The Gingerbread Man"

Nursery Rhyme : e

. . "Jack Spratt® M
Poem "
J ) "Alligator Pie” by Demnis Lee
i o @ \
N




‘Cultural Content

While the majority of the food eaten today is .
bought at the:supermarket, rr:any items are still obtained,.
cdoked, and presepred in the traditional way. These may
éasily be incorporated as we discuss each of the food
groups. ‘For'example, bannock ie & part of the bread

and cereal group; moose and grouse, the meat and poultry
group; and berries the fruit and vegetable group:

o The traditionai“met}:a’ds of preserving food, such as
smoking and drying, are still being used today. Dried
meat is made by cutting the meat into long thin strips, *
then placing these strips on a drying rack #h-the sun.

A small smouldering fire is built beneath'them. When
ssitably dried they are placed in bags made pf hides
for storage. Berries:are also dried in th(s’un and |
stored in birch bark baskets.

Pemmican was a traditional favourite. It was made
from the ¢hoice cuts of meat which were fiist dried
then pounded to a powdér. This powder was then mixed
with the animal fat. Often dried crushed berries,
usually chokecherries, were added to this meat and fat:
mixture to give added flavour. This'was also stored in

hide bags. . g -




Unit Theme: Transportation . i

Focus. To.increase the children's awareness of the various ~
*, modes of transportation used within their'own community

|
as well as methods of long distance travel.

' - Objec}tves -
L] 1. To introduce the vocabulary associated with the
various methods of ‘transpoitation.
' 2: Tq introduce the letter Gg.
3. 'To introduce the concepts slow and fast and the
comparatives slower, slowdst and faster, fastest.

4. To help children understand that books and £ilms
may be a valuable source of kiowledge and serve as a )
substitute when it ig not possible td experience first |
hand such things as large ocean liners and space ships.

.

Children's Literature v

# Books . : N -

The Little Engine that Could by Wally Piper
The Little Airplane, The Little Sailboat,

The Little Autd, The Little Train by,Lois Lensky .

The Little Red Caboose by Marian Polter .

Little Toot Through the Golden Gate by Hardie
Gramatky ’

Filmstrip . -

Little Toot  Story by Hardie Gramatky




|

" brhe Three Billy Goats Gruff" . §

Cultural Content

_ canoe was used.

4 Prior to the invention of the automobile; horses,
dogs and canoes were the primary means of travel used

by native people. When travelling overland, a travois

was used to'carry the family's personal effects. A
travois consisted of.two sticks attached to the horse
or dog with rawhide strips. Approximately midway along
these sticks was a platform made of rawhide straps and
it was on this platform that the load was placed_When
travelling -along the lakes and rivers, the birch parks
The National Film Board film Paddle to'the Sea vas
adapted from Holling C. Holling's|book of the same name.
It tells of the adventures of a little Indian canoe as
it jaufn:ays to the sea. The film My Last Canoe,
produced by the Saskatchewan Indian'Cultural College .
in cooperation with the University of Saskatchewan,
shows Isaiah Roberts and his family assembling the
materials and building’a cance. He explains cach step
in the process as he carries out his work. This £ilm

is available in both English and Cree.’




Unit Theme: Easter

Focus. To explain to children the meaning behind thie
) ,occasion as well as to acquaint them with some of the

more commercial aspects of it.

Objectives “ -
1. To give children an understanding of ‘the o

religious significande of the celebration and the ‘'
vocabulary associated with it. ° . 7

2% 'To introduce the letter Eef ' .

3. To introduce the colour purple.

4. To introduce the shape oval. ® &

To introduce opposites such as lost and found..

Children's Literature,
The Tale of Peter Rabbit by Beatrix Potter
Easter punnz"s Lost Egg by Shiron gordon
The Easter Bunny That Overslept by Priscilla and

Otto Friedrick

Poem : - \

"My New Rabbit" by Elizabeth Gould

Cultural Content .
There are at least two types of baskets which are
found in.the Indian culture.. One is made out of birch

bark and the other is made out of sweet qtass.‘ The art

' _‘;‘, =



® .
of making these baskets 1squickly dying out. Only

" one or two older ladies on-the reserve still continue

this handicraft. If possible one of ‘them may be

invited to the ch‘ss_to show some of the baskets she

“'had made and to explain how the work is done. Usually

all ‘the materials are natural substances including the
dyes used in colouring all or parts of the baskets. *
Such dyes are obtained from the juice of herries and

other plants,




Unit Theme: Spring

Focus. Children are reminded of the changing of the seasons.

{ ' We have. discussed fall and winter and now it is time to

discuss the rebirth of nature in spring.

Objectives . N

1. To familiarize children with the activities and

vocabulary associated with this particular time of the

year. . ' ) W
2.° To introduce the'letter Uu.
3. To introduce the positional concepts under,

over, above, and below:

Children® Literature s

Books .
—_— ( .

Swamp Spring by Carol and"Donald Carrick

. First Day of Spring by Sharon Gordon : -

Poens

"It's Spring" by Jennifer J. Mott

"Mud" by Polly Chase Boyden

Cultural Content «
The' coming of spring is the. traditional time for
the renewal of old acquaintances and social gatherings

such as the Pow Wows. Pow Wows are held on the various -

reserves :'hrouqr:out the province beginning sometime Y

_after the May 24th weekend. To attend these Pow Wows
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people also travel to Alberta and Manitoba and into the
United States. : e - 2
The Pow fow ’invc}veé.a day B8 aligiig, sancily, and
feasting. It.begins in the morning with a flag raising |
ceremony during which ‘the drummers sing while the £lag

'Is being raised. The dancing is mot restricted to any '

particular age group and the participants, éspecially

" .. the men and the boys, usually wear traditional costumes. .

Many of the childfen may have already taken part in or
attended a' Pow Wow and are able to share their exper—
iences with the class. If not, mefmbers of the communify
may be invited to speak-to the children about what is
involved in this specidl bvent, Children may enjoy the
£ilm Shelly Whitebird's First Pow Wow. -This is an
Encyclopaedia Britannica Film about a young Indian girl, )
, mow living in the big city, who is about to attend her .
SrEat vow Wew, | Oehee £ilns on the same topic include
| Bou Wow produced by the Alberta Communication Soclety

and Indian Pow Wow, a Canadian Production.
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