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Course Administration:

.Education 141 - Introductlon to Methods and Materlals in

Blllrgual Education.
Instructor - Cathy Collier

Recommended - Tducation 201, Linguistics 101 and Anthro-
pology 101

Course Description:

Methods and problems of tdaching in and preparing materials

for the bilingual classroom -in the areas of’ reading, social
studies, mathematics, science, art, music and health, including
lesson planning and scheduling. All materials are to be made
in both the appropriate native language of the children and

in English. .

~Objectives:

Students will develop an awareness of the hows and whys of
bi(multi)lingual/bi (multi)cuitural education and will in-

screase their understandiag of some of the techniques and

approaches used in bi(multi)linguéal/bi(multi)cultural educa-
tion. Students will prepare and demonstrate lessons and

‘materials in both English and the appropriate native language.

-

This is the introductory course in a series of courses - -which
cover various aspects of implementing bi{multi)lingual/bi- .
(multi) cultural educatios. programs. This course consists oOf
six Units of reading about and activities for the bilingual/
bicultural classroucm. There are questions for each of the six
units as well as activity demonstrations and lesson plans to be
prepareéd. These activitices are thé most important part of this
course and are designed to be used in-bilingual/bicultural les-
sons in local schools. Native language teachers and . aides can
use their village or district bilingual/bicultural curxlculum
as a base for developing activities. Native language teachers
and aides, as well as college students not presently employed
in a bilingual/bicultural pregram, can use these activities to.
build up their own teaching repertoire.

The questions will be graded on a percentile basis. Activities
are graded by an evaulation: of how well they are prepared and

demonstrated. The final examination will be replaced by a pro-
jeét summarizing the course. content. The grade for this course

'is determined by averaging the scores on the Unlt questlons,

act1v1tles and flnal progect.
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Unit I The Blllngual/Blculturql Environment
Videotape
KRG slg‘nment”'“ - 'LOC'a’l""' Resource'msur‘vey““ o 4 s e te St S e e e = e Srie e aas mn e o n

Unit II Introduct10n to Bl(multl)llngual/Bl(multl)cultural
Education
Videotape/Slides .
Reading: Outline pp.!a-aX
Questions: Outline pp.af- a‘o
Unit III nLanguage Development
The nature of language and the relatlonshlp be-
. tween language and culture.
Reading: Outline pp.a&T =H4 (Excerpts)
Questions: Outline pp.Hs

Unit IV Oral Language Instruction
: R2ading: Outline pp.*“%—70
' Collier pp., 13-16 "
Goosen pp. xii-20
Audiotape on translations
Stories: Roessel: Coyote Stories
© : Dolch: Navaho Stories
Afcan: Kavirlug Nacacuar
YLW: Yupik as a Second Language
Afcan: Kuul'tilakessaag Pingayun-1llu Taqukaat
YLW: Yuarutet -
Green: Nugaq'am Yuarutai Elitnaurissuutet
Blanchett: Caurluq
Questions: Outline pp.775 -7

Activities: Prepare and demonstrate dialogues
Pp-10-74 Prepare English/Native language trans-
lations '

. Prﬁpare poem or song in Yupik

Unit V Blllngual/Blcultural Instruction’
Readingg, outline pp:77-8& ‘ o
‘ -~ Tennant pp. 1-32 ' _ . ¢

Collier pp 1-11, 17-22
, Afcan: Yuum Temiin Elpeksuutai
Jacobsen: Yupiaruyulria

1 lanchett: Yuungcarlstenguyuqtua
Nick: Cetugpak

Questions: Outline pp.€3-Qo

Activities: Prepare and demonstrate blllngual/

. 003398 bicultural lessons. (math, science,

“health) (language arts, art, music)
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Unit VIIX

o

BiliﬂGual/EigPAEHE_l Games
Reading: Outline ppar=aq§ e B
‘Lee pp. 1-14, 65-67, 87-83, 116-118 .
Collier pp. 23-35 -
Questiormns: - Outline pr.Qve o : .
Activities: Prepare and demonstrate: action games,
WQﬂﬂs . "geat" games, card games;, other games.

cultural Enrichment via Cultural Heritage
Reading: Outline pp-47-89 '
collier pp. 17-22
Kalikaqg Yugnek :
Henry: Akiungerit Ciuliamta .
Afecan: Tukutukuarall'er
Teeluk: Kaviarem Kavirilra
Nick: Cetugpak -
Activities: Prepare cultural enrichment lesson.

ve V00 Prepare cultural heritage/language unit.
'3
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lst FCC Meeting:,

1st Monitor
Meeting:

"2nd FCC Meeting:

2nd Monitor °
Meetings::

3rd FCC Meeting:

FACILITATION GUIDE

Registration. Go over course format.
Play: introductory tape. Students will

. need to have course outline; they will

not need any books until Unit IV. Assign
Unit I for next meeting. Assignment 1

is ‘videcdtape with monitor; assignment 2
is community survey. ‘

Show. Unit I videotape. Have students dis-
cuss what type of program(s) their local
school (s) has in bilingual/bicultural edu-.
cation. If students are having difficulty
with the community survey, perhaps you can
make suggestions. : :

Go- over community surveys. Share names of
resource people. Discuss with-students how
this information will be of assistance, to
them in Units IV-VII assignments as well as
in their own classroom programs. (If they.
have cultural heritage units in their curri-
culum) If there is time, you may wish to

. play thHe Unit I videotape over again or go

over the script, as an introduction to
Unit II. Assign Unit II readings and
guestions. o

Show video/slide show for Unit II if there

is one available. Discussion question: what

type ofibilingual/bicultural program does
the local school have? Students may wi;h
to work together on Unit II gquestions.

Go over Unit IT questions as a group. Share
answers. ' If students ‘have changes or addi-
tions as a result of the discussion, encour-
age them to change them. (But don't erase
original answers--show origindl and new) N
Talk about what type of biliﬁgua}/bicultural~
program the 1local school (s) has, using the.
models in Unit II. On the chalkboard or on
large paper, draw illustration, using these
models, to show the local program. Students

. Should-include, theix.-eopy’ of this with their
_answer to #8 of Unit II questions. Asslgn

'

Unit III.

A

S— ' ' ‘
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3rd Monitor
Meeting:

4th FCC Meeting:

4th Monitor
Meeting:

5th FCC Meeting:

The réadings .for this unit are extensive

. and .may be difficult for beglnnlng stu-

dents. Go through the readings. in the

‘outline with the students. Draw upon your

own experieince with young children and/or
infants. ‘Have students think of examples
of the learning stages in their own children.

Go over Unit III gquestions as a group.

Share answers. Answer questions about the
information in the readings. Assign Unit
Iv. Students should have the;r bonoks: Ten-~
nant's Central Yup ik, Collier's Teachers
SUﬂplemcnt to Yup'ik as a Second Language,
and Lee's Lanquage Teaching games and Con-
te"ta. The students should have access to

V1l¢dgL library):

Roessell Coyote Stories
Dolch MNavaho Stories
Afcan haV1lluq Nacacuar

Afcan Kuul'tilak&ssaaqg Plngayun llu
aaukaat

Blanchett Ldurlug

Green Nugaq'am Yuarutai Elltnaurlasuutet

Yup'ik Language Workshop Yuarutet '

Play the audio tape on translation. The -

students' assignments for Unit IV are to
make up a song or poem, sahd™translate two
stories. As these take a lot of time and
may involve resource people, this meeting
would be a good time to check on student
progress, possibly lending assistance and
advice. If students have questions about
how to act out a dialogue, othex college
students could be recruited as "guinea pigs."
A work session:

Go over guestions.for Unit IV as a group.
Have each studént become the teacher and
toach one of their dialogues to the group.

Please include a description of their demon-

stratloq:ln vour field report. Copies of
their dialogues, translations and songs or
poems should be agttached to their guestions.
Assign Unit V. - As the activities for this
unit are the preparation of several lesson
plans, it would probably be a good, idea, at.



5th Monitor
Meeting:

e

6th Monitor
Meeting:

7thkFCC Meéting:

7th Monitor
Meeting:

6th FCC Meeting:

0%
this p01nt to go over the lesson plan format-
outlined in JUnit V. This -may be the first
time scme students have written a lesson
plan, so they may need a lot of assistance.

A ‘cl.ecklist is included in the unit which

. can provide some guidance on what to 100k

for. I S fice Ao Lot fwie '%6\’ 2217V VN %\\»&L»\—s dcmousha%on.

- Studients will need these books: Tennant

Central Yup'ik, Collier Teachers Supplement,
Afcan Yuum Temiin Elpeksuutai, Jacobsen
Yupiaruyulria, Blanchett Yuungcaristengu-
yugtua. Assist students in preparing lesson .
plans. Ciscuss how you prepare lessons in

. your own classroom. Have students follow

the objactive/method/evaluation format in
the outline pp.#O-®S

Go over questions for Unit V as a group.

As usual, changes in answers may be made.

Have each student demonstrate one of his/her
lessons to the group. Use the checklist po €¥-eg~
and -add descriptive comments as you deem
appropriate. Assign Unit VI. Make sure
Monitor has sets of cards and knows how to

play the games for the next meeting.

Books needed: Collier Teachers Supplement,
Lee Langudge Teaching Games and Contests.
Play several card games: Concentration, 0ld
Maid/Monster, Go Fish. ‘Emphasize how oral
responses - are built into the games.

Go over the qguestions for Unit VI as a
group. Share answers as usual. Have each
student demonstrate one game to the group.
Assign Unit VII. Remind students of: their
survey from Unit I. This may help them in
preparing for thlS unit.

Books needed: Nick Cetugpak, Henry Akiun-
gerit Ciuliamta, Afcan Tukutukuarall'er,
Teeluk, Kaviarem Kavirilia. Assist students
in preparing their cultural enrichment les-
son. and their final project: a comprehensive
instructional unit including the methods and
materials previously discussed in this course.
As this should involve preparing materials




8th FCC Meeting:

such as posters, cards, crafts, flash cards.
etc., this meeting is.a good work session.

Talk about what students did as a final pro-
ject. Share projects with group. Collect
materials and papers. e -



UNIT I THE BILINGUAL/BICULTURAL ENVIRONMENT
Assi@nmeﬁt:

1.' Look at the videotape for this unit. A partial script
follows: "Bilingual means speaking two languages; bicultural
means-participating in two cﬁltures. This is preqisely what
“bilingual/bicultural" education is all about. These terms
describe the situation here in the YuKon/huskolem region
about 80% of the populatlon of this region speak Yup'ik as

" their first language and about 20% English. Most of these
people—also speak, to some extent, either ?upfik or English.
as a second lenguage. Also, as yoﬁ leok around you at the
way people live ig this region, wﬁat they say and do, what
their philosophy of life is, you will gee'that‘this is an
area with bits and pieces from both Yueﬂk' and Kussaq eul—
tures. The Yukon/Kuskokwim region is bilingual and bicul-

tural."

"There are many typee of bilingual/eicultural programs iﬁ:this
region. You may‘have'more than one kind in your local schools.
On this videotape 'you will be looking at several types of
biiingual/bieultural claesrooﬁs. As yGu look at various exjﬂ
amples of these programs, observe how ‘each of the teachers pre—
sents Lhe lessons. As you cemplete the activities in this

course, you may WlSh to refer back to thls tape for ideas for

yourown lessons."



"There’are classroon programékwhich teéch Yﬁp'ik as a second
1anguagéxto chiifdren who come to school speaking English. More
and moée children come to school speaking some English. Here
are several examples of Yup'ik as a Second Language Programs:
//examples from LKSD, SMSD and LYSD programs// There are alsc
programs which teach the regularjschool subjects 1in Yup'ikj;
first language programs. as in these exaﬁples ‘from the Primaxy
Eskimo Program: //Konéigapak,>Nunapitchuk, Kwigiliingok, Kip-

nuk, Atmauthluak// - . , .

"In these first language programs English is taught as a spe-=

cial subject: //ESL lesson - Nnapitchuk//

"There are special bilingual classes which teach 1iteracy in
Yup'ik and Yup'ik grammarf //KCC instructors in St. Mary's,

Kasigluk and Bethel//

" "There are also programs where both Languages‘are used -together:.

//Kasigluk kindergarten, Bethel Regional High School// .

"There are gatherings about bilingual/bicultural concép;g;,f//’/’

//mini-conference//

"All qf these programs are calkﬂbiIingual/bicultural, although
not ail are truly biliggual.b‘The;general objective of all

biliﬁgual/bicultural education pzo rrams is to promote better

1eaﬁning throuqh the development o s ills in two 1anguagés,
‘»’[ . b 3 .
tne‘native language of the students .nd a second language:

/7children working* in classrooms//

-

7 ’
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"In this course, we will consider what bilingualism is, how.
teachers may use various teaching technigues to develop bilin-
gual/bicultural skills, and hopefully, give you some insight

into how to implement a bilingual/bicultural lesson in your own

classroom or with your own children."

2. Conduct a local resource survey in your village. These
resources will be useful in your preparation of lessons ih-
Units II-VII, :

a. List what bilinéual/bicultural materials are avail-

able at vour :local schools: . B
reading/writing science physical education
language arts math social studies
music/art . health other .

b. uList local resource peéblé who may be able tc help
you in cultural heritage and language lessons:

carving stories food preparation ..
basket weaving songs/dances government
subsistence acti- medicinal use oOthers
vities of plants . LT

.-—'/—/V _

_—-/ -~
<
: 11



UNIT II INTRODUCTICN TO
BI (MULTI)LINGUAL/BI (MULTI)CULTURAL EDUCATION

s "The "teacher who has knowledge about current issues and
v1ewp01nts in a developing field (such as blllngual education)
'is in a better position to make ehoices and is more able to
‘recognize the significance of new findings. ' She also has a
.better perspective for evaluating the claims made by innova-
tive programs ‘that may be offered her. Obviously, when
equipped with this knowledge, she can asseéss more adequately
the language abllltLeS of children and adapt her own teaching -
to their needs." liess & Croft

You may hear the phrase "bilingual®” or "bilingual/bicultural”

education in community meetings or on the radio. This is an
a ‘

S

important issu%fIEEEiy in schools throughout the7ﬁﬁited-§tétes.
The U.S.A. has been called the "melting pét" and indeed, many
people, ffom many cultures and speaking many languages, re-
‘'side in our coﬁntry. In the past, it has been assumed that
‘these diverse people wouid all learn one language (English)
and Pecome acculturated to one culture - iﬁ other words, the
individuai ways would "melt" into one way. However, there
continue to be many problems.with this philosophy. Most edu-
cated people now coﬁsider the "meiting pot" to be an out-of-
,daté.or old fashioned notion and tﬁat»it is inappropriate in
tdday's mbdern internatioﬁgl and multi-cultural worid}‘ Méhy
‘,péOélé-éée tﬁe'"ﬁelfinﬁ:pot" as aﬁ'attempt to force one cul-
;turé (Aﬁgl6fEurope§n) upon ‘non-Anglo qulturesj whether NatiVe

American, Oriental, or whatever. This was partly a result of

12




the superior/inferior prejudice " of the Anglo-European culture.

However, knowledgéable peoplé now realize that cultures are
o] .

not "superior" or hinfe;ior" - that all cultures have value
and contribute to all people. In,addition, people today'have
come to appreciate the value of their own culiural'heritagesq
more and are proud of their diffefences (Roots, for example).
Educators have found that children benefit psychologically

and educationally when they are taught in ways consistent with

their own culture and in an atmosphere conducive to good

self-image - which includes cultural identity.

g
&

A There is an additional coﬁcern for Native American children:
théir cultures énd languages are in dénger of‘disappe§ring
altogether. An Irish, French, Ehinese or otﬁer immigrant to
the USA may stopispeaking their native iénguage and maywlearn
to live the "kassag" way with little damage to the langhage'

or culfuré itself. They know that their language and culture,
exist elsewhere in the world and that they.couid "go home" if
they wished to do so. Their identity with their native cul-
ture may continue side by side with their new life4style. How-
ever, th?s is not necessarily so for the Native American cul- .
tures ‘and languages. This céuntry is home and when people no,

longer speak the native language or follow the native ways here,

they will be gone forever.

13



We use the phrasa fbilingual/bicultural" education to des-
cribe'the;programs in échools which are helping %o maintain
language and cultural identity. "Bi" means Ewo of something._'
("Multi" means ﬁany.) Whenever these prefixes are attached

to words they modify the meaninglaccordingiy. Thué, a8 bi-
lingual person is a person who is‘fluent'in two languages aﬁa

a bicultural community is a community in which two cultuges
exist. Unfortunately, the word "bilingual" is frequently
~used to refer to monolingual (one language) children who have
;a'limited speaking ability in a second language. It is impor-
tant to remembeﬁ that to be truly bilingual,is to be fluent"

in two languages. This is fhe goal of most:/bilingual/bicultural
programs: to produce people skilled in two languages and know- |

s

ledgeable in two cultures.

Language and culture are closeiy fél%tea and it is not pos-
sible to separate them completely. Language i§ an éxpreésion
Of'éulfure. A language is the communication system of a par-
ticular'culture; a Culture is transmitted through its Lan-
guage. Thgs we.speakvof bilingual/bicultural programs as one
program. Teaching units and components of these programs may
be taught separately, to some extent, however. We will go

into these'in the other units of this course.

The education of children in bilingual (two languages) or bi-
cultural (two cultures) situations is similar to the education

of many children in multilingual (many languages) or multi-

"4
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cultural (many cultures) situations. The skills a teacher
needs are cross-—cultural eeaching skills whether the children
are from two or more different cultures or speak two or more
dlfferent 1anguagu~.» Thus, we may write the name of these
school programs as: bi(multi)1ingual/bi(multi)cultural.q How-

~ever, this is cumbersome and so the shorter form is usually

Y

used. Here in Bethel the program is bilingual because of the
two major languages. In "Hawaii, it is multilingual as there
are several méjor:ianguages. Actually, the multiculturalv
classroom (and sometimes multilingual) is more common in Alaska
than many people realize. For example; there are many people
in Betﬁel who are ffom different ;ultures and who speak dif-
ferent languages: Navaso, English,.Yup'ik;'Cﬁinese, Japanese;
Hungarian,'Pueblo, Spéﬁish et cetera. The 1ocal school .sys~-
tems do not have classes in all these languegee and cultures
because of -the frequently.small number of studente. The law
which requifes‘education in the native language of the child
.states that tbere must be at 1eas£ eight children speaking

" the language before a teacher is required;

The two native languages in the Yukon/Kuskokwim Region with
‘ many speakers are English and Yup'ik Eskimo. " About 80%‘of
the local populatlon speak Yup ik as thelr flrst or native

1anguage. About 15% speak Engllsh as thelr first or natlve

language.
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Therefore, the bilingual/biéultural program in the local
schools concentrates on English and Yup'ik. .{(Other languages

are dffered for those interested.)

In 1974, the Supreme Court of the United States handed down a

judgment in a case called Lau v. Nichols; This was the case
brought by some Chinese families (tau) in San Francisco against
the school superintendent (Niéhols).» In their complaint, ﬁhey
stated that their right to equal educat}onal opportd%ity'was
denied because their children were not receiving educa;ion in
ia language they could understand. The children understood

only Chinese, but were being taught in English, and so were

not able to learn as well as their English speaking classmates.

The Supfeme Court noted that the Stdte of California requiréd
English to be- the basic language of instruction in public
schools. Before a pupil could.receive a high school diplomé
of graduation, he had to-meet the standards of proficiency in
Engiiéh; Atgfudent who could not understand the English
language and was not provided with bilingual instruction was

therefore 'effectively precluded from any meaningful education.

The Cohrt concluded that such'a,staﬁe—imposed policy, which
makes no allowance for the needs of Chinese speaking students
is prohibited by clause 601 of the Civil Rights Act of 1964.
The reason for this is that clause 601 bars discrimihaﬁién
based on "the ground of race, color or national origin” in

V) *
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"any progxam or activity receiving Federal financial assis-

3

tance." As Mr. Justice Blackmun pointed out in his concurring -
opinion in Lau; numbers are at the heart of this case.and only
when a substantial group is being deprived of a meaningful

education will a violation exist.

To assist, all scﬁools with education programs, thg Office of
Education and Congfess havé.established thea Elehentary a%d
Secondary Education Act: (ESEA). The E?EA Titlé‘IV anq VII.
vortions of this act apély especially to the education of

Notie flenentan endfoc .
a4 limited English speaking ability (LESA) people. Schools and

communities can éﬁply for funding of: their bi(multi)lingual/
‘bi(multi)cultu}ai'programs. The Yup:ik Teacher Training
 project atHKCC and the LKSD Bilingual Program. are boéh
funded by Title VIi. The‘ESEA also ﬁas a Title I portiocn
which ﬁay"iund programs for children with special education
problems, degerminéa by tbeirhlower scores on achievement

tests, usually called "educational disadvantages." The pIA'/

bilingual program is funded through Title I.

Because of the Lau v. Nichols case, "it is now a law that

~

states must provide equal education to children with limited
English speaking proficiency(LESP). The law was changed
from LESA to LESP because many children from diverse cultural

backgrounds may ‘speak énglish to some éxtent;.but not well

enough to be considered fluent. For example,'dhildren in

17 , *
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iﬁany Yukon v1llages may be said to speak Engllsh but thelr
'communlcatlon is affected by their culture and environment,
Tests show they speak what is called "village" English. lt
is indeed sad when people can speak neither Engllsh nor their
tradltlondl language well., States and sehool _districts may
lose their federal ,money if they do not comply .with this

law. 1In 1977, the State of Alaska was in danger of losing
their ESEA flnanc1al aid because they-were found to be in
“non-compliance" with the Lau decision. The Office of Ccivil
Rights was ipvolved in establishing'at"éggicompliance" plan.
This is now‘the.plan by which the State of Alaska administers
itg biliegual programs. lt should be noted, however, that
the law applles only to schools teceiving tedera1=financial

assistance.

There are several forms that these programs take, but they
all folipw three basic models: transitien ¢+ pull-out and

maintenance.

TRANSITION MODEL

3.
v
2]

As mentieﬁed'previously, the BIA'programL known as the
Primary Eskimo Program, is funded” through ESEA‘Title I

and based on educational disadVantages. The PEP 1s, in
general, a tyﬁe of blllngual program called "tran51tlonal
That is, it is designed to move students from their'native
language into” English. While pfoviding Primary learning in

o
b

1
i
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the native lénguagefin the first three grades, the program
~also has an intensive oral English—as—é-second—language
component which is designed to 'prepare students for conti-
nuing their dducation in English once the natiye language

: portibn of their program is complete.

- The transi£ion model is used. in many education programs
other than bilingual education. It is used for teaching.
children/with’speqific disabilities or educational disad-
vantages which can be corrected or remediated over a périod
ofbtime. A student staris by xeceiving mo§£ of his inétruc—
tién in the ?speéial" situation which is gradually reducedv
while the spudents éarticipate more in the "regular" program.
This continues until the student is receiving all regular

instruction., This transition model may be drawn as: -
, .

o

Special
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In bilingual programs, the : The Primary Eskimo Program
- transition model usually uses a modified transition
looks like this model. The dotted line indi-

cates proposed changes.
PULL-OUT MODEF,

In" schoels where a small group of studentq need special
1nstruct10n, whether it is a second language or a special

skill, the "pull-out" model is ‘frequently used. In this model, |
the students are taken out of their regular program for a
specified‘period of time for the special‘instfuction.: This

is the model used by many Yukon and Kuskokw*m schools, for
example, at Kilbuck school. 'The pull-out model }ooks llge

this:

19
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In some schools, special - In some Schools, the special
Session are continued through sessions continue until the
the grades. children learn the skills to

achieve in the regular programs.
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Some pull-ouﬁ_bilingual<pro; Some pull—out_"biiingual pro- .
grams look like this and in- grams look like this and invglve
volve only a portion of the . LESP students who receive special

ESL instruction. Théy may or ‘may
not receive instructicn in their
native language also. ‘

students.
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As you can see, there are many variations of the "pull-out”
model in bilingual education. One thing they &all have in
common, however, is that theylall consider the "bilirgual"
portion to be eepérate trom the regular curriculum.’ The
specialllanguage and cultural activities Of the bilingual
program are'generally isolated from the "regular" school
program aﬁdlmay-involve a relatively small proportion of the
students ahd staff. This rSolation is a feature of the étll—
out moael and frequently results in prcblems for students.
In many cases in the Lower 48 schools, the pull—out model has
been seen:asg promotlng dlscrlmlnatlon and prejudlce against
the students involved in the “special" activity. To alleviate
- this i501ation, concerned school administraters and educators
have‘tried to integrate the‘bilingual/bicultural~activities

into the regular school program and have tried to involve their o

whole staff in these activities. In general, thlS 1ntecrated

‘approach is preferred by most blllngual/blcultural educators

and is frequently done through a modification of the "mainte-

nance" model.




In a case similar to Lau v. Nichols, called Sernd v. Portales,

{1974) , the courts made the foliowing suggestions about ways

to implement "integrated" programs: (times are minimal sugges-

tions- could be longer)

Bicultural approach in all subject areas in regular
pProgram -

60 minutes a day instruction in the native language
(Spanish) in grades 1-3 ’
45 minutes a day instruction in Spanish in grades
4-6 '

~  ESL/Spanish program at Junior High School for stu-

dents with limited English proficiency o
60 minutes a day elective High School class in
ethnic studies (cultural heritage/langugge arts)

MAINTENANCE MODEL

The mainteﬁance model-is of special benefit for Native Aweri-
can languages as a means of promoting ﬁreservation or even 5;
‘restoration of the native language. It provides a vehicle for
cultural heritageiand languége in a continuing program.k How-“

ever, few schools have a complete maintenance program. In

its ideal form it would look like tﬁis{
K 12 - W . 1,
Native Lgugu‘tﬁ-b . Seomd Languig,

On. ;

éxkbl-s\n - - Foest \.%M.&\Aﬂ%f, :

\

First language hay be either
‘English or Native language/




Most Alaskén schcols teach only langque arts in the non-
'English languaae, not other "“regular" subjecté such és math,
sciehce, social studies, et cetera. ‘In some programs, thesé
other subject areas are taught in both laﬁguages ih the prif
~ mary grades only. ‘Thereafter, the non-English language is
~~ﬂmaintainediuéﬁ—a—;anguage—a;ts—componen£,onl¥*ﬁ_ln_addition,'
this may be :accompanied by a bicultural social étudiesiprogram.
To a ce;tain extent, this is the way the Bethel Regional High
Scheaol bi%ingual program works. The PEP (BIA) is.béing modi-
‘fied'to—combinemsomémoﬁwthesewﬁaintenance feature54wi£hﬂthe
currené transitibn model. However, few Alaskan progréms are
'combletely "bilingual"® orAfbicultural" as in the ideal mainte-

nance model.

K - e

V uinx'wavﬁu&h&N“
Q% 6\!\3\%\'\

Nobive Lowgunage ks amd

<. R Y oDt o

Typical Alaskan Bilingual/Bicultural Maintenance Program

3

The .bilingual/bicultural programs in certain Navajo schools
(Rough Rock, Rock Point, Ramah, etc.) and most Spanish programs
are much closer to the ideal maintenance model. In these pro-

. ., 23
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grans mos: cxr all of the regular curriculum is taught in both
languages from K- 12 and 1nto college tousome extent. The

students part1c1pat1ng in these programs show hlgh achleve—

ment scores on natlonal (Engllsh) tests as Well as malntaxn

a high level of achievement in thelrsown language and cul-

ture. . : ‘\ ' o

%

Blllngual/Blcultural education in. Alaska is. Stlll relatlvely -
new. Most programs started as a result of the Lau decislon

in 1974. As more schools have begun implementing blllngual/
bicultural programs, more is being learned about teachlng-m—wmm
children two languages and two cultures. The programs are
getting better as this new knowledge ig applled and more
chlldren are benlfltlng from these programs. The act1v1cies

in this course are 1ntenaed to-prOV1de you witbh information

about what has been learned about blllngual/blcultural educa-

tion, act1v1t1es you can use as--.a- blllngual/blcultural teacher’mm

aide’ or admlnlstrator, ways to teach blllngual/blcultural

lessons, et ceterai Because this is a relatively new fleld

in our area, your. exXperience in the local schools and/or in
<

Using these materials with local chlldren Wlll help us con-

tinue to learn more about blllngual/blcultural educatlon.
. { ) .
v ‘ ‘
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Unit II Quéstions

l. © Define:
a. bilingﬁal
b. bicultural
c. multilingual

d. multicultural

2. How does a pull-out program differ from a transition
program? - ' - '

3. Describe a maintenance program. '

4. Draw diagrams showing the three program models.

5. What is the Lau decision?
6. ' Do you consider yourself bilingual and/or bicultural?

25




Unit II Questions, cont'd

7. Are your children, if any, bilingual and/or bicultural?

8. Draw a diagram of “the hilingual/bicultural program in
your school. . Described this program. :

]
s

N

' Avfurtherlnbte about thevhistory of bilingual education in Alaska. Although
most‘bilingualeicultural programs were begun after the Lau decision or under
pressure from Natiye educatipn.advdcates, the Bufeau of Indian Affairs began )
the Primary Eskimo P}ogram as 5 demonstration éroject through the Alaska
Native Language Center - a combined effort by educgtofs and linguis;s to meet
the séecial needs of the Yukon-Kuskokwim region. Although an essentially

- .
v,mpno*fihgualenqt bilinguql program, the PKFF has been a milestone in Native

education programs 1in Alarcka.,




UNIT III  LANGUAGE DEVELOPMENT

All unimpaired human beings learn language in the same manner.

Most learn to speak in about the same time - differences in-
the rate children learn to-speak are ﬁqt‘cuLtufalf Most peo-
ple in the worldvlearn to speak théir’native of first language
in about B-a‘yeaéssandlcohtinue_t;é de;elopment of these'na-
tive oral language skills throughout their life. Most begin

. to learn to read and wéite (literacy) their %ative language

*in school by the time ﬂhey are 7. or 8 and continue to develop

these literacy skills throughout their’years in school. -

However, in some countries and in some parts of the U.S.,
this first language is not the "official" language of the

country. In these instances, people must learn a second

language when they enter school. This is the case with
Yup'ik speaking students who enroll in "kassaq"mschools in

- this region, as it i's for the Enaglish student who enrolls

—

'in a Chinese or btherlnon—Ehélish school. In addition, some
communities Have determinea that students @hose first lan-
guage i; the same.as the languébe of the school would bene-
fit from learning a secbnd languaée. vThis‘is the case in

the Yukon schools where English speaking students have Yup'ik
as part of their regula# program. This would also apply to )

German students in a German school who have English as part

e

.0of the regular program.




There are certain similarities betweén first and second lén-
guage learning, but there are many differences, also., The
similaritiesjare in the steps of language learning. These

" steps are: | o

Listening

Speaking

Reading -
Writing : '

In both thé'first and second language, the learner must cor-
rectly hear the souné;of a laﬁguagé first before he/she can

léarn to sﬁeak correctly. Ondy after extensive oral practiﬁé
does a person have the §EEEEEE§ skills to communicate and'to

begin learrning to read and write. However, while learning a

[i

first language, is a matter of immersion in the language environ-
ment over several years, most second language learning is a
matter of intellectual effort: oral repetition, memorizat;op

. . - o

and analysis of the language being learned.
- s

-

Read the following excerpts for more on language development.

~

From Hess & Croft, Teachers of Young Childrenb

The complex system df‘speech‘sounds that we- call language is

the basic channel for human intellectual and social interaction.

Language is present in every human society’, yet no one is born
"knowing how to speak. In order to acquire and use language,

children must first learn a?complicated systeh"of s83unds.

Whether the sounds are those of Chinese, Swahili, Choctaw, or
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some other system, all childfep, barring physicél or emotiohal
-disordéf, specak’at approximately the same age._ They }espoﬁd
to and gradually come to use the speech of their parents and
the "important others“'with whom they are most closely associ-
ated, whether these neople are wealthy or poor.- educated or

uneducated, young or old.

Learhing to speak:

The first sounds a baby makes are the nasal soundé of discom-
fért closely followed;by the cooing and gurgling associated
with comfort and well-being. Around eight weeﬁs of age, she
characteristically begins to practice vowel sounds and'thén
consonants in a kind of babbling. From five or six months on,
she may use her babbling purposefully to éet-attention‘and to
signal her needs. She also begins to iespondrwith sounds of
her own to people who épeag directly to her. By eight months,
he; babbling fisés'and faklé'in very much the saﬁe'intonation
patterns as the speech-arouﬁd her. SHe then apparently becomes
aware of syliablas and other segments\of soﬁhd(distinct from
intonation pééterns and gfaduaiiy arranges these iﬁto wordé.
An attempt to understand how children learn to speak must in-
clﬁde a/éanéideraticn of various biologicél factofé. ‘The
exact nature of genetic iﬁflucnce on language ébility is by no

means clear. If there are genes for language, ‘they have not

. been identified, although research studies on twins indicate




that genetic endowment cannot be wholly discarded in favor of

environmental influence.

N

Studies of twins .{(Lenneberxg, ;969)'sh6w that'the onset of
speech occurs more,nearly‘at the same tiﬁe for idénticalxtWins
than forvfraternal twins. Alsc, if'there.is a delay in learning,
if will berthe same for twins of_ an identicai pair, while fra-
ternal twins may somctimes expefience the same delay, but fre-
quently one twin will start later and learrn more slowly than

i

the other.

3

Because of his biological héfitade the child responds to
speech directed toward him,‘but how much he continues to res-
pond seems to be highly dependent 6n‘cnvironm¢ntél factofsi »
During_the'fi;st thrée %onfhs of their lives, ﬁormal babies

, Born to deaf parents obviously do not_heér the same kind or
amount of verbal discourse és children in faﬁilies Whefe the
mother and father.are ﬁot deaf. ﬁbr arc their normal vocali-
zations responded to as immediately. Yet it has been shown
thatftheir iniﬁial cooing and sound production greiglmost :
ideritical to those of babiés born to mothers who’can'hea{ ghem
and whose sounds the babiesﬁhear. As long asfcﬁildren of deaf
parents‘hear language from othéfs,'their leérning proceeds

normally. -Commﬁnication with their parents takes place

through géstures and a repertoire of other nonverbal responses.

Most children who are born deaf may go through the cooing
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stage, but ince they do not hear speech, even their own, this

o

"behavior is soon extinguished and thelr introduction to lan- =
guage as a system does not take place until they-reach school

age, unless thay have attended a special preschcol. Blind

chil&ren's learning to speak is closely related to physical
maturation and follows that of children .who have sight.-

s

Observation of a wide variety of children shows that the:ac-
quisiticn of speech is a natural process that cannot be de-.

terred. Even when children have only minimum resources to aid
them, they can and do learn to speak the language they hear.
4 Yo

J

AGE ABILITY

2 ‘years Should be able to follow simple commands without
~ visual clues: Johnny, get your hat and give it to
Daddy.
_Debby, bring me ycur ball.
Uses a variety of everyday words heard in his home
and neighborhood:
_ Momny, milk, ball, hat N
Shows he 1ls developing sentence sense by the way he
puts wozds togather: ‘
. Go bye bye car
Milk all gone

3 years Understands and uses words other” than for naming; is
, ' able to fit simple verbs, pronouns, prgpositions and
: adjectives such as . ; ! -
go, me, in, big
more and m\re into sentences.

4 years Should be able to give a connected account of some
' recent experience. Should be able to carry out a
sequence of two simple directions:
: L Bobby, f£ind Susie and tell her dlnner S
rcady. . .

5 years - Speech should be intelligible, although some- sounds




AGE ] , ' ABILITY

5 years, may still be mispronounced.

cont'd Can carry on a._conversation if vocabulary.is within
his range.

Py i

v

The teacher's awa sé of the social pressure exé;ted on those
whose speech deviateg from the forms.of stgndafd English oftenh
leads her to éttempt to correct children's ‘pronunciation-and
'grammér.n Even though a child may'not'have mastered pronunci-
ation or postulated "rules" that permit his usingvthe forms
desired,lshe will often persist in presenting them, assuming

S

that hearing and acquiring somehow take place simultaneously.
But just as research shows that iﬁ tﬁe matter ofkgéammakiéai
form, a child cannot go beyond the "rules" that he has wo;keé
‘out from his undérstapding of lénguage, his "ability to pronounce

’ . . o : 4
words 1is also limited to developmental factors. :

The connotation cf incompleie]y developed speech is more true
in matters of pronunciation and VOcabulary than in érammar,‘but
teache;s often assume an‘obligation to see that children leafn
to pronoungevas well as to use words in approved ways. By so
doing, they feel they are hehﬁhe the child avoid later dis-
crimination based on speeéh differences. The notion of the
need fdr grammatical corfectﬁess has been so strong as to form
‘the basis for judgment of rea@ipg'ggi;;. If the printed page

shows: v L e ‘ -
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She goes to school every day and so does her brother.
.o ¢

and the child readsy
'She go to school every day and so do her brother.

.he is often held to be a poor reaﬁer, when in fact it is his
regional or social dialect that is being judged, not hlS

reading skill.

”It 1s not yet known just why young children acqulre certaln
language forms and not others, why those .who ‘spend many hours
Eln a day care center hearing only standard English, or who in

£he1r homes llsten to more te&cv151on talk than adult conver—

»/
!
satlon, Stlll speak as thelr parents do, Untll the reasons are .

~clear, however, teachers should not expect to be able to make ,

changes in the form of a child's language if the change is
/ . .

not one he will regularly hear and use when he is not in school. .

During his fourth year the English speaking child masters pro-.
nunciation of sounds represented by S and 2, of blends like
TRain, BLow, falLLS, and of friction sounds requiring muscle
coordination as in Join, fuDGE, CHew and maTCH. People can usu-

- ally comprehend all-that a flve ~year-old says even though he

_may not pronounce every sound exactly as they do. He will use

- sounds represented by K, G, F and V fairly con51stent1y. ‘These
are difficult to miake compared to sounds represented by M, N, P
and B. He may still have some difficulty with them in blends
like GRass, ClLean and eLF. Sounds represented:by R may nci
always be said colrectly until the eighth year.

1
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A child's ability to pronounce sounds and to order them into
words‘does not mean he.has learned a language. This kind of
imitating is readily taught to various'birds, and many kinds
of aniﬁals can be £rained td respond to words or word combina-
tions, Only wheﬁ a child hihseif generates énd comprehends
sentences he has never heard before can it be said he has

learned a language.

The various étages a child goes'through in learning the struc~
ture and use of his own language are similar for all childrén,
but quite differgnt from thése experienced in aEquiring a
second langﬁége. [yith a sécondalanguage] language léarning_
is likely to be an exercise in reasoning, imitation and a feat
of memory.‘iForpa‘child [learning his native or first language]
it is learning to distinguish and vocalize the sounds of a
language and then determining how the wvarious eléments are put.
together to express meaning. It is a matter of discoVvering
for himself how a language works. This is not to say that
children neQer imitate sgunds as they learn:td assemble the
‘elements of [éheir first] language. Obviously they do? Their
choice of speech sounds to express meaning seems to be accoﬁ;ted.
. for by imitation. Likewise, the .accumulation of 60c§pﬁ1ary is w
largelyva matter of imitatién and repetition. But neithér of
these aspectS»of;iearningdis_the same as sehsing the underlying

ﬁrincipals of a language, or the ability ‘to arrangeibombinaiiOps

B B

of sounds into meaningful patterns according to rules, even

F3
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though the rules remain unstated.

:
.

Children~with a language deficiency are‘not necessarily in-
capable of language learnlng. To assess Capab1llLy, the
teacher should not count vocabulary items and usage errors,
nor seek to determine the leng*h and’ complexity of sentences
chlldren use. Reeults from this k;nd of evaluatlon probablyﬁ

measure the adequacy (or inadequacy) of the environment in-

whlch the learning tooh place, rather than a chilad's ability
oA

to learn.

A,high'correlatioh exiets between chronological age and lan-
guage development; .an even higher one between language develop-
ment and motor development. The information in Table 9-2 com-
pares the language behaviors of & particular child with those

L
o+

of other children at the same‘sfage of motor development.
' N

The- c1rcumstance which seems most conduc1ve to learnlng [a

first language] is surroundlng the child with what has been

@ -

called "a sea of lanquage- Exposure to a wide variety of ¢
conversation with a charice to enter at his own level from ‘the
beginning, listening, to stories, hearing books read aloud, ‘
and having telévieien, radio and records available, seeming}y
make it possible for him to take from what he hears the elements
he needs to buiid language for himself. Th%ffact ghat‘no one

yet knows exactly how this is done, or how it may be assisted,

makes the achievement®o less magnificent.

7



Table 9-2 Correclation of motor and language development

o

Age Motor Development - Language Development
6 mos.’ Sits using hands ‘for support. Cooing sdunds change to
PR ' -babbling with introduc-
' " tion.of consonant sounds.
1 yr. Stands and walks when held . Duplicates syllables. _
' by one hand. ' . Understands some words.

First words used to sig-
nify particular objects
or persons.

18 mos.  Creeps downstairs, back- Uses singlé words not
wards, walks. joined in’phrases. Under-
2 ~ stands well. Intonation

; patterns resemble those
. > ’ of adult gonversation.

.

2 yts. Runs. ' Mounts steps one About 50 words: two-word
foot forward. o gomﬁinations common. In- "~
. _ +  terest in verbal communi-
: " cation heightened.

30 mos. Jumps with both feet. . New words every day." Uses
' Can stand on one. ~ three or more words. in
' ) succession. Many gram-
_ matical constructions that
. " - are non-standard. .Under-
stands well.

. 3 yrs. ~ Tiptoes, goes up stairs Fewer “"mistakes" in word
’ ‘ alternating feet. forms. Most language in-
- telligible. Language is <
systematic and predictable.
1000+ word vocabulary.

a4+ yrsS. Jumpsvover rope, hops on Language well established
one. foot, walks line. though may have unusual
. : " constructions and voca-
- ’ bulary choices.
36
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Language Learning and Socio-Economic~&wGultural*Diﬁferences:»mwmww

Many contemporagy programe of early education’place majer.
emphasis on language training and the development of cognitive
skille. This interest is reflected in highly engineered les~
sons with small groups of chiidren, as well as in arranged
env%rohments in which every child-is free to follow her own ‘ *
interests. To a great éxtent, this orientation tcward lan-
guage training comes from two sources: the wide-spread belief
£hat children from poor and ghetto families come to school

with inadequate.language ability;-and the theory that lanéuage
develoPment is a bésic’prerequisite to-successful achievement

in school and adult life. These beliefs are undergoing.inten—
sive inQestigation and it appears that both may be exaggerations,.
yet they have had an impressive influence on the field of

early education.‘ Whether or not the perticular emphesis on.
llngUlSth skills in compensatory education programs is Justi-

fled, language development is 1mportant

7

As mentioned earlier, research shoWS'nO'evidepce that socio:
economic and cultural‘aifferences affect children's capacity
to learn a language. Nor do they determlne the rate at Wthh
thie learning takes place. The ability to learn a language at

all proves a great deal:of,conceptual mastery on the part of

-

the learner. C Ce,‘m?b("gw\ Hess & Cfdf'al’>
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The rolationship between ianguage and‘culture was mentioned
T

_brieﬂy_ln_Unm,IL EQLRIOLe__Oll_thl§ﬁLe_LwhlP + read the’

following excerpts from Cole and Scribner, Culture and Thought.

Language is both Lhe medium through which we obtain a great

deal of our data concerning culture»and cognition and, according
to some theories, the major determinant of our thought pro-

cesses,

The first point is obvious: almost all of our data concerning.
buitural‘differences in»cognitive processes are obtained_via
verﬁalxreports or other linguistic responses. Each.of'the
eiamples given»(previously) makes use of linguistic evidenoe,
although the partiouiar nature of the evidenoe°4iffers from
Vcase to case. This, condition imposes on“the‘investigator an

@

obligation to disentangle thosé dlfferences in performance

that may be the result soleiy of linguistic differences from

those caused by differences in the cogn1t1Ve operations under -

investigation.

L3

‘“The~secon&—pornt—reqn:res—extenstve—cUﬁSIﬁeratron———ft—rs—not

only not obv1ous, 1t is counter td°most of our 1ntu1tion. To

say that 1anguageJis a-cause of the way we perceive or think

~

seems to put the cart before the horse; most of us conceive
of language as the.vehicle through which we give'expression to

ourtperceptions and thoughts and look upon the particularVian—
guage used for the purpose’ of 'expression as an"unimportantﬁ:

- +

.
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accident of birth. .Nevertheless, it can be argued that just

the opposite relation holds truc.

Benjamin Whorf, an American authority on Indian languages,
maintained tﬁﬁt language is nb;_a way of expressing or
packagingﬁthought but rather is a mbld that shapes oﬁf
thaoughts. The. world can be peréeived and structured in many
-ways; énd thé languége we learn éé children direqts thé par-
ticular way we see and structure it. This view, which for
many years was'ihfluenﬁiél in the social:¢sciences, is force-

'fuLly stated in the following-passage-by Whorf: - .

It was found that the background linguistic
system (in other words, the grammar) of each
lanquage is not merely a reproducing instru-
ment for voicing ideas but rathex is itself
the shaper of ideas, the program and guide
for the individual's mental activity, for

his analysis of impressions, for his synthe-
sis of his mental stock in trade. . . . We
dissect nature along lines laid down by our
native languages. The categories and types
that we isolate from the world of phenomena
we do not find there because they stare every
observer in the face; on the contrary, the
world is presented in -a kaleidoscopic flux

of impressions which has to be organized by
our minds - and.this means largely by the =
linguistic systems .in our minds. We cut
natufe up, organize it into concepts, and
“ascribe significances as we do, largely be-
cause we are parties to an agreement to orga-
nize it in this way - an agreement that

holds throughout our speech community and is
codified in the patterns of our language.

The agreement is, of course, an implicit

and unstated one. BUT ITS. TERMS ARE ABSO-
LUTELY OBLICATORY:; we cannot talk at all
- except by subscribing:to the organization

and classificaiton of data which the agree-

k.
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ment decrees. . . . We are thus introduced
to a new principle of relativity, which holds
that all observers are not led by the same
physical evidence to the same. picture of

the universe, unless their linguistlc back-
grounds are s1m11ar, Oor can in some way be
calibrated. (Whorf, 1956, Pp. 212-214).

If the properties of the énvironment are known only through
the infinitely varying selective and organizing mechanlsms
of language, whatmweﬁperceive and experience is in some sense
arbitrary. It is not necessarily related to'what is "out

there®” but only to how our particular languagc communlty has

-agreed to talk about what is out there. Our exploratlon of

the universe would be restrlcted to the features .coded by our

langhage, and exchange of knowledge across cultures would be

limited, if not impossible.

Perhaps it is fortunate that ev1dence related to the Whorfian
hypothesis rnazcatcs that language is a less powerful factor
in its constraints on perception and thought than Whorf be—'
ileved it to be.' It is most c0nven1ent to rev1ew the ev1dence
in terms of different aspects of language that Whorf thought
mlght influence cognltlon. Phe first is the way in whlch
1nd1v1dual unlts of meaning sllce up the nonlinguistic world
(the vocabulary or lexicon of a language). The second is 4
"fashions of speaking," or rules for combining basic units

of neanlng (the grammar of a language). Whorf also suggested

that these aspects of language were related both to other

Ho
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cultural characteristics (such as cultural attitudes toward

]

time, toward quantification and the 1like) and to individual

characteristics (the single person’'s perception and thought) .

o

R : o i
Not only do languages differ with respect to the way in which

their vocabularie;‘cut up the world, they also differ with
respect to the way in which individual units of meaning get
combined. Whori was especially fasc1nated by these structural
features of languagc, which he Called "fashlons of speaklng,
and he emphas12ed their importance in molding, unconsciously,
the'language“commgﬁity*s view of reality. He pointed out, for

example, that English verbs take dlfferent forms in accordance

“with the temporal dlStlDCtloné,“éaSt, present and future.

These obllgatory ‘temporal references fit in with our culture's.
-concept of time as a'never-ending line ‘and our preoccupation
with its measurement (as w1tness our calendars and clocks in
almost 1nf1n1te variaty). However, Hopi words that functlon

as verbs - including words that we clearly treat as nouns,

such as llghunlng and puff-of- smoke - emphas1ze duratlon

rather than ‘time of occurrence.- Another example of a stru-
“tural fashion of speaking is supplied by Lee (1938), who'
describes verbs in the Wintu (Caiifornia Indian) language as
being classified by "validity modes." If the event being
spoken of is a matter of hearsay, one word is used; if it is -
an event actually observed by the sEeaker (not the subject

of the sentence), another verb is used. Hence, different
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words for to hear mlght be used by a witness to ‘a crime who
"heard" the gun go off and by the policeman relating the

w1tness s clalm Qf having "heard“ the gun go off.

As in the case of the iinguistic evidence relating to lexical .
differences, we are not sure what to make of these.instances.‘
Whorf and others would have us believe that they reflect ines-
capable constraints on eur thinking{ but the eﬁidence relevant
to thought is all via 1anguage; no independent indicator of

- cognition is foered. We haVL to 1nfer thought processes

from-.general cultural indices (whdse meaning we find® it diffi-
“cult_ to_agree. upon) _or from_ other linguistic_evidence,.which _ _
we also believe to be related_to"cognition. In either event

‘we are treading on very thin ice.

Lo

It is important to be sure that_language lessons are cul-
turally, as well as linguistically approprlate. It may seem
strange, but, unfoxtunately, many Native Alaskan programs *are
not culturally accurate. This usually happens when non-native

" people havevgeveloped the curriculum or when the Napive Lan~-
.guage curriculum is largely a translation of an EnglisH,curri-
culum. There are some prpblems of this sort in the ¥ub'ik as

a second language curriculum, but “most aregiimited to diaAcsugs.
Programs can be checked . for inaccuracies of this’sorﬁ,by havingl
someone’familiar with the culture review fhejcurriculum guides.

This may be yourself or a local resource pexrson or committee.
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There are some problems in slight cultural differences be-
tween one region and another. For example, voeahulary, sto~
- ries Oor materials used in some Central fup;ik'lessons may be
'approprlate for Nunapltchuk but not be entlrely approprlate
ﬁor Chevak. In cases like this, the teacher or alde ehould
adjust the curriculum to meet the cultural env1ronment of the
’égaldren. In much the same way, regular lessons in math,
sdience, social'studies, art, etc., can be made relevant to
your particular v111age by using local materials, vocabulary,

local resource pcople, etc. There may be a group of village

[— 5 ey

"eIders or of ‘concerned parents who can a551st in keeplng the
local curriculum culturally relevant and accurate. Some

school districts Have Community School Committees who should

be involved in this review.

Linguistic accuracy can be assured by referring materials to

local_resource,people and to professional language experts
such as those in the Yup*ik Language Workshop, Alaska Natlve'

Language Center or tlre BIan Lilingual Educatlon Centel.

’“Many“Native*American»languagesr—includingmAthabaseag_and

Eskimo languages, have only-recently had a'standard ortho-

.

graphy - writing system - developed. Several reliéious groups.
had systems of writing these languages in the past, but these

systems were not mutually intelligible even within the same

“village, nor did they wholly and/er accurately reflect the

L]
-
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grammatical structure of'the languages. (Russion Orthodox
:used the Cyrillic alphabet, Moravian used theif own Germanic-
based system, Catholics another and others inibetween).l,The
Alaska Native Language Centex has been acﬁively invoived in
developlng llngulstlcally correct standardlzed orthographles
of wrltlng systems which can be used to develop literacy in
the Native Alaskan ianguages. The standardized Yup'ik ortho-
graphy, for example; éan be used.by any Yup}ik speaker regard-
less of his-dialect.” The alphabet used in this orthography
caﬁ be used to accurately write any Yup'ik word that the
speakerruses._ Modifications can be" ea511y made when u51ng ijv
‘written materials in a dlalect region dlfferent from the
region in which the materiels were produced.

The important thing to remember is that whatevef“you afe.
teachlng the chlldren, be sure that it is culturally (and.

11ngulst1ca11y) rolevant to their enV1ronment.'



UNIT III ,QUESTIONS

1. Describe the four language learning steps.

-

2. 'What are the diffefences between first and second lan-
guage learning?

S~

: . - -
3. What are the differences in how a Yup'ik child learns
‘ to speak Yup'ik and how an English child learns to speak

English? ¢

-4, What are the differences in how a Yup'ik spéaking child

“learns to speak English and an English speaking child
learns to speak English? :

3

5. Give an example of how you might make a math lesson cul-~
turally relevant.,nﬁh

6. Give an example of how you might make a social studies
lesson culturally relevant. : o

7. Describe the relationship between culture and language.




UNIT IV ~ ORAL LANGUAGE INSTRUCTION

The teaching of oral 1anguage is not to be taken lightly. ih
many ways it is 'the most important element of languagc arts,
espeCially in bilingual pPrograms. Teaching reading and writing
seems to take up much of the monolingual (one language)

teacher s time, but remember this is after the student has

had six years of oral language practice. In a biiingual pro-
gram, it is especially important that the teacher not teach

or emphasize reading and writing skills until the students have '
demonstrated their'oral language competence. Remember the

language learning sequence:-
Listening, Speaking, Reading & Writing

EYou should prepare your own lessons accordingly. First, be

sure the students hear what ;ou are saying and what you Wish

them to say. In second language classes, students may be un-
familiar with many of the sounds in words and phrases you are
'teaching and should be aSSisted in hearing them correctly -

this w111 aid them in speaking clearly- and~accurately. One

way of dOing this is by repetition and aural/oral practice w1th
the teacher as the correct speech model. “In first language
classes, students need practice in listening and speaking, v
also. They may speak the language, but~you are the model for - .

/

them to learn to speak better, fluently and correctly. In

thlS unit, we will address several ways of teaching oral lan~

- ~
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guagezﬁlistening, modelling, oral practice, stories, transla-
s

tion, dialogues and songs.

It is impor#ént to remember thst, wﬁatever method you usé, 5 -
oral repetition must occur. I£ is the répeated gsgcof lan-
guage skills thch results in'learqing.language skills. This
is true of learning anything - "practice makes’perfect."'_If

you look at’ the Yup'ik-language curriculum materials ( (Yup'ik

as a Second Languaqe, Central Y;p ik and others), you w111

see’ that 1essons involve drllls and ‘repetition over and over
and ;n-sequence. By varying your presentatlon of thlS repe-
tition, you can provldp 1nterest1ng, entertaining and effec-

tlve 1ess0ns.

i ol adartar s VL R R B ret o I

Read the follow1ng passages from ‘A, B Cheyney (Teachlng

Children 1n leferent Cultures in che Classroom, Charles

i

Merrill Publishing Company: 1976) about listening skills
and speech‘modelling skills. Remémber that his}sugéestiohs
could be followed for lessons in both English and the Native

languages (and make appropriate cultural adjustments).

The Teacher's Speech - Being an Exemplary Speech Model:

‘There is always *the danger that teachers brought:up'in lin-
- guistically nonstandard environments will have sﬁeéch prob-

lems.  Even though the§.may acquire a standard dialect, they

may unconsciously 1apsé‘into the dialect of the children\they
B s ) . 2 \

are attempting. to help. &n outstanding teacher I know became
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qulte concerned about this problem because she kept gettlng
ﬂhe feeling that they were affectlng her more 'than she was
them. Her principal suggested she set up a tape recorder in
the ‘cloak hall and turn it on just as the class began. She
did this and in the course of the mo;ninggforgot,it was on.

Later she analyzed her speech: for any linguistic lapses.

All of us need to constantly perfect our oral language skill
if we are to plesent the finest of speech models. No teachlng
A

technique or device has yet been devised which will replace

the exemplary speech behavior of a fine teacher.

There are numerous languages in use throughout the worlc. <Most
of these, including Euglish; havevvariatious or éialects .that
are'broadly divided as standard and nonstandard. All languages
and their dialects are systematlc in their structure ard usage

and serve as communlcat}on vehicles. .

Getting children to speak a standard dialect of language
through an instructional‘approach’hasj_er the most parti
proved to be difficult. Self-motivation to learn the standard
usage of a language apuears to be the key to developing lan-
guage proficieucy. There are a number of techniques a teacher
can-use to help children develop fluency in language. But
teachers must‘beﬁaware of their own strengths and weaknesses
in language facility as they seek to.deuelop»the language pro-

ficiency of children,
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Listening

Effective listening becomes more difticult as noise ,pollution
confinues to - rise. Not only are adults affected, puker points
out that listening must be taught on a systematic basis (just
like readingY®if children are vo become more efficient in

@ . 5
their language skills.

People listen very ineificiently. 1In the -first place, they
do not correctly understand much of &hatﬁ;hey listen to, and
secondly, they forget what they listen to at a shockingly »
rapid rate.
'In a day of aural mass communication, there
.is an urgent need, especially in a democracy,
for accurate,” retentive, thoughtful and criti-
. - cal listening. , ’
Listening can, and certainly should, be taught
at all levels of the educational process.l
'Unfortunately, there are many problems that interfere with
children's ability to listen effectively. Perhaps the major
oné\frbm the standpoint of children from varied cultures is
F,% . . - .
that they do not actually hear sounds not used in their native

tongues. - As an eiample, a Chinese student repeated a list of

words to me, each having a different meaning, but to my ear

ISam*Duker, "The Rediscovered "Art of Listening. . . .
Its Meaning for the Audiovisual Field." ‘Audiovisual
Instruc;ifn 8 December, 1963, p. 744.
* o
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€very word sounded exactly alike. Often the words pen and

pin sound different to speakers in specific localitiés of

the cduntry,ubut not to visitors who listen to these speakers.

Charlotte K. Brooks points out a humber of other problems that -

students may bringAto class in the listening area:

1f he is from a noisy or threatening environ-
ment, he may have "tuned out" so that he does
not listen. . '

If his home has been in the quiet country or a
« home where silence is valued, he may tune out -
because the school is too noisy and threatening.

+ If he is accustomed to failure, in school or out,
and is shouted at by parents or teachers, he may
rafuse to listen or respond because he dreads
failing agein. =

If he is alienated from society in general, he
.may choose to turn -himself off in school, lig-  ——
tening to nothing, or to inner voices.

If he is deaf or partly deaf, or if he suffers
from hunger or any physical defect, he may be
unable to listen.- ‘ '

If he does not see himself as a real or worthy
person, he may conclude he is unable to learn,?2

Types of Listening

No wonder many children habeﬁtqned teachers out. They have

becoTF deeply passive or marginal in their listening habits.

i

- 2Charlotte K.»Broqks. They Can Learn Engltsh (Belmont,
California: Wadsworth Publishing, 1973), p. 28. '
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’Ihaf is, the souﬁds around‘tﬁem make no impreésion unless they
bear on their immediate needs. As I write this paragraph and
‘think abocut this type of listeﬁing, it becomes evident that
birds are chirping gaily outéide my  window. Stop a moment

_ énd iisten to the number of sounds you have been tuﬁing out.
You could'easily'make a list of five'to ten of waich you

had not’been consciously aware.

-

Attentive listening is often improved'wiﬁh children (and
adults) if they are given a few moments to prepare themselves
for the directions br information.to.be given. As an example,
a friend of mine said he had great difficulty getting the

‘youngsters out of his swimming pool. Whatvhe did was to

tell them to get out immediately, and it would take them ten
,_MEQ~§§_-£§§E.§JET_1}E§_fﬁ.ﬁ?&-si;b_éi:.,-m.‘l_l,as‘t.,'.!,_.div&--i-n .—S0 it was—— —

suggested that he teld the boys periodicaily the next time

that they had ten minutes to awim, then five, then one. He .

tried this and when he gave the final announcement to get

out, they left without an argument. This even works with

teachers when they have been‘given a break during a college

class,

51
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‘Analytical listening is the process’ of thinking critically
about what one has heard. It incluQee generalizing, infer-
cring, organizing past experiences, and incorporeting these
experiences with what is being listened to. And‘if;children

are takén through this process of making a generalization irn

emall steps, they then can be taught to think more analytically.

As an example, in vocabulary development, Schmais statest
s N -

.+ « « the children learned to listen in a
new way. « « . we would "grow bigger" as
the drum grew louder, "smallexr" as the drum
became softer. . . . As we moved we said
out lcud the word that deacribed the motion,
exrphasizing each syllable wlth a separate
thrust. . . . we "danced" such words as
hor-iz-on-tal. .. .. . Many syllabled words
were particularlx easy to learn and remem-
ber in this way.* ,

o -
X

The point I am trying to make is that listening encompasses °

—;meré—thanaéuet_the_hearing_act,;—lfT_when_ue‘gre_teaching,

we know exactly what kind of 1ietehing we want to provoke, -

then we can have more assurance we will attain it.

Igproving Listening

There is no doubt listening ability éan be improved through
instruction. Our problem has been that we Just expect Chll—'
dren to listen (“Now 1isten, children! “) and we have not taught

LY

them how to do this sKill. : , S

4Claire Schmais, "Learning is Fun When You Dance to It."
Dancer Magazine 40 (January, 1966), p. 34.

-
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' Developing effective listening skills for given situations
takes effort ahd;time; Listening is not "turned on" when it
is needed, but it must be practiced on a daily - perhaps

hourly - basis. Johnson’ suggests ten tips for listening.

Tips for Listening

1. Tie in listening lmprovements w1th everyday
: learning., :

2. Make pupils "sound conscious."
3. _ Give listening tests.
4. Analyée pupils' listening habits.

5¢ Give listening exercises on‘a graduated
scale, kindergarten to grade six.

6. Make certain:that pupils know why they are to
listen, what they are to'listen for, and how
they are to listen.

7. Teach liﬁtoning diractly and indiﬁectly.

8. " bon't expnct ccmplete 1earn1ng in one present-
ation.
9. Remove potential distractions to good listening
‘ -and help pup1]s adjust to those that cannot be
v avoided.

10. Develop criteria for good llstenlng hablts
(attention, quiiet, courtesy)

& 6Eleanor M. Johnson, "The Improvemcnt of Listening
Skills " Curriculum Letter No. 41, (Middletown, Connecticut:

Wesleyan University Department of School Services and Publi-
catlon, 1959y, p. 4.
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Media Tébhniques - Listening inlﬁﬂliﬂiandYﬁPﬂ<

1. To develop attentiveness and the ability to remember

specific information®tape record a short story. FPlay

the tape for 4 small group and have them write a paraphrase
of the material or -tell it in their own words. The tape can
be replayed 8o that important information missed in the first

playing can be added before the students write their final
draft

2. Put a picture on a wall and have a child sit with his/
her back to it. Several members of the class can then des-
cribe the Pictnre to the pupll so their voices are recorded
Allow the Pupil to repsgat the description of the picture into

the recorder. Play back the tape and have the class compare

the descriptions.

3. Record a short radio or TV news story that does not edi-
torialize. Record a news ‘commentator's opinion on the same

eveht Play back both tapes and ask the class to separate

facts from oplnlons.

54



4. Record a story frem a basic reader not used by the class.
This storyﬂcan be used to teach a Véfiety of skills. Exampleé

of guestions that can bec asked fbllow:

(a) Main idea questions

(b) Ssequence guestione (placing three or more
events .in proper order).

(¢) Literal detail questions

(d) Critical reading questions (why or how)

(e) cabulary queéstions (what does the word
/////’ mean in the story?)

r

5, R?cord a story that the children know well. such as a traditional
village or children's story. - make slight changes in

the dialogue, and instruct the class to listen for the differ-
ences. Whenever the children hear changés, they shoﬁld raise
their hands. After the recording is finished, see how many
of the inaccurate (and sometimes si;ly).changes the class can

remember. . e
, . oind,

o
6. Record a déscription'offthe physical and personal charac-
teristics of a few children in the class. As the tape is
played;-the pupils must listen carefully to determin; which
~ student is being talked about. The descriétion'of.the class
. members can be continually‘changed by substituting new events

that oc:'cﬁr in class or in the village;
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7. Record short reports, fqr example on cultural heritage activitieé,
after school or during a quiet period. Replay reporté for a small

group at a listening station. When this group has heard £he

three or four reports, have them return to their seats and

fill out a duplicated chect with questions pertaining to in-

formpgiqn given in the reports. While they are completing
this sheet, another group can+take their places at the listen-
ing station. . To increase attentiveness, it is:a good idea to

go over the questions before the recording is played.

Questions could also bs answered verbally by non-readers. ¢
3. To provide experiences in caﬁsgorizing, record a list of
words that contain the names of animals, famous=peop1e, or
~Viliages. Have the pupi1§ divide an answér sheet into three
cdumns. The three categories - éniméls, famous people and

viliages - should be written at tue top of each ceclumn. When
the tape is played, the pupils should writé,each‘word in. the
appropriate category. _ | v

i) If the pupils are not readinz ye%, they‘can draw pitures or use sounds

L

(stemp, clap, etc.) to represent the word categories.
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q.‘ To teach your students to distinguish between relevant
and irrelevant information, use this activity. Record a les-
son on a'specific tdpi;4 such as "How to‘CamﬂiBeavef\; . or
"ﬁy Vacation to Nome." At different points in the taped story,
the studgnts must listen carefully and jot dqwn notes (kéy

words or short phrases) that describe the information that is

irrelevant. This can also be done verbally.

10. Draw several nine-block picture cards (three across and

three down). Each block contains a drawing of an object
) 0-9°% :
(telephone, airplane, television,“étc.) located at different

pPositions on the variocus cards. Record a description of
each object. As the tape is played, the children place
markers on the proger drawings, as in Bingo. Start the tape

at different places so that the same card does rot win each

time,

1ll. To ascertain the children's ability to follow directions,
record the following script. Then move about the room as the

tape is played to check the childrzn's papers.

"On your paper number from one through five

on the left hand margin of your paper. Skip
~one line between each number. , Listen care-

fully to the directions for each problem. -

Number one, draw four red X's. . . Number two,
- draw three green circles. . “etc. etc,
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12. A mystery sound game can be created with real objects
whew teaching children to 1isten‘and identify specific sohnds.
Putt various objects (popcorn, nails, paper clips, stones, etc.)
in sepafate cﬁffee cans. Let“the.children shake the cans and

see if ‘they can guess what is in them.

#

13, Teachers can help child;en‘learn to listen and follow
f .
directions by placing several familiar objects on a table in

front of the'claéé. Familiar items could .be a pencil§ block,:

notebook, toy or eraser."The teacher then calls on a member

of the class to take one of these items and give it to a cer-
tain classmate, put it on the teacher's desk, etc., saying
the directlons only once. Thlq could also be used as & vouabulary

< supplement to cultural hem age lessons, using a harnoon, needle, etc

£

14, $tudénts:can help make a secluded feading or listening
center corner in‘the classroom. A room divider can be made
from g,large packing carton. The'5£udents can add peréonal
touChe§ with leftover wall paint. | ‘
15. Children can become more_;eﬁ;itive and discrimihatory

to sounds around them by construculng a “sounds" scrapbook.
Have the children cllp prtd:ss from used magazines of people_'
gnd objects that make sognds.\ The children'can thgn approxi-
‘mate the sounds each picture represenﬁg.on a tape reéo;der.A,'
As the pictures are shown on the opaque projector, iée chil-

L.

dren can match the sound with the picturel
o 1 T
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16. Community people, such as poets, dancers and singers,
can be videotaped as they make their presentatiOns before a
class. This videotepe can be used with other classes and

for years to come.

Remember all of the above suggestions can be done in either

English or Yup'ik.

The next step.0f oral language instruction after listening

(and modelling) is, of course, sgeaking. We practice .

speakinq every eay of:cur life, but we need to practice some
oral language‘skills more tnan others. " Grammar and vocabu-
lary are two aspects o%ﬁlanguage which we ‘all need continual
practice and development in whather in our first or second

.

language.

One_of the most valuable oral language.techniques for teaching
‘grammar and vocabulary is the use of dialogues. These can

be entertaining and educatlonal at-the same time ‘and are an
‘excellent way to teach qrammatlcal structures and expand voca-

bulary (which‘can be dreadfully drab when taught in isolation).

It is impcrtant to prOV1ﬂe learnlng sxtuatlons in your class

in which Stqu“&? have the opportunlty to practice oral skills

over and over. Rote memory can be dull, but as repetltion is . v
BN aMA
necessary, spice it up by varying the smtuation. Dlalogue,ﬁ .
A2

“and role playing are ways to do this. ’
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Beware of over—émphdsizing vocabulary. Just knowing a lot of

words, vocabulary, is not goiﬁ@rto impfove your communication.

It is primar11§ through the structure of the language tha£ we
~ communicate. The structure of thé language is how we put

phrases, -words anc¢ sounds together to convey meaning. Voca=-

bulary is important to the e§tent tha£ you would need tovknow
. what werds are formed by the sounds I make. ~However, vocabulary

élone does nét promote communication The words "cat my sto;e ran and

to bated I the with breath" have little meaning by themselves, By

using correct structure, I can communicate what happened: "My cat and .
I ran to the store with bated breath," You now know: who = my cat

and T. did what = ran., where = to the store. You mav nét know_how _
_"witl: bated breath" unless these words were in'your.vopabulary.

Both vocabulary and grammar are part of the structure of a language and
are nécessary'for communication. Remember, voéabulary is how words are
formed from sounds and what these words méan in isélatlon; grammar is how

these words are put together into phrases or sentences to communicate.

Too often language‘teachers.spend their fime going through lists of

words "Tﬂis is a 3 " or "Una ;~‘ " and don't put the words~%ﬁto
relevant contexts. By putting the Vocabﬁlnry into structured exchanges

you will teach the children not oniy the voéabulary but also fﬁe grammatica;
context in'which they may use the words. Bv Varviﬁq the grammatical context:

and having children act out conversation, more vocabulary and grammar

may be taught in a realistic manner, or at any rate, more realistic than most.

S,
NP3

Situation: Sam meets Pam walking down the road. Pam has a ball.

. Sam: Waqaa! Cangacit? * Hello! What do.you have?
Pam: Waqaa! Angqangqgertua.. Hello! I have & ball,
Sam: Una cauga?* What is this? (touching ball)

Pam: Angqauguq Angqangqertua A ball. I have a ball,
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Dialogues ' heed to be étructured carefully, however, to avoid
presenting children with sounds and phrases they are not ready
. to handle. Difficﬁlt grammatical structures should not' be
introduced to é buginning level student. The way Fo-avoid'
this is té sequence your dialogues intc learning steps. Al-
wgys be aware of what pre-skills .are necessary. for your dia-

logue and be sure you have taugh£ those pre=-gkills.

For example, a simple introductory dialogue may go like this:

. X: Waqgaa . X: Hello!
Y: -~ Wagaa! : c Y Hello!
p Kituusit? ' X: What's your name?
. ‘ ,+ (literally, who are you°)
Y: Mary. Kituusit? Y Mary. What's your name?
X: John. Piuraa! X: John. Gooddbye: ’
Y: Ii-i, piuraa. Y Yes, Goodbye!

The students would learn how to’greet each other, a common
farewell, how to ask and respond to a particular guestion, and

how to show agreement. All with a four word vocabulary.

The next dialogue would-buiid upon the pre-skills learned and

add another step:

X: Waqaa! Xituusit? X: Hello! What's your name?

Y: Sam. Kituusit? Y Sam. What's your name?
¢ Mary. Cangacit? X: Mary. What do you have?

Y: Angqangqertua. Y: I have a ball.

X: Una cauga? . X: What is this?.

Y Argaauguq. Anegqangqertua¥: A ball. I have a ball,

X: Ii-i, una angqaugug. X: Oh.yes, this 1s a ball.

Piuraal ‘ Goodbye! :
Y: Ii-i, piuraa! Y: Yes, goodbye!
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The dialogues can continue to be sequenced and expanded, in-

cluding review of pre;skills'add adding new steps.

R
(M;Qaq is holding a cup; Arnaq is holding a ball)
X: Wagaa! Kituusit? X: Hello! What's your :@ ame?

Y Marag. Kituusit? Y: Marag. 'What's your . ame?
X: Amag. Una cauga? : Arnaq. What's this?
(touching cup) - ' '
Y: Una suskauguq. Y: This is a cup.
Tauna cauga? What's that?
(pointnget ball) /
Xt Una anggaugugq. ¢ This is a ball.
Tauwna cauga? . . What's that?
(f2i781a9 &~ cup) :
Y: . Una saskaugug. Y: This is a cup.
Ca assiksiu? What do you like?
X: Assikega saskag. X: I like the cup.
Ca assiksiu? =« . What do you like?

Y: Assikaga anggaq. . Y* I like the ball.
X and Y trade objects. '

X: Piuraa! X: Goodbye.

Y: Ii-i, piuraa! = Y: Yes, goodbye.
These are all very simple teaching dialogues and ére not very realisfic,
however, I hope they illustrate the process of sequencing. You can vary

dialogggs to covery specific topiecs or objects whiech occur in the children's

real life environment. Leﬁ the ciMldren make up situations to role play.

Look at pages

xi-30 ;h Goosen, Navajo Madé Easier to see how he uses dia®
logues to build language skills sequentially and also how he
builds cultural information irito the lessons.” Notice that'hg
has built entire language and culture lessons around each .dia-
logue. He has structuréd each dialogue so that it builds

upon the learned skills. These dialogues were originally

62




developed for adﬁg}s and so begin at a more complicated level
than would be apprepriate for ch%ldren. However, the prin-
.ciplee are the eame. Look through the beok and see how he
has organizedvthese sequential diaiegues into situation

clusters. Each group or cluster of dialogues deals Wlth some

real lifeN31 uations. . h k

\

Read Collier, page 13-15 for further discussi n)about dia-

logues, especially as used in Yup'ik'éecond language programs.
td

: Anbthet aspect of oral language instruction is translation.
There are good thingsahd bad thihgs about translations. fOne
of the good things is that in oral language 81tuations, it
allows non—speakers to keep up with what is 901ng on. But

- most importantly, translatlng materials from one language to
another makes these materlals available to a11, and, sharlng

ideas becomes possible.

-

However, there are dangers in translations and these

maytm‘smmwd1q>as translation does not necESSarily equal

communication. There are some terms and concepts which can

not be translated literally and retain their meaning. But if
not translated literally, it is e;ﬁmunication second-hand -
interpreted ‘through the translator, who may not wholly. under-
’stand-what the original speaker wishes to communicate. Keeping

these points in mind, listen‘to the audiqQ tape on translation.
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It contains & marvelous comedy of miscommunication in Yup'ik
which we prepared » * to illustrate the unintentional

humor of literal translation.

One of the frequent uses of translation in oral language
lessons is in story telling. Many stories have basic ideas
which can be ééﬁred'ﬁetwéen two cultures and retain their
educational and entertainmént value. ﬁowéver,»the teacher
‘must carefully check for possible cultural inaccuracies

and may need to clarify or even modify some aspects of the

Y 3

story for cultural relevance. For examples, look a¥ Kavirlug

o

Nacacuar (Little Red Riding Hood) and Kuul'tilakesseaq‘

. . 'ﬂ'\b
Pingayun-llu Tagukaat (Three Bears) as tran§1ated by Paschal

Afcan. Kuul'tilakessaaqg Pingayun-1l1lu Tagukaat, written a

&ear earlier than Kavirlug Nacacuar, hag been translated liter-
- ally with liftle or no change for‘;elevancy. Also, the pictures

are entirely "kasdaq" and make no attempt at relevance. 1In

using a book like this, I would recommend that the teacher

prepare his/her own illustrations etnd tell the storyo‘-a.ub.

Pat has retained the basic plots of both the ori-

ginal stories but in Kavirlug Nacacuar, there are small changes

(what is in her basket, what she and the wolf say, what she,

the hunter and grandma éat, et cetera), which make the story

more relevant to the cultural environmeht of Yup'ik children.
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The illustrations also support this slight cultural adjust-

ment by portraying Yup'ik style clothing, houses, etlgeteg?.
This story could be used just as i{ is for story Fel ing
reading. .

Of course, both of these stories are usually well known ﬁo
childrenfand theykwould probably love them in any fo;m. Heow-
ever, it is us&ally tﬁe responsibility of .the teacher and
aide-tp see that information énd entert;inment in the class~
~room afe presented in an_educational and gggggg¥?3téﬁformv

Agother way to use stories such as these in oral
language lessons is to have themchildren act.fhem out iike‘
a play. This stimulates expressive (sgeaking) as well as
receptive language (listening). Story telling is entirely
receptive on the part of the sﬁudents, although you couldA

-

enrich this by asking students questions about the story or

pictures as you read or tell it.

Besides Kavirlug Nacacuar, an excellent example of a trans-

lated story made culturally relevant is Caurlugq bx Marie *
Blanchett. This is a Yup'ik version of Cinderella. As you
read it, notice how‘tpe illustrator has enriched tﬁe cultural
context of the story as well as how Marie has modified the

 basic story to fit the Yup'ik culture.

For more information about sharing through translations, read

pages 1-10 in Roessel's Coyote Stories. Then look at the

story “Coyote and the Skunk" on pagés 11-30 in Roessel and
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on pages 1-25 in Dolch's Navajo Stories. . The story of

Coyote and the Skunk illustrates how stories can become

changed by translation. The story as told in Coyote Stories,

is &fculturally accurate translation, changed from a literal
translation only to make it read more smoothly. This was

prepared by Navajo staff members of the Navajo Curriculum-

Center. The story as told in Navaio Stories was prepared
by‘E.‘P. Dolch,: who is a non-Navajo. As you will see by:
comparing the two storices, there are several differencgs

in the way the same story has been tola.».Some_are due to
Dolch's lack of knowledge about Navajo culture (no war
dance, for instance) and some are due to his effort to use
only simple sight reading words (brotherc not'bbusiﬂs.

There is.nothiné "wrong" with modifying a story to meet
educational objcctives such as using s;mplé sight vocabﬁlary
wprds, but the author should have made an effort to reﬁaiﬁ

the correct cultural asvects of the original.

“When you tell stories be sure they are meaning-

ful to the children (culturally relevant) and that the

stories are culturally accurate in their per{rayals.
Besides dialogues and translations, games (which we'll
cover-in Unit- VI) and stories, another important method
for oral language teaching is through the use of songs and
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-poetry. The problems mentioned in reference to translation
apply here, also. Remember to check for cultural relevance

and linguistic accuracy.

You can usertraditional eongs and dances in your classroom throuéh:
recordings or local resource peoDle."_Eék@no~deggigg_is a rich cultural
heritage to share with the children. IntHooper Bay,ahd Tununak, the
students learn how to compose traditional songs and dances as part of
their bilingual/bicultural program. They are.taught by a village,elder,
Further inforuation about the use of‘éongs in teaching can be obtained

by attending the Ikayurilriit Unatet conferences or by getting cooies of.

the taped presentations about traditional dance.end storytelling.

Another way ) -

is to use modern children's songs and substitute your own

°

vocabulary. For example, Bsther Green has done this in her

songs in Nuqaq am Yuarutal Elltnaurlssuutet. The. collection

in Yuarutet prepared by the Yup'ik Language® wOrkshop con- . -
tains further examples. By u51ng this technlque, you can

4use a song to teach a partlcular concept or vocabulary, for

-examole, days of the ‘week or ways*to greet people.,

Students can be a good resource for s0ngs and poetry. This
is a good way for them to apply the language skllls they are

learnlng. An exemple of this is seen din the beautiful




Through Yup'ikvEYés by the students attending St. Mary's

schools. Here are some examples from this bock:

- Upnerkaq
(ertten and translated by Homer Hunter)

Upnerhm maanetug aXa
Qanikeca urugtuq,
Cali carvayagat qurllurtut

Cella kiiriinartuq
Akerta malikluku, -
-  Qutegtellriit kegglnaf pugut-llu.

Yuget wangkutun quyaut pltekluhu
Upherkam cikirluta nunanirnargelriamek uﬁyu53W&ﬂﬂ~
. ‘Spring . '

' Spring is here-
" The snow is melting
“And little streamo’are flow1ng.

The weather's getting warmer
The sun is shining, )
Bright faces are appearing.

People like us Lhunk the spring
That gives us a happy feeling.

J—]

Aiparzamnun Ayvaumalriamun
(Written ond {rqulatgd by Alma Westdahl)
Ayaumakuvetl aipar.araang, N
‘Umyuagekiu H“ul
Yugsivengalcuiraargmuk wangkuk
Akertem QClu‘oGnumnurn
Tvani ernermi

Cali gawe ¢uonuak ivalum ri(‘lanl
CTaumi unasgii,

To My Friends That Are Away

“When you are away, my friend,
- Remember this: ,
- We may not be far away
If we are under the sun
. On the same day
And slecpiug under the moon i
Cn the samé& night. , °
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It should be noted that: thost of iheoe poems were written in English

first and then translafed into Yuplk The same problems in literal
JSfranslations mentinned nrevinuo1v annlv here aleo. There is some awkwardness
in the Yupik poems as they are not wrltten in an ent{rely natural

Yupik way.

1

There are three assignments for this unit as well as the questlons
in the outline. You are to prepare all three assignments, but

demonstrate only the dialogue, . ' :

>

1. Assignment: Prepere four dialogues in your native '
language approprlate for the age/skill level of a partlcular

group of chlldron. Indicate the aqe/sklll level. Sequence

the dialogues, Lut- huep them simple. Demonstrate one of
these dlalogues by teaching it to a group og students who
are not native speakers of the 1anguage. Make notations on
your paper of which words, phruses, or sounde they had'
"special trouble with. Indicate on your other dlalogues

where you may need to change words or phraseS'as a result

of what you learned durlng the demonstration.
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2, | A;signment:

a. Write down a short traditional fup'ik (ofJofher
Native American) story in Yup'ik (or other Native American
language). May be from a hook or frcﬁ something you've
heard. Translate the traditional story into English, Try

.

to avoid literal translation and still retain the cultural

flavor of the driginal.

b, Write a short story in English (mﬁ; he from a book
or from something you've heard). Translate the story into

Yup'ik (or other Native American language) .

Here is an example of a story one student translated from

Yup'ik into English?®

t

A mischievous young lad about the age of five or six, who was
quick with his tongue, lived with his grandfaéper in a small
village; During that time, food wﬁs very scarce. They had
to feed the wﬂole family and thé tvam of dogs, with no fish
in the rivers and strea%s, ;ﬁ bixds in the air,-no seal under
the ice, nd gamé on thc'land, no bérries on the‘tundra and no .

greens in the ponds. There was no food.

ladne evening after sunget the grondfather was checking his
hunting gear, making propar-uions for any sign of game, when
a faint ratﬁling cﬁ hhavy :ﬁuins came from the other end of
the Qillage. Then a strcﬁg volce asked, "People.inélde, are

'
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you hungry?"» The whole village heard cvery word as it went
house to house. People were se afraid, no one spcke, even

. the dogs. - They whimperqd and huddled close together.

The 1itplé bgy and the grandfather lived in the la;t house.

The grandfather_knew the grandsbn too%well, knowing he'qd
answer the strong voice. He piled fur blankets, Sklna, parkas,
anything he could get ahold of. Not only did he put furs on
top‘of him, he_also sa+'bﬁ'hiﬁ, telling the boy not to say

a word. As they heard the strong voice qoming closer and

louder, the old man prayed the boy would heed his warning.

i .

-

It climbed over their mud hut to the w1ndow on top, asklng,
_"People inside, are you aungrv7" In spite of the covers and
the old man, the young Huy anbwereu, "Yes, we're hungry!
Ves we' re hungry:" 7The srrange voice echoed his reply,

1

"Yes, you're hungry!’ ‘Yoo, coutre nxngry‘" and faded away.

The old man walked out the next mo?hing and found a trail
leading to a hole in the ice, bubbling with blackfish.

4

3. ~A§signmént: ‘ : . o : f .

a. Composc a short poém in twg Tanguages.

b. Composéha short. song in va‘ik {or cther language)
which'feaches a specific skill, Flnclude tune.) “ ~
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UNIT IV QUESTIONS

1. Should you teach reading and writingvto béginning lan~

-

guage students? Why or Why not?

-

L7

P

2. Give two examples of ways you can get students to listen

carefully, to hear accurately.

3. Describe:
a. | vocabulary v\f
b. grammar = ° S
—

c. structure

d. dialogue
~ A\

4, Why is dialogue a good way to develop oral laﬁguage“

skills?

5.  How did your dialogue'demonstration work out? What did

~,

you diskover about teaching dialogues?
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6. What are the good and bad aspects of translations?

Good:

Bad: ' _ _ .
’ %

7. Which of the books with translated stories did you like

best? Téll why .
8. How can illustration afféct story telling?

9. Why is repetition important?

/
B -~

® .
a
@

10. List four'stimuiatihg oral language methods you have

learned in this unit.

Attach your dialogues, stories, poem and song to this page and

hand them in to the FCC.

-
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UNIT V BIL}NGUAL/BICULTURAL INSTRUCTION
Before we go into specific activities, I want you to consider
~ways in which you can wqu-bilingual/biculturai curriculum

units into your own language arts and cultural heritage pro-

a°

grams, A usefulbapproach to an integrated curriculum‘is-tb
use the core qu{ggch. This enabies a tegcher in‘a "regu}érn
program to integrate bilingual/bicultural acfivities<into\u
his/her lessons as well as, providing thé bilingual teacher/
aide wiﬁh_aJmeans of combining Nati&e language and culture
with a variety of subject areas. This integratibﬁ enhances
the bilingual/bicultural lesson as well as ensufing the re%e—

vance of lessons in other subject areas.

In this core apgrqaqh to teaching, a centralncoﬁcept forms the
core of-an entire teaching unit.:-Va;ious subﬂect and skill
areas, such as math, scienéeh‘health, languaqe arts (reading,
writing, ;ndlqral'language) et cetera, can then be taught as
they relate to this central coﬁcept or‘topic.- For example.,
suppose we choose "The Family,":é social studiéS'topic, and

-

fhe concept "The Family is.a group of:- related people who
live and work-together, whose roles or jObs are necessary
for the survival and well being of all members." This-unit

might. look like the following:

&
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Unit A The Family

Concepts:
a'

b'
vc'

d.

S abdU

Families 4re composed of mother, father, sister,
brother, etc.
Family members work together to survive.
Each family member has a role important to the
family. .
Each family member contributes to the surV1va1 of
“he family.

i)taught in Yup'ik and/ur snglis; Jepending on the

Language arts

Vocabulary:

Mothe
infan
fathe

" Oral langu
a'

‘region {(traditional and modern). »

b.

d.

Reading and Writing activities:

ae
b.
Ce
d.

€e

r, father, brother, sister, daughter, son, baby,
t, child, cousin, aunt, uncle, grandmother, grand-
r, et cetera.

age activities:

Tell stories:about famllles in your village or .
Local resource person-tells traditional legends
and stories about how families lived, worked and
survived long ago.

. Create a family, designate members and "act out

family activities illustrating how family .
members interact and survive,

. Use dialogues which teach language concepts.
i

Make experience charts about famlly actiV1t1es.
Make a booklet "My -Family",

Write poems about families.,. ~-- "

Create a family living in your village: wrlte
stories about what each member does.

Make slide/tape show of this make belleve family.

&

Sawnematics:

Qe

b.

Measurement and comparison: sizes of family's
boots, clothing, et cetera. ‘ ’
Measurement and geometry: prepare models of \
family members, and their house (to scale for older
students) - also household items. If each ¢hild
makes a model of their own home, you could make

. a model of your village.

Computation: Story problems about famlly 1nvolvlng
food preparation, bUlldlng, huntlng, eta. ~
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Sciencej e c .-

a. what the tradltlonal famlly did at dlfferent times
of the year.

b. What the modern family does at. different times of
the year.

C. Effect of weather and time of day on the
family.

-d. Use of science in the home--food procurlng,

food preparation, maintenance, . etc.

Health:
a. Family health concerns, traditional and x
mOde"'n . 4 : )
) b. Home safety.
K . c.  Correct nutrition, both traditional and
‘ . modexn food.
d. Medicinal herbs, etc.
Music:
a. Traditional songs about family and family _ i
members.
b. Make up songs to fit local family stories.
c. Make up songs about "created" families.
d. What songs/mu51c did traditional families
sing?
e. What songs/mu51c do modern families sing?.
oAt ’
a. Draw pictures of famlly members, tradltlonal
.~ and modern.
b. - Draw pictures of family activities, tradi-
tional and modern.
C. Use illustrations to make a sllde show about
: families.,
d. Have local resource person show how to make

certain items - such as made by family members
in the past or present.

. u -
e ————————pt

Physical education:

a. Games families can play together - tradi-
tionul and modern.
b Traditional dances.
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Social Studies: (Summarizes other activities)

a. How family works together to survive -
traditional and modern.

b. Resource people tell about old and new ways
in which family works as a unit.

. Roles of family members.

This unit couid then bacome an introduction to the next éon-
‘ept Villaqe?. In the Qillage unit students would
learn how famii. ¢s z -teract as a g.oup - the viilage. I
have chosen social studies topics as the core (family, vill
region, subéistence; etc.) because I have found it the most
versatile subject aref. However, you may be able to.th;nk

of others.

4,

The abové unit is an examplé of how curriculum may be inte-
grated around é central concept to provide relevant instruc-
tion in all subject and skill areas. You may not find your-
self in a situation where you ﬁave enough time to teach all
of these subjects ‘during your class time. Most bilingual/bi-
cultural teachers and aides in Alaska are invlanéuagé arts
and/oxr culturai“heritage programs Qhere they have only an
hour with each group of children."Thbse teaching in first

®

language programs’usually have a prepared curriculum, for

o

example, the Primary Eskimo Program, which is already inte-

grated to some extent. However, you will be nble to use
your time more effectively by integrating portions of your

lessons wherever possible. As a teacher you have the free-
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dom to use your judgment about how you will present required
materials and to what extent you will follow prepa;ed t;acher‘s
guides. By learning to develop your owh lesson plaﬁé and hqw
to use relevant portions of prepared materials as well as a
variety of teaching techniques, you will bedbme more versatile
as-a teacher and potentially of greater service to your stu-

dents.

Read page 1-32, in the introduction to Central Yup'ik by

-Edward Tennant. He.has many valuable tips for bilingual/
bicultural teachers and aides to keep in mind while preparing
and téachiné language arts’ lessons in a bicultural settingﬂ

Read pages 1-12 and pages 16-22 in my Teachers Supplement to

e il

rd

Yup'ik as a Second Language for several points about the

teaching of vocabulary, commands, song, etc., in bilingual/

.bicultural lessons. Look at the sections of Yup'ik as ar

Second Language mentioned in the Teachers Supplement.

3

For ideas of how to use written materials, look at the book-
lets prepared by Yup'ik Language Workshop staff:

Yuungcaristenguyugtua by Marie Blanchett
. Yuum Temiin Elpeksuutai by Paschal Afcan & Irene
' o : Reed :
Yupiaruyulria, by Steve Jacobsen & Mary Toyukak

. ‘ G . ""-‘\_‘» el . . ’ .
Yuum Temiin Elpeksuutai could be used to teach language arts

lessons integrated with health/science concepts. You and
* ~ s

your ‘students could prepare similar booklets. .

AN\




Yupiaruyulria is an example of a story which could be used
in a lesson combining languagé arts, culture, and social

studies. Students could add their own material.
. Q

Yuungcaristenguyugtua illustrates how you could make up .

stories of village happenings and develop life-goal thinkihg.
(What do you want to be? Write or tell a story about it -

with illustrations.)

1

All these booklets and others can be used:in oral or reading

O

lessons to enhance specific skills or concepts introduced in

the lessons.




For your assignments in this and following hnits} I want you
to prepare objective lesson plans and demonstrate them to

the class., An objective lesson plan is one which follows

this butline:'

1, Objective: What you expect the students to be able
to do as a result of your teaching. Be specific!
(For example; the students will be able to respond
correctly to the question "Cangacit?". while pointing
to body parts.) ) .

2.  Method:
a,. Pre-skill - what the students need to:khow
: before they begin the lesson. -(for example,

need to know "Wagaa, kituusit, wiinga")

b. Review: songs, dialbgues or preﬁiously taught
items which are built into the lesson.

c. Materials: what media, materials, objects, etc.,
you are going to use to present the lesson {for

example, pictures of body parts, tape recordings
of songs) .

d. Procedure: What you are going to do, step by .
step, to teach this lesson. What you expect
students to do, step by step, as they go through

- the lesson. What provisions you have made for
correcting errors or meeting special problems .

Evaluation: How you are going to determine whether
or not the children are able to do what you expected -
(did -they achieve your objective?) y :
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An example of a lesson following this format, and such as you

" Wwill be assigned for Unit v, is as follows:

Objective: The students will be able to answer the
question "Cangercit?" correctly while pointing to
various body parts.- : '

30



Method:

a. Pre-skill ~ Vocabulary taught prev1ously.
Clnguk putukug, tusgek, qamlqu, it'gak.

b. Rev1ew. Dialogue previously taught- "Waqaa!
Kituusit? Wiinga : :
Song of body parts

. C. Materials: own body parts,: tape -of song,
red & blue hats’

d. ° Procedure: (T=Teacher, S=Studaent)
™ Wagaals ~ L ) SoE
S: Wagaa' . YL e '
T: Kituusit? '
. S: Wiinga®
T: Do you remember our song 0f body parts?

(Play song) .Let's all sing together
while touching the parts named.: .

T & S: (All sing song. To the- tune of "Are you
o sleep1ng°") A
Qamiguq, tusgek ciisquk, it'gak
Flltauka, elitanka . ’
Qam lq‘uq , tusgek cilsquk N
It'gak, qamQ}qu, tusgek
Ciisquk, it'gak

T: (points to own parts) What is this? Una
cauga? '

S: (one at a tlme) qamlqpq, tusgek .. % .etc.

T: Do you have a . . .(each:item}? Point to

- lt E—— . -

S: Yes., ' (point to it)

T: Now let's learn how you can tell mL that

‘'you have something.
‘ (acts out two .people talklng by u51ng two
L hatg) _
Tl: .Wagaa!l Kituusit? - - CL
T2: Wagaa, wiinga Sam {red hat). Kituusit?
Tl: Wiinga Mary (blue hat). "Cangercit?-
T2: (points to qamlquq) Qamiquugertua, Mary.
Cangercit? -~ - ’ ,
Tl: Ciisgungertua. ' '
T: .. (May continue to introduce all the terms)
Now.you tell me what you have. Repeat ___. _
» ‘these after ‘me: : .
Cangercit? (points to headL :

T

o
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T: Qamiqungertua

S: Qamiqungertua (pointing to head)
T: Caagercit° (Points to foot)

v . It ~gangertua.

S: It ‘'gangertuia.

T: (Continues with each word and repeats as
necessary. '

(asks individual students) Cangerc1t°

: It'aangertua (p01nts to foot) :

: That's right. 1It'gangertua (emphasize
-ngertua as necessary). - . e

Continue until students seem to have grasped questlon

and answer. ‘If students have trouble, correct 1mmed1ately
but positively by having them listen to you - saylng the
correct form, ° .

«:Evaluation: Have’ students act out dialogue with one
another, being sure that all words: are used in the
eXchange. Have students draw plcture of their bodies,
labelllng parts, ‘then telllng vou wnat- they have. -

«

Pages 36-37 in Central Yup'ik have other suggestions as to

3

how to teach this lesson. _As You can see by looking at these
o

pages I prepared my own lesson plan by taklng content from

this and its companion lesson in the Yup'ik as a Second e

Language Curriculum (upon which the Central Yup'ik course is
based) and adding my own ideas about methods for teaching

this content.

(=3

o

This is also what your ass1gnments for thlS unit are- take
concept ideas or.- lesson content from the prepared currlculum

materlals Wthh are used in your local school and prepare

3

your own b;llngual/blcultural lesson plans. The curriculum

B

materials may belfrom the Central Yup'ik cu?}iculum as used

»

in some LKSD scools, the Primary Eskimo Program as used in

3 . -
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some “BIA and LKSD schools, or the Yup'ik as a Second

Language program used in ste LKSQSMsp}XSD schools; Use
whatever materials are used in your local viliage school.’
If your ;ocaI’SChspi does nd£ haveMany sf these prepared
curriculum -materials, create yourown'bilingual/bicuitural
1essonvby using materials from the regular surriculum. 4You

may also create your own.lessons using your own ideas, of
course.
e

You are to domon strate your lesson to the instructor/coordinator, and/or
to the other college students. You may do this by usln&"thg lesson in
your elementary or secondary classroom dpring.the regular school day
(be sure to let your prlnCJpal see your lesson plan) or by havi

some students or children come to your collnge class as "guinea plgs"

-

&
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Assignment:

41. 4fPrepére adbilingualmleSSOn which is culturally
relevant to your village/students and whiéh
develops ékillsiin: language arts, mu;ic{“art.

2. Prepare a bilingual ‘lesson which is culturali&
:relevéntbtd your village/students and which de-
Velops skiils in: science, maﬁh, health or a

~ combination of these. W”
3. Prepare a piiingual lésson which ié culturally
relevant to your viliage/students and which

develops skills in: social studies, language

arts and other areas.

You will only be asked to démonstrate ohelcf_thése'thrée
prepared lessons. Thé checklist which the_field'Center ’
Coordinator or Moﬁitor will follow in obsérving yourvdemon-
stration isaas follows

LESSON PLAN/DEMONSTRATION
CHECKLIST

o

1. Is thé objective clearly stated? Does it &tate exactly
~ what the students are to be able to do as a result of
the lesson?: ] L . ) -

2. Is the objectlye spéu;f ¢ and llmlted enough that the
students can achieve the lesson w1th1n the glven time? "’

3. Are the pre-skills needed for the lesson clea;ly ssated?

4. Are ;he"mqterials $scrivear f o .

5. Does the'legsonlplan include clearI; detailgd descrip-
) 84 ‘




tion of the procedure to be followed?
6. Does the lesson plan include a means of evaluation?
7. Is thelevaluation clearly related tetthe objectives?
8. Did the demonstration build upon the students' pre-ekills?

9. . Were the demonstration materlals well organized and
developed?

10. Was the lesson easy to follow?

11. Was the procedure used effective?

1z, Was the prbeedure used clear?

"13. Were the steps which develop the lesson'clear?

1l4. Was the procedure used in the demonstratlon the same
as the one written in the lesson plan?

15. Did the dtmonstrator adjust hlS lesson to accomodate
student problems?

16, If there was a ﬂev1atlon frem the prepared lesson plan,
was it to meet 1nd1v1dual problems? Or other? Explain:

17. Did the evaluation evaluate the objectives stated?

18. Did the demonstrator achieve his/her objectives?

g o
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UNIT V  QUESTIONS

.~

1. . What is the "core" approach? )
2. What is your opinion about using such an integrated
‘curriculum? .
13 » 3 - » C‘A\-
3. Write a brief outline of an objective lesson plan.
: )
4. What bilingual/ﬁicultural curriculum materials are
, ! ¢
used in your lodal school?
5. What does Tennant say about dialect differences? .
. . s - . : o
v S . . ) -
] >
e ~J
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6. "The key to good teaching is the rapport between student
and teacher." How would you explain this quotation from

Tennant?

7. What does Tennant say about the importance of the teacher

being truly bilingual?

\\
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UNIT VI BILINGUAL/BICULTURAL GAMES

e

Games are too often overlooked as a teaching technique, but
‘they are a very effective tool in the teacher's "bag of tricks."

When_someone tells you that the children are playing games,
. ] ,

) : . .6,
.you, as well as others, probably think of them "wasting their

time" or taking "time out from real learning." I have heard

both of these phrases used. However, children learn at least
as much, if not more, through "playing" as they do through

"working." As Lee says: h ‘ .

. . . indeed, what great difference is there
‘between 'work' and 'play' when concentration is
sharply focused and the learner's energles
stretched to the full? . : Cot

Games gsed to teach various skills can come from prepared
" e v o i ,
~materials, such as in the Lee and Collier books, or they may

be made up from games the local children play in the villages,

from traditional'games of the local culture, from games Ob-
served elsewhere, or justisomething'fun'the teacher or aide

has thought of.

1

'One of .the advantages of us1ng games to teach is that you can

teach a spec1f1c Sklll whlle at the same tlme re1nforc1ng
various social and other skllls and . encouraglng good self
'1mages. For example, I may want to teach chxldren to recognize

" the differenee between "he" and "She" andiusedthese’gender

IS




" words éorrectly. ThlS is not an easy taﬂ‘ for speakers of -
any Natlve American languages as few have gender dlscrlml-
nation. Navajo and Esklmo, for example, do not dlscrlmlnate

~"he/she did somethlng,' tpus it is hard for students to

.learn‘thls culturally. relevant (in Kussaq culture) skill.

i couid teachfthis by’having edch student go around the room
saying "he" or "she" as they point at each boy or girl. I
could have them clap their hands whenever I said "he did’ some-
thing" and snap their fingers whenever I said Yshe did some-
thing." 1In fact, I might Jse both these approaches, but only .
as-an introduction. 'ﬁecognizing the use of he/she is just a
smali first step. My objective is that the students_willtase
he/she correptly in:action phrases themselves. Thus my next'
step would be to create situations where the students speak
the action phrases themselves. This may be to have boys and

- : . ~

girls do things, and have the others say what they are doing:

Bllly walks back and forth in front of the class.
Billy :is walking. What 1s he doing? -
Billy is walking.

What is Billy doing?

He 1s walklnq.

Mary skips back and forth.

T: Mary is Skipping. What is she c101ng'J
S: . She is skipping.

U)HU)"B

ThlS can get qulte borlng and lose its meanlng after reneated

rote recrtals.a_Stpdents cease to equate the oral patterns with

te "

9.
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‘real speech, "talking." This is rot to say that you shouldn't

use patterns - you should' Lots of practice is necessary in

learring a language/ﬂ'However, ‘don't usg patterns over and

‘over in lSOlaé;On. This 'is where games can be very handy.

<
By having the students play an exciting, motivating game

which "incidentally" relies upon‘their skill at discriminating
he/she, you will find the students internalize the skill more

quickly than through strict rote learning.

Read pages 1-14, 65-67., 87-89 and 116-118 in Lee, Language

Teaching Games for more informotion about using games.

Read pages 23-35 in-Collier, Teachers SUEplement to Yup'ik as

a_Second Language for several suggestions for games. Also

there are innumerable examples of games in Lee. " (Bc sure’ to

look in Yup'ik as a Second Language in correlation'to:the

Teachers Supplement.)

A note about card games and other small group/table games:
These games are useful in skill reinforcement and allow the

teacher to ind1v1dualize instructlon by prov1ding an aCthlty.

which groups of students can do on their own while the teacher

works with other stpdents.’ Once taught the baSlc procedures,

children catch on quickly and may even add their own ideas.

-
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Assignments:

1. Prepare a language game from Lee. Adapt it to
youf loéal culture and language. Indicate age/
grade level of students.

2. Prepare a language game from Collier;  Choose a

| game which you could use to teach skills in both
‘Enélish and Yup'ik (or other languége), Prepare
it ip botﬁ languages, indicating where culturally
rele&ant adjustments need to be made.

;“\ 3. Prepare a local traditipnal game which you have
modified to teach a ;pecific skill. .Indicate the
skill or skills being taught and the age/grade
leveli

4, Prepare a local children's action gamé which you

~ can use to reinforce specific language skillg .

Y

“You will demonstrate two of these gaméS'by teaching and playing

them in class with the monmitor, or field center coordinator,

&

2 !

and/dr other students. Hand in a writtéﬁ“description‘of how-
- to play the game and the game materials. The FCC will send’ °

these to me with his/her comments.

(én example of #4 would be like what,I once observed in St.
Mary's. Thé bilingual teacher had’ the studentgg(high schqbl)
Elaying lapball. As each player reached the end of the court,

the teacher gave them a Yup'ik vocabulary wérd on a card.

e .,
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The students had to tell him the word before he recorded their

score. The skill: to reinforceé Yup'ik reading skills. The

game: lapballt\
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UNIT VI QUESTIONS

Are games a waste of teaching“time? Tell why AE why not.

Describe and illustrate how you could display student .

scores in a motiwvating way.

Describe how'égu-would use;games in your classroom.

®

i
[

List some games you see children plaj'during recess

which could teach various language skills.

What are some local traditional games which could be

used to teach specific lénguage skills? d

-~ L ' N
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LJUNIT VII CULTURAL ENRICHMENT VIA CULTURAL HERITAGE

.

When you hear the term “cultural heritage" what do you think
of? Most people think of traditional arts.and<crafts acti-
vities, material artifacts. Because of this, cultural enrich-
ment'prbgramskinvoive having local rescuroe people oome into

the ' school and demonstrate how to weaye a basket, make a sled,
' ) ' o
carve ivory or do other handicrafts. Cultural heritage is

much more than the'material>products of a culture. Culture
is the way people think, it is shared ideas and values, ex-
pressed through various forms. The cultural herltage is

how the people survived, what ey thought, what they did, .

what they believed, how they flived and muth more:' A cultural

1 - <

enriohment program which is built upon the cultural heritage
Vs of a people should include not only the material products of
that culture, but also songs, music, stories, subsistence /{

activitites, medical and social practlces, etc. /.

.

There are many ways to use cul*ural herltage‘in the classroom,

several of Wthh have already been suggested (Outline: ;m 757W)

One of the ways to use local resource people is to have them

come into your classroom. Sometlmes\thls is dlfflcult but

you have other options. You can take the children on mlnl—»

fleld tr1ps to observe a person engaged in a tradltlonal actl-

R

V1ty or working in a tradltlonal way at some task. You cah

‘record a description of an ?ct1v1ty w1th tape "and capera.
. o ) ' i ’
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You can have students talk to various older poeple about
’their past and their philosophy of life and the "old ways."
You can use all of this materjal %o develop and implement
instructional units which teach specific language and social

studies (and other) skills.

Kalika%ﬁ Yugnek is a product of students collecting tradi-
tional and local interest stories and stories about tradi-
tional lifestyle from resource people in various villages.

As you can see by looking at these journals, they are mostly
translations of oral interviews. We talked about things to
keep in mind about translations in Unit IV. Hkowever, this
procedure of collecting and translating involves the students
in a good learning experience, can develop language skills

in both languages, expose the students to a broad range of
cultural activities, as well as Preserving much oral tradi-
tional information. The BIA teachers at Nunapitchuk used
this procedure also and produced a marvelous bilinggal/bi—
cultural booklet of local information. I used to have Navajo
and Apache students collect and illustrate their own family
stories which we then made into slide/tape presentations

for the rest of the school and community.

Other examples of traditional stories and ideas being col-
lected and written in such a way that bilingual/bicultural

teachers can use them are such books as Akiugnerit Ciuliamta,

- 95




edited by Susan Henry, produced by the BIA Bilingual Educa-
tion Center as part of their beautifully prepared collection

of storybooks. Also, Tukutukuarall'er, a traditional story

. told by Anna Joe and transcribed by Paschal Afcan, as part
of the extensive Yup'ik Language Workshop series. Books
like these are available from the Bilingual Education Center
and the Yup'ik Language Workshop (KCC) or can be compiled

in your own village by your own students. Printing services
are available through ESEA Title VII materials development

centers or you can make slide shows with your school or per-

sonal camera.

Read péges 17-22 in Collier for more information about
cultural enrichment via cultural heritage as used in the

Yup'ik as a Second Language curriculum.

One of your assignments for this unit is the final project
for this course. Use all the information previously pre-
sented and your previous assignments to develop an instruc-
tional unit which is culturally relevant, builds upon the
cultural heritage of the students and teaches various lan-
guage arts and other skills. This instructional unit will

be in place of a final examination and questions for this

unit.
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Assignments:

ll

Prepare a cultural enrichment lesson which involves a

cultural heritage activity from your local community.

Write it in an objective lesson plan forma£ (Outlineppgog13
Indicate what your local resources are for

this, and how you would have the resource people inter-

act with the students.

Prepare a complete instructional unit {similar to that
described in Un}t IV, if you wish) which includes cul-
turally relevant language arts and social studies les-
sons, cultural eniichment activities and which vou can
use to teach various language and other skills in your
bilingual/bicultural program. Include illustrations,
cards, vocabulary, posters, charts, as well as indicating
local resources and describing how you propose to us=

this in your school.

a7
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