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INtroduction

This resource guide is intended to serve as a support
docunennt for the curriculum guideline Native Languages,
1987. The guideline provides teacher§ Wih essentlal
information on the NSL program and includes materials
outlining the basic principles of five of the |anguages
nmost commonly spoken in Ontario. This support docunent
provi des background information on second-Panguage t eachi ng
techni ques and suggests teaching strategies and resources
for Native-language teachers. The materials in this
resource guide and in the guideline are conplenmentary, and
the two docunments are intended to be used in conjunction

W th one anot her.

This support docunent contains seven major sections.
The first section, “An Overview of Language Teaching
Met hods", explains the underlying principles of the nost
common approaches to |anguage instruction. The information
in this section is intended to help teachers to | ook
objectively at their teachln% practices and to assess them
critically in light of the objectives to be achieved. Four
met hods are discussed and conpared: the grammar-
traﬁsgatlon, audi o-1ingual, situational, and comunicative
net hods.

The second section, “Teaching the Four Language
Skills", contains practical suggestions and activities for
the Native-language classroom The exanples are in
English, since it is the language that all Native-Ianguage
teachers have in common. Gade levels or proficiency
| evel s have not been specified for many of the activities,
which can be adapted to suit different requirements. The
exanpl es of teac inﬁ_strate%ies_and procedures are based
| argely on the teaching of English as a second |anguage.
Nat i ve-| anguage teachers will at times have to adapt the
suggestions to apply themto the |anguage patterns and
structure of their Native |anguage.

The next section, ~reaching Gammar®, 4igscysses the
formal teaching of grammar and provides sanple |essons.

1. Mnistry of Education, Ontario, Native Languages,
1987, Part A: Policy and Program Considerations (Toronto:
Mnistry of Education, Ontario, 1987). Sections dealing
w th specific |language groups are currently being

devel oped.




“Devel oping a Theme”, the fourth section, illustrates
met hods of |ong-term planni ng and shows how to build
| essons around thenes.

The eval uation section exam nes both program
eval uation and student assessnent in detail. It iIs
followed by an exam nation of the relationship of the NSL
programto the school and the comunity and a section on
t he devel opnent of resource materials. A list of resources
concl udes the docunent.

The two Principal obj ectives of the NSL program - the
devel opment of |anguage skills and the devel opment of
cultural awareness - are inseparable. Cultures vary in the
way they view and express different aspects of life;

| earning a |anguage, therefore, neans discovering a
culture™s forms of self-expression. It is inportant that
teachers of Native | anguages use “authentic” [anguage in
their classroons (that is, language that is really used in
the community) in order to ensure that the |anguage that
students learn is culturally accurate.

It is hoped that teachers of Native |anguages wl|
find this resource guide of ﬁractical use, both in its
effect on their teaching nethods and in its selection of
concrete suggestions, so that they can make Learn|ng t he
Native |anguage a positive experience for their students.
Native-|anguage instruction in schools not only encourages
| anguage mai ntenance but also fosters positive attitudes
and strengthens cultural identity in Native students.



AN OVERVIEW OF LANGUAGE TEACHING METHODS

Introduction

The teaching method highlighted in the Native |anguages
uideline is the comunicative nmethod, which ains to teach
anguage in a way that allows learners to use it in

everyday speech. = A conparison of this nmethod, also called

communi cat1ve |anguage teaching (CLT), with other, older
methods famliar to nost |anguage learners will indicate
how it differs fromthem This conparison will also

identify the relative strengths and weaknesses of these

ot her net hods.

Table 1 highlights the major features of four teaching
nethods:  the grammar-translation, audio-lingual
situational, and communicative approaches to |anguage
teaching. A nore detailed analysis, wth exanples,
I's given bel ow

TheGrammar-Translation Method

As Its name suggests, the grammar-translation method places
a strong enphasis on grammatical rules. The rules are
first formally taught and are then applied in Vanguage
ractice. For example, students learning the English rule
hat the verb formfollowng a preposition ends in -ing are
Iven exercises that require themto supply the correct
ormof the verb:

| aminterested in it. (read)
He insists on . (go) (

| sol ated sentences or short texts are translated fromthe
students’ nother tongue into the second |anguage and vice
versa (e.g., “He went to the house”; “Il est allé a la
mai son”).  These sentences generally enphasize a
ranmmatical point and are not particularly neaningful on
heir own. Students |earn vocabulary through |isfs o
menorized in translation or through oral drills that elicit
single-word responses to questions (e.g., “Wat is the
French word for house?” "La maison”). " Little or no
attention is paid to the Tdea of context or correct usage
(for exanple, whether a word should be used in formal or
i nformal situations).

~The four language skills (listening, speaking, _
reading, and witing) are given very unequal treatnent in
the grammar-translation method. The main enphasis is on



Table 1: Teaching Methods

Characteristics G anmar - TransTation Audi o- Ti ngual Situational Conmuni cat
Coal s Ability to read and Automatic production ADITITy tTo | VEani ngt ul
wite of |anguage patterns conmuni cate in conmuni cat
set situations
Rol e of teacher Acts as an authority Provides nodels Provides models Sef's up ac
gives feec
acts as a
Rol e of student Does what the teacher Mnics the teacher Mnics the Engages 11
says teacher meani ngf ul
cation
Characteristic G anmar  exerci ses, M m cking and nenorizing Menorizing Probl'em sc
activities translation drills and dial ogues di al ogues role playi
transmitti
recei ving
informatic
SkiITs enphasi zed Witing, reading Speaking, Tistening Speaking, Cisteni ng,
|'i stening readi ng, |
Positive features Provi des expl anations Provides practice in Provi des Hghlignts
of gramatical rules; | anguage 1patter ns; practice for conversati
al l ows conpari son stresses fluency; set situations; soci al asy
bet ween | anguages; pronotes good teaches vocabul ary |anguage;
devel ops students’ pronunci ation and | anguage meani ngf ul
reading and writing patterns in aut hentic
skills cont ext
Negative features No speaking and Boring: not creative Limted to set Demandi ng

listening; |anguage
often artificial

situations;
not creative




reading. Students never conpose in the second |anguage but
nerely wite out translations of single words, sentences,

or short texts. Speaking practice consists of reading
these translations aloud. There is no real |istening
practice. In classes using this method students and

t eachers generally use the first language far nore than the
| anguage being | earned.

_ The assunption behind the grammar-translation nethod
is that students, once they have |earned the grammati cal
rules of the second |anguage, will be able to make the
transition to speaking and understanding when they cone to
deal with the language in “real life". ~This transition
however, does not occur instantaneously. Rul e-conscious

| earners have obvious problens expressing thenselves: th
find thenselves searching aloud for the correct format t
same tine as they attenpt to conmunicate.

e
he

The grammar-translation nethod is clearly not .
communi cative. Students do not convey their own ideas in
witing or in speech, nor do they listen to ideas expressed
by thelir classmates or teacher. Despite its drawbacks,
however, some aspects of the grammar-translation method may
occasionally play a useful role in hbtlve-langua?e cl asses.
It can give students a basic grasp of grammtica
structures and can, for exanple, be helpful in explaining
differences or simlarities between the students’ first
| anguage and the |anguage being taught.

TheAudio-Lingual Method

The main aim of the audio-lingual method is to nake
students fluent speakers and efficient listeners. As the
name (fromthe Latin audire, to listen, and lingua, tongue?
suggests, teaching programs are based on dialogues and ora
driTls rather than on witten texts. Unlike the grammar-
transl ation nethod, rules of grammar are not taught.
Students are expected to learn grammar unconsciously b
repeating and nenorizing exanples of grammatical strucfures,
which they practise in oral exercises. After students have
heard and repeated exanples of a particular structure
(e.g. , “I amsitting down now'; “l amwiting on the
chal'kboard now') several tinmes, they will learn, wthout
explicit instruction, that the present continuous tense is
made up _of forms of to be followed by a verb in the -in
form ~ Thus, when they are required to describe an action
taking place at the noment of speaking, they autonatically
roduce a sentence such as “I amlooking for a dictionary”.
en students construct incorrect sentences such as "I am




knowi ng the answer now’ or “| am hating this weather”, the
whol e process begins again with drills on the exceptions to
the patterns.

Students in audio-lingual classes get a great deal of
sEeakin practice. Through this practice they acquire a
skill that gradually becomes automatic. Wth time, they
are supposed to be able to select correct or appropriate
expressions or grammatical fornms automatically when they
express thenselves. In class, however, their’ responses”are
fixed, not spontaneous or individual. They are, iIn other
wor ds, not conmunicati ve.

Critics point to this aspect of the audio-Iingua
method as a serious limtation; since the enphasis is on
| earning automatic responses to fixed exercises, students
learn to mmc expressions wthout necessarily
under st andi ng what they are saying. Their ability to
express thenselves is limted to the set phrases they have
practised.

Despite this weakness, the follow ng audio-Iingua
techni ques can be useful in Native-language classes, as the
extensive speaking practice thus provided can help students
achieve fluency: repetition exercises, substitution
drills, transformation drills, dictations, and sound-

di scrimnation exercises.

In repetition exercises, students sinply repeat what
the teacher says:

Teacher: Today is Tuesday.
Students: Today is Tuesday.

In substitution drills, the teacher’s original statement is
used as a nodel for a series of simlar statements that use
different vocabul ary:

Teacher: | went to the dance.

St udent s: | went to the dance.
Teacher: Band hal | .

Student s: | went to the band hall

Teacher: Lake.
St udent's: | went to the | ake.



In transformation drills, students change the form of an
exanpl e given by the teacher to another form as directed,
changing affirnatives to negatives, statements to
questions, past tenses to present tenses, or, as below,
active sentences to passive sentences:

Teacher: The dog bit the man.
Students: The man was bitten by the dog.

In sound-discrimnation drills, students nust distinguish
between simlar-sounding words. Students are provided with
witten |ists of paired words (“joke/choke”) or short
sentences (“1 want to live/l want to leave”) that contain
words that sound alike. They nust distinguish which one of
the pair the teacher has said aloud and nust underline
their choice.

TheSituational Method

The situational method was developed in an attenpt to make
| anguage instruction responsive to students’ everyday
needs. Instead of |earning |anguage out of context,
students using the situational nethod have the opportunity
to practise realistic comunication by acting out “real"”
situations (e.g., at the store, in the post office) and
Iearnin? typipal di al ogues for ordinary transactions, such
as the tollow ng:

Student 1 (playing salesperson): Good norning.
Student 2 playing custoner): Good norning.
Student I: How can T help you?

Student Z:  1'd like to buy a card.
Student I: Wat kind of card?
Student Z: A birthday card.

The limtations of this nethod are simlar to those of
audi o-1ingual techniques. There is no explicit instruction
in grammar and no practice in spontaneous conmmunication
Students nerely nenorize set pieces for particular
situations and are generally unable to adapt these to other
2Fplications and to express themselves in other contexts.

t hough students |earn useful vocabulary and basic
Iangua%e patterns in this nethod, they do not necessarily
| earn how to apply this know edge outside the small nunber
of situations taught.



The Communicative Method

Communi cative teaching aims to avoid the weaknesses of the
three nmethods discussed by focusing on the communicative
aspect of |anguage. Several different functions of

| anguage are involved: receiving and giving information;
giving orders and making requests; describing objects and
| deas; expressing opinions, feelings, and needs; and
expressing concepts such as time, [ocation, action, and

i ntention.

Students require nore than nenorized expressions if
they are really to communicate in a new | anguage. They
need to learn how to manipulate the vocabulaa% and
structures they are taught and how to apply what they have
| earned in order to express what they want to say. They
must also begin to master some of the idiosyncrasies of the
| anguage and appreciate its subtleties. Al of these
skills can be taught through communicative teaching.

The conmmuni cative nethod enphasizes the use of the
| anguage in the classroom Students learn to use the
| anguage in discussing issues and performng certain
comruni cative functions. D scussions centre on issues and
thenes relevant to students’ interests, such as famly,
friends, and social and cultural events. Students
participate in problemsolving activities and functional
exercises, such as inviting someone to a party, requesting
information, asking for clarification, and expressing
gratitude. Students are also taught how |anguage changes
according to the social setting and the person being
addressed, and they practise adapting their speech to
different contexts. Their speaking practice Is thus
realistic and informal and helps them learn to express
thensel ves naturally. This does not mean that all fornal
teaching of |anguage should be abandoned, however
G ammatical accuracy renains inportant and needs to be
taught and practised.

Communi cative |anguage teaching can take nany forns,
depending on the enphasis favoured by the teacher. These
include student-directed activities and multidisciplinary
strategies, 1in which language learning is related to other
subj ect areas, such as geography or history.



A nodel for the,comunicative method is provided by

J. P. B. Allen.  As table 2 illustrates, Allen sees three
| evel s of communicative conpetence - structural, functional
and experiential - which 0ferate si nul t aneously rat her
than successively. Level 1, the structural |evel, gives
students practice in grammatical structures. In level 2,
the functional level, students learn how to construct
witten texts and oral conversations; substitution drills,
transformation drills, question-and-answer exercises, and
so on, help students achieve fluency. Level 3, the
experiential level, enphasizes authentic, everyday |anguage
by ﬁIVIng students unstructured practice. The enphasis on
each of the three levels can vary at the different stages
of |earning.

Allen’s nodel relates well to the objectives of the
NSL program which includes both controlled and _
unstructured |anguage practice and ains to develop in
students an awareness of both the structural and functiona
workings of the Native |anguage.

Table2:Levelsof CommunicativeCompetence3

Level 1 Level 2 Level 3

Structural Funct i onal Experientia

Focus on |anguage Focus on |anguage Focus on the

. use of |anguage

a) Structural a) Discourse a) Situationa

control control or topica
. . control

b) Materials b) Materials b) Authentic
sinplified sinplified | anguage
structurally functional ly

c) Mainly c) Mainly c) Free
structural di scourse practice
practice practice

2. J. P. B. Allen, "A Three-Level Curriculum Mdel for

Second- Language Education”, The Canadi an Mdern Language
Revi ew 40 %19 0), pp. 23-43.

3. Ibid., p. 36




10

TEACH NG THE FOUR LANGUAGE SKILLS

Basic Principles and Related Activities

Introduction

In both first- and second-|anguage teaching, teachers often
think of the expressive |anguage skills (witing and
speaking) as quite separate from the receptive skills
(readi ng and Iistenin%) . The communi cative nethod unites
these four skills. t places particular enphasis on
listening skills, since in the past |istening was not even
repoPnized as a language skill, and listening skills are
still often neglected in favour of an overwhel m ng enphasis
on reading, witing, and speaking.

The communi cative approach focuses not only on correct
grammatical form but also on how | anguage is used. Wthin
each of the four skills, therefore, 1t 1dentifies subskills
that are used for different purposes: reading instructions
on how to operate an appliance, for exanple, requires a
different reading skill than does skimmng an article for
facts. The communicative nmethod allows students to
practise the subskills of all four |anguage skills.

Native Languages, 1987 provides suggestions concerning
the alTocation of class tinme to the four |anguage skills at
different stages of the NSL program (see figure 1 of the
gui del i ne). It also provides a chart of objectives and
activities that relate to each skill (see table 1). In the
follow ng sections the four skills are discussed, and
particular activities are suggested.

Listening
Listening is particularly enphasized in comunicative
teaching. In-the early stages, a “quiet period”, during

whi ch students listen to the teacher but do not thenselves
SEeak, exposes them to the language’s sound patterns before
they actually understand the neaning of all the words.

At all stages teachers should use the Native |anguage
as much as possible in their classes. Sone teachers use
the | anguage al nost exclusively from the beginning,
allow ng students to respond in English if necessary, but
usin% English thenmselves only for brief explanations.
Teachers can use the Native |anguage to greet students and
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give them instructions (e.?., "Open your books";
Repeat after me”), as well as for formal |istening
activities.

Listenin? activities can be quite sinple; for exanple,
students mght listen to the teacher tell or read thema
story with the aid of pictures or other visual material
Qher, nmore conplex, activities are also reconmended, such
as a science experiment or cooking activity. Teachers can,
for exanple, give students verbal instructions, beginning
wth something sinple (e.g., “Draw a house”; “Colour it
red”) and progressing to sonething nmore difficult (e.g.

“On the floor plan, draw a table in the right-hand corner
of the kitchen, under the window'). Students can also be
given a map, on which they trace a route according to the
teacher’s spoken instructions.

The followng dictation exercise is suitable for
students who are not beginners. The teacher gives students
sheets with short sentences (about five words each) witten
at the bottom The sheets are folded over so that students
cannot see the sentences. The teacher then dictates the
sentences, and students wite themout at the top of the
sheet. \Wen they are finished, they check their versions
against the correct ones at the botfom of the sheet.
Teachers nust adjust the length and difficulty of the
sentences to the ability of the class.

Speaking

The principal goal of nost students in Native-language
classes is to [earn to speak. This neans |earning not only
vocabul ary and sentence structure but also how to produce
the sounds of the |language and how to reproduce the correct
intonation (the nodulation and the rising and falling of
the voice) and stress patterns. Learning to speak also

I nvol ves discourse devel opnent, which includes the ability
to introduce and express ideas and to respond clearly and
accurately to questions.

A w de range of speaking activities can be used - from
oral drills to formal speeches and debates. Many teachers
hav? tqglr students begin speaking right at the start of
instruction.

In one activity, which a Gade 3 (ibwe teacher has
found to be successful, a student playing the role of
teacher asks the class to name the days of the week and the
dates on an Qibwe cal endar. EverY day a different
“teacher” is selected. Pictures illusfrating the day’'s
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weat her are attached to each day on the cal endar, and
students are asked to describe the weather as the “teacher”
points to the pictures. In this way the children |earn not
onl¥ vocabul ary and | anguage patterns but also the

di fferences between the past (“It was cold’) and the
present tense (“It is sunny”). Students also enjoy this
actixity because they get a chance to play the role of the
t eacher.

O her role-playing activities can be used for speaking
practice. Students, for exanple, can play the parts of two
custoners, a waiter or waitress, a bus boy or bus girl, and
a cashier in a restaurant. The props include toy dishes,
order pads, a cash box, and play noney. The scene can
begin with the arrival of the custoners and proceed through
the taking of their orders, the setting of the table, the
arrival of the food, the conversation of the custoners
(“This soupiscold”), and so on, until the bill is
calculated and paid to the cashier

This activity can be done by three groups of students
in a forty-mnute class, with time left over for other
activities. Athough it is short, it provides a great deal
of useful |anguage practice, involving greetings, requests,

uestions, conversations, nunbers, and the nanes of dishes,
rinks, and eating utensils. As a followup activity,
teachers can draw or cut out pictures of additional itens
and wite their Native-language names on the board.
Students can then copy these new expressions into their
not ebooks and use them when the activity is repeated.

Ot her oral practice can involve games and songs t hat
repeat certain structures. Advanced students can also
prepare five-mnute dialogues in pairs, in which they
pretend, for exanple, to neet one another for the first
tinme, and ask each other questions such as “Wat is your
nane?” and ‘'\Were do you live?”. The preparation of such
conversations often pronpts students to |earn new
vocabul ary.

Probl em solving is a technique for speaking practice
that allows students to work independently in groups. The
probl em chosen should be one that students will want to
di scuss. Teachers can prepare for a problemsolving
exerci se by handing out background information or a
description of the problemin witten form To prolong the
di scussion, teachers can ask the group to conme to an
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agreenent. The following is a sanﬁle probl em for
discussion for students with a high level of |anguage
proficiency:

Your school has strict regulations about
cheating. Anyone caught cheating will be
expelled for two weeks. (ne da¥ during a
test, the teacher has to |leave the classroom
and asks you to keep an eye on the class.
Wi le the teacher is gone, you notice that
Kour friend Peter is cheating. You know that
e is having trouble at hone and coul d not
study for the test. But you also know that
cheating is wong and you are responsible for
the class. Wat do you do? Do you

- pretend that you did not see Peter
cheating? . .

- tell Peter that you saw himand warn him
never to do it again?

- tell the teacher”

After each group has reached a consensus, it reports its
decision to the class.

Reading

The lack of Native-language naterials at present creates
serious problenms for the devel opment of reading skills.
Teachers, therefore, nust be prepared to be innovative in
creating materials, making use of available resources, and
adapting the materials on hand for a variety of purposes
(see pages 83-89).

~The reading and witing of Native |anguages involve
special challenges. Some Iangua%es use syllabics. Qhers,
even those using the Roman al phabet, have markers for
glottal stops and other signs. Reading activities nust
?lve students the opportunity to famlrarize thenselves
horoughly with the conventions of Native witing systens.

In addition, students nust practise the various
subskills of reading, such as reading for information (as
in reading instructions or recipes), skimmng (glancing
over a text to find out what it is about), scanning
(%IanC|ng over a text to find a specific piece of
informtion ), and reading between the |ines (making
inferences fromwhat is said), as well as analytical
skills, such as distinguishing between fact and opinion
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Local publications in the Native |anguage, such as
newspapers or newsletters, can be used for a wde range of
activities; for exanple:

A game can be organized in which groups of students scan
the docunment |ooking for answers to questions given by

t he teacher &ﬁig., On what page can you find 1nfornation
about X7; * ichngaragraph in story Y deals with Z?”
“Are there any nunbers higher than 100?”). The first
group to finish is the w nner.

Teachers can prepare questions about content for students
to answer.

Teachers can use articles for class tests, deleting every
tenth word or word part and asking students to fill them
ein.

Fol l ow-up activities can include conprehension questions,
questions that ask students to identify opinions as opposed
to facts, and so on.

Short stories - conposed by the students or the
teacher - can be used for reading practice. Students can
read the story carefully and answer sinple questions of
fact or more conplex questions involving inference and
i magi nation. Students can also gain reading practice by
reading aloud stories that they have witten.

Teachers of languages with a syllabic al phabet can
make sets of al phabet cards and display themin the
cl assroom

Wititing

Witing can be introduced to Native-|anguage classes at the
end of the Primary Division. Students can dictate stories
to the teacher and watch as he or she wites them on the
board. Young children can nake bookl ets b¥ drawi ng
pictures and witing short captions. In the absence of

t ext books, students can use sentences copied from the board
or even lists of vocabulary for work at home, making up
stories with them or discussing themwth their parents.

Witing becomes nore inportant and is allotted nore
class time when students reach the Internediate and Seni or
Di visions (see Native Lanquages, 1987, Part A figure 1).
There they begin nore creative witing, beginning with
par agraphs and progressing to conplete conpositions.
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In addition to mastering vocabulary and |anguage patterns,
students will need to learn how to organize witten work.
Different |anguages have different styles of organization
and presentation. Teachers should provide students with
model s of good witten form appropriate to the |anguage
bei ng taught.

. Teachers can ask students to wite paragraphs with a
specific purpose - to describe a step-by-step process
(e.g., howto repair a flat tire), to describe a person or

t'hi ng (e.%., their roomat home), to define something
(e.g., a herb garden), to make a conparison between two
things (e.g., living in the city and living in the

country), or to explain the cause or describe the effect of
an event or circunstance (e.g., a house fire, being
bilingual). Students can use facts, statistics, anecdotes,
and personal observations to achieve the purpose of their
par agr aphs.

Not all witing in secondary classes need be formal.
Students can also wite personal letters, postcards, and
short notes to their friends as well as short stories and
poens. They can interview community nenbers and prepare |,
witten versions of their interviews, perhaps even
collecting these in booklet form and conmbining them with
descriptions of the comunity.

In witing activities, preparator rk (in.which
students read %Ioud and dischsptoHicglﬁg?ore(mmiprng about
them and group work (which allows students to explore
their ideas together) are essential.

Language Drills

Introduction

Drills give students Fractice in working with grammatica
structures and other [anguage patterns. Drills are usually
oral, although witten exercises can be used as a followup
activity.

. Drills can be grouped in three categories - mechanical,
neani ngful, and communicative drills. A drill is nechanica
iIf it can be performed without understanding (a re
drill, where students nerely repeat what the teacher says,
is one exanple). A drill is neaningful if students nust
understand what they are saying in order to do it correctly.
Instruction on the prepositions under and on, for exanple,
can be followed by drill questions requiring answers that
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depend on the use of these prepositions, (e.g., “where is

the book?” "It is on the desk”). Adrill that is sinply
mechani cal can be nade nore meaningful through the use of
objects, pictures, or actions that illustrate the neaning

of the words or sentences in the drill

The third kind of drill is comunicative. Keith
Morrow describes three characteristics of communication: 4

- An information gap exists. One person
knows something that the other does not.
The purpose of communication is to
transfer this information.

The participants have free choice in how
they express thenselves and what they
say. The listener does not know what he
or she is going to hear.

There is an exchange between the people
comruni cating. The communication is
based on reaction and feedback to what
has gone before.

To be considered comunicative, a drill nust exhibit these
characteristics. O the eight types of drill discussed
below, only the last two (chain and question drills) are
potentially conmmunicative.

Use of Dirills

Attitudes to the use of drills vary. Sone teachers reject
all drills, arguing that they teach |anguage as an exercise

rather than as a means of conmunication. hers see a
value in chain and question drills, which can be
communi cative. Still others (particularly teachers of

secondary students and adults), who follow in whole or in
part a grammtical syllabus, use all kinds of drills. They
argue that repetitive practice in language forns helps

i mplant the |anguage in students’ mnds and forms a basis
for communi cati on.

It is recommended that only chain and guestion drills
be used with Primary and Junior students. efore Gade 7
or 8, students are easily bored by drills and see no point
in doing them Their time is nore productively spent in

4. Keith Johnson and Keith Mrrow, Communication in the
d assroom (London: Longman, 1983), pp. 62-63.




17

comuni cative activity or in games, which often have
drill-lTike features. = \Whenever teachers use drjlls, they
shoul d attenpt to make them less rigid and mechani cal

They should also allow students to choose to sone extent
not only what to say but howto say it. Too much enphasis
on one correct formwl| focus their mnds exclusively on
correct |anguage, inhibiting them from experinenting wth
different forms. Such experimentation is essential to

| anguage |earning and should be promoted. Students shoul d
be encouraged to get their neanln? across during
comunicative drills, and they will achieve this goal nore
successfully if allowed to experinent.

~ Teachers of Internediate and Senior students may w sh
to incorporate into their programs drills that involve
| anguage forms alone. O der students appear to benefit
fromthese nore [imted drills, as these students have a
%reater appreciation of the inportance of correct form
heY al so benefit, of course, fromthe nore conmmunicative
drills recomrended.

Since the aimof language drills is to promote good
form mstakes must be corrected when they are made. This
need not be done harshly. Sonetines a raised eyebrow or a
hunorous remark will encourage students to correct
thenselves. Alternatively, the teacher can state the
correct form and have students repeat it.

Types of Drills

The eight types of drills discussed below are based on
drills used in teaching English as a second |anguage.
Adaptations for the Native-language classroom may be
required. Teachers leading drills on nouns, for exanple,
may w sh to select only nouns of the same gender.

In the first six drills students begin by re3ﬁonding
as a group. Once the teacher feels that students have
mastered the drill, resgonses HHY be requested from

i ndividual students. These drills move quickly and |ast a
mnute or two at the nost (with not nore than a total of
ten mnutes of drills in any one |esson).

The last two drills involve individual responses from
the outset. TheYIare usual |y conducted at a nore rel axed
pace. Teachers tirst explain to the class the kind of
response they want. Sone teachers devel op hand S|%nals to
i ndi cate commands - whether students are to respon
individual ly or as a group, whether a response IS correct
or incorrect, and so forth.
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Note that all mechanical drills (items 1-6) can be made
more meani ngful through the use of objects, pictures, or
actions.

1. Repetition Drills. Students repeat what the teacher
says:

Teacher (holding up an apple or a picture of an
| e): This 1s an apple.
apple): This is an apple.

Teacher (sitting down): I'msitting at nmy desk.
Students:  T"msitting at nmy desk.

2. Substitution Drills. Students alter an original
sentence by substituting words provided by the teacher.

In

the sinplest formof these drills, the substitution occurs

in the sane slot each tine:

Teacher: | ike corn.
Student s: | Iike corn.
Teacher: Br ead.

St udent's: [ like bread.

Substitution drills may also be quite conplex, wth
students having to decide where the new word should be

added to the sentence. The substitution na¥ also require
e

changing the formof the new word. To do these things

correctly, students nust generally understand the meaning

of the sentences:

Teacher: | ate the cookie.  She.
Students: She ate the cookie.
Teacher: Appl e.

Students: She ate the apple.
Teacher: The boy.

Students: The boy ate the apple.
Teacher: Li ke.

Students: The boy liked the apple.

3. Transformation Drills. Students change the form of a
given sentence, from positive to negative or active to
passive, for exanple, or they change a statement to a
question:

Teacher: He is sick.
St udent s: Is he sick?

The teacher’s original sentence can usually be made
meani ngful by the use of an object, a picture, or a
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denonstrated action. The fact that students can do the
drill correctly does not, however, nean that they
understand what they are saying.

4. Modification Drills. Students add to, renove, or
rearrange itens in a given sentence:

Teacher: Wiere is the book? Big.
Students: \Were is the big book?
Teacher: M.

Students: \Were is ny big book?

Teacher: | gave the book to Vera. Her.
Students: | gave her the book.

5. O ause-Combination Drills. St udents conbine two short
sentences:

Teacher: | have a book. [t's blue.
Students: | have a bl ue book.

6. Question-and-Answer Drills. The teacher asks questions
designed for the practice of a particular grammatical point
(e.g., the use of certain prepositions), and students
respond with answers that should be obvious:

Teacher: Were's the book?
St udents: It’s on the desk.

Wth this type of drill, the role of questioner, once
nodel  ed by the teacher, can be turned over to individual
students working in small groups.

7. Chain Drills. The teacher starts the drill by usin% a
particular form and then asking a student a question that
requires the student to answer with the same form The
student then repeats the question. This continues until
all students have had a turn

Teacher: | l'ike oranges. \hat do you |ike?
Student 1: | like apples. \What do you |ike?
Studenti 2: | like candy. What do you |ike?

The question need not be repeated each tine.

If students have a choice in the items they nane, from
pictures or objects at hand or from their own inmaginations,
the drill becomes communicative - at least in part. It
then fulfils two of Johnson’s criteria for communication
there is an information gap and a choice of response.
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This drill can be nodified for Primary and Junior students.
If, for exanple, a student says “apples” instead of "I |ike
a@PIes”,_the teacher mght extend the answer by sayln?
“Billy likes apples” or “I like apples too, Billy". f a
student says "Apples are good” instead of “I |ike apples”,
the teacher nmght say nothin% at all, since the child has
used a different but acceptable form or he or she m ght
say “Yes, Billy, apples are good; | like apples”. The
teacher's tone and attitude should express acceptance of
the response as long as it is appropriate.

8. Question Drills. Students practise question forns in
an activity simlTar to Twenty Questions, but with a |imted
nunber of possible “nKstery items”. For instance, pictures
of eight different vehicles are put in a bag, and the
teacher pulls themout one at a time. Students then ask
“do you have” questions to identify the vehicle:

Student 1: Do you have a snowrobile?

Teacher: No.

Student 2: Do you have a car?
Teacher: No.

Student 3: Do you have a truck?
Teacher: Yes.

Student 3 then takes the teacher’s place and answers the
next series of questions.

Communicative Activities

Introduction

Communi cative activities allow students to develop their
proficiency in a_Ian?uage, especially as it is used in
‘real life" outside the classroom Such activities are
recormended for all teachers, not just for those who have
adopted a strictly comunicative approach. Activities must
be geared to the students’ level of |anguage proficiency.

Before beginning a communicative activity, the teacher
shoul d ensure that students know what they are expected to
do. Once students are capable of leading the activity, the
teacher withdraws and does notsubsequently intervene
unl ess conmuni cati on breaks down entirely or students
becone conf used.

_ The teacher does not correct grammtical errors or
incorrect answers during the activity. Students nust be
free to use whatever |anguage resources they have, wthout
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hesitation. They nust be encouraged to experinment wth
forms with which they are not yet proficient, and they nust
be allowed to concentrate on content rather than form

They will inevitably make m stakes, but it should be
remenbered that the aim of these activities is to have
students conmuni cate, not produce Eolished sent ences.

During the activity the teacher makes notes identifying the
nost common _areas of difficulty in grammar or |anguage
patterns.  These can be dealt with In other activities at
anot her tine.

I'n communicative activities students nust comunicate
with one another in order to achieve the objectives of the
activities. |f two students are given a problemto solve
and they produce their solutions separately, for exanple,
there has been no communication. |n the activities
suggested below, students nust work together to produce a
jornt response.

After the activity, teachers should reinforce the
conmuni cative aspect of the exercise bK providing positive
feedback on students’ ability to get their nmessage across.
Wth young children, encouraging words will suffice. Wth
ol der students, teachers may suggest additional vocabulary
or other approaches that students may find useful next tine
they play the game. Teachers may al so discuss other
aspects of conmunication, such as tone, degree of
formality, turn taking, and so on. Teachers’ coments on
gramatical points in these feedback sessions should be
positive and brief. An enphasis on correctness in this
context could |ead students to be too cautious out of fear
of maki ng m st akes.

Conmmuni cative activities can be adapted to the needs
of students at all levels of proficiency. Students usually
work in pairs or small groups, although sone activities,
such as debates, can involve the entife class as a group.

In some cases, fol | ow-up activities, during which the
g{oups can conpare and discuss their results, are suitable.

|t hough nmost communi cative exercises involve speaking and

listening, adaptations can be made to integrate reading and
writing skills.

Types of Communicative Activities

There are nan¥ ways of classifying communicative
activities. The categories below represent one neans of
classification only and are not nutuall¥ excl usi ve.
Teachers may wish to consult resources to build a larger
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file of activities. They may also wish to record the
I npact of each activity and describe the optinmm conditions
for its use in the classroom

Col l ecting and presenting information

1. Use Your |mmgination. Students work in groups. Each
roup I's given some objects (or pictures of objects).

mal | things that the teacher can carry to class are
particularly suitable, such as matches, a toothbrush, or a
can opener. The groups can be given the sane or different
objects. Each group must conpile a list of uses for its
objects. \Wen they have done this, the groups come
together to conpare their |ists.

Bl obs of paint or spatters of ink on paper can be used
in a variation of this activity. In this case each group
nust decide what objects or scenes can be identified in the
patterns.

2. Changes. Students form groups of six to eight. Hal f

of the students in each group |eave the room and exchange
items of clothing, jewellery, %Iasses,_and so on wth one
another. While they are out, the remaining students try to
remenber what each individual was wearing. Wwen their
classmates return, those who renained in class nust guess
who has exchanged what with whom The two halves of "each
group then switch roles. This activity can also be done by
the class as a whole divided into two groups.

3. Back to Back. Students walk around the room At a
signal fromthe teacher, they pair up with the person
nearest to them and stand back to back. They then take
turns describing their partner’s clothing and correct each
other’s mstakes. After three or four mnutes the teacher
gives another signal, and the students resume wal king, pair
up with a different partner, and repeat the exercise.

4. | Remenber. Working in pairs, students draw pictures
of menorable noments in their lives. They then discuss
their illustrations with their partners, who can ask them
questions.

5. Wtness. The teacher shows students a picture for
approxi mately five seconds. Students then describe in
witing what they can renenber of the picture. After
formng groups, they conpare their notes and conpile a
group list. The groups then conpare their results. The
picture is shown again at the end of the activity.
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Variations of this activity may be used; for exanple,
students can role-play a brief event, then describe and
discuss it as above.

6. Last \eek. Vbrkln? in pairs, students describe and

di scuss the best and the worst events of the [ast week (or
month or year). Volunteers can then relate their
experiences to the class.

7. Twenty Questions.  Students work in groups, each with a
| eader. The Teader thinks of an object, a person, a place,
or an event, and the others in the group ask questions to
determine its identity. Only yes or no answers are _
allowed. Clues may be given (e.g., whether you can eat it,
wear it, or travel "in it). The questioners are allowed
twenty questions or a specific anbunt of time, such as
three mnutes. Students take turns acting as |eader.

8. Same - Different. Wrking in groups, students are
given pairs of 1tems, people, or activities (e.g., David
and CGoliath, hunting and tishing) and nmust make a |ist of
what the paired itens have in conmon and how they are
different. After the lists are finished, the whole class
conpares and discusses the results.

9. Surveys. Working individually or in small groups,
students can conduct surveys mﬁt%in or outside the

classroom  The surveys can investigate attitudes and
opinions on a variety of things (e.g., favourite television
prograns) or collect data on activities and habits

(e.g., what foods are eaten for lunch, what sports are nost
commonly played), and a graph can be made of the results.

- Students can also carry out a classroom survey, using
a list of ten or more inconplete statements or descriptions
fol | oned by blank spaces in which they fill in appropriate
names.  Students nust ask one another questions to identify
individuals who fit the descriptions %e.g., someone who has
a VCR . someone who has been to Tinmns
). Each student's name can be used only

once.

10. Excursions. Working in groups or together as a class,
students can be sent outside the classroomto collect
information. Visits to stores, libraries, fire stations,
or homes should be arranged in advance. Before the visit
students shoul d discuss what information they wsh to
gather and should conpile a list of questions. They can
record the information they collect and report it t0 the
class at the end of the survey.
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11. Gaps. Working in pairs, students are given two copies
of information in the formof a list, diagram maP or
description. However, the information on one of the copies
s not conplete (or, both students’ copies are inconplete,
but with different information mssing). By aski nP_
questions, students try to fill in the gaps. The [ists
bel ow provide an exanple of a case in which both students
are missing information. Each chart can be conpleted with
information from the other.

A

Sar ah Tonmy Car ol Der ek Ken
Sisters 3 1 0 4
Brot hers 4 3 5
Pet dog cat pi g none
Favourite
sport br oonbal | basebal | hockey f oot bal
Wear s
gl asses no yes yes no
B

Sar ah Tonmy Car ol Der ek Ken
Sisters 3 0 4 2
Brot hers 1 4 0 5
Pet cat dog pi g none
Favourite
sport br oonbal | hockey hockey
Wear s
gl asses no no yes no

12. Differences. Wrking in pairs, students are given
simlar pictures that have a certain nunber of differences.
Students are told how many differences there are. (Pairs
of pictures that are not quite the same can be found in
children’s magazines or can be nade by the teacher.

Students describe their pictures to one another and attenpt
to identify the differences without [ooking at their
partner’s pictures.
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13. copy Cats. Wrking in pairs, students are given
ictures or geonetric designs. As above, they must not

ook at one another’s pictures. One partner describes his
or her picture step by step, and the other attenpts to draw
it. They then exchange roles. At the end of the activity
they conpare and discuss the different versions.

14. Shuffled Pictures/Stories. Students are djvided into
pal rS or groups, each of which is given a section of a
comc strip or some other sequential picture that has been
cut up. Each pair or group then describes its piece of the
sequence to the other groups. Fjnally, students discuss
the strip and try to determne the correct order of the

pi eces.

_ To vary this activity, teachers can use a storK
instead of a picture. Stories can be conposed by the
teacher and witten on cards, with one sentence on each
card. Students try to reconstruct the story fromthe

I sol ated sentences.

15. Problem Solving. Wrking in groups, students are
given a Specific problem and told to propose a solution
wthin a specified tinme. Each ?roup nenper states and
defends his or her opinion and fries to convince the rest
of the group. (Each group can propose only one solution. )
TPe proposed solutions are then discussed with the whole
cl ass.

The sinplest kind of problemis the practical problem
based on concrete but hypothetical circunmstances, such as
the foll ow ng:

A person is goin? on a canping trip.

He will be gone three days at a tine

when the tenperature will be just below
freezing. He can carry only a pack

renglng ten kilograms. \What should he
ake”

Students are then given a [ist of itens, with their
respective m9|%hts, and must choose supplies weighing no
nore than ten kilograns. The list should be designed so
that the choice is not easy. Students then explain their
choices to the class.

Students can also tackle such problens as how to
behave and how to express oneself in certain circunstances
For exanple, students can suggest and dermonstrate ways of
refusing something politely.
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16. Rating. Wrking in groups, students brainstormto
produce a list of the characteristics of a certain kind of
person - a good prinme minister, chief, actor, and so on.
The groups then come together to conpare their results.

In a variation of this technique, the teacher gives
students a list of characteristics (e.g., of a good
teacher), which students then rate in order of inportance
In another variation, the teacher gives students a |ist of
food items, which students then rate according to such
criteria as nutritional value, caloric value, cost, and
taste.

17. Planning. Wrking in groups, students are given a few
basic 1tens of information and asked to plan a h%gothet|cm
event, such as a sports day or a hunting trip. tails
shoul d be specified gs.g., the nunmber of judges and the
equi pment needed). t udents then conpare and discuss their
different plans.

18. Debates. Working in groups, all students discuss and
write down arguments for or against a particular topic or
notion suggested by the teacher or the class. Then one
student from each group is selected to debate the issue.

~ Debates are nost appropriate for students in the
Senior Division. Topics should be of interest to all so
that every student has sonething to say.

19. O ass Newspaper/Radio Station. The class produces a
newspaper to be printed and distributed in the class, the
school , or the community. Alternatively, a radio broadcast

can be organized and taped. These projects wll involve
both individual and group work.

20. Ganmes. Commercially produced ganmes or ganes generated
by the teacher are played in the Native |anguage. Wen a

game does not involve nuch speaking, students are asked to
describe aloud what they are doing. One student can also

explain the rules of the gane to the others in the Native

| anguage.

Interpreting information

1. Connections. Working in groups, students are given

| i sts, photographs, or collections of incongruous itemns:
objects, ideas, people, animals, and so on- Each group
must think of as many connections between the itens as
possible. These can be fanciful as well as sensible.
After recording their ideas, the groups conpare their lists
with one another.
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In a variation of this activity, students are given a
list of five to fifteen items. Working in groups, they
wite a story incorporating all of the items on the |ist.

2. Descriptions. Pairs or %{oups of students are given
phot ographs of individuals they do not know Wthin a tine
limt (e.g., five mnutes), students guess and wite down
various things about the person (e.g., age, profession,
likes, dislikes, nationality). Students must explain their
deductions.  Students then rotate their photographs until
each group has seen themall. To conclude the activity,
students read their descriptions, and the teacher, who may
or may not know the individuals, discusses the students'
interpretations with them

3. Story Interpretation. Working in groups, students are
given either a picture or a printed passage that involves a
mysterious situation or event. Each group nmust create a
story to exPIa|n what is depicted in the scene. Detective
or science-tiction stories are good sources of settings for
this activity. Once they have witten down their stories,
the groups relate themto the rest of the class.

4, Wat If . ..? Vbrking In groups, students discuss the
consequences of extraordinary events (e.g., if white people
turned green . . .; if everyone forgot how to speak

English . . . . if hunting were banned . . . ). Students can

t hensel ves conpile lists of these "what if" situations for
di scussion.  Having discussed and recorded their thoughts,
students then present themto the class as a whole.

5. What's Happening? Working in groups, students read or
listen to a dralogue between two people. These dial ogues
can be witten by the teacher or taken from published or
recorded drama. Each group describes a possible context for
the conversation: who the characters are and what their
relationship is; where they are; what they are talking
about; what they are feeling; and so on. The groups then
conpare and discuss their observations. As an extension
the groups can role-play the dial ogue and extend the
conversation further.

6. Headlines. Wrking in pairs or groups, students are

gi ven one newspaper-type headline. The teacher can invent
this or take it from a newspaper, and the headline can be
serious or silly, clear or anbiguous. Students then invent
a story to acconpany the headline. After recording their
stories, the groups conpare them
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7. What Are They Saying? Working in pairs or groups,
students are given single pictures or cartoon or story
strips with bllank speech balloons. They then supply
appropriate words for the balloons within a specific tine
limt. \Wen they have done this, the groups share and

di scuss their responses.

8. Conprehensi on Exercises. Students can work together in
pairs or groups on exercises that they would normally do on
their own.  Conprehension questions wth nultiple-choice
answers can be provided, for exanple. Several of the
answers given for each question can be correct, so that
students will have to discuss which answer is the best.

Rol e pl ayi ng

Rol e playing can be used with students of all ages and at
all levels of proficiency. Even young children enjoy and
benefit from acting out visits to the store or to a novie

The context of each role-playing activity should be.
expl ained to students in advance. In general; role playing
shoul d be based on ordinary situations famliar to students
in their everyday lives (e.g., asking a friend to go
somewhere, refusing an invitation).

Teachers need to be sensitive to personality differences
anong their students when introducing roIe-pIayin% activities.
Sone students, particularly older ones, do not like role
pl aying and should not be forced to take part. Once the
activity has begun, they may feel less threatened and may
join in.

O all the communicative activities, role playing is
perhaps the best vehicle for instruction and practice in
appropriate forms of expression for specific situations.
Students nust |earn when and how to interrupt, when to be
silent, when and how to speak with a formal voice, and so
forth; these conventions, along with gesture, are as nuch a
part of speaking a IanguaPe wel | as are correct vocabul ary
and grammatical form Role playing allows students to
experiment with different forns of expression and to choose
apPropriate styles of speech to suit different speakers and
ditferent contexts.
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1. Sinple Role Playing. Role playing requires confidence.
Teachers can burld this confidence by providing role cards,
which contain instructions for either one role or both, as
in the exanple below. Students then act the parts outlined
on the cards:

Geets B

Geets A

Su?gests goi ng somewhere the next day.

Refuses and gives a reason; suggests another place.
Agrees.  Suggests tinme and place for meeting.
Agrees.  Says goodbye.

Says goodbye.

pegecprdechodesh g

Teachers can vary this activity by giving students only the
first part of a dialogue. Students may inprovise on the

3pof or may be given time to work out a conclusion for the
I al ogue.

2. Dialogue Witing. Wrking in pairs, students wite and
ertorm di al ogues tor people or puppets or take a famliar
egend or story and wite it in dramatic form They can

then performtheir plays for the class.

Games

Introduction

Ganes are particularly suitable for children in the Primry
Division, although they can also be used with ol der
students.  Teachers will already be famliar with many of
the ganes described below, although perhaps not in the
context of language instruction, as recomnended here. They
may wish to keep a file or record of the ganes that they
have used successfully in the classroom |n addition to
the games discussed bel ow, teachers can, of course, draw on
their own experience, on that of other teachers, and on
material cited in the resources section of this document.

Students can play ganes in groups or as a class. In
many games a student can act as |eader once the game is
famliar. Unlike communicative activities, most of these

ames do not involve extensive commnication. They do, .
however, require students to understand instructions, which
Is an inportant listening skill.
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Types of Ganes

1. Bingo. Teachers and students can prepare special bingo
cards with eight or twelve large squares. These squares

may contain nunbers or, nore conmonly, pictures of objects,
animals, or events.s All of the cards should be different.

To play the game, the teacher or |eader calls out the
nane of an object, animal, or event. Students can repeat
the words after the teacher. If necessary, the teacher can
show the picture as he or she nanes the object. If the
students have that picture on their card, they mark it wth
regul ar bingo or custom made cardboard markers. The
teacher can decide what constitutes a winning card: any

five squares, one vertical line, and so on. ~The first
student who covers the required number of squares shouts
“bingo”. Wnners can be asked to name the items in their

W nni ng conbi nati ons.

~ Verb-Ois a comercially produced variant of Bingo,
using only verbs.

2. Run and Find. This game is also known as Bring Me or
Find Tt. The teacher divides the students into tw teans.
bj ects or pictures are placed on a table. Team nenbers
formtwo lines leading away fromthe table. The teacher or
| eader and one nenber of each team stand at a distance. The
| eader says "Bring me a bicycle”, for exanple, and the two
children run through the lines to the table and bring back
a picture of a bicycle. (There may be two exanpl es of
every object or picture, so that each student can bring one
back. ) Teachers can also command students to nove in a
particular way: to hop or craw, for exanple, instead of
runni ng.

A variation of this gane is called Touch It. Objects
and pictures are placed in the nmiddle of a group. As an
object or person Is naned, students nust touch the correct
item

3. Beanbag. The teacher places approximately ten pictures
of objects, people, or events on the floor or on a table
Students nane their targets and take turns tossing bean
bags or other small objects at them Targets should be

5. Pictures can be taken from Andrew Wight's 1000 Pictures

for Teachers to Copy (Don MIls, Ont.: Addison-WsleY;
London: Collins ELT, 1984).
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placed so that they are not difficult to hit. Students
score a point for hitting a target or for namng it
correctly.

4. Gather Round. (bjects or pictures are placed on the
floor as Tar apart as possible. The teacher calls out the
name of an item and students run, skip, or junp (according
to the instructions given) to the itemand stand around it.
Teachers may draw a circle around each object or picture
and require students to gather within the circles.

5. Wat's Mssing? The teacher selects five to eight
items or prctures and puts themon a table or on the floor.
Students nmust be famliar with the Native-language nanes
for the items chosen. They close their eyes while the
teacher renoves one of the pictures or objects. \When they
open their eyes, the teacher asks them what is mssing.

6. Concentration. Between twenty and thirty picture cards
are lald out Tace up. Picture cards can be comercially
roduced or made by the teacher or students. (Pictures can
e pasted on regular playing cards or small blank file
cards. ) There should be two of each card (e.g., two cats,
two beavers). These pairs should be separated from one
;zgl_nother.I All pa&ds are éhen turned face down, and the

I rst player plIcks a card. or she turns |t over, gives
the name of the itemin the B?cture ?mﬁth %elp, i g
necessary, fromthe class), and turns over a second card.
If this ‘matches the first card, the player keeps the
mat ched pair and repeats the process. |f the cards do not
mat ch, the next student takes a turn. The game continues
until all pairs are matched. The player with the nost
cards is the w nner.

7. Fish. A deck of picture cards is required for this
game. Picture cards can be commercially produced or nade
by the teacher or students. (Pictures can be pasted on
regul ar playing cards or small blank file cards.) In the
traditional gane there are thirteen sets of four natching
cards, totalling fifty-two, but ten sets of pairs (twenty
cards altogether) can also be used.

Two to four students are each dealt four to seven
cards face down. The remaining cards becone the "pile".
Wth the aimof collecting pairs, the first player asks the
other player or players for a certain card that will match
one in his or her hand. For exanple, if the player has a
beaver card, he or she can request a beaver. [f the other
pl ayers have the card, they nmust give it over, and the
pl ayer takes another turn. |f the other players do not
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have the card, they say “fish”, the first player takes a
card fromthe pile, and the next player takes a turn.
Pairs are laid aside face up

The game is over when one player has all of his or her
cards laid down in pairs, or when the pile is gone. The
winner is the player who has the nost pairs, or the one who
first lays down all his or her cards.

8. Knock, Knock. One child is blindfolded or turns to
face the walT. Another, chosen by the teacher, taps the
first lightly on the back and says “Guess who?”. (Students
may disguise their voices. ) The blindfolded student has
three chances to guess the other’s identity, perhaps wth
hints from the teacher after one incorrect guess.

students take turns being blindfolded.

In a variation of this ganme, students can draw the
initial of their first name with their finger on the
bl i ndf ol ded student’s back.
9

. Sinmon Says. The teacher issues a series of commands,
with or without actions, as preferred. Students perform
only those actiong grﬂgeded by the words “Sinpn says”. |f
the teacher says Touc your" lose , students should nont
mve. If the teacher says "Simon says touch your nose”,
they should do so. In the traditional game those who nake
m stakes drop out. For maxinum | anguage practice, however,
all students should continue to participate throughout.

In True and False (also called Silly Sentences), a
game sinilar to Sinmon Says, the teacher mmakes a series of
statenents; students do not react to true or sensible
statements, but false or silly statements nust be signalled
in some way.

10. Line-O  The teacher draws a line or lays a rope on
the fToor. Each side of the line is associated with a
certain category of object, food on one side, for exanple,
and vehicles on the other. A representative picture of
each category can be placed on each side of the line.

Students line up along one side of the line, and when
the teacher calls out words, they must either stay where
they are or cross the line, as appropriate. If they are
standing on the food side, for exanple, and the teacher

says "apple”, they nust not move. 1f the teacher says
"snownobi | e”, they nust step or junp across the line to the
vehicle side. As in Sinmon Says, students who nake mi stakes
shoul d stay in the ganme.
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11. Quessing Ganes. |n Guess That (bject the teacher
gives students clues, and they nust guess the identity of
an object. The teacher night say, for exanple, “W use it

inthe winter. |t goes fast, |t has skis op %t.” The
correct answer (a snowrobile) nust be given before the

t eacher proceeds to the next object.

In Spy, anot her guessing gane, descriptive clues
leading to, for exanple, the answer “chalkboard” ("l spy
with my little eye something big, green, and flat") give
nor e Ian?uage practice than the traditional version ?"I spy
wth nmy little eye something beginning with c“).

12, Followtle loatel,  Sunts follov a leater i a line

. oppil ng, | unping, Ki n
faces, and so on.  The |eader descrpbgg the hetPong aloud
(e.g., “l amhopping”). The rest of the class can reply
we~are hopping« for further | anguage practice.

13. Hopscotch. Wth chal k or masking tape, the teacher
mar kS out hopscotch squares on the fPoorP (O her
arrangenents of the ten squares besides that snown bel ow

can al so be used.)

Tge gane is played in the traditional way, wth small
objects, such as stones, used as markers. | ayers throw
their markers into the different squares, tﬁgypnugt cal

out the name of the nunber in the square.
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14. Board Ganes. Many commercially produced board ganes
can be adapted for the purposes of |anguage practice.’
Teachers can al so nake their own boards of twenty nunbered
squares with pictures. As students roll the dice and nove
fromsquare to square, they nust identify or describe the
pictures in the squares they land on, or go back two

squar es.

Songs, Chants, Rhymes, and Fingerplays

Introduction

Al though this section focuses primarily on songs, many of
the principles outlined also apply to chants, rhynes, and
fingerplays.

Songs should be included in Native-language prograns

for students of all ages and all |evels of proficiency.
Songs should be integrated into |anguage |essons and not
used sinply to fill tinme before the end of class. Singing

is a pleasurable activity that relaxes students and makes
them nmore likely to retain what they are |earning.
Students shoul d be encouraged to request their favourite
songs during singing activities.

_ To introduce a new sonﬂ to students, teachers may
sinply sing it to them perhaps at a slightly slower pace
than normal, and perform any actions that go wth the song.
Students may begin to join I1n at once, especially when the
t eacher repeats the song (perhaps once or twice nore). On
each of the next two days, the teacher should sing the song
again several tines, increasing the pace to normal speed.
Students should then know the song, unless it is _
exceptionally conpl ex. Alternat|veuy, teachers may wish to
use a response approach, having students repeat each |ine
after the teacher has sung the lines one at a tine.

The teacher should vary the ways in which songs are
performed in class. Students can be divided into groups,
for example, with each group singing different |lines or
verses. Students can also provide some form of
acconpani ment, such as clapping or beating druns. They can
al so acconpany a song with appropriate noises; a song about
a cat, for exanple, can be sung with some students singing

6. A First Book of Board Games by Dorm Byrne (Montreal
CEC, 1980) offers suggestions for and explanations of
various suitable ganes.
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“meow, meow" to the beat of the song. Teachers can provide
further variety by asking students to sing different verses
in different ways: shouting or whispering, slow or fast,
and so on.

Singing songs provides practice in pronunciation,
intonation, and |anguage rhythns. Songs can also be used
to reinforce grammtical patterns, although they are nost
ef fective when acconpanied by actions devised to match the
words of the songs. The question-and-answer song “Wo's in
the Grcle?", for exanple, should be sung by students in a
circle. As they sing an answer, (e.g., "Sarah's in the
circle”), the student of that name should move to the
centre.

Songs can also be used to teach vocabul ary, especially
songs such as “Ad Macdonald Had a Farnf, which can be
supported by appropriate pictures. This type of song can
be adapted to other contexts: “Uncle Abel Has a House”,
for exanple, to the sane tune as “0O d McDonal d”, can be
used to practise the names of household itens (such as a
kettle and a broonm) and the sounds they produce. Most
songs can be adapted in this way for Native-language
t eachi ng.

The follow ng English exanple uses the tune of “The
Farnmer in the Dell” to provide vocabul ary and |anguage-
pattern practice.

W' re wal king round the room
W' re wal king round the room
Come on and walk with us,

W' re wal king round the room

| went to the store,
| went to the store,
| got some mlk, | got some chips,
| went to the store.

Wiere is ny hat?
Wiere is hat ?
Did you take it? Did you take it?
VWere is ny hat?

She’s so hot that she could nelt,
She’s so hot that she could nelt,
Everybody bl ow on her

She’s so hot that she could nelt.
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Go up the stairs,

Go up the stairs,

Now you' re at the top of them
Go down the stairs.

not well at all,
not well at all,
don't want to do that work,
mnot well at all.

Al t hough songs generally enphasize speaking and |istening
skills, they can also be used to reinforce reading and
witing skills. Beginning students can read songs theg
already know. More advanced students can | earn songs by
reading them Verses of songs such as “Were Have Al the
Fl owers Gone” can be used for sequencing activities.
Students can wite new verses for a song, or they can fill
in blanks left in printed song texts with the correct word
or an equally appropriate one.

I'n addition to using songs for specific |anguage
practice, teachers can present a theme through songs and
can build units around them

Types of Songs, Chants, Rhymes, and Fingerplays

Songs, chants, and rhymes of many types can be used in the
cl assroom for |anguage practice. English and French song

titles are nentioned below as illustrations of the
different song types, not necessarily as exanples suitable
for the Native-language classroom ere possible,

teachers should use Native songs popular in their
comuni ti es.

1. CQunulative Songs. These songs are devel oped by adding
successive verses to preceding_ones” and_repeating the
pattern indefinitely (e.g., "The House That Jack Built").

2. Story Songs and Rhynes. These songs tell a story.
TheY can be short (e.g., “Jack and Jill VWent up the HII")
or long (e.g., “The Bear Went Over the Muntain”)

3. Repetitive Songs. These repeat lines or verses
(e.g., “Fréere Jacques”).

4. Action Songs and Fingerplays. Action songs and
fingerplays are great fun for children and can work well

with students of all ages. In action songs, actions are
%raduallé substituted for sonme of the words (e.g., "John
rown's Body") or nust be performed while the song is being
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sung (e.g., "Hokey Pokey”). |n fingerplays, . student
up their fingers to represent a person or thing whi
sl ngi ng

5. Echo Songs. These songs are sung by students divided
Into groups. One group echoes all or part of what another
group has sung (e.g., “Down by the Bay").

6. Question-and-Answer Songs. In these songs, one part is
sung by an individual or group, which asks a question, and
another individual or group sings the reply (e.g., "There's

a Hole in My Bucket").

7. Popular Songs. Popular songs fromthe hit parade can
be sung by older students.
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TEACHING GRAMMAR

Basic Considerations

Languages reflect the culture and phil osophy of the people
who speak them  Gammar, which is the framework of

| anguage, reveals the way in which each |anguage defines
the re at|onsh|ﬁs bet ween concepts. An understandi ng of
these relationships enhances a speaker’s ability to

fornul ate ideas, to comunicate, and to understand.

The | earning of grammar can be a productive and
enjoyable activity for students. A know edge of the
structure of a Iangua%e can allow students to anal yse and
reflect on its use, thereby stinulating their interest in
| anguage itself, deepening their understanding of the
| anguage being |earned, and helping them to develop their
witing skills and to analyse the witing of others.

Most teachers woul d agree that they thensel ves require
sone explicit know edge of grammar in order to answer their
students’ questions about |anguage patterns. However,
there is currently no agreenment on whether instruction in
grammar hel ps students learn a |anguage or inproves their
ability to comunicate. Mny teachers and students
nevert hel ess consi der an awareness of grammar to be a
val uabl e conponent of |anguage | earning.

Teachers who opt for an approach that does not include
instruction in fornmal grammar wth beginning students can
i ntroduce grammatical concepts such as noun., pronoun, and
verb (in English or in the Native |anguage) as early as the
Junior Division. These terns provide a vocabulary ftor
students’ discussion of witten pieces - both their own and
those of others. Some teachers begin explicit granmar
instruction in Gade 6 wth students who have reached a
basic |evel of proficiency.

At this level and beyond, grammatical questions may
come up in class in the course of |anguage acti'vities with
a non-grammtical objective. Teachers can answer these
questions with brief explanations as they arise, or they
can postpone themuntil a later time (especially if the
gramatical point is one they need to check). hese
I'ncidental explanations are quite different from the sanple
grammar | essons outlined below, which offer explicit and
detailed instruction on a particular point. Teachers using
an explicitly grammatical approach to |anguage teaching
wi || obviously nake the nost use of such lessons, while
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teachers enploying all approaches can consider

I ncorporating lessons such as these into their prograns.
At no level 1s it necessary for students to nenorize
rules of granmar.

Teachers using a grammatical approach will generally
progress from the sinplest to the nore conplex grammatical
points.  Students’ needs, however, should determne what is
taught. A language pattern with a conplex grammtica
explanation, for exanple, my be a common and therefore
essential formfor students to learn at an early stage. In
such cases the form can be taught to beginning students,
and the grammatical explanation can be postponed.

Exceptions to rules can perhaps not be nentioned until they
arise naturally.

Before teaching any point of grammar or |anguage
pattern, teachers should research it in reference books or
check with local |anguage experts or Native-|anguage
speakers. \Were suitable reference tools or |anguage
specialists are not available, teachers nust thenselves
anal yse the uses of the grammatical point to the best of
their ability. Parts B and C of the-Native |anguages
guideline deal in detail with the |anguage patterns of five
Ontario Native |anguages.

Sample Lessons

The Present Prog ressive

This sanple |esson has five stages, which can at tinmes be
combi ned or reordered. It illustrates a |esson on the
present progressive tense (also called the present
continuous ), found in Iroquoian |anguages. The present
progressive expresses an action taking place at the tinme of
speaking (e.g., "I am speaking”). It can also refer to an
anticipated action in the future (e.g., | amnoving to
Sudbury next month”). This sanple lesson deals only with
the first use of the present progressive.

The lesson is presented with English exanples, which
teachers can adapt to the particular Iroquoian |anguage
they are teaching.
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Stage 1: Presentation/lntroduction

Teachers should vary the nmeans they use to introduce
granmmatical points and Ian%uage patterns. The follow ng
are some suggested approaches for the initial presentation
of the present progressive form

The teacher can illustrate the idea through actions
(e.g., by walking around the classroom and saying “I am
wal Ki ng” ).

The teacher can ask questions that require an answer in
the present progressive tense. For exanple, the teacher
can hold up a picture and say “Wat is the girl doing?
She is making bannock.”

?xglﬁln %ts use:

It}%dgga%er\/\‘ ??nllo%r %?u%%et hper efs%rnrtn% gressive tense,
whi ch you can use to tell someone what you are doing
ri ght now ”

nd
ro

A formin the present progressive can be witten on the
board and contrasted with the sinple present (e.g., “I
amwiting on the chal kboard” and “I wite on the _
chal kboard every day”). Students can be asked to define
the difference 1n the nmeaning of the two sentences.

If the teacher has planned a lesson in the present
progressi ve because students have used the form
Incorrectly in a conmunicative activity or a witing
exercise, he or she can begin the grammar |esson by

rem ndi ng students of that incorrect use and introducing
the correct form

The teacher can read a story that students know well (or
a short witten text), converting all the tenses to
present progressives.

Students who are already famliar with the form and who
have learned to use it 1 n speaking before neeting it in
a granmmar class can be given witten stories_or _

di al ogues containing exanples of the form The stories
or dialogues nust be well within students’ range of
conprehensi on.  These students can also play a grammar
ganme in which teans are given sentences that contain
verbs in different tenses and nust identify those in the
present progressive.
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Stage 2: ldentification

If the formal name of the present progressive has not been
taught in stage 1, it should be introduced to students at
this stage. They can be asked to identify further exanples
in a witten text or to give exanples orally. The teacher
can then ask students if theK can see how the pattern is
formed and can wite it on the chal kboard: subject +
present forms of the verb to be + present participle
(ending in -ing). Each element in the conbination should
be identified and explained, including contractions in the
verb forms (I _am ~» pg'm).

Stage 3: Application

At this stage the use of the present progressive to express
continuous action in the present should be expl ai ned.

O her uses can be mentioned but not discussed. The

expl anation should be kept as sinple as possible.

Stage 4: Practice

This stage will occupy the largest proportion of class
tine. Wth beginning students, teachers can start with
meani ngful drills and proceed to comunicative drills and
communi cative activities. (See the “Language Drills” and
“Communi cative Activities" sections of this docunent for a
general analysis and representative sanple of these
activities. ) Wth students who have some proficiency in
the |anguage but who use the present progressive
incorrectly, teachers can begin with comunicative drills.
Wth students who already use the tense correctly nost of
the time, teachers can proceed directly with commnicative
activities.

Meani ngful Drills. Meaningful drills can include
substitution drills, such as the following, with pictures
or actions acconpanying the speaking of the words:

Teacher: [’ m wal ki ng.
Students: " m wal ki ng.

Teacher: The dog.

Students:  The dog is wal king.
Teacher: Run.

Studenis: The dog is running.
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Communi cative Drills. I ndi vi dual students or groups can
mne activities, and the others nust guess what they are
doing. This can take the formof chain drills:

Student 1 (mining): \Wat am | doing?

Student 2: You're sew ng.
Student 2 (minming) : Wat am | doing?
Student3: You' re playing a guitar.

Student 3 then mines sonething, and the chain continues
until all the students have had a turn.

Comuni cative Activities. One communicative activity
Involves dividing students into pairs and giving each
student a set of pictures of people or animls engaged in
some kind of activity. The paired students nust have the
same pictures. The first student, keeping the pictures

hi dden, arranges themin a particular order. He or she
then tells the second student howto line up his or her
pictures to match (e.g., "The first is a girl; she's

sl eeping”). Bot h students shoul d be encouraged to talk in
order to clarify the instructions and make comments. |f

t he teacher can hear that students are having problenms with
the present progressive, he or she should plan to provide
themwith further practice.

Anot her comuni cative activity involves dividing the
class into two teans. Each team constructs sentences
containing the present progressive and nust judge whet her
the other teanis sentences are correct. The teans may, of
course, deliberately construct incorrect sentences.

Stage 5: Fol |l ow up

Fol l ow-up can involve homework or work in later classes.
Teachers whose prograns enploy an explicitly granmatical
approach will give their students nore practice than wll
others and will extend their activities to reading and
writing in addition to the nore common activities that
involve only speaking and listening. Traditional witten
exercises such as the following require students to
conplete isolated sentences using the correct form of a
gi ven word:

He to the store. (walKk)
e appl es. (eat)

Activities that are nore neaningful than this can be
devi sed, however. For exanple, for a homework assignment
students can be asked to wite down what everyone at hone
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is doing at 5:00 p.m, 6:00 p.m, and 7:00 p.m that

eveni ng. For an assignment In class, students can describe
what five of their classmates are doing at that moment, or
they can draw pictures of their classmates and describe
thelr actions.

Teachers enphasizing the grammatical approach will
want to review the present progressive periodically.

First-Person Plural Personal Pronouns

This sanmple lesson has five stages, which can at times be
conbi ned or reordered. It illustrates the two first-person
plural personal pronouns - the inclusive and exclusive -
found in Al gonquin and Iroquoi an | anguages.

Stage 1. Presentation/Introduction

Teachers should vary the means they use to introduce
grammatical points and Ian%uage patterns. The follow ng
are some suggested approaches for the initial presentation
of the first-person plural and of the distinction between
the inclusive and excl usive.

- The teacher can illustrate the inclusive form through
actions (e.g., by walking around the classroomwith a
student and saying “W are wal king”).

- The teacher can ask questions that require an answer. For
exanpl e, the teacher can ask the student wth whom he or
she is walking, “Wat are we doing?", and the student
answers, “We are wal king”.

- The teacher can introduce the exclusive form by taking
one student aside; this student beconmes the |istener.
The teacher wal ks around with the other students, saying
“We are wal king" to the listener, using the exclusive
form To illustrate the difference between exclusive and
inclusive, the listener is brought back into the group,
and “We are walking” is repeated, but now in the
inclusive form

- The teacher can distribute large sheets of col oured
newsprint and cans of black and white paint, and ask
such questions as “Wat are we doing?” and “Are we
pai nting?", which the students nust answer. Teachers can
al so give students practice in other personal pronouns
(e.g., “Are they painting?", "She is painting").
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Using a washtub, the teacher can denonstrate the
possessive forms of all the personal pronouns (“I’'m
washing nmy shirt; |’m washing your shirt; |I’m washing his
shirtr” etc.). The process can be repeated using other
articles.

The teacher can provide students with copies of a story
or short witten text with the first-person plura
personal pronouns onmitted. As the teacher reads the
story to the students, they fill in the inclusive or
exclusive fornms, as appropriate.

Students who are already famliar with the inclusive and
exclusive plurals and who have |earned to use themin
speaki ng before neeting themin a grammar class can be
given witten stories or_ dialogues containing underlined
exanples of the forms. The stories or dialogues nust be
well within the students’ range of conprehension

Stage 2: ldentification

If the formal nanmes of the two plural forms have not been
taught in stage 1, they should be introduced at this stage.
Students can be asked to identify further exanples in a
witten text or to give exanples orally. The teacher can
then ask students to identify the nmorpheme that indicates
the plural in each formand wite it on the chal kboard.

Stage 3: Application

At this stage the explanation of the difference between
i nclusive and exclusive plural forms, introduced in
stage 1, should be repeated. The explanation should be
kept as sinple as possible.

Stage 4. Practice

This stage will occupy the largest proportion of class

time. Wth beginning students, teachers can start wth
meani ngful drills. Wth students who have sone proficiency
in the |anguage but who use the plural forms Incorrectly,
teachers can begin with communicative drills. Wth students
who already use the forns correctly nost of the tine,
teachers can proceed directly with conmmunicative

activities. (See the “Language Drills” and “Communicative
Activities” sections of this docunent for a general

anal ysis and representative sanple of these activities. )
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Meani ngful Drills. Meaningful drills can include
substitution driTls such as the followmng, wth pictures or
e ctions acconpanying the speaking of the words:

Teacher: We are wal king (exclusive).
Students: W are wal ki ng.
Teacher: We are wal king (inclusive).
Students: W are wal ki ng.
Teacher: We are running (exclusive).
Students: W are running.
Teacher: We are running (inclusive).
Students: W are running.
Communi cative Drills. Individual students or groups can

performmnes, and the others nust guess what they are
portraying. This activity can take the formof a chain

drill on the inclusive plural, wth the teacher as an
observer.

Student 1 (mmng): Wat are we doing?

St udent s: o V& are sew ng.

Student 2 (nmimng): Wat are we doing?

Students: We are playing the radio.

The chain continues until all the students have had a turn
asking a question.

Communi cative Activities. In one tyPe of conmuni cative
activity, the teacher can have the class bring their

outdoor clothing from the cloakroom  Students put on and
take off the various articles as requested by the teacher,

describing their actions as they do so (e.g., “W are
putting on our coats”). In doing this activity, which is
an excellent illustration of the concept of the exclusive

first-person plural, students should be encouraged to
pla{|fy the difference between the exclusive and the
i ncl usi ve.

In another type of communicative activity, one that
illustrates the use of the inclusive form two students can
dramatize a laundry day, describing their actions to each
other as they do them (e.g., “W are washing socks", “We
are hanging up shirts”).

If the teacher can hear that students are having
probl ens distinguishing between the exclusive and inclusive
forms, he or she should plan to provide themwth further
practice.
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Stage 5: Fol |l ow up

Fol | ow-up can involve honework or work in later classes.
Teachers whose prograns enploy an explicitly grammatical
approach will give their students nore practice than wll
others, and wll extend their activities to reading and
witing in addition to the nore comon_activities that
involve only speaking and listening. Traditional witten
exercises such as the following require students to
conplete isolated sentences using the correct form

.............. to the store. (walk) (first-person
i nclusive plural)

************** eat first-person
apple ( ) (exclusiee plural)

Activities that are nore neaningful than this can be

devi sed, however. For exanmple, for a homework assignment
students can be asked to wite down what they and ot her
famly menbers were doing together at 5.00 p.m, 6.00 p.m,
and 7.00 p.m that evening. For an assignment in class,
students can describe what they and their classmates are
doing at that moment, or they can draw pictures and
describe their actions.

Teachers enﬁhasizing the grammatical approach will
want to review the forns periodically.



DeveLoPING A THEME

Introduction

Bui | ding | essons around themes is one of the nost
productive ways of teaching, because thenes form a natura
focus for the devel opnent of ideas and activities. Themes
can ran?e from broad topics, such as food, animals, or
means of transportation, to specific subjects or subthenes,

such as bannock, wol ves, or snowrpbil es.

& LET's €AT

Figure 1: Topic Wb Chart
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Figure 1 illustrates the theme of food and eating divided
into topics for a Primary class. The teacher haS put down
as many subthemes as he or she could think of and has
includéd ideas for classroom activities. Gbviously, no two
web charts wll be alike.

In figure 2, the theme of food and eating is divided
into subject areas. This chart may be nore suitable for
Senior Division teachers, although teachers nust use
what ever form suits them best.

Gergrapphes Math /253
ool oisnenss (Husing, ~Coeg (p0l%
T gt ]

Locationa

fince =
Ll |
%W) % - ot o s
:W, m'm | 7‘80{7

Figure 2. Subject Area Wb Chart
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Once there are enough ideas on the chart, the teacher can
choose which of the many possible subthenes to use. |deas
that can be linked to one another are the nost effective,
as they give the unit continuity. A Primary teacher
working from figure 1, for exanple, mght construct the
followng plan Tor a three-week period: the introduction
of the nanes for twenty to thirty local itens of food and
drink; the names of two or three things that animals eat
but humans do not; students’ likes and dislikes; a field
trip to a store to buy sone ingredients for favourite
foods ; and a classroom cooking activity, perhaps with a
recipe in pictures.

As the next step the teacher can nake a |ist of
possible activities and particular aspects of |anguage
(vocabul ary and Ianguage patterns) that would be a suitable
focus for a lesson, taking into account the age and |eve
of proficiency of the class. CQher lists - of relevant
books in the school |ibrary and appropriate songs and
fingerplays - can also be nade.

Alternatively, the teacher might plan the lesson from
another angle. He or she might begin by listing |anguage
functions connected with the theme of food (e.g., describing
food, expressing likes and dislikes). The vocabul ary and
| anguage patterns required to perform these functions could
then be listed, and the activities chosen. These night be
the same as those Planned by the first teacher. In both
cases the lesson plans could be arranged as illustrated in
table 3. Charts such as these can be used by teachers as a
guide in planning large-group and small-group activities
and |earning centres.

Sample Unit

This section provides teachers with a two-week sanple unit
on clothing for Gade 1 students. It assunmes daily
twenty-mnute classes. Teachers are reminded that, |ike

other exanples in this resource guide, the sanple |essons
were designed for English-as-a-second-|anguage instruction
and nmust be adapted for Native-language classes. Since the
| egends and songs to be used in Iessons should be in the
Native |anguage, teachers may have to make their own

transl ations.

Teachers should use all the activities recomended for
each lesson. Activities should be done in the order in
which they are given in the nmodel. |f students have |ess
than twenty mnutes a day of Native-language instruction
or for sone other reason teachers cannot carry out all the
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Table 3: Sample Lesson Plans

Activities Vocabul ary Language Language Legends and Songs, Chants,
Pat t erns Functi ons Stories and Fi ngerpl ays
Sanpling of - Nouns: -lt’s (a) . - Descri bing "The Shut Eye  "Wo Likes
real foods appl es, food ; Dance”
(taste, snell, oranges, -Have sone -Ofering “The Seven
touch, eat, bananas, . food ; Stars”
dri nk) cooki es, -We eat/drink - Accepting
bread, . food
Di scussi on of hamburgers, -Rabbits eat
what we eat noose neat,
and drink fish,
cheese,
Di scussi on of pot at oes,
what rabbits, mlk,
wol ves, and tea,
caribou eat pop
Di scussi on of - Ver bs: -1 (don't) like -Expressing
|'i kes and eat ) |'i kes and
di sl i kes drink He/ she |ikes di sl i kes
taste
chew He/ she doesn’ t
give like
cook
boi |
Trip to store; -Particles -1 want . -Asking‘for
cl assroom store -Preposi- sonet hi ng

Cooking (witing tions:
reci pes, playing on shelf
house) in the bag

activities suggested in the sanple unit, one or two of the
recommended | an ua%F patterns shoul d be’ omtted, and the
activities in students comunicate wi th one another
shoul d be enphasized. |f teachers have nmore than twenty
mnutes a day and have tine for nore activities, they
shoul d consult the Native |anguages guideline for further
exanpl es.

This sanple unit assunes that students are already
famliar with the words for colours and parts of the body,
denmonstrative forns (e.g., "This isa hat”; "T ere
the shoes"), and forms of the verb to have. f
words are to be introduced in this unit: sh|rt
pants\jeans, dress, sock, shoe, boot, noccasin, hat, scarf,
coat, sweater, and mtten. Ihe |anguage patterns to be
Tearned include the present forms of the verbs
(e.g. , “I’mwearing trousers”), to put on, and to take off,
and constructions such as Wiose coat is this? It’s Peter’s

cﬁlomﬁng
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Before the first |lesson teachers should collect itens of
clothing of the sort worn by their students. Havin

more than one item of each kind of clothing or footWwear
will help students understand, for exanple, that shirts
wi th short sleeves and those with |ong sleeves have the
sane nane. |t is recommended that the clothing collected
be in large sizes, so that children can put it on over
their own clothing.

Lesson 1

a) The class sings one or tw songs that the children
al ready know.

b) To introduce clothing vocabulary, the teacher puts
five of the itens of clothing he or she has collected
into a bag and pulls them out one at a tine, providing
a basic definition of each (e.g., "This is a sweater”).
The teacher should describe the item further in sinple
terms, perhaps referring to conparable itens that

students are wearing (e.g., “This sweater is red”;
“Sandra is wearing a sweater”; “Sandra’s sweater is
blue”).  Students should be encouraged to repeat the

nanes of the itens introduced.

Teachers need not limt thenselves to vocabul ary
or forms wth which the children are famliar. Actions
and repetitions can help get the nmeaning of new words
across. Thus , it is not necessary for teachers to
resort to the students’ first language if they do not
under st and.

~ After all the itens have been introduced and

di spl ayed (on a nmekeshift clothesline or a table), the
teacher should repeat their names, encouraging students
to join in.

c) The class is divided into two groups and plays the
gane Touch It. The two groups formcircles, wth
Items of clothing (or children wearing them in the
centre. \Wen the teacher says "Touch the sweater",
students touch the correct item The teacher can
reinforce the vocabulary by touching the item and
repeating 1ts name. A student can take over fromthe
teacher as |eader once the vocabulary is understood.
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Lesson 2

a)

Students are taught a song that includes words for

clothing, using the items introduced in the previous

| esson, perhaps with a few additions. My Boots Go on
Feet”, sung to the tune of “The Farmer in the

Dell”, is one exanple:

boots go on ny feet,
X boots go on ny feet,

at’s where they always go,
My boots go on ny feet.

Many nore verses (e.g., "M hat goes on ny head”, "M
scarf 3oes round ny neck”) can be sung. Students can
pretend to put on the clothing nmentioned as they sing
each verse.

Students are taught the present progressive forms of
the verb to wear. Teachers can Introduce the |anguage

pattern by sayimglmhat they or their students are .
wear i ng (e_v\%_, am weari'ng a sweater; Tonmy's wearing
a shirt”) ile touching the item The children join
in in chorus and then take over as the teacher
silently continues to touch items, which the students
identify aloud. At first sone students will use only

the word for the itemitself, but eventually they wll
use the conplete form (e.g., “John is wearing shoes”).

St udent s Flay a hiding game. One child is sent out of
sight while the others try to remenber and to describe
his or her clothing. Sonetimes the sinple vocabulary
IS enough, althoug% the answers required can be nore
conpl ex, dependi ng on the students’ Ilevel of
proficiency. The teacher can extend the answers

(e.g., “Donna says Barry is wearing a shirt”). The
child returns, the descriptions are conpared with his
or her actual clothing, and the process is repeated.

Lesson 3

a)

b)

The class sings two songs, including the one from the
previous |esson.

The vocabul ary and Ian?uage patterns are revi ewed
t hrough one of the followmng activities:

Students describe the clothing of people in
pictures they are shown.

Students play the hiding game again.
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- Students dress up in the selected itens, and the
rest of the class describes what they are wearing.

A few nore itens of clothing may be introduced in
these activities.

The class forms a circle (or circles, if the class is
large) for a chain drill. The teacher begins the
chain (e.g., "lI'mwearing a sweater”) and asks a
student “Wat are you wearing?”. The student replies
(e.g. , “I'"'mwearing a shirt”) and repeats the question
to another child. This pattern continues until the
question has gone around the circle. Students wll
need help with the question at first.

Using actual itens of clothing or photographs, the
teacher tal ks about clothing that students’ parents
wore as children, or local clothing that is still worn
(e.g., noccasins, nukluks, or hats or coats of rabbit
fur) . The materials of the clothing and its
decoration, such as beadwork, can be pointed out. By
pointing to and exhibiting the objects, teachers can
make sure that students understand what they are

sayi ng.

Lesson 4
a) The class sings one or two songs.

b)

The teacher reads a pattern booklet to the class,
using the form he/she is wearing. (For pattern

bookl ets, see page 84.) The witten text need not be
I ncl uded. If a tape recorder is available, teachers
can tape exanples of the form

The vocabulary and |anguage patterns are revi ewed
through the use of a figure on a flannel board that
studﬁnts “dress” with itens as they are named by the
t eacher.

The class is divided into two groups. One works wth
the flannel board; the other dresses up in the itens
of clothing, putting them on as the teacher or a
student names them  Students shoul d be encouraged to
describe what they or the flannel figure are wearing.
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Lesson 5

a) The class sings one or two songs, and the teacher
tells or reads a story or a legend that involves
cl ot hi ng.

b) Students perform one of the following activities:

They make booklets by cutting pictures of clothing
from magazi nes or catal ogues, or by drawing the
clothing thenselves. Pictures can be pasted into

four-page or eight-page booklets provided by the
t eacher.

They are given a figure and some construction paper
and asked to design and cut out various clothing
itenms, which can then be pasted onto the figure.

Once students have made their booklets or conpleted
their figures, they can describe themto one another

Lesson 6

a) The teacher teaches another song involving clothing,
Incorporating the children's names into a famliar
tune. Rewritten verses of “Here We Go Round the
Mul berry Bush”, for exanple, mght begin

Jerry’'s wearing a blue shirt,
A blue shirt, a blue shirt,
Jerry’'s wearing a blue shirt,
Jerry wal ks around.

b) The cl ass exam nes and di scusses the artwork produced
in lesson 5. Students describe what the figures are
wearing.

c) Students play Back to Back (see page 22).

d) The teacher introduces the forns for putting on and
taking off clothing. He or she puts on and renoves an
item of clothing while describing the action aloud
(e.g., “I amputting on this coaf”). After several
repetitions by the teacher, students join in. Every
child should have a turn at leading this activity.
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Lesson 7

a)

The teacher tells or reads a story or |eads one or two
songs.

b) The forns for putting on and taking off are reviewed
by nmeans of the flannel board. Additional vocabulary
can be introduced (e.g., “Bonnie is cold; she is
putting on a coat”).

c) Working in groups, students tell one another to put on
or take off items of clothing. (One group can use the
flannel board.

Lesson 8

a) The class sings one or two songs.

b) Students play Back to Back as in |esson 6.

c) The teacher displays a picture, and students describe
what the people in it are wearing. Students can use
various forns (e.g., “She has a hat” as well as “She
Is wearing a hat”). Colours can be included.

d) The teacher selects one of the followi ng two

activities:

- Duplicated copies of two different pictures are
prepared beforehand by the teacher Fe.?., a boy in
summer clothing and a girl in winter clothing). The
class is divided into two groups, one of which
colours the picture of the boy while the other
colours the picture of the girl. Each child pairs
Uﬂ with a partner from the other group and, w thout
showi ng his or her picture, tells his or her partner
how to colour the picture that the partner has not
yet done, so that the pictures of the two partners
will match. Wen the partners have finished their
pi ctures according to Instructions, students conpare
their versions and then switch roles.

- The teacher gives students duplicated copies of
figures and then verbal instructions on how to
colour the figures (e.g., “Colour his pants blue").
As he or she gives the instructions, the teacher
shoul d nove around the room providing help where
necessary.
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Lesson 9

a)
b)

The class sings one or two songs.

The teacher collects the children's outdoor clothing

or the clothing itens, from|esson % in,a pile and asks
questions, such as ose coat I's This?” "The teacher

can extend the replies given into full sentences
(e.g., “Yes, it’'s Donna's coat”).

Students play a relay gane. The class is divided into
equal teans, and each teamis given an item of
clothing. Both teams nust have the sanme kind of item
(e.g., a coat). At a signal fromthe teacher, the
coat is ﬁut on and taken off by each team menber in
turn. The first teamto have all its nenbers put on
and take off the coat is the w nner.

Lesson 10

a)
b)

c)

The teacher reads a story or |eads one or two songs.
The teacher reviews the form \Weose coat is this? from
the previous |esson. Students thenselves ask the
questi ons.

Depending on the time available, the teacher chooses
from anong the follow ng activities:

Students can play Bingo, using pictures of itens of
clothing instead of nunbers on their cards.

Students can divide into groups and play the hiding
gane from | esson 2.

Students can play the relay gane from | esson 9.
Students can play What’'s Mssing? (see page 31).

Students can organi ze a fashion show, using nodern
and traditional clothing.
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EVALUATION

Introduction

Eval uation is an essential conponent of the teaching and

| earning process as well as of program devel opnent. It has
two elenents: program eval uati on and student assessnent.
(See the section entitled “Evaluation” in the guideline
Native Languages, 1987, Part A.)

Program eval uation | ooks at the NSL program as a
whol e, examining its goals and objectives, its
admnistration and inplementation (including teaching
techniques and materials), and its involvement with the
comunity.  Program eval uation produces an overall picture
of the working program identifies areas in need of change,
and suggests nodifications. It should be a constructive
process, a way of finding out what works and of inproving
met hods of inplenentation

Program eval uation can be formative or sunmative.
Formative evaluation is an ongoing process that takes place
whiTe the programis in operation. |t identifies
successful and problematic el ements and suggests inmediate
modi fications. Summative eval uation takes place at the end
of the school year, wifh the aim of assessing the degree to
whi ch the program has fulfilled its objectives. It
provides the basis for nodification of the existing program
and for plans for the future.

The other conmponent of evaluation, student assessnent,
must be directly related to program objectives and nust be
based on classroom and comunity activities. Teacher-
generated tests look at the students’ achievenents in
various ways. Proficiency tests, for exanple, determ ne
the |evel of students’ [|anguage skills. (These tests are
often used for placenent purposes. ) Achievenment tests
conpare what students have learned with the objectives of
the |anguage program Tests can eval uate students'
progress in a unit, course, or year. They can also be used
to rdentify individual problens.

Program Evaluation

Purpose

The NSL pro?ram wth its twn goals pf_language_learning
and cul tural awareness, has very specific objectives that
set it apart from other |anguage programs. Program
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eval uation provides the opportunity for admnistrators,
school staff, and menbers of the community to ascertain
whet her the programis neeting the particular needs of

Nat i ve-|anguage students. In order to neet those needs,

the program nust make students feel involved. The content
nmust be interesting and chall enging, touching on thenes and
topics that are nmeaningful to students.

As a rule, teachers feel that program evaluation is
the concern of adnministrators. This iS not the case. In
addition to supervisory officers, admnistrators, and
department heads, teachers are essential participants in
the process of program evaluation. Teachers not only
collect data for evaluation but also use it themselves to
I mpl ement change in their own classroons and to recomrend
modi fications in the program as a whol e.

Techniques

Teachers can collect data to be used in program eval uation
froma variety of sources, ranging from nembers of the
comunity and school personnel to the students thensel ves.

Student feedback is an inportant part of program
eval uation.  Teachers can give students sinple
questionnaires every two weeks or once a month. Students
can be asked éanonynvusly, I f teachers prefer) to rank all
topics covered in the tine period on a scale of one to five
(one =1 didn't like it at all; five =1 liked it ver
mich ) . Space can also be provided for comments (in the
Native |anguage, if possible). The results of the
questionnaires can be shared with the class and may provide
l'ively classroom di scussi on.

More detailed feedback can, in higher grades, be
obtai ned through nore sophisticated questionnaires. These
focus not only on the content of a theme or unit but also
on the objectives of the unit and the associated
activities. A questionnaire of this type could contain

statements such as the followng for students to fill in:
1. | enjoyed the discussion of
2. | did not enjoy the discussion of
3. | increased ny know edge about :
4, Ifincreased my understanding of the nature
0 .
5. | did not understand
6. | enjoyed witing about
7. | did not enjoy witing about
8. | inproved ny research skills by
9. | found the |anguage of difficult.
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10. | found the |anguage of sonewhat
difficult.

11. | found the |anguage of fairly easy.

12. | found the |anguage of very easy.

13. | would like to know nore about .

Students can al so be asked their opinions on the
distribution of class time;, they may feel that they are not
getting enough speaking practice, for exanple.

The teacher can also prepare questionnaires for
students designed to evaluate classroom activities. In
such cases the questions used nust be sBecific (e.g., which
was the best drill, the best game, the best witing
activity, and so on). If students can be encouraged to
I ndicate why they enjoyed particular activities, valuable
information can be collected which, together with the
teacher’s own notes, can help determne why one activity
encouraged students to speak freely, for exanple, and
another did not. Alternatively, questionnaires can sinply
ask students to identify which activities have been the
most I nteresting, the nmost helpful, the |east helpful, the
most boring, and so forth.

The information gathered through these questionnaires
can be very useful to teachers in helping them choose
topics and plan activities. CQuestionnaires are also
valuable for students, as the process of assessnent
involved in filling out questionnaires can develop the
students’ awareness and understanding of the |earning
process and can give them a sense of participation and
I nvol venent in the program

As well as collecting evaluation data fromtheir
students, teachers should record their own observations.
They should assess the degree to which their classes neet
the ains and objectives of each unit as well as of the
programas a whole. Repetition drills and menorization
exercises are not appropriate, for exanple, if the
objective is to have students learn to express their ideas.
The teacher should observe the anount of time he or she
spends talkin? in class; wth a communicative approach,
students should be speaking at least half of the time. The
teacher should al so observe the ratio of |essons and
activities focused on each of the four |anguage skills and
note whether the tinme allotnment suggested in the guideline
I's being foll owed. (See Native Languages, 1987, Part A,
figure 1.) A checklist can help teachers keep a balance
between types of activities. |f nost of one week’'s tine
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has been taken up by a witing project, for example, the
foll owing week’s classes shoul d enphasize reading,
speaking, and listening skills.

~ Finally, observations about the students’ use of the
Nati ve Ian%uage I nside and outside the classroom can
indicate the progranis degree of success in attaining its
Ianguage goals. Teachers can note in what contexts
students use the |anguage, whether they use it only to
answer questions, or whether they actually speak it to one
another in class. Menbers of the community can also
contribute information on students’ use of the Native
| anguage outside the school context.

Assessmen tof Resou rces

The assessnent of resources and of their use in the
classroomis an inportant element of program eval uation
Materials must suit not only the students’ |evel of
proficiency in the |anguage, but their age level as well.
For exanple, books for young children will not appeal to
secondary school students, even if the |anguage used in
them suits the teenagers’ reading level. Thus, content as
wel | as degree of difficulty nust be considered when
materials are chosen.

Materials should also be culturally relevant. The
students’ own environnent should be the starting point.
Students shoul d, of course, be exposed, to attitudes,

habits, and environments outside their experience - but in
add;élon to, not instead of, the reality of their own
wor | d.

Materials must also be geared to the objectives of the
program  Reading skills in the comunicative approach, for
exanpl e, include subskills such as skinmmng, scanning, and
finding supporting exanples. Reading materials nust have
sufficient ran?e to provide students with practice in al
of the subskills that belong to the objectives.

Teachers should keep a record of what resources they
use and how effectively the resources help students to
achi eve the intended objectives. The availability of
resources may be a problemin NSL programs. This should be
noted in the program eval uation.
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Student Assessment

Purpose
The purpose of student assessnent is not sinply to obtain a
mark for the student’s report card. It is an ongoi ng

process designed to assess and foster the student’s growth
t hroughout the year.

Assessment nust be directly related to the objectives
of the program and nust be based on classroom and community
activities. Witten tests are not sufficient as a means of
assessment.  Chservation b% the teacher (documented in
anecdotal records) should be conbined with the assessment
of all of the student’s work: qui zzes, tests, witten
assi gnnents, oral presentations, and group activities.
Student self-evaluation and eval uation by peers can also be
Incorporated in the assessnent of a student’s progress.

Student assessment al so provides information that
allows teachers to assess the effectiveness of the teaching
program  Clearly stated objectives nust be available as a
framewor k agai nst which students' progress can be neasured.
These objectives are nost useful for assessment purposes if
they are broken down into a series of subsidiary
obj ecti ves. If a student’s achievement in a given
objective proves to be unsatisfactory, teachers nust
attenpt to determne whether the teaching nethod or the
actual curriculum could be inproved.

~Student assessnent should nonitor students’ |anguage
skill's. Assessment data can identifY difficulties that
students are experiencing and can allow teachers to design
i ndividual, group, or class programs to focus on particular
probl ens. I nfornmation gathered over tinme will reveal the
rate of students’ progress.

[f student achievenent is to be judged fairly,
students nust be assessed individually, as they progress at
their own pace. Tests that measure students’ work against
a perfect nodel may assess performance according to an
obj ective standard, but they are inadequate as a neans of
determ ning individual progress. Likew se, conparing
students to one another does not neasure their devel opnent.
Assessment should be performed frequently in order to
measure the student’'s rate of inprovenent, relative to his
or her own level of skills at the beginning of the year, on
the last assignnent, and so forth.
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Techniques
Anecdotal assessnent and personal profiles

In addition to the formal assessment techni ques described
bel ow, teachers can conpile informal assessnent data.
Anecdotal records of students’ use of IanPua e and their
cl assroom behavi our need not be kept regula ¥ but
teachers may find themto be particularly usetul for
students who require extra help. The following is an
exanpl e of an anecdotal record:

&%d%bmu;w. SAe o
MWUMWWW

b e Covec 4{44, AoTeborts . ZQAZnAuﬁtltaf

G nte Wcﬁw&/ S Seemed ppleaced
MW'&/WWMM%W7

Ao bk Fanlicqpatio & Lt fne i
0lias activilize.

//

Teachers may . S|npl Wwite c ch as the
foll owi n 23k BTt )" W En PRI R P 0P seens to
under st an aII instructions.”

|f teachers find this kind of anecdotal record too
time-consumng, they canwﬁre are checklists such as the one
illustrated in table 4, ich they can fill in while
observing students involved in individual or group work.
Checklists should be geared to program objectives and
students’ proficiency |evels.

Teachers may find that personal profiles detailing
preferences and interests help them assess the performnce
of individual students. Information from personal -profile
records can also help teachers tailor activities and other
aspects of the programto the students’ individual needs
and interests.
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Table 4: Sample Anecdotal Assessment Checklist
Billy Smth
Always O en Usually Sel dom Never

Listening

under stands | nstructions

- understands naln 1dea

- Tollows stories

Speaki ng

- participates 1n activities

- aKes errors In pronunclation

- MaKesS errors In vocabulary

- can speak: fluently

accurarery

effectively

'
wn

peaks 10 teacher

'
w

peaks T0 peers

can read: short sentences

par agr apns

onger tTexts

- understands maln 1dea

- SKI s

- Scans

- can wite: words

Sentences

par agr aphs

e55ays

- mekes errors 1n sentence structure

- nmekes errors 1n vocabul ary

= WITing 1S organi zed

- witing IS effective

- USes correct spelfing
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Personal profiles can begin with a list of the follow ng:
Interests, favourite classroom activities, |east favourite
cl assroom activities, and favourite books. Students can

add to the record by filling in the blanks in questionnaires
related to learning styles, as in the follow ng exanple:

Li st eni ng _
ke Tistening to

My favourite story to listen to Is

Speaking
I ke tal ki ng about

| like talking to
My favourite song/chant/poem is

Readi ng _
I Tike readi ng about

My favourite book is
My favourite author is

Witing

ike witing about
| like witing ___ _
My stories/conpositions this year are

Cener al _ _ _
The thing | |ike nost of all in school is __
The thing | like nost of all outside school is

Anecdot al assessnents and personal profiles do not provide
an objective ranking of students’ performance in the Native
| anguage.  However, these cunulative records do help
teachers nake judgments about students’ progress and can
be used to supplenent fornmal assessnment when nmarks are

assi gned.

Teachers may find some of the techniques of fornal
assessment useful in conpiling personal profiles and
anecdotal assessnents.

Formal assessnent

More formal methods of assessnent are used to test

students’ achievenents in the program and communi cate them
to the school, to parents, and, of course, to the students
t hemsel ves.  These include quizzes, multlple-choice tests,

witten tests, and oral presentations.
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Formal tests are not recommended for Primary Division
students, who should be evaluated on the basis of classroom
activities. The testing of Junior students should be
limted. In the Internediate and Senior Divisions,

however, formal testing should be a regular part of the
program

Students should be given the opportunitg to practise
and apply what they have been taught before being tested.
New types of activities should not be introduced for
assessnent purposes; for exanple, vocabulary and structures
that have been studied orally should be tested orally, not
by means of witten tests. A test of students’
conversational abilities should not exam ne granmatical
accuracy alone, but should include an eval uation of
students’ fluency, vocabulary, pronunciation, effectiveness
In communicating, and ability to handle a conversation
(e.g., to take turns).

Assessment Criteria

For assessment to be valid, consistent criteria nmust be
applied. Tests that evaluate the students’ ability to read
and listen for information are quite straightforward.
Speaking and witing, however, being nore conplex
activities, are nore difficult to evaluate. Tables 5 and 6
have been provided to help teachers assess students'

par agraphs and essays and their speaking skills in dialogue
and group contexts.

Assessment Reports
Progress reports

Progress reports - indicating the student’s persona
|nﬁrovenent as opposed to rating his or her objective

achi evenent - are not required by all schools. Teachers
may, however, w sh to include themwth report cards and
I ssue them at other times throughout the year as well.

Language- proficiency reports

Longer, nore detailed assessnents should docunent students’
| evel of |anguage proficiency. These reports can be made
at particular stages during the program or at the end of
the term Teachers should assess students’ abilities in
the four |anguage skills according to a series of defined
| anguage objectives. Schools vary in what they include in
| anguage- proficiency reports.
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Table 5: Asessment of Writing Skills

Excellent to Good to Fair to Very
Very Good Aver age or Poor
(8121009 (60- 805 (25-59% ( G2y
Language Use — effective, - effective nmaj or - virtually
conpl ex but sinple probl ens no nastery
constructions constructions with conpl ex of rules of
- few granmmati cal - minor problens constructions sentence

Vocabul ary

Cont ent

Organi zati on

errors

- sophisticated
range

- effective
choi ce and
use of words
and idions
showi ng
nmastery of
word forns

relates to

and thoroughly
devel ops

assi gned

topic

- ideas well-
organi zed and
clearly
stated

- logica
sequenci ng

- good
par agr aph
form

wi th conpl ex
constructions

- some gramatica
errors

- adequate range
- occasi ona
errors of
word or
idiom form
choi ce, and use
but meani ng not
obscur ed

- nmostly relates
to assigned
topic

- limted
devel opnent
and support of
i deas

- loosely
organi zed, but
mai n ideas
stand out

- logical but
i nconpl ete or
i nconsi st ent
sequenci ng
witten in
paragraph form

restricted

to mainly -
sinmple

sent ences

frequent -
grammati ca

errors

limted range -
frequent

errors of

word or idiom -
form choice

and use

meani ng

obscured or
confused

does not -
relate to
assigned topic

i nadequat e

devel opment of

i deas

i deas -
confused or

di sconnect ed -
no | ogical or
consi st ent -
sequenci ng

not witten

i n paragraph

form

construction
wor k

dom nated by
errors

does not
conmmuni cat e

essentially a
direct

transl ation
shows little
know edge of
Native
vocabul ary,

i dions, or
word forns

irrelevant to
assi gned topic

i deas do not
come dCl 0SS

no

organi zati on
not witten

i n paragraph
form



67

Table 6: Assessment of Speaking Skills

Excellent to Good to Fair to Very
Very Coaod Aver age Poor Poor
(817 100% (60- 800 (25509 (0 24%
G amar and - large - control of - vocabul ary - inadequate
Vocabul ary vocabul ary gener al linted, for anything
(These can few errors vocabul ary causi ng but the nost
be assessed in sentence - neani ng conmmuni cati on basi c
t hrough structure conpr ehensi bl e to break down conversation
di al ogues, despite fromtine to - constant
cl ass occasi onal tinme errors in
presentations, errors in - meani ng not sent ence
or group sent ence al ways structure
di scussions. ) structure conpr ehensi bl e make meani ng
because of difficult to
errors conpr ehend
Pronunci ation few errors in with some - incorrect - neani ng
(This can be pronunci ati on, exceptions, speech sounds extrenely
assessed stress, and stress and make mneaning difficult to
t hrough i ntonation i ntonation hard to under st and
di al ogues, errors are patterns under st and because of
cl ass not distracting resenbl e - nmany sound- substitutions
presentations, and do not those of substitution or i nproper
or group cause probl ens Native speakers errors articulation
di scussions.) wi th meaning - sone - stress, rhythm of sounds or
m spronunci a- and intonation i ncorrect
tions that patterns stress, rhythm
affect neaning unli ke those of and intonation
Native speakers patterns
- awkward and
sl ow speech
Di scour se ideas initiated, - clear and - problens - no neani ngf ul
Devel oprent sust ai ned, effective fol l owi ng di scourse
(This can be expanded, and response changes of - hesitations
assessed devel oped despite topic and frequent
t hrough clear, 1ogical pr obl ens - clarification m sunder st andi ngs
group rel ationships initiating or repetition - partner works
di scussions.) and shifts of or changing required very hard to
direction topics - no sustained keep conversation
smoot h - repetition di scour se goi ng
adj ust ment rather than - short
to partner’s clarification responses
change of if partner only
direction does not

under st and
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Table 6: Assessment of Speaking Skills (cont.)

Excellent to CGood to Fair to Very
Very Good Aver age Poor Poor
(81-100% (60-80%) (25-59%) (0-24%)
Conversation - student - student hol ds - student - student cannot
Managenent hol ds the the floor and nmonopol i zes keep conversation
(This can floor will not let the floor or goi ng
be assessed effectively others take a is seldom ~ - unable to gain
t hr ough and gives it turn or gains successful the floor
group up at the floor from in gaining
di scussions.) appropriate time to time aturn
tinmes but cannot
- capabl e of keep it
“long turns” - relies on one

or two fixed
expressi ons

The acconpanyi ng nodel checklist (table 7) can be used as a
guide in assessing Primary and Junior Division students'
performance in the four |anguage skills. The checkli st

wll be nost helpful for teachers conpiling fornal

| anguage-proficiency reports, although it can also be used
for anecdotal assessment and progress reports.

The acconpanying nodel rating scale (table 8) presents
a series of progressively nore difficult achievements in
each of the four language skills, and can be useful for the
assessment of Intermediate and Senior Division students.
Teachers can use this nodel sinply as a guide in evaluating
student performance, or they can incorporate it into their
formal reports. The nodel nust be adjusted to suit the
requirements of students at different grade |evels.

Errors and Communicative Teaching

Introduction

The enphasis placed on rules of grammar and correct
sentence structure in the audio-lingual and granmar-
transl ation nethods |eads teachers and students to see
errors sinmply as evidence that students have not |earned
enough. If, however, teachers adopt the conmunicative
approach, they nmust re-examne the role of errors in the
| earning process and view them from a new perspective.

No one expects children learning their nother tongue
to speak without making mistakes. Nor are children
expected to delay verbal communication until they can speak
grammatically in correct sentences. The sane principle



Table 7 Model Checklist for the Primary and Junior Divisions

Li st eni ng

1.

The student reveals his or

her level of understanding of

the |anguage patterns and

vocabul ary taught in class:

a) by his or her actions
(e.g., draws pictures as
instructed, plays ganes
correctly, puts” pictures
in sequence);

b) by speaking (e.g.,
responds appropriately to
invitations to speak,
questions, and commands);

c) by asking questions in
order to clarify the
meani ng of instructions.

The student reveals an

under st andi ng of additional

| anguage patterns and
vocabul ary:

a) by his or her actions;

b) by speaki ng.

The student responds to

songs.

The student enjoys |istening

to stories.

The student |istens:na:

a) to the teacher

b) to peers;

c) in groups with the
t eacher;

d) in peer groups.

Speaki ng

1.

The student exhibits an

under standi ng of the

| anguage patterns and

vocabul ary taught in class.

He or she:

a) conmunicates effectively;

b) speaks accurately;

c) applies |anguage patterns
beyond the exanples
taught;

d) in group activities,
speaks both chorally and
i ndi vi dual l'y.

The student shows a

famliarity wth

addi tional |anguage patterns

and vocabul ary. He or she:

a) experinents with language
not yet taught;

b) commnicates effectively;

c) speaks accurately.

The student participates in

songs, games, and dramatic

activities.

The student talks:

a) to the teacher;

b) to peers;

c) in groups with the
t eacher;

d) in peer groups.

Readi ng

1. The student enjoys
listening to stories.

2. The student enjoys
silent reading.

3. The student voluntarily
uses the library.

4. The student has
favourite books.

5. The student reads books
i ndependent | y.

6. The student shows an

under st andi ng of the

material read in class

by:

a) exhibiting increasing
fluency in oral
reading (not just
reading word by
wor d) ;

b) his or her actions
(e.g., by drawing
pictures or witing
stories with the
sanme theme as those
read in class);

c) his or her spoken
responses (e.g.,
retelling stories
with the flannel
board and relating
them to personal
experiences)

Witing

1.

4,

The student shows

devel oping control of:

a) letter formation;

b) direction;

c) spaci ng.

The student writes:

a) al one;

b) with the teacher;

c) in groups with
the teacher;

d) with peers.

In teacher-guided

writing activities,

the student:

a) attenpts lesson
activities (e.g.,
| abel I'i ng,
preparation of
bookl et s);

b) conpletes
activities;

c) shows
i nventiveness.

In student-controlled

witing activities,

the student:

a) voluntarily wites
or draws every
day;

b) adds details to
his or her
dr awi ngs;
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Table 7: Model Checklist for the Primary and Junior Divisions (cont.)

Li steni ng

6.

The student
ki nds of
stories,
material).
The student grasps and

under stands ideas and
information and reveals this
through processes such as
the follow ng:
a) sequencing

listens to various
communi cation (e.g.,
instructions, factual

(e.g., recreating

stories on a flannel board)
b) classifying (e.g.,
di stinguishing hot things

from col d ones)

c¢) making inferences (e.g.,
that ice signifies wnter)

d) predicting (e.g., the outcone
of a story)

e) recognizing relationships
(e.g., same and different,
cause and effect)

f) recognizing essential ideas

Speaki ng

5. The student uses speech f
various purposes (e.g.,
expl ai ning, expressing
per sonal
expressing w shes,
or asking for
asking or
narrating personal
experiences ).

6. The student exhibits an
ability to develop and
organi ze ideas and
information (e.g., he or
can classify infornmation
and put it in proper
sequence).

gi ving

or

i deas and feelings,

i nstructions,
answering questions,

she

Readi ng

7.

10.

11.

The student uses the c)
following to help
interpret the material d)
he or she is reading:
a) background know edge
b) grammatical know edge
cophonic cues (e.g. , e)
initial consonants
and word families)
d) pictures f)
The student:
a) self-corrects or
rereads if the first 9)
readi ng does not
make sense or sound h)
right;
b) makes errors in
readi ng that
are neverthel ess
related to the correct

meaning (e.g., reads i)
little baby for baby or
tree for branch).

The student likes to

read:

a) alone;

b) to or with the teacher;
c) in pairs or groups

W th the teacher;
d) to or with peers.
The student reads for
various reasons (e.g.,
to obtain information or
to discover and share the
i deas and feelings of others).
The student’s response
to reading materials
exhibits an ability to
devel op and organi ze
information and ideas
(e.g., he or she can
classify information and
put it in proper sequence).

Witing

uses invented
spel I'ings;

uses vocabul ary
and | anguage
patterns taught
in class;

i's progressing
towards correct

| anguage use;
experiments with
| anguage not yet
taught;

is extending his
or her vocabul ary;
experiments wth
different forms
(e.g., poens,
stories, plays,
and presentations
of facts);
exhibits an ability
to devel op and
organi ze
information and
ideas (e.g., he
or she can stay
on topic and can
devel op ideas in
proper sequence).

0L



Table 8: Model Rating Scale for the Intermediate and Senior Divisions

Li st eni ng

The student:

1.

is able to distinguish

key sounds and stress

and intonation patterns
and can understand a few
singl e-word utterances;
requires slow articulation
and repetition in order

to understand;

under st ands conversation

of slower than nornal

speed in sentences that
have a sinmple structure
and |sinple vocabul ary;
under st ands moat of a
conversation of normal
speed in sentences that
have a sinmple structure
and sinple vocabul ary;
understands the main
points of a conversation
at normal speed, but asks
for occasional explanation;
understand the nmain points
of a conversation at nornal
speed and grasps the main
idea of filns and |ectures
intended for a general

audi ence;

understands and can recal |
al most everything he or she
has heard.

Speaki ng

The student:

1.

2.

uses one-word utterances to
respond to questions;

is capable of disconnected
speech but is unable to

mai ntain interaction;

speaks with great hesitation
and makes many mistakes in
grammar and vocabul ary;
speaks with hesitation and
makes some mistakes in
grammar and vocabul ary;
speaks when spoken to but
rarely takes the initiative;
does not speak fluently, and
makes grammatical errors;
can maintain a conversation,
sonetimes taking the

initiative, and speaks
fluently but with
grammatical errors;

can maintain a conversation,
sonetimes taking the
initiative, and speaks
hesitantly but usually

W thout grammatical errors;
can mmintain a conversation,
sonetimes taking the
initiative, and speaks
fluently and usually without
grammatical errors;

can carry on a conversation
effectively and has the
ability of a native speaker.

Readi ng

The student:

1.
2.

reads words only;

reads short sentences
only;

reads very slowy,
word by word, with
little overall

under st andi ng of sinple
texts;

reads slowy and has a
general understandi ng
of the ideas of nost
sinple texts;

reads slowy and
understands sinple
stories containing a
variety of |anguage
patterns and

vocabul ary;

reads at average
speed, uses context
clues to deternmne the
nmeani ng of some

unfam liar vocabul ary,
and understands the
literal neaning of
unconpl i cated texts;
reads different kinds
of witten material
(e.g., news itens,
instructions, stories)
and fully understands
the literal meaning;
reads material witten

in a variety of styles
(e.g., poetry, short
stories, essays) and
understands subtleties
as well as the literal
meaning of difficult
material .

Witing

The student:

1

wites single words
only;

. wites sinple

sentences only;

is able to conbine a
variety of sentences,
usi ng basic |ogical
rel ationshi p, but
makes nany
grammatical errors;
is able to conbine a
variety of sentences,
usi ng basic |ogical
rel ationships, but
nakes sone
grammatical errors;
is able to wite a
sinpl e paragraph that
exhibits a sense

of organization,

but nakes many
grammatical errors;
is able to wite

a sinple paragraph
that exhibits a sense
of organization, but
nakes sone
grammatical errors;
is able to wite

a short essay that
exhibits a sense

of organization,

but nakes many
grammatical errors;
is able to wite

a short essay that
exhibits a sense

of organization,

but nmakes some
grammatical errors;



Table 8: Model Rating Scale for the Intermediate and Senior Divisions (cont.)

Li stening Speaki ng Readi ng Witing

The student:

9.

is able to wite an
essay with an

organi zed structure,
uses a range of

| anguage patterns
and vocabul ary, and
exhibits a know edge

of stylistic devices.

ZL
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applies to learners of a second |anguage, who nmust try to
communi cate before they have thoroughly mastered the
vocabul ary and the granmatical rules of the |anguage they
are learning. In particular, |anguage teaching that
enphasi zes communi cati on encourages students to speak and
wite as soon as possible and leads themto attenpt to use
vocabul ary and |anguage patterns that they have not yet
mastered. Experimenting in this way, students inevitably
make m st akes.

\When students learn a new | anguage, they nake
hypot heses and use various strategies in an attenpt to nake
sense of the way in which the new | anguage works.
Transference, whereby the student transfers a construction
from the nother tongue into the second |anguage, is one
such strategy. This helps the speaker find words wth
which to communicate, but not always the right ones or in
the right place. An English speaker, for exanple, used to
English word order (i.e., subject followed by verb followed
by oﬁ%ect), m ght produce the followng tw sentences in
French:

Je mange du pain. ('meating some bread.)
Je mange Te. (I'meating it.)

The first sentence is correct, but the second should be
Je | e mange. Transference has led the student to nake a
m stake in word order

Ceneralization is another strategy used by second-
| anguage students to extend their range. Fromtheir
observation of the |anguage, students build on rules or
exanpl es that they have |earned or encountered. For
exanpl e, because they have observed that the plural of
table and book is formed by the addition of an s, students
add s to other nouns to create plurals. This practice can
| ead to overgeneralization, however, in which the observed
rule is incorrectly applied (e.g., the addition of s to
nouse or foot).

Errors caused by transference and generalization are
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Types of Errors

There are two main tyes of errors, fromthe comunicative
point, of view Gobal errors are sufficiently serious to
make the speaker’s or witer’s neaning difficult or

i mpossible to understand. Local errors are small m stakes
that do not interfere with the meaning of the sentence.

Correction of Errors
Oral activities

The correction of errors is an inportant issue in

communi cative |anguage teachin%. Teachers nust decide what
percentage of mistakes should be corrected and when, how,
and b om corrections should be made. Ever% class wll
be different, and no hard and fast rules can be fornul ated.
However, since conmunicative teaching ainms expressly to
foster students’ communicative skills, teachers should keep
in mnd the fact that overcorrection can nake students so
concerned with accuracy that they becone inhibited and
unwi I ling to experinment.

Some errors, however, nust be corrected, since
comuni cative | anguage teaching aims not only for fluency,
but also for appropriateness of tone and grammatica
accuracy. The teacher’s nethod of correction should vary,
depending on the nature of the activity being perforned.
M stakes during drills or other structured exercises can be
corrected inmmediately, although it is best to limt
correction to those mstakes that relate to the objective
of the drill. M stakes made during comrunicative
activities should not be corrected at the time but should
be noted by the teacher and worked on in subsequent
activities. Fol | ow-up sessions should focus on gl obal
rather than local errors and should provide feedback on
questions of social appropriateness, vocabulary, and
content. Gammatical problens, consistent errors, and
other areas of difficulty observed by the teacher during
these activities can be nade the basis of separate |essons.

Witing activities

Witing activities provide teachers with an opportunity for
more systemmtic feedback. The correction of witten work
can be nore individual and less public than that of oral
activities. It also has the advantage of |eaving students
with a concrete record of their particular difficulties.

In general, rather than correcting the mstakes in a piece
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of witing, teachers should indicate what kinds of errors
have been made. For students in the Junior, Internedi ate,
and Senior Divisions, teachers can prepare and provide a
l'ist of possible types of errors, using abbreviations and
symbols . Students can then rewite their pieces, using the
abbreviations as a guide in correcting their own errors.
Every language has different errors, so standard |ists of
corrections Will necessarily differ. Native-language
teachers will have to conpile their own |ists of
corrections and their abbreviations, based on English
nmodel s such as the follow ng:

t. = tense e.g., “lI conme yesterday.”

agr. = agreenent e.g., "The boys is here.”

w.c. = word choice e.g., “Canada is a big city.”)
w.f. = word form e.g. , “He speaks slow. ")

Teachers nust, of course, ensure that students understand
the abbreviations and the structural rules involved before
they are used for the purposes of correction.

The following is an exanple of a piece of witing
corrected in this way:

g o) v i Ciing. d G

Wﬁmmu WA itk JW@@)W/W
Gty Jhy quue e 4. ook, WUMW
'ﬁ}dmwww\‘%
th ed.

Teachers can wite |longer cenents concerning persistent
m st akes, explaining the source of the error and giving
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exanpl es of the correct form For exanple, the final
m stake in the exanple above can be treated in this way:

PN ol vekos ﬂﬁuv ﬂu%/,%uéé Aall, wlll, cnld, ﬂ%?ZQZ

et N ks

wperby

@L&?O
Ste /vcéﬁ 7b&f Ao .
et sho do &7

Peer correction in groups, another neans of correcting
errors, can give students the opportunity to discuss their
I deas about the |anguage while analysing their own witten
work. Since students are working wth material that they
t hensel ves have produced, they wll share the errors
observed and discussed. Peer correction nust, however, be
managed in such a way that it does not cause enbar r assment .
If the witing is anonymous, or produced by a group! the
di scussion of the piece will not single out any individual
for criticism
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THE NSL PrROGRAM IN THE CONTEXT
OF THE ScHooL AND THE COMMUNITY

Co-operation Within the School

Various menbers of the school staff can serve as resources
for one another in developing a successful NSL program that
I's responsive to the needs of the students for whomit is

I ntended and that takes maxi num advantage of the available
resources. Such co-operation will also benefit other

school prograns and reinforce the idea that the NSL program
has a legitimate place in the curriculum The Native-

| anguage teacher and ot her nenbers of the school staff can
work together in the follow ng ways:

- The Native-language teacher and regular classroom
teachers should famliarize thenselves with each other’s
prograns.  They can neet regularly to devel op teaching
I deas and materials. If the NSL curriculumis taught on
a thene basis, the Native-language teacher and the
appropriate subject teachers should, if possible,
co-ordinate their efforts.

- Teachers can sit in on each other’s classes. This will
give them an overview of their students' entire program

- Al school staff should co-operate in the setting-up of
timetables. If possible, Native-language classes should
not be scheduled at difficult times, such as inmrediately
before lunch or at the end of the day.

- Regul ar-class teachers can provide time in their classes
for language activities, so that students are given the
opportunity to make use of their |anguage skills in other
contexts, outside the time allotted to [anguage |earning
in the curriculum

- Native-language and regqul ar-class teachers can work
together on strategies for individual students. They can
al so work co-operatively on student assessment and
jointly present students’ report cards to parents.

- Bulletin boards or other displays of students’
Native-|anguage work can be put up in the regular
cl assroom

- School projects, drama nights, school clubs, and other
school -wi de activities should include NSL contributions
in the Native |anguage from students in the NSL program
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Native-language teachers can share ideas on teachinﬂ
met hods, materials, and curriculum planning with other
second- | anguage teachers.

- In some schools, the Native-language teacher is the only
staff nember who speaks the local Native |anguage. He or
she can therefore act as an inportant |ink between the
school and the community. Native-language teachers may
be called upon to translate at parent-school meetings and
at the presentation of report cards, to explain school
projects to the connunitr, and to explain the |oca
culture to non-Native colleagues in the school.

School staff can set up a program of classroomvisits for
parents, grandparents, or other interested menbers of the
communi ty.

G oups made up of Native-language teachers from schools
within a wide area can be forned. These groups can neet
to discuss problens and share ideas and information.

Assi stance for the formation of groups and the arranging
of neetings can often be obtained from school principals
and school boards. Tine and effort are required to
establish networks such as these, but the assistance and
support they provide are worth the effort.

O der students in the program can also be called upon in
this co-operative process. As they often know the younger
children outside the school setting and are indeed often
related to them older students can make the children fee
nmore confortable and |ess shy about expressing thensel ves.
Students from Gade 6 up can take over sonme of the
follow ng functions of the teacher:

reaging to the younger children and listening to them

rea

- helping the children |abel pictures
acting as leaders in communicative activities

- hel ping produce “booklets"” of the younger children’s work
by typing the text or helping with the cover
transcribing stories told to them by the younger children
and hel ping the younger children read the stories from
the transcriptions
hel ping the teacher nmake materials for |anguage practice
wor ki ng one-on-one wi th younger children on particular
areas of difficulty

Teachers can develop a teamspirit anong their student
hel pers by outlining sone of their reasons for selecting
a

particular strategies and activities. Teachers find that
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explaining the objectives of activities strengthens the

sense of participation and commtnent to the program of

their student helpers, |eading themto work wth greater
ent husi asm

Co-operation Between the School and the Community

Program Planning

School boards or advisorK commttees help maintain contact
bet ween the school and the community and provide an
opportunity for local people to participate in program
devel opment and i npl enentation. Native organi zations, such
as cultural or friendship centres, are made up of parents
and ot her community nenbers who have an interest in schoo
programs. These organi zations can be involved in program
pl anning and can provide the [|ocal Sﬁgport and assi stance
that are so inportant in making the NSL program a success.

At the initial planning stages, Native-|anguage
teachers can inform comunity menmbers of the programs
goals. The topics and themes to be raised and the |evel of
| anguage proficiency to be aimed for can be discussed.
Teachi ng met hods should also be described and expl ai ned.
Many community nenbers will not be famliar with the
communi cative apﬁroach and shoul d be exposed to the
t echni que through tal ks, discussions, and class visits,
during which they can see displays and denonstrations and
perhaps observe [essons in progress.

The participation of these community groups in the NSL
program should be invited for several reasons. Firstly,
community groups can reconmend topics and thenes of
particular |ocal relevance for inclusion in the program
Secondly, they can organize comunity resources to support
the program ~field trips, student broadcasts on |oca
radio stations, community displays, visiting aﬁeakers, and
cl assroom assi stant prograns are all ways in ich the
comunity can put its resources at the disposal of the
school . Thirdl%, | ocal groups can pronote the acceptance
of the program by the rest of the comunity by pointing out
the cultural and personal benefits to be gained by the
students participating in the program

Fewer community resources are available to teachers in
school s outside reserves. Teachers in such schools coul d
suggest that the local school board contact nembers of the
Native community outside the board, with whom
Native-|anguage teachers could work to further the ainms of
the program
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School-Community Relations and Language Awareness

The follow ng are sonme suggestions for projects ained at
devel opi ng school -community relations and hei ghtening

| anguage awareness in the local comunity. These projects
are based on activities carried out by Native-|anguage
teachers in Ontario Native comunities where the [oca

| anguage was in danger of disappearing.

An oral Native-language |earning program could be
established for learners of all ages.

An adult-literacy program could be established.

Posters in the Native |anguage coul d be put ug at
community events, such as harvest festivals, bake sales,
and choir neetings. Elementary and secondary students
could make the posters in school.

The Native language could be used in some way at
community events; for exanple, agendas for comunity
meetings could be witten in the Native |anguage, or
foods could be labelled in both |anguages at bake sales.

Local radio stations, which generally broadcast in
English, could insert Native-language announcenents.

Bilingual |ocal newsletters could be produced, using the
school’s equipnent. Cartoons, stories, brief articles,
and announcenents could be witten in the Native

| anguage, while English-1language content could include
articles from nagazi nes and newspapers related to Native
| anguage and cul ture.

A summer |anguage program for students could be
establ i shed.

A tel ephone consulting service could be established for
those with questions on vocabulary, |anguage patterns, or
ot her aspects of the Native |anguage.

- Community bingo games, using words rather than nunbers,
coul d be organized. Prizes could be donated by |oca
stores.

T-shirts or buttons with appropriate messages (e.qg.
“Speak to me in Cree” or “Let’s speak Mhawk again”)
could be made and distributed at conmmunity events and
t hroughout the area.
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- Students' grandparents could be encouraged to speak the
Native |anguage with students in the hone, even if
students’ parents do not know the |anguage and cannot
partici pate.

Community Resources

The best resources of the NSL program are the people of the
Native conmunity. They have a wealth of know edge of
Native language and culture, both of which have undergone
maj or transformations during their lifetimes. Teachers can
consult comunity menbers for assistance in planning units
on a wide variety of topics (e.g., history, festivals,
clothing, and food). Field trips outside the school or
classroom visits by individuals or groups can also be
arranged.

Before field trips or classroomvisits, teachers and
resource people should discuss arrangenents, clarify tine
limts, and find out whether any preparation or materials
are required. The language to be used should al so be
specified, and the Native-language teacher should know if
he or she will be required to provide any specific support.

The Native-language teacher should prepare students
for the visit. Students can be asked, for exanple, what
t hey know about the subject to be discussed or the skill to
be observed. They can conpile lists of questions to be
asked.  Preparation should also include the introduction or
rei nforcement of vocabulary or |anguage patterns relevant
to the subject of the visit.

The Native-language teacher should be present during
the field trip or visit and should help students offer sone
kind of culturally appropriate thanks to the resource
person. The Native-|anguage teacher should al so conduct a
followup session after the activity.

In addition to field trips and classroomvisits,
comunity nenbers can participate in the NSL program as
vol unteer classroom aides. These aides can, in nmany cases,
be treated as additional teachers, even if they do not
speak the Native |anguage. Unless they request them
cl assroom ai des should not be given |owlevel jobs such as
cleaning up. They should be informed of classroom
procedures and %iyen_the opportunity to prepare naterials
and to work with individual students or groups. The
Native-|anguage teacher should attenpt to discover any
special skills or know edge possessed by these assistants



82

that can be nade available to the teacher or students. If
the aides speak the Native |anguage, they can provide

val uabl e assistance in |anguage practice, both in class and
after school hours.

Menmbers of the community are often willing to
contribute or lend materials to the school. ey may offer
Rgotographs, arts and crafts, or recipes, for exanple.

ny al so have extensive expertise to offer in such matters
as fishing, hunting, and art and can be a source of
information for students’ research

Students, especially those in the Internediate and
Senior Divisions, can use these |ocal resources to create
bookl ets about their communities, based on interview and
the materials they collect. The creation of these booklets
can be acconplished through individual or class projects.

In either case, students conduct the interviews, conpile
and edit the content naterial, take photographs, and |ay
out and conplete the final product. Copies of these

bookl ets can be given to the individuals interviewed and to
comruni ty organi zations involved with or interested in the
NSL program

Concrete resources can also be provided by the
comunity. The comunity store, for exanple, can be an
important source of materials: the teacher can collect
enpty packages, tins, and cartons fromthe store in order
to create a classroomstore. Recipes on containers can be
translated. Boxes fromthe store can be used to make
puppet theatres, cardboard vehicles, or scul ptures.

Posters from the store can also be used for translation
exer ci ses.

Nursing stations or clinics can also provide useful
materials for schools. A classroomclinic can be set up
with posters, first-aid equipnent, and so on. In addition
to language practice, these classroom clinics are one means
of conmunicating inportant health information to students.

Local natural resources can also be useful in the
cl assroom Herbs and berries can be collected, and their
various uses di scussed. Local industries - sawmlls, for
exanple - can provide useful naterials, such as sawdust for
dol | s.
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THE DEVELOPMENT OF RESOURCE MATERIALS

Teacher-Generated Materials

The lack of suitable Native-language teaching materials can
be a serious problem Teachers, therefore, nust be
prepared to be innovative in generating resources for use
In the NSL program  This section contains specific
suggestions for classroom materials that can be prepared by
the teacher. Teachers may find additional ideas in the
books or journals cited in the resources section of this
document.  Conputer nmaterials can also be adapted for
Native-|anguage instruction.

1. Picture Files. Teachers can collect and save suitable
colour pictures from nagazi nes, advertising handouts, and
ot her sources for vocabulary and |anguage-pattern practice
Such pictures can be filed under different thenes

(e.g., famlies, outdoor sports).

2. Pattern Charts. Teachers can construct pattern charts
that make use of a repeated |anguage pattern, often
combined with drawings or pictures. These charts provide

r eadi ng Practice and are especially useful in the early
stages of the program The three acconpanying exanples
show a possible progression fromthe sinplest form of chart
to a nore difficult version

Jay wants 4o eat =
Lori wants 4o eat OO
Sara wants Yo eat

Lon wants +o dr!'nK@

\Tay wants 4o eat bread 83 \Tay wants +o eat bread
Lori wants fo eot eqqs 00 Lori wants fo eat eqqs

Sara wants to eat berries

Sora wante to eat bereies D
Ron wants 4o drink tea @

QOh Wan+5 "'O dr‘n’nk +€q
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3. Lanquage- Experience Charts.
chart

Teachers can record on a
a student’s experience as recounted b

the student in

his or her own words. Depending on the student’s reading
| evel , such charts may consist of sketches with explanatory
| abel s or contain stories in conplete sentences, wth
or w thout s etches, as in the acconpanying illustrations.
The  Airport The Airpor'f'
We went +o +he airpor'r
stoipP Slanley— S
landing ° 4
”‘“”“3"’@ We saw Stanley é;i
Aze& windsock S—}'anley s the manager. A DC-3
l! '; @ *%Came in. I+ had
e @ Stanle
pc-3  mail baq  4icket mail bags. N
cshowed us « ticket. @

The conplete sentences in the chart on the right are in

this case grammatically correct.

Since teachers are

constructing these charts by cop I ng down the students’

wor ds, however, the sentences
errors. | t
students’ sentences

corrections,

in their
as students wll

contributing where they can.
fact that,
edi ting.

[ike all witers,

After

not always be free of

i's neverthel ess preferable to wite down the
own words,
find it
sentences if they recognize their own expressions.
charts can be corrected on the follomjn% day,
Teachers sho
students can benefit from
(Students in process-witing prograns wl |
already be famliar with this concept

wi t hout

easier to reread the
The
with students
ul d enphasi ze the

and procedure).

the charts have been made and used in | essons,
they should be left where they can be seen.

Students will

continue to read them and to |earn vocabulary and |anguage
patterns fromthem for a long period of tine.

4. Pattern Bookl ets. Snal

bookl ets can be nmade to

illustrate a specific |anguage pattern when it is

i ntroduced in class.

Si npl e sketches or

pi ctures can be




made into bookl ets and acconpani ed by an audiota

students can read, a witten text can acconpany t

illustrations,
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as shown here.

We. ecat berries.

~, H%

We eat bannock.

Where's +he book ¢

T on the shelf.

Each illustration of the pattern takes up
with six or

doubl e page,
Surprising or

We eat tpo much.

Eg. | f

%

Where's Hhe Pencfl?

I¥s on Hhe dable .

a single or
seven illustrations altogether.
hunmor ous endings can provide effective
closing lines for pattern books:

Where's +he ca-l-\?

pd

A\Uay.

I+ married &

bear and ran

Pattern books with witten text can be read to the class.

Pattern books w thout text can also be “read”
who learn the patterns by Ilistening.

course, fulfil
readi ng.

Nat i ve- | anguage

cl assroom

tapes in the regular classroom

to students,
An audi ot ape can,
the same function as the teacher's oral
If there are no listening facilities in the
students can perhaps listen to

of
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5. O her Booklets. (a) Teachers can wite down |egends or
stories based on real events and use them for |istening or
readi ng practice. (b) Teachers can make up stories or
dialo%ues based on events involving students. |f these are
suitable for students’ reading levels, students can read
them al oud, and they can be taped for later I|istening.

(c) Teachers can construct stories around one photograph or
a series of photographs taken of students or others in the
comuni ty. ven one or two sentences can neke a story that
students can read.

6. Big Books. Teachers can wite out stories (fromthe
booklT'et's produced, for exanple) in large print on
flip-chart paper. Stories with a repetitive structure are
particularly suitable. Students can add illustrations to
t hese books, which can be used for individual or chora
readi ng.

7. Pocket Charts. Teachers can create pocket charts by
attach|n%.str|ps of tag board to a large piece of Bristo
boar d. ictures and preces of paper containing words or
phrases can be inserted into the pockets to nake sentences.
Students can work on this activity on their own once it has
been initiated by the teacher.

mesEl _[0O0] Tean] fruml | 4|

T L Y Tt g T T 1T T 1 g g T T T T VT3 )
e lcan] [jume] f

Weeat can |_JHmp

T W O P 0 s o TR WO O M AT (LI WA SR O IR S B LAYt S I [RENR NN

B AV v s O W O e PRI ALY IR LR B o TR AN AR PR AN

YR S T TIN5 U A A W o W A TS PO S o SER LAY VALY S 8 i) LU AN E TG 0 Y S

8. Puppet s. Puppets can range fromthe sinmple to the
el aborate. On the sinple end of the scale, paper finger

puppets can be made and wapped around the finger, as shown




inillustrations 1 and 2,

constructed from scrap nmaterials,

|

Students as wel |

as teachers can make such puppets,
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or cloth hand puppets can be

2 >3

as shown in illustration 3.

whi ch

can be used to introduce vocabulary and | anguage patterns,

to denonstrate conversational _
the opportunity to practise conversing.

write dialogues for puppet

9. Learning Centres.
envi r onnent

students working independently w thout
Teachers nake up cards to explain in words or
as in the acconpanying
Teachers should keep a file of these instruction
More detailed ideas for

assi stance.

pi ctures what
exanpl es.
cards for reuse.
can be found |isted under
Resources section

students are to do,

skills,

pl ays.

A learning centre is a separate
I'n which a defined task is performed by
S

the teacher

“Cl assroom Resources” in the

and to give students
Students can al so

| earni ng centres

Match +he sentences
and +he pictures

ly22 s O amtund vane.

Bi5

e ool oh anves lt

Osiciar Lo hneey eava >

Howlonort aw Jatveig,

=
<

1
i

{ ;‘?

< hovd 'H1€.

a  Ccanoe

A liHle
after +Hhem

There are
spruce trees

lots

]

Draw a picture +o
-Q'Jnowfv:?-‘

Two boys are carr\/inj

303 1S runm'nj

of

A raven is ‘F’yivj naarb\/
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10. Conmuni cative Activities File. As described in the
section of this resource guide on comunicative activities,
teachers should keep a file of the communjicative activities
that they have used in their classes. This file should
include details on procedures, on the resources used
(pictures, charts, or forns), and on the particular points
of |anguage practised during the activity. The file should
al so incorporate comments on the outcome of the activity
and suggestions for inprovenents.

The Adaptation of Existing Language Matetials

Many Ontario schools have teachers of other second

| anguages besi des Native |anguages. English, French, or
heritage-|anguages teachers may teach vastly different

| anguages, but neverthel ess make use of techniques and
activities that are simlar to those used by Native-

| anguage teachers. Al second-language teachers can learn
from one another. For this reason, regular meetings to
di scuss strategies and activities can be very productive.
In particular, Native-language teachers can adopt the
activities and nodify the nmaterials used in other
second- | anguage classes for use in their program

- For exanple, picture cards and pattern books w thout
print can be used to teach vocabul ary and |anguage patterns
In any |anguage. |f the books and cards to be used have
text 1n another |anguage, this can be translated by the
Nat i ve- | anguage teacher as the picture is described or the
story is told. If students are to read a story that has a
text in another |anguage, paper strips containing
hhtéve-language translations can be taped over the origina
wor ds.

Student-Generated Matetials

The work that students produce in hhtive-langua?e cl asses
(e.g., drawings, tapes, booklets, and other witten work)
can be used as teaching material: to reinforce |anguage
patterns that students have already studied and to

i ntroduce new el ements. Work done” the previous day, week
or throughout the term can be displayed in the classroom
Wth a little guidance from the teacher, students can make
bul | etin-board displays of their work in the Native

| anguage. The setting-up of the materials and discussions
of the displays can be useful exercises in thenselves.
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Di spl ays should include pattern books of the students' own
creation. Reading these booklets not only will reinforce
certain points of [anguage but will give students a feeling
of pride in their achievenents. The booklets should be
collected to forman in-class library and should be

avail able for students to read to thenmselves or to one

anot her.

Students' work from other classes can also be used as
a Native-language resource. Students should be encouraged
to bring to class their math, science, and social studies
material's, for exanple, and teachers can heIP t hem descri be
themin, or translate theminto, the Native language. The
exercise of translating these materials not only extends
the application of the Native |anguage beyond the narrow
cont ext of the | anguage class but has the additional
benefi t NgrOV|d|ng teachers w th nuch-needed resources
for the|r L cl asses.
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RESOURCES

This resource section lists a wde range of useful books
and periodicals. Because of the shortage of materia
expressly designed for Native-language 1nstruction, many
of the books lIsted bel ow deal wth English-as-a-second-
| anguage teaching or English instruction nore generally.
They can, however, be adapted for use in Native-|anguage
t eachi ng.

Reference Books

Theory and Methodology of Language Teaching

Asher, Janes. Learni ng Anot her Language Through Acti ons.
2nd ed. Los Gates, Cal.: Sky QGaks Productions, 1982.

(Aé/a| I)abl e fromP.O Box 1102, Los Gates, California 95031,
U. S A

Ashworth, Mary. Beyond Methodology. Canbridge: Canbridge
Uni versity Press, 1985.

Burnaby, B.; Mlnnes, J.; Guebert, L.; lzatt, M,
Moore,  W; Speares, J.; and Upper, M, Crcle: An
Integrated Language Arts Program for Native Children.
Toronto: Fitzhenry and Wi teside, 1985. (An ESL text,
avail able for Kindergarten and Gade 1; Gades 2 and 3
forthcomng. )

Canada. Departnment of Indian and Northern Affairs.
Teachi ng an Al gonki an Language as a Second Language.

A Core Program for Kindergarten. Otawa: Department of
[ndian and Northern Affairs, Canada, 1978.

Canada. Department of Indian and Northern Affairs.

Teachi ng an Al gonki an Language as a Second Language.

A Core Program for G ade One. COtawa: Departnent of Indian
and Northern Arfairs, Canada, 1978.

Canada. Departnment of Indian and Northern Affairs.

Teachi ng an Al gonki an Language as a Second Language. _

A Core Program for G ade Two. Otawa: Departnment of |Indian
and Northern Affairs, Canada, 1980.

Krashen, S., and Terrell, T. The Natural Approach -
Language Acquisition in the dassroom xford: Perganmon
Press, 1983.
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Larsen-Freenman, D ane. Techniques and Principles in
Language Teaching. Oxford Okford University Press, 1986.

Littlewood, W  Communi cative Language Teaching - An
Introduction.  Cambridge:r Canbridge University Press, 1981,

Littlewood, W  Foreign and Second Language Learning.
Canbridge: Canbridge UniversitTy Press, 1984

Ontario.  Mnistry of Education. People of Native
Ancestry, Senior Division. Curricdlum Guideline.  Toronto:
Mnistry of Education, Ontario, 1981.

Richards, J. C, and Rodgers, T. s.  Approaches and Methods

in_Language Teaching. Canbridge: Canbridge University
Press, 1986.

Stern, H H  Fundanmental Concepts of Language Teachi ng.
Oxford: Oxford—Omversity Press, 1983

Yal den, Janice.  Conmunicative Language Teachi ng:
Principles and PractiTeE  Toronto: O SE Press, 1980.

Assessment and Evaluation

Et obi coke Board of Education. waking the Grade.
Scarborough, Ont.: prentice-Hal I” Canada, 1986.

Valette, R M  Mdern Language Testing. 2nd ed.
New York: Harcouft, Brace an rd, 1.

Classroom Resources

Communicative Activities, Games, Music, and Visual Aids

Boight, R _C. Invitation to Learning: Volune |, the
Learni ng_ Cent er "HamdboOK.— Vashi ngton, D.C.: Acropolis
BOOKS, 1974:

Bowen, Betty Morgan. Look Here! Visual Aids in
Language Teaching. |ondon. MacmITan, 1982.

CB:)ér?e, D%rm N A First Book of Board Games. \bntreal:
ntre éducatif et curturer, 1980, Avail able fro
F %.)Je ec I-f|1J rr1'\]9.

8101 Boul evard Metropolitan, Mntreal,
I ncl udes board ganes and teacher's guide.
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Eger, F. W, conp. [Eskinp Inuit Games, Book One.
Vancouver: X-Press, 1986. (Aval lable Trom

3905 West Twelfth Ave., Vancouver, British Colunbia
V6R 2P1.)

Golick, Margie. Deal Me In!  New York: Mnarch Press,
1981. (Available tTrom 1230 Avenue of the Americas,
New York, New York 10020, U S A)

Graham Carolyn. Jazz Chants. Oxford: Oxford University
Press, 1978. (Teacher™s book and tape)

Graham Carolyn. Jazz Chants for Children. Oxford: Oxford
University Press, 1979. (Teacher™s book and tape)

Hol den, Susan, ed. Visual Aids for {assroom Interaction.
London: Mdern English Publications, 1978.

Klippel, F. Keep Talking. Canbridge: Canbridge University
Press, 1984.

Lee, W R Language Teaching Games and Contents. 2nd ed.
Oxford: Oxford University Press, 1979.

Lonergan, Jack. Video in Language Teaching. Canbridge:
Cambridge University Press, 1984.

Mal ey, A, and Duff, A Drama Techniques in Language
Teachi ng. 2nd ed. Canbridge: Canbridge University Press,

Moskowitz, G Caring and Sharing in the Foreign Language
dass. Row ey, Mass.: Newobury House, 1978.

Ontario. Mnistry of Education. People of Native
Ancestry. A Resource Quide for the Internediate Division.
Toronto: Mnistry of Education, Ontario, 1977.

Ontario. Mnistry of Education. People of Native
Ancestry. A Resource @Qiide for the Primary and Junior
Dvisions. Toronto: Mnistry of Education, Ontario, 1975.

Ontario. Mnistry of Education. People of Native
Ancestry. Resource List for the Primary and Junior
Divisions. Toronto: Mnistry of Education, Ontario. 1975.

pie, lons, and Qpie, Peter. Children's Games in Street
and Playground. xford: Oxford University Press, 1969.

Olick, Terry. The Cooperative Sports and Games Book.
New York: Pantheon Books, 1978.
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Rinvolucri, M Gammar Ganes. Canbridge: Canbridge
University Press, 1984.

U, Penny. Discussions That Wrk. Canbridge: Canbridge
University Press, 1981.

U, Penny. Teaching Listening Conprehension. Canbridge:
Canbridge University Press, 1984.

Waynant, L. F., and Wlson, R M Learning Centers - A
Quide for Effective Use. Paoli, Penn.: Tnstructo Corp.,

1974. (Available from Schol oar's Choice.)

Wight, Andrew. Visual Mterials for the Language Teacher.
London: Longman, 1975,

Wi ght, Andrew. 1000 Pictures for Teachers to Copy Don
MIls, Ont.: Addison-Wesley; London: Collins ELT, 1984.

Wight, A ; Betteridge, D.; and Buckby, m Ganes for

Language Learning. 2nd ed. Canbridge: Canbridge
niversity Press, 1984.

Computer-Related Resources

Ahmad, K ; Corbett, G; Rogers, M; and Sussex, R
Conmputers, Language Learning and Language Teaching .
Canbr i dge:

H ggins, John, and Johns, Tim Conputers in Language
Learning. London: Collins ELT; Reading, Mass.:
I son-Wesl ey, 1984.

Kenning, M J., and Kenning, M M  Introduction to
Comput er Assi sted Language Teaching. — Oxford: Oxford
University Press, 1983.

Underwood, John H  Linguistics, Conputers and the
Language Teacher: A Communi cative Approach. Row ey,
Mass. : Newbury House, 1984.

Legends

Ahenakew, B., and Hardlotte, S., eds. Cree Legends, Vol. |
and Il. Saskatoon: Saskatchewan |ndian Cultural ColTege,
1973.

Caswel |, Helen. Shadows From the Singing House: Eskinp
Folk Tales. Edmonton: Hurtig, 1968.
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Cark, Ella Elizabeth. I ndi an Legends of Canada. Toronto:
McCelland and Stewart, 1960.

Coatsworth, E., and Coatsworth, D., cor_rr'ps. The Adventures
of Nanabush: G ibway |ndian Stories. oront o: Doubl eday
Canada, 1979.

El ston, Georgia, conp. and ed. Guving - Qibwa Stories
and Legends fromthe Children of Curve Lake. Lakefield,
Ont. : Waapoone Publishing, 1985. (Available from Waapone
Publ i shing and Pronotion, Lakefield, Ontario KOL 2HO.)

Erdoes, Richard, and Otiz, Afonso, conps. and eds.
Anerican Indian Myths and Legends. New York: Pantheon
Books, 1984.

Harris, Christie L. Once Upon a Totem New YorKk:
At heneum 1963.

HIll, Kathleen L. d ooscap and H's Magic: Legends of
tBSB Wabanki | ndi ans. Toronto: Mcdelland and Stewart,
1963.

Johnston, B. Qibway Cerenpnies. Toronto: MCelland and
Stewart, 1983.

Johnston, B. Qibway Heritage. Toronto: MOCelland and
Stewart, 1976.

Johnst on, Patonell a. Tal es of Nokom s. Toronto: Miusson,
1975.

Mel zak, Ronal d. The Day Tuk Becane a Hunter and O her
Eskimo Stories. Toronto: McOellTand and Stewart, 1967.

Morrisseau, Norval. Legends of My People: The G eat
Qibway. Toronto: MGawHII Ryerson, 1977.

Nowl an, Alden. N ne Mcmac Legends. Hantsport, N S. :
Lancel ot, 1983.

Ray, C., and Stevens, J. R Sacred Legends of the Sandy
Lake Cree. Toronto: MCdelland and Stewart, 1971.

Reid, Dorothy. Tales of Nanabozho. Toronto: Oxford
University Press, 1963.

Tal es From the Longhouse. Sidney, B.C.: Gay’'s Publishing,
1973.
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Association Publications

The Canadi an Journal of
Nat1ve Educaftion

Department of Educati onal
Foundat i ons

5-109 Education North

University of Alberta

Ednont on, Al berta

T6G 26

TESL Canada Journal and
TESL Ontarl o Jour nal

703 Spadi na Avenue

Toronto, Ontario

MbS 2J4

Periodicals on teaching

English as a second | anguage,

with articles on mnethodol ogy

applicable to any |anguage.

Members of TESL Ontario are

automatically menmbers of

TESL Canada.

The Mokakit Newsletter
Mbkaki T Tndian Educafton
Research Associ ation
Facul ty of Education
University of British
Col unbi a
Vancouver, British Col unbia
V6T 175

Net wor ks

c/o Cathy MG egor
Program Speci al I st
Departnent of Education
Yel | owknife, N WT.

XIA 2L9

Newsl etter of the Special
Interest Goup on Language
Devel opnent in Native
Education of TESL Canada.

Wawat ay News
Vawatay Native

Commruni cations Soci ety
BOX 1180
Sioux Lookout, Ontario
POV 2T0

Sources of Teaching Materials

Departnment of Native
St udi es

University of Manitoba

W nni peg, Manitoba

R3T 2N2

(Readers and study

guides in Cree,

Eastern Qi bwe,

and Odawa

I ndian and Northern
Affairs Canada

Public Enquiries and
Response Division

Communi cati ons Branch

Otawa, Ontario

KIA OH4

(Cat al ogue of current

publ i cations on

Native culture)

Irografts Limted

RR 2

Chsweken, Ontario

NOA | MO

(Cat al ogue of Iroquoian
and Al gonqui n

publ i cations and

craft supplies)

Janes Bay Cree Cul tural
Education Centre

P.O Box 390

Chi sasi bi, Quebec

JOM | EO

MacRae’ s | ndi an Book
Distributors

1605 Cole Street

P. O Box 652

Enunctl aw,

Washi ngt on 98022

U S A _

(Catal ogue of titles

from several publishers)
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Mani t oba Text book Bureau
277 Hutchings Street

W nni peg, Manitoba

R2Z 2R4

(Native-| anguage
publications in Cree,

G i bwe, Saulteaux,

Dakot a/ Si oux,

and English)

Mnistry of Education
Centre for Early

Chi | dhood and

El ementary Education
Queen’s Park
Mowat Bl ock, 17th Fl oor
Toronto, Ontario
M/A 1L2
(Curriculum guideline
and resource gui des)

M nistry of Education

Centre for Secondary and
Adul t Educati on

Queen's Park

Mowat Bl ock, 16th Fl oor

Toronto, Ontario

M/A 1L2

(Curriculum guideline

and resource guides)

Mohawk Nati on

Box 1251

Cornwall, Ontario

K6H 1B3

(Akwesasne Notes Products
cat al ogue for books and
crafts )

North Anmerican Indian
Traveling College

RR 3

Cornwal | Island, Ontario

K6H 5R7

(Catal ogues of filns

and publications)

G ibway and Cree

Cultural Centre
71 Third Avenue
Timmns, Ontario
PAN 1C2

R Schnei der Publishers
312 Linwood Avenue

St evens Poi nt
W sconsi n 54481
U S. A

Books on Iroquois,

) i bway, and ot her
nations' crafts)

Wodl and I ndian Cul tural
Centre

P. 0. Box 1506

Brantford, Ontario

N3T 5V6
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