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Abstract:

This paper examines the considerations —— linguistiec,
cultural, and developmental — which should be considered
in the design and implementation of an ESL program appro-
priate to the setting of a bilingual-bicultural education
program and to the needs of Mavajo children. The process .
of language development in both first and second language
learning is related to the design of learning activities
and sequencing of language objectives. Observations of
learning styles and language usage as provided by the
culture, the individual, and by his peers as they relate’
to the development of a bilingual Mavajo child are examined.
The paper discusses the roles and uses of Standard English
and a Borrego Pass English dialect in the classroom and

in the community. The aforementioned considerations are
incorporated into the design of an ESL program for this
school.
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INTRODUCTION

I taught at Borrego Pass School for three months last year .
(January, February, March of 1973) as a student-teacher, and this
year (1973~1974) as the ESL teacher for third, fourth, and fifth

grades, The CORE @g program, published by Ginn and Comparny,
had been specified as the offlc:al text for the Borrego Pass ESL

program. I had followed the sequencing and actlnt:l.es suggested

in CORE quité closely last year, and noticed that the activities
presented for learning new structures did not seem appropriate for
this sétting or simply were not interesting encugh for the students
here, At the beginning of this year, I used some CORE activities

and some of my own, but continued to follow CORE sequencing.

Problems with the ‘sequencing and those CORE activities that I used

led_me, after two months, to use CORE only as a reference for
English structural objectives, For the remainder of the school year
I sequenced language materials and developed activities to present
them based on my own and others' observations of the children's
needs, likes, and .dis‘likes.

This paper represents a systematization of the assumptions

inherent in the process of designing'an English language program

-appropriate for this setting and these Nawvajo children, Part I

describes the corrmunity,‘ school setting, BESL program, and the
problems encountered with CORE. In Part II, my own observations
(and those of others available in the literature ) of developmental,
11ngu:|.st::.c, and cultural factors that apply to second language
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learning in this setting are discussed, - Part IIT describes how
these factors have been and will be incorporated into the design
of an English language program. Specifi; activities from last
Yyear and those t.ha;t' I intend to use next year are presented,

Those observations on learning style, dialect (linguistic and

sociolinguistic), language development, and community attitudes

towards English usage that are presented in this paper are my own,

except where otherwise noted, These observations are based on my

owWn experience w in and out of school -— with Borrego Fass

children; my experiéncé in other settings with other Navajo children

(I taught in Rough Rock Demonstration Schoolls sumer program for
two months during the sumer of 1971) has been influential but

secondary in this paper, These observations should not be seen or

.acce'pted a3 generalizations that apply Ito all Navajos, their

children, or the schools that they attend.
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PART I
THE SETTING

The Community.

Bofrego Pass School is located in a small commnity consisting

~ of a trading post, several family homes, and the school compound

itself, Its students are from the surrounding area which is inhabited
entirely by thajos. Tﬁaée Navajo families live in widely scattered
settlémehts sometimés.coﬁsisting of several relatives! houses placed
within a mile of each.other,'with several miles usually separating .
settlements., The school and the surrounding commnity are ten miles
from the nearesf paved road and are linked by a network of dirt roads,
most of which are fough and frequently impassable during inclement
weathef. The town of Crownpoint, site of a Bureau of Indian Affairs
(BIA) adnministrative center, is about twelve miles from the‘school.
The town has several small storeé, gas stations, and three schools,
Navajo is thg dominanf, and in many cases the only, language

spoken in most of the homes in the community. For most of the

 children coming to Borregd Pass School, Navajo is the first language,

Navajo is the language of commmications among most family members,

in meetings with other commnity residents, and at the Borrego Pass

‘Trading Post, where many of the'people do most of their shopping,

Thus, a knowledge of Navajo will satisfy the communicational require-
ments in most situations in this community.
To function as a resident of this community, EngliSh competence

is required for trips to Crownpoint, or to Gallup or Grants, two
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v larger towns about 60 miles awéy. English is also the sole 1anguage
of instruction in the Crownpoint schools which many of the children
attend (and which nearly all will ultimately attend). A few families
in the community use English exclusively and some use both English
and Navajo., I have observed that some of the parents speak English ' %
exclusively with their children in the belief that this will help .
them in school. As a result, though older children speak Navajo
wherever possible, they will have at least a working knowledge of
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English., In most families, though, they don't speak English very
often to younger brothers and sisters, so that English exposure for
younger children_is'limiﬁed to trips to town,'conversations with
parents (in those families with bilingual parents), or work in

. school,
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The Bilingual-Bicultural Program in the School

The Borrege Pass School program is.'"bilingual" and "bicultural, ™
In the academic year 1973-1974, the school had about one hundred

Navajo children and went from kindergarten through fifth grade,

Navajo is the language of instruction in kindergarten, firsﬁ and
second grade, The children learn to read and write in Navajo and
are taught by Navajo teachers, Activities which develop aspects of

-Navajo eulture through Navajo folk tales, songs, cooking and weavzng, £

along wmth meth and science activities, are carried out by the
'teachers and Navajo parent-aides from the commmity.
English is the language of instruction in third, fourth and fifth

- grades, Third grade is a year of transition from Navajo to English,
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It is taught by a white (or "Anglo" » as they say in the Southwest)
non-Nava jo-speaking teacher. A bilingual Navajo aide provides
translation into Navajo when it is needed. English is the dominant
language in Fourth and Fifth Grades, although there is translation
into ‘Nava,jo when it is appropriate aﬁd both teachers are bilingual
Navajos. interest centers offer aétivities in the major subjéct
areas a.nd are organized by the two bilingual Navajo teachers and
two Navajo aides, Of the fifty children in the third, fourth and
fifth grades, one is monolingual in English and five are bilingual,
~ Navajo is the dominant language for the rest of the children aﬁd

they have varying degreeg of competence and confidence in English,

The CORE language Program at Borrego Pass

The CORE English program, published by Ginn and Company, was to
be the formal text for the BSL program at Borrego Fass for 1973-T4,
after some sporadic use in the ¢lassrooms the year before., I was
the ESL teacher for the third through fifth grades. (For a description
of the ESL program in the kindergarten through second grades, and a
history of the school, see Anne Bermant's IPP), The GORE ser_ieé is
. apparently designed to be used with Spa.riish-speaking children in an
_urban environment,, based on .the nature of the structural and sound
- production problems that are é.nticipa.ted in the text and on the
séquencing of the materials, There are four books in the seri;as and
it is designed to be a complete ESL program for prlma.ry and elementary-
age children. The English language in the books is carefully controlled

and sequenced so that both the children and the teacher know -wha.t is
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expected of them, In each ESL session, one new item is presented and
practiced in several contexts by éll of the children., The teaéher is
instructed to move on to the next objective after a majority'of the
. children have corfectly performed the objective, The children are
held responsiblé for those objectives they have specifically learned:
only the cumilative vvcébulamy‘and structures presented in previous

lessons,

Froblems Encountered with the CORE Program
The most irmediate problem with using the CORE program at Borrego

Pass was that the CORE activities didn't arouse sufficient interest.
The children would become bored fairly quickly and become restless or
move away before their turn to produce an objective so that they fre-
quently wouldn't hear or practice a difficult objective.

Some children were uncomfortable with the CORE requirements for
language production., Often, those who did feel comfortable producing
an objective would become the only participants, while the others
would drop out of the.activity or go "passive" and refuse to participate.
Aiso,lthe stress on immediate production in the lessons seemed to
encourage short-term memorization where a new objective was not
incorporated into the child!s language knowledge and could not be
-remembered later, Also, the production requirements seemed to some-
times run counter to the children'é language development, proce;s. An
apparently difficult item‘wouid be drilledAand drilled without success
in a variety of contexts, I would then give up and hear it a few

weeks or months later in the children's free conversation,
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It became increasingly apparent to me as the year went on that

‘different children had different learning styleé. Some seemed to

thrive‘_in the formal ESL sessions while others would avoid me
entirely and still develop their English at a pace sometimes surpass—
ing the ESL session regulars. These children coculd work on their
dwn and devise their own English language é.ctivities. Two 6f them,

Earl and Mike, engaged in elaborate dramatic intrigues in English

. while the other children were away at recess or lunch. Both avoided .

ESL sessions and this was their only English practice in school.

Yet, by the end of the Year, their English competence was among

the highest in the scheool.

The sequencing of matei'ial_s in CORE frequently didn't seem

~appropriate for these children, Some materials when introduced

would be produced without effort, while the next ones in the lessons

.would apparently be vei:y difficult and, once practiced in formal

sessions, would never again be used in free conversation. This could

be due to the I‘act-that- the materials were sequenced on an analysis

of the differences between Spanish and English, which are fairly

closely.related languages, Navajo has little in common with either.,
¥y goal for the ESL program was to developi the children's

competence —— grammatical and social —- in English; to help them

increase_ their comprehension and produi:‘h_ion so that they could_under-

~stand and use English to suit a wide range of commmicational needs

and be able to later function effectively in English language situations.
I wanted to do this in a program in which attendance at and participa-

tion in the ESL sessions would be voluntary with competence developed

TR 2T

AV T TR O AR S e

o
5
5
:

S A AT




wbom

e AR T E A A T AT AT

-

in activities invelving free conﬁersation. My ultimate goal for
the children was that they have sufficient competence and confidence
in English to operate in either a Navajo or an Anglo setting, so |
that a lack of English would not restrict their choices of life

- style. This would require the children to make and analyze their

S P R A b i A AAAT S ERRANNI N T (R 4mi i,

own observations about Navajo and Anglo culture and language.

This requirement is not developed in the CCRE English series

A P A I

in its carefully defined sequencing and in its order, amount, and
timing of input and production.. The expectations for'production
and the resulting implications for learning styles didn't foster
the kind of independent, individual observation and analysis that |
a bilingual, bicultural individusl needs. It doesn't make sense

to overly criticize CORE since it wasn't designed for this situa-

tion. Any text or set of language materials has to be adapted to
a particular situation, As the year went on I strayed further and

further from CORE's prescriptions, trying out new materials,

G N o e A N N A e AT Oy

presentations; sequencing, and groupings of children, The program's

o

development became a proéess of exploring the assumptions and féctors '
inherent in the first and second language learning situation —- both

at Borrego Pass and elsewhere;




PART I

LEARNING A SECOND LANGUAGE: THE DEVELOPMENTAL, CULTURAL, AND LINGUISTIC
FACTORS

The learning Proc‘ess‘

I have come to favor the generative-transformational view of language

development, The components of this 'theory most relevant to deireloping
a language program dealr with the individual's "innate language learning
capacity" which develops as one of his normal cognitive capacities.
According to this theoretical point of view: (1) Children are not
taught how to learn: they make their own observations about language

and this information is processed according to the child's own language

capacities; (2) I‘hese observations are systematized in some way to
form basic rules for the language being learned; (3) Novel utterances
are then generated from these rules, The theory holds that the qhild
is not Just a passive receptor of language; he actively orga.nizes‘ and
analyzes language information, His ut.térances are not imitations;
they are based on cumilative language }cnowledge. Thus, in the process
of speech production, the communiéational needs of a situation are
assessed, approp-r.iate language knowledge is applied, and a response
is generat.ed.' This process ié a creative one and the fesultmg

generations may be forms the child has never heard or used previously.l

How This Process Operates in Second lansuage Learning

There has been much less research done on the process of second

1The transformational theory of language learning is a result of
p::.oneering work by Chomsky. The debt to him for the crea.t:.on of this
model is hereby acknowledged.
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language learning than on first language léarning. It is possible
that a child's initial contacts with a second language are handled
by the language processing equipment already in place — i.e, the
child actively organizes, makes generalizations and simplifies.
If so, like the first language, the child's imitations ave not
exact duplications or even random reductions of input, but reflect

khowledge similar to that revealed in his other uses of language.,

As one writer puts it, "any learning model which predicts language

~ learning on the basis of input, without regard to the selective pro-

cessing by the learner, will not work except for trivial problems.
And yet most of our rationales fbr_procedures in second language
instruction have been based on assﬁmptions that organization of input,
plus practice, will have predictable results." (Erwin-Tripp, 1970,

Pe 314). The CORE series seems to be based on such assumptions.

. It imposes on the learner a more passive role in language learning

ﬁhanlhe is perhaps used to, Confusion,'boredom, or rebellion could

ensue if the new learning model in CORE conflicts with the pre-existing

one already in pﬂace.z |
Thé child's language knowledge is systematized as he actiyely

makes rules, The influential strength of these rules can explain the

persistence of "incorrect” forms, As noted frequently in the literature,

children tend to overgeneralize a new form at first, (See Cazden 1972,

p. 110) Children will use forms of words that they haven't heard,

21 suspect that the design of this model reflects moétly'thé desire
of the CORE authors and later the teachers to be able to show and predlct

regular progress in the students' language development,

N T N A o RO Y
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apparently based on an internalized assumption or rule and persist in

using ™their"™ form even when corrected repeatedly, In second language

R R TR L

learning, these forms are based on-the child's observations of the
second language. Cazden (1972, p. 110) notes that a teacher or adult
can increase the frequency of certain constructions and they will be
reflected in a child's vocabulary even if he is not ready, although
“they may be‘used only in "safe" contexts in rigid or uncertain form,
suggesting lack of comprehension.
This explanation could account for the successful production of %

problem forms in formal ESL sessions coupled with a lack of comprehen- e
sion of the form_shom in different cbnt.exbs. Such rule-governed
errors can and do diéappear from a child's speech after a period of
time, no matter how well-practiced they may be and fegardless rof
whether they are still modelled, An exémple from Borrego Fass chil~
dren is the extension of the NP + Be (aux) + VP +-ing form to the
simple past. The present progressive téﬁse-("l'm going") had become
the one most widely used and most easily learned here. The past
progressive ("I was going") was a short, quick, logical next step
for most of the.children, as was the "going to" future ("I'm going
te go"), However, in situatiops where the simple bast, regular

(1 walked") or irregular ("I wemt"), was appropriate, the children
.would persistently say "I'm walk" or "I'm go", This form would seem
to be based on the NP + Be (aux) + VP + -ing form which had as a
constant the use of be as an auxiliary with the -ing denoting

continuing action. Consistent with this form, the children probably
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figﬁred, having noted the sense of completed action in the‘simple past
and having heard verb stems lacking -ing in simple past situations,
that the simple past would be formed by using the NP plus the "be"
auxiliary plus the stem of the werb, with the -ing being deleted to
indicate the completion of the action. Their fondness for the "be"
auxiliary persisted ﬁhrough repeated ESL sessions which prbvided |
extensive modeling and practice of the simple past., After a while,
the children would drop the "be" auxiliary, and occasionally use the
~ed or irregular verb form in such sessions. However, the "be"
auxiliary pérsisted in their free conversation and I finally despaired
of eradicating it. Over time though, the "I'm go form became modi-
fied in free conversation to "I go' or. "I walk" (no -ed or irregular
forms at first) and, by the end of the year, many of the fourth and
fifth graders were using the =ed or iﬁregular past forms when appro=-
priate., The fond "be" awciliary had been limited to and enshrined

in the present and past progressive and "going to" fuﬁure tenses,
However, even some of the most fluent third graders persisted in
usihg the "I'ﬁ.go" forms, suggesting that some sort of maturation
process might, be involved of that the "I'm go" form was too fregquently
heard among peers!? speech in;the third grade room to be cast aside
without further consideration,? My difficulties in eliciting the -ed
or irregular past forms wefe in large part due to the fact that I

was insisting on the "correct" form which, for the children, in

3Tt is difficult to Meach" "correct" forms of English when the
teacher is one of very few native English speaking models and the
student body forms a natural reference group.
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Cazden's words, was only superficially correct., Until the simple
pest rules were internalized, I was inmterfering with the development

of their language process by insisting on the "correct" form.

What is Attended to in a Lansuage Learning Situation | o

The observation has often been made that children can learn to :
use a second language quickly and accurately enough to suit their
commmnicational needs‘autéide the classroom, Susarn Ervin-Tripp
(1970, p. 339) states that in second language learning |

"as long as the learner orients to speech, ;
interprets it, and learns the form or
arrangement that represents the meaning,
he learns language as fast as someohe
speaking, Children have normal language
development who cannot or do not speak,
The only case where motor practice might

. have any merits is in articulation of new

T sounds or in writing letters in a new

- alphabet,”

5
~
I

It is evideht to me‘that iﬁ second language learning passive observa-
tion precedes production, thatrprodﬁctidn is not necessary for
comprehension, and that language development proceeds according to
a learner's own ability to process language. What else is provided
in the natural second laﬁguage learning situation and not in the
classroom which is critical to the operation of language development?

"+ o it would appear to be impossible to

learn to recognize what contrasts of sound

or structure are important, or to learn to -

interpret either lexicon or structure,
unless one knows what is meant." (Tbid., p. 339)

Given meaningful language input, the learner formilates rules
‘and generates language without am explieit, formal learning |
. o f- - mOdelo |

TI————— i iirrm ™™
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Children "normally learn language if they

hear simple repetitive speech, , ,and after a

few months this speech usually refers to meanings

that are obvious from context. The first syntactic

structures children interpret and produce are thus -
. focused on basic semantic relations. These are

picked out very early from the complex input,”

(Ibid, p. 339)

It would appear that meaning plays a crucial role in commmica—

FEAL KA AV AL A

A AT

tibn, serving as the child's measure of the grammatical appropriateness
of lexical and s'yntactic sﬁructures. Mea.nmg acts as a measure and
‘model in natural commmication situations. In the school, however,
language is often festricted, (particularly when we try to “teach"

it) and the teacher's judgment of what is correct or incorrect

T AR NT TTET RGNy

frequently acts as a measure of appropriateness, Chiidre:;'s speech

is usually corrected on the basis of grammaticality, not meaning, ’

The Role of Tmitation in lansuage Learning |
Imitation is often the process sﬁbstituted in school (and in

CORE) for meaning as a measure of grammé.tical progress, Cazden
(1972, p. 125-126) examines those deviées, expansion and extension,
‘which are often used by teachers énd adults to model correct speech.,
'Expansion is an attempt by the adult to express the meaning of th‘e.
child (as the adult understands it ) in‘ syntactically complete form.
Extension presuppdses a particular expansion but then builds out
.from it alfmg some dimension of meaning. A child might say, "Dog
bark.” An expansion would be "Yes, the dog is barking." An
extension would be "Yes, but he won't bite" or "I guess he's mad

at the kitty,”

In an experiment with three groups of black pre-school children
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learning their first language, the speech of one group was regularly
expahd’ed_‘, one group's was extended, and one group was left alone, .
The results were that there was no evidence that expansions in the
experiment situation aided the acquisition of grammer. Semantic
extension ‘proved_ to be slightly more helpful. GCazden concludes:
"The richness of verbal stimlation may be a
critical factor., Focusing on a grammatical .
structure tends to limit the ideas to the
- presumed meaning of the child and tends to
1limit the grammatical elements to those used
by the child, Focusing on the idea extends
that idea beyond the presumed meaning of the
child and introduces more varied grammatical
elements to express those related meanings," (p., 126)
Another implication of the study is that the innate language learning
process resists outside attempts to re-structure learning., These
attempts are ignored perhé.ps as irrelevant or never processed becaﬁse

of boredon,

I am not sur_é how similar this model of first language learning

style is to the second language one, or how susceptible to change
the second one is if it is based on the model for the first. In a

second language learning situation, if there is limited, precisely

timed, language input and correct output is stressed, one feature at

a time, without interest or meaning in commmication serving as a

measure, other learning models such as "memorization" are encouraged,

Memorization will here be defined as the processing of -a- language
input in which it :13_, not integrated into the individualts language

knowledge or analyzed in relation to generative rules, This

- memorization model is commonly based on the strict reproduction of

surface structure and remains as a rigid part of an individual's
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language repertoire, usually for a short term. I don't know if this
model can be made to supersede the generational model-,h but it can

come to serve as a language 1ea.zhing model in certain contexts for

T ety e e T 2 T U PO —

 children (appropriate just, say, for school), Language learned this

way can be retained over a 1orig term in some cases, and it can extend

AT OIS

to whole structures, or dialogues (as in some texts). It can also

BANEAAL oS

be appropriate for some types of language requirements (greetings,
elementary questions). ‘ |
This memorization model does have some merits. It meets the '

commmication needs for certain situations, It is reassuring in

its rigidiﬁy ~= if you memorize the correct form and intonation -

ek

Sy

you will always be right., This makes it good for situations where

you know beforehand what is expectéd of you and can memorize the

R A BT 3

appropriate language; it offers a lot of security in such gituations.

Much of my own second language learning was done this way. TYet, I

felt I began to lose the capacity to make my own second language

observations (I wanted a text) and make trials of new structures

(I was afraid of being wrong). I also began to lose flexibility in

comprehension and adapting what I knew to different situations,
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~ The disadvantages of the memorizaticn model seem to outweigh

the advantages. It frequently works against the language learning

'system already in place in a child in second language learning = to

hI would tend to regard it as the first step of the generational
language learning process with the surface structure never analyzed
or incorporated so that it could be generated as opposed to a complete,
separate process,
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his confusion - and can be denigrating to him, Unless this memoriza-
tion model is consistent with the child's pre-existing language
learning system or is enthusiastically received by him as appropriate

to his needs, the child loses his initiative; his search for meaning

 is de-stressed at the expense of both his interest and possibly his

view of the second language as a viable means of commnication. The

.child also loses his language flexibility; if all his learning is

based on memorization of explicit expressions, his speech becomes.

Stiff and formalized, may not extend to situations outside the school,

or may soon be forgotten entirely. Most importantly, the child

cannot function effectively in a wide range of commuﬁication situa-
tions and he loses.his ability to attend to a wide range of environmeﬁtal
input in such situations.

For most of the Navajo children that I've observed learning English

at Borrego Pass School and at other schools, the negative factors of

the memorization model suggest that this learning model is inappropriate
for this setting. The memorization model as I have seen it used (and
sometimes used it myself) in ESL programs such as CORE and the one
which the BIA has developed for use in its schools frequently depends
on the reinforcement "good" for motivation., But, there ére other

things being reinforced besides the acquisition of a particular

English language item. The children come to rely on the teacher as

the only "authority" and ultimate judge of what speech is correct and
appropriate in the classroom. This promotes passivity and promctes

fear of relying on one's own and one's peers! language judgment,
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If an example of speech is not right, it is wrong, so there are few
rewards for independent trials of new forms and free conversation

is discouraged accordingly, This system also encourageé the children
to find out what is expected of them in learning a new form or
situation and memorize‘iﬁ, with language learning thus becoming a
processnof tension reduction instead of a positive, creative éxperience.
There are few opportunities in the classroom for spentanecus indivi-
dual 1angﬁage explanation or analysis, either by the teacher or by |
the children, which can implicitiy serve to confirm a child's
susﬁicions about the difficulty and arbitrary nature of expréssion

in a second language., Given these problems with thé memorization
model, it should be regarded as the first phase of the trénsformational—
generative model since that‘wculd seem to be the more appropfiate (and |
possibly pre-existing) one for this situation. Within the framewprk ,
provided by the generative model,'a language program shoﬁld encourage |
thoselsteps in the learning process that 1ead.to the integratibn,
analysis, and generation of a second language based on the developmeht

of the individﬁal's language knowiedge.

Types of Communicative Cqmpétence

Hymes (1970) offers the notion of second type of competence

-one equally significant as grammatical competence, The gignificance

- of this competence is acknowledged in descriptions like Labov's (in

Hymes 1970, p. 54):

. "The contention that native speakers can hear
phonemic distinetions much better than none-
phonemic distinctions was not borne out by
the evidence. Instead, one might say that

g
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the ability to perceive distinetions is
determined largely by the social 51gn1f1cance
of the distinction to the listener."

Hymes (Ibid, p. 54) notes that Mhere are diffe;ences between one
and the same speech community, entering into the inner competence
itself" and suggests the ﬁeed for a "theory of competence that can
Atake account of socially conditioned differencee in a natural and
revealing way." Hymes details the competence for the use of a
language that develops in the same way as competence for grammaf:

"Within the developmental matrix that children

. acquire knowledge in principle of the sentences
of a language, they also acquire the knowledge

~in prlnclple of a- set of ways in which the
language is used, . ,(and) they internalize
atiitudes towards a2 language and its uses and
language itself or its place in a pattern of
mental abilities,"

This observation is based on the following assumptions:

"1, Each social relationship entails the selec—
tion and/or creation of commmicative means
considered specific and appropriate to it by
its participants,

2. The organization of communlcetlve means in
terms of social relatlonshlp confers a struc—
ture that is not disclosed in the amalysis
of the means separately.

3. The commnicative means available in a
relationship conditions its nature and outcome
(what people have to work with affects what
they can do with it) * (p., 58)

When one examines examples of free speech, one should examine both
performance for grammar and performance for use: -

"When we shift., , .to the difference between the
speech of a middle class child and a lower-class
child, hcwever, we aren't looking at the total
of what is available in language as a get of
symbols, but only what is actually used by certain
individuals at the moment of framing an utterance,”

(Cazden in Hymes, p. 61)
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It would seem obvious that other contingencies than grammaticallty
effect the framing and performance of an utterance, As Hymes notes,
if a person was to produce speech governed bnly'by its grammaticality
he would probably be quickly institutionalized, Yet, if the context
of speech is limited in a language brogram, not enough practice is
provided in.devéloping-competence for use., This competence for use
-will be based on én individualls cﬁn social background, his own
observations and judgments about the social conditions in a particular
situation, and the influence of his peers. Such competence is erucial
to the development of the ability to use a second ianguage as a viable
means of commmication in widely differing situations both in and

outside of school.

Variations in learning Style — Individual, Cultural, and Social
An ESL program‘should recognize the variations in learning rate,
style, order, céntext, and company between individual students. Some
relevant variations noted at Borrego Pass: |
-~ Different personalities select the language appropriate to
and needed for their expression. A particular construction
or form can have differing degrees of utility for different
individuals, This is especially apparent at the early stages
of second language development where production is limited
and each item must serve a wide range of meanings and ;on-
texts., Alfred, a third grader, used the expression “shﬁt up"
very freQuently with me., It appeared in different 51tuations
to have at least. the following meanings in addition to the

usual: (1) "Go away, leave me alone", (2) Teasing, as one
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might say "Yeah, sure. . ." (3) "Look at me — be quiet and

S LRI

look at what I'm doiﬁg.“. Other children didn't use this

expression since it may not have been appropriate for their

B N T

use, It is very difficult to determine whether it is lack
of comprehension or lack of'utility that causes an indivi-

dual's refusal to use a particular expression or structure.

AR

For this reason one should avoid stereotyping an expression - )
or form, thereby possibly limiting its range of usefulness; _ i
since it can have different uses for different individuals,
~— Some children will accept, at least tempofarily, limited . i
| input and output in a language learning session because of
the security that it offers. Some children like to know

what's expected of them, seek it out, and thén perform,

not deviating from the model.

— Some children like to explicitiy know the rules governing.
an utterance, or are comfortable voicing them, This can be
because that is one way they make and test their observa-
tions about English, or iﬁ can be done te show off in front
of other children, to please the teacher, §r to protect
théir dominant role in a language session. At the beginning

of the year, most of the children were confused ébout the

appropriate use of gome and an: they would confuse number,
saying "some book" or "an apples." With the help of Don

Creamer, now Title VII program director here, I made a series

of'programmed learning exercises that focused on some and an.
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The exercises were placed on a board connected with a bell,

| which would ring if the child placed the tip of a wire next

to a.n inappropriate use of some or an. I explained the
workings of the device to the children and encouraged them

to use it on their own when they had some time, When they

- were. ready, they could take a test; if they passed, they

~ could listen to a tape recorded story which would stop

occasionally to offer a choice of some or an in a situation,
The correct choice would cause the story to go on and a bell
would ring if they were wrong. OSome of the children worked
on their own with the programmed exercises, apparently formed
their own rules about the use of some and an, and passed the
test, Others would ask, '"When do you say some ra.-nd when do
you say an?" Once the rule had been explained to their satis—
faction, they would start work on the exercises, Some would
tell me the rules (usually in front of others) after a few

trials, For others who had trouble, my explana'tions of the

‘rules proved absolutely fruitless although most of those

children who didn't give up gradually, through practice,
mastered thé constructions,

Some chj.ldren require more observation before trials than |
othe.;rs or prefer"rr,o participate in ianguage activities without
producing language, or producing very little, Some will
produce a new or difficult structure after a minuf;e of

internalization; for others, that structure may not be produced
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{iff for weeks or months after iﬁitial exposure. This can apply
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also to whole blocks of language knowledge as well as specific
structures,

- Somé children are comfortable performing in front of their
peers; others are not.

~- Some children do not like the formal language situnation.

They will create their own situations; from them one can obe
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serve what language models are the most respected and most

influential, Among those considerations influencing the

e
.

choice of a model or situation for language development were
the degree of the indiﬁidual's-acceptance of learning styles
implicit in Navajo culture, his respect for the language

modeler, his interpretation or projection into the future

of his own life style, and his ability and desire to imagine _
octher life styles and theii communicational needs. The
elaborate play of Miké and Earll(mentioned in Part I) wﬁs an
example of this as they tried out different situations, acting
out differént parts, and énalyzing the appropriateness of each
other's speech in relation to their definition of the situations
and the various characters' roles in it, They would scmetimes
argue over the grammaticality and appropriateness of speech

to one of the portrayed figure's character, ("He wouldn't

say that, He'd say this, . .") This type of play was suited
to their own language development, but not to others.

Any observation of second language learners will turn up a wide
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variety of learning styles, A ]ahguage progran should enable each

mdiﬁdual to use his own wherever possible,

Cultural Aspects of Learning Style

Observations of Borrego Pass children in learning situations
suggested the ‘prevalence of a passive' learning model which differed
substantially from the Angld one iiﬁplicit in the CORE program and
often in my own expectations. I have noticed thé.t a substantial
period of passive ébservaﬁion of a task precedes any trials by the
learner, Children are‘ eﬁcbremely relﬁc'l:.ant to try out a new task or
produce new speech until they are relatively sure that they have
mastered it, If pressure to perform is placed on them before they
- feel they are ready, theﬁ;’ tend to withdraw or show signs of discom-

fort. I have noticed that errors in spoken Ehélish by a child are
quickly singled out, either by teasing or repeating, expecially
pronunciation problems. It is possible; then, that immature pei-for-
mances are recognized and teased to_inark deviations from the passive
learning model., This model deviates substantially from the Anglo
model where "practice makes perfect" and the learner is expected to
produce trials before he is sure of mastery so that -difficulties

can be recognized and corrected by others.

There also appears to be émong Borrego Pass children a marked
reluctance to allow an individual to "stand out" in front of his
‘peers, Exceptional individual performances or showing off is quickly
recognized and responded to by the group. Riélqr, one of the most

fluent English speakers, made a series of tapes detailing imaginary
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(and elaborate) pitfalls that could encounter the unfortunate prison
escapee in a "Get out of Jail" game that we played, He was shunnad
for a while in several games after the other children heard the tapes,
Other less fluent children who made similar tapes were mocked for
their grammatical or promunciational faults in them. Ricky's
grammatically impeccable (as far as the listeners could dét.exmine)

"~ performance was greeted with silence., Many other instances of this _
same beha.ﬁor-undérlined its infliuence as a factor in group learning
situations. | | |

Consistent with this prescription of not standing out in front

of one's peers was an apparent one of helping others when they were

B R L L N e o T S IS Tt 0 LS LIS

having problems. In oral language sessioms, a child who was having

trouble would be offered a way out of the situation by inevitable

B e FAT

whispered suggestions. Rarely was a child left to suffer in silence

when a response was expected and he could not produce it. (Some of

¥

my most painful memories of school experience are of when I was in _

b

such a situation), When written material was called for, as a

35

matter of course or in tests, aid for those having trouble was

usually available through a discreet glance elsewhere, usually

s
accommedated by an advantageous shifting of the helper's paper., It §i§
is also possible that widespread “cheating" (looking at the answers) F__ﬂ

.in -various progra.méd texts resulted fromr an application of both

the "don't try before you're ready" prescription and the "help your
friends" prescription (in this case you are your own best friend). |
A1l of these prescriiations surface when a teacher tries to introduce

sitvations supporting individual competitiveness, élthough observations




2l

L show that the Navajo prescriptiohs can break down and the Anglo ones
become dominant aftef years of experience in schools with Angle

children or strong-willed Anglo teachers, My own aforementioned
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vivid memories and the need to recognize a pre-existing, operant,
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and viable cultural mcdel for learning behavior strongly support

Vg

the creation of an ESL program in which learning can be consistent

L

Ry

“with the Navajo model,

The Role of Dialect in Second Language Learning

T L

It has become increasingly apparent to me as I listen to the _ : §
English used by the Navajo children, staff, and parents in and
around Borrego Pass School that there are some constructions, ex-

pressions, or words which are not used by this speech commmity., 7

- Other constructions are used mich more than I am inclined to think
Anglos use them, br acquire new meanings., Some are modified in form:
Misn't it" becomes invariable (like the French n'est-ce pas?) as a
tag question and do ("don't they?) and are("aren't they?") variations
are not used. There has to be some recognition ihrthé ESL program of
the domains of dialect and standard Fnglish in order to develop appro~
priate grammatical qompeténce and a knowledgé of.appropriate use
(competende for use and competence for performance of both). Dialect
-is used in English conversation in the Borrego.Pass school and community
setting and Standard English (S.E.) is used (and expected to bé per-

formed) in the BIA and Public Schools in Crownpoint.

It is difficult to determine which (S.E. or dialect) will have

more ubility for these children, and it has to be determined how S.E.
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or dialect will be appropriate for their needs when an ESL program
is being designed for them. The different intonational and inflec-

tional demands of S.E. should not over-ride attention to the meaning

EMEE Sk L Cadi B P oA ) A SECEE RS
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of utterances. In this school setting, where the influence of the
peer group onlmolding and defining behavior is so strong, it is per-
haps of most importance that stress be placed on the development of
'"language performence that is consistent with one's peers. Exceptional

laﬁguage behavior, showing off (or what is seen as such) by using
unusually complex structufes, or variations from dialectical Englisﬁ,
isrusually recognized, with the producer of such language ignored,
teased, orldismissed as a viable model accordingly. Such situations _ ;
provide about the only opportunity bbth'to assess the degree to which
a Borrego Pass student has a conception of Borrego-fass English and

< also, by gathering observations about such situations, to begin to
isolate elements of this dialect. The outlines of this conception
can be determined in the degree to which students recognize (vy
teasing, ignoring, or subsequently not using themselves) deviations
from it, | |

Examination_of the_linguistic and sociolinguistic role of dialect

in the children's English language development brings out the problems i

N
I

of learning how to function in two different languages and cultures.
‘Ldnguistically, the languages are very different; expression of the
same idea in both languages will require the use of much different

structures, requiring different ways of organizing a‘thought so that

it can be expressed. Sociolinguistically, the two languages are
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different in cultural outlooks and values. Where the same concept

occurs in both languages, it can be translated from one language to

L T [ T P R i O B e e ma e

the other. Where the same concept doesn't exist, it must be inter—

preted into the terms of the other language and then translated.

How can a program encourage and develop observation, analysis, and

learning of the two different cultures and languages without compar:.ng

TS E R T A SR

" one to the det.rimem: of the other? Inherent in both are dlfferent

i
IS

social orders and world views which the individual must come to
understand and define appropriate to his own needs, as well as find

out others! conceptions of them,




PART III

DESIGNING A PROGRAM

Learning Styles and the Use of Imagination in the Classroom

The problems experienced with thé CORE program and the language
learning considerétions presented in Part II suggest the viability
‘of the following approach: a language learning program should provide
situations which will stimilate individual observation without ine
hibiting different learning styles and which will enhance language
growth, The special demands placed on a Navajo‘child who has to be
ablé to function in different cultural settings using two different
languages should be'provi&ed for in a language program by offering
ways for him to visualize and experience such settings.5 |

in order to develop competence and performance for use, children
should be provided opportunities to project themselves out of the
Bchopl énvironment (and that in which they are already adept) to |
other environments. Creative, imaginative play and drama can provide
the medium for this projection, Ideally, such play should become
spontanecus, like that of Mike and Earl, but, initially, situations
and roles can be suggested with the skills and imagination required

to fill them being developed as more exposure to such situations is

51 have often heard it said in this community that this genera«
tion of Navajo youth is using and generating forms and usages of
 Navajo and English different than their parents or teachers. Education
programs mst recognize this change and such recognition should be an
integral part of their design. Offering ways for these Navajos to
visualize, experience, and adapt langnage to different situations
would be an effective means of recognizing this change,
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provided,
BOrfego Pass children are not comfortable with situations requir- 5
ing one individual to stand out from the others. Attempts at play

acting with individual roles failed last year, perhaps for this reason,

I RV A e

Some games, though, were.highly'successful in providing opportunities
for creative, imaginativé_individual participation., The advantage of :
a game format is that it can offer controlled context and controlled |
roles. Some set characters can be performed by the more courageous
or adept at first, and other children can fill these roles later,
fellowing the model §f their peers as closely as their initial un-
certaihty dictates, Or, a situation can be presenteﬁ.and explored

by all at first and later by individuals who have been encouraged to
try to iﬁagine themselves in.that situation., As the game format be-

- comes more familiar, fewer prescriptions for participation should be
offered. The children should come to play the game as they like with
" the teacher providing {until the studenﬁs can) an outline of the
prerequisites of the situation, and.perhaps some roles, lLanguage
requirements can be integrated into the performance of the roles, or -
- the situation can be varied to require the use.of certain language
skills, Such requirements should be fitted to the situationg the

usefulness of this type of approach is seriously diminished if roles,

| language, or ways of participation become stereotyped.
One such game that proved highly successful last year was one
that I devised called the "Get Out of Jail" Game. The game was

played on a two-by-three foot piece of poster paper (the other side
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contained a BIA exhortation to stay in school), On the right side
was a jail, comnected by approximately fifty ome inch squares to the
left side, a Navajo hogan (traditional home)., The distance between
the two could be traversed inla number of ways, since the squares
were arranged in four curﬁing lines with several comnections between
them. The players (two to six) start in jail, having each committed
-crimes as heinous and bizarre as his imagination permits, and each
tries to be the first to reach the hogan, which provides sanbtuary
'and a place where you can “watch TV, read comics, drink pop, and eat
fry bread," (a Mavajo specialty) which constitutes thelBorrégo Fass
conception of what an ide#i_sanctua:y should provide. The squares
between the jail and therhogan are fraught with obstacles, explicit
and implicit. The individual can choose his own course, and traverses
the sQuafes by moving his marker the number of squares shown on the
dice when he rolls it. Some of the obstacles on the squares are ex-
plici#: pictures of man-eating dinosauré, turtles, snakes, impassable
sections of mud, water, or volcanoes, strafing and boﬁbing planes

‘and helicopters, trips to the top of the Empire State Building with

King Kong, trips to the horrors of the La Bree Tar Pits with Godzilla,

minefields, guillotines, police (singly or in massive roadblocks), |
electric chairs, and whatever 6ther elements of a prison escapeels
nightmares that could be thought of., Some squares contain implicit_‘
obstacles., These have question marks on them, and the obstacles are
discovered as the person ﬁho landed on the square listens to thé

situation described on a tape recording previously made by a classmate,
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Such recordings usually detailed encounters with innocent-appearing
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individuals or structures,‘withlthe listenér of fered several choices
(based on entirely incomplete information) as to what to do next,
After making the choice, the listener listens to the consequences,
which can offer‘immediate entrance into sanctuafy, return to jail,
or abrupt and infinitely varied journeys into oblivién. An exzmple:

"it!s really cold outside. You have no coat and

- it's getting colder. TYou come to a house. What
will you do--stay outside or go in the house?
(Tape is stopped, listener makes choice) If you
stay outside you're OK (although in some other
tapes you freeze to death). If you go in the
house, the door closes and it's (the house is)
like a rocket. It blasts off and takes you all
the way to. . .Fluto. Then it just blows up,
and you're dead and out of the game.™

T N D N L A R S Mt

Some tapes offer situations and choices with the consequences to be

;;73 determined by all the pafticipants in the game based on the response

of the person who landed on the square. The squares with explicit
pictures on them reguire immediate action to avert the pictured
obstacles, Quick imagination is required to create a story detailing

-successful aversion, although some common sense prevails (you can't

divert Godzilla's wrath by telling him that there's a phone cail for
him someplace in the opposite direction from where you're going).

Generally, though, anything goes, with the appropriateness of the

- response, and the reSpondef's fate, being determined by the other
| participants,

landing on some specially-marked squares entitles the participant
‘to take the top card of one of two piles (depending on which square |

he has landed), marked F (for Friend) or W (for weapon). Friend
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cards contained substantive aid for the escapee: helicopters, boats,
airplanes, tanks, motorcycles, etc., as well as the Governor, whe
could use his considerable politlieal clout to commte death sentences
or entice police to look the other way, and the Executioner, who
could short circuit electric chair wires, cut hangmen's nooses, or
immobilize guillotines. Weapon cards contained weapons, which could
be used as needed. |

| When this game was first introduced, its routine could be rela-
tively fixed, with the number of obstacles and means of avoiding them
limited so that the students could establish themselves in the gaﬁs.
situation, initially, I would suggest obsﬁacles, ways of avoiding
them and possible routes, make the obstacle tapes, and be the sole
judge of appropriate responses. Gradually, the number and nature of
obstacles and means of avoiding them increased, whoever volunteered
.could make tdpes, the participants became the judges of appropriate-
ness of résponse, new rules were creéted, and I became a pﬁrticipant
subject to the whims of fate 1ike‘therothers.

‘During the month.and‘a half that this gamé was played, the follow-
ing structural and lexical objectives, most of them new orrdifficdlt
for the students, were modelled, regularly employed in the game, and
later used in free conversation by the children:

Simple Present, present progressive, imperfect, future (will and
going to), simple perfect (-ed and irregulars), past progressive
(waslgping), present perfect progressive {have been doing), and

conditional (would, could) tenses — aloné, or juxtaposed with
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others in statements and questions; all WH questions where -

appropriate with appropriate responses and tenses; If - then
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(consequential) and If - would, could (conditional - "If you

had a gun you could shoot him"); and noun and adverbial clauses.

(MR G S

The gradual modification of the "I'm go over there perfect

ST G

detailed in Part II to "I go" to "I went" occurred for most
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of the students during the month and a half that the game

was played, I noticed a significant improvement in the
ability of the students to cémmunicate or ask guestions with
precision during this period as well as increased flexibility
in using language in a variety of situations, Communicational
precision was reinforced in the game since, in avoiding an
obstacle; a responder was held responsible for his every word
by the others-- imprecisioﬁ could lead to his demise in un-
predictable ways, While at first it might seem unlikely that
the specific competence and performance for use developed in

this game would be of much use to the students unless they

have to escape from jail some day, flexibility was developed
in placing oneself in a new and challenging situation and using
language to achieve the desired consequences, The individual's

creative use of imagination was rewarded,

'On the other hand; language production could be avoided if the | =
student felt ﬁnsure of himSelf. By avoiding certain squares, most
of the serious obstacles could be avoided, The student could play

several games this way, passively watching and listéning ﬁo others!
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models, Many students played this way at first, watching the more
adept and courageous studénts, and becoming 'more a.dventurous and
productive themselves when they felt they were ready; While the
nature of the roles in this game was limited to that of prisen
escapee, the way in which this role could be played was limited
only by one's imagination, The language requirements of the game
increased and varied as new situations and responses to them were
ereated,

| Television, movies, stories, and comic books can provide more
models for dramatic play. Comics are 'pax‘ticuiarly effective in
engaging the reader's imaginative parficipation, since lthe pictures
. and words together can be explicit enough to sﬁggest the inherent
dynamics of a situation but not visually or auditorally oﬁmhelﬁng
enough to restrict participation,

This year we had a comic library at Borrego Pass, It usually

consisted of about thirty to sixty comics with new ones being supplied

as old ones fell apart, got lost, or were exchanged., The studgnts
could check out one comic at a time and could check out another as
soon as they returned the first, The children showed great interest
in some of the comic éharacters, asking such questioﬁs ag "Why did he
do that?", “What would he do (say) if. . .?", or.qulestions about
-aspects of the character's life other than those dépicted. Some
children would pretend they were -t.he characters, saying and doing
wha.t they thought would be appropriate, Ricky, a fifth grader, was

particularly interested in and curious about the life of Conan the

;
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Barbarisn (also my favorite). He asked me & lot of questions about
the life of a barbarian —— what it was like, what other barbarians

~ were like, how they treated each other, how they talked, etc, —

occasionally offering his own suggestions, Gathering this informa-
tion and projecting some more he spent several days imagining himself

to be Conan, acting sufficiently barbaric to lead several classmates

“to conclude that there was a germine wild man in their midst, although

some would join the role in participating in the ritual slaughter of
unfavored classmates (especially Ricky's hapless brother),

Such dramatic production, not necessarily barbaric, will be
developed next year through héving older children read, with appro-
priate expression, comics to the younger ones. This can be taped,
with different children reading differemt parts. Such production
develops naturally expressive use of language and role play since
each picture frame of a comic provides an obvious context for inter#
pretation. I have seen such expressiveness used by children on their
own in reading comics., If the picture depicts your character on the
verge of being stabbed, you are not likely to say "“Stop, not me!" in
a monotone when you read it, The advantage of this type of drama
is that thé explicitness of the picture and the suppoftiveness of

the audience (as in the case of a tape;made for younger brothers and

sisters) limits excessive self-consciousness in playing the role more

than drama without text does, Additionally, such tapes can provide
peer models of English language and its use in context for younger
children, '

Next year we plan to take slide pictures of each frame of a
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story in a comic and projebt these slides on a screen, Some possible

uses: (1) different children could read and tape the parts of the

T R I e e e e € e e e

different characters portrayed with the speech in the speech balloons
remaining intact to encourage the reading of certain words or struc-

tures by the audience (or to orally model structures, intonation);

S A
ORISR TN AL

(2) speech balloms could be wholly or partially blanked out, with the

audience required to furnish either appropriate speech or portions

B AT

(or particular words) of speech; (3) slides from one story (or

several stories featuring the same character) could be mixed, with

AN

£he children making up a story and sequencing the slides appropriately. ;
(4) slides from several stories could be placed together in an epic- -
length show with parts taped or provided by the audience, This method

of presentation of comic stories suggested by-Don Creamer, increases

auﬁience participation in dramatic production, and offers more challenges
to the actors themselves,

Another use ofrthis format would be to use pictures with empty
(or non-existent) speech balloons aﬁdrlet the students determine what
should be said. I presented the children with picture caxds (not the
kind that just have a single picture of a duck or a dog on them ==
these showed several actors in widely varied contexts) and encouraged
them to play guessing games with the cards -~ one could choose a
‘charécter in one of the.cards and give a clue about him by saying
what he might say or do in-or out of the context of that picture,
By putting subsequent clues together, more and more role play was
develnped as further port}ayal of a character was encouraged as others

tried to guess which one was being portrayed. Other games were
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‘artificial, and could be précticed in context at whatever rate and

‘situation out of the confines of the classroom and draw into play

Stimli of a certain degree of novelty get the greatest attenticn,

-tated by events that "enhance the child's attention to the adult's

36 .

developed in which several students could collaborate in portraying

the characters in a pictured situation, producing some stories in
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the process, This process is akin to that of directing and acting

in a dramatic production, and can be further developed to.encourage

R

role play and creative use of language.

Such limited dramatic play as I used this year was gemerally

AR L AT VRS

successful in creating and sustaining interest, moving children to
work at the limits of their language ability, and engaging their

imagination and capacity for observation. Language requirements

R RS ek e e

were varied to suit the needs of individual children without seeming

TR
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in whatéver style the children found comfortable, Meaning could
serve as a measure of grammatically or socially appropriate language o

usage, Uramatic play seemed to be the best way to move the language

language skills that would be needed out of school, It was also a

lot of fun and will be used extensively in the program next year.

Séguencigg of Material
Cazden (1972, p. 127) states that an artificial setting of

language expansion rate can depress a child's attention process,

leading to the observation that language acquisition can be facili-

utterance and to relevant features of the verbal and nonverbal

context in which it is spoken." In other words, if a child is ready
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 for an aspect of language, it is most likely to be singled out, attended
to, and absorbed. First 1anguage‘1earning is done on-én ﬁnsequenced basis.
i The process lis not divided into small parts; the child is exposed to a
- body of mature speech and expected to cope, Out of this, the child picks
.what he needs to build his own language_system {Cazden 1972, p.138).6

7 Sécond language development must Be integrated into.every'aspect of
scﬁool curriculum in recqgnition of the fact that much of 1éngu§ge learn-
ing and use will take placeras'the second 1énguage is used as a medium of
instruction and conversation in the upper grades. At Borrego Pass next
year, individual language needs will be .identified and appropriate lang-
‘uage programs developed with coordiniation between teachers and spegialists
so that praétice is provide& in all suitable areaé of the curriculum; Co-
‘ordination between the ESL specialists and the reading specialist will de-
velop the use of reading materials containing language appropriate to the
.1eve1 of the individuél children reading.

In setting up a secoﬁd language program, how explicit should language .

goals be? How can a program be developed so that the

6

Second language programs in schools rarely acknowledge this charac-
teristic of first lanmguage learning. Language input and output is restrict-
ed and sequenced according to adults' abstractions of how language can best
be organized and sequenced during second language learning. The making of
such abstractions would not necessarily be consistent with the process that
children follow on their owm in learning a first language ( and which could
apply to a second language ) either in method, order, or substance of organ-
ization. T suspect that in school programs conducted in a second language
and offering explicit second language programs, most significant second lang-
uage learning takes place as the child attempts on his own to cope in the se-
cond language medium of the general school program. The question,"Why have a
separate second language program?''must be seriously considered.
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children can determine (and be exposed to at the right time) their -

R

own level? How explicitly shouid this ability be recognized and -

*
¥
o

developed?

One way of developing this ability and studyiﬁg the way in
which, or degree to which, it operates in this setting would be to
design a program in‘which the child can explicitly select his own

level of structural objectives, Such a program, as suggested by

Don Creamer, will be tried out next year, In it, a child would be | %
shown or told some objectives which obserfation had shown to be
foreign or difficult for him and asked which of them he thought_he
could learn within a specified period of time (one or two weeks).
The child would then contract {make a formal commitmenf) to learn

the specified objectives within the time permitted. Activities

where those objectives and others would have to be used would be’

- scheduled for the classroom during this time, and the child could
use them as an aid to learning if he wanted. Other than the commit-
ment to learn the specifiéd objectives, the design of the child's
language program would be up to him, Over time and éfter several
contractings, the.child could possibly come Lo be more able to
recognize what structural objectives he knew, and, of the ones that
were unfamiliar, which he was most ready to learn. The ﬁdvantages Sy
.of this type of system would be that the child would have the oppor- | =
tunity of learning the structural objectives in his cwn way, which g
process 6ver_time could gife him a sense of progress in‘his laﬁguage

learning. The program could be used selectively and could provide




ment and needs without judging them by artificial standards. It

should be challenging, in order to determine the limits of language

|
|
'
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insights into the sequencing of second language learning even if it
did prove-to develop explicit skills that were not necessarily more
:effective than implicit ones already in use, |

Iwill re-sequence.the.GGRE objectives next year, based on

observations_this Yyear of the order in which objectives were acquired,
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the relative apparent difficulty of the acquisition, the apparent
‘utility of the objective for the learner, and the degree to which

the objective was later comprehended or used in free conversation, &

Advanced objectives.in the comprehension and production of Standard
English will be prepared for the sixth graders who will be entering
an all-English environment the following ye‘af. Individual language
needs will be assessed based on recordings made at the end of this
year and activities and projects.incorporating those objectives will

be prepared for the classrooms,

Tést. ing |

The preparation of language activities and the.sequencing of.'
struétural objectives raises the question of how a languige program
and its partieipants can be continually evaluated. Ideally, testing
should provide a means of measuring both progress and progran, It

should help both the teacher and the students evaluate their achieve-

ability, yet should be non-threatening., The testing situation should
correspond to those occurring maturally so that representative language

will be used and the children will not feel self-conscious about ﬁsing
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English in that situation, The rewards received in testing for pro-
gress should be apparent to all participating and should be consistent
with the rewards one can expect to receive in most situations requiring
second language usage. For the teacher, testing should hélp assess

the language program, especially the sequencing of ﬁaterials. He
should find out which second languagé structures are produced, which
ones are ignored, and which are difficult, as well as which are sub-
Jject to or should be replaced by dialectical items, There are few
¢ases where éométhing is right or wrong. At this stage in the develop-
_ment of the program, any response that deviates from Standard English
~could be taken as evidgnce of inappropriate usage, lack of understanding

or knowledge, or the operation of a non-standard dialect.

A Borrego Pass Enelish Langnage Test

This year I used picture slides taken on a third, fourth, and
fifth grade field trip to Phoenix, Arizéna, as test material. I set
uﬁ a slide projector, screen, and hidden tape recorder in a small room
and brought in all of the third, fourth, and fifth graders in groups
of two and three, I showed ﬁhem_the slides and tried to engage the
students in conversation about them. i tried to encourage, whefever
pessible, the use of strﬁctural objectives that had been presented
-.during the year by making statements of asking qnestiong which:would
require in response the use of these objectives., Mostly, thouéh, I
tried to get.the students to talk about the pictures aﬁd whatever
associations went with them,_to ask questions, and respond based on

their interest as one would usually do when looking at pictures like
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 these. I quiékly discovered that if the students suspected that I
was trying to test their English language usage they would quickly
become silenﬁ, responding to questions with one or two word answers,
and ny voice would become the only one heard in the room. When the
students were actively participating‘in discussion about the slides
and when the desire to communicate sémething'about the trip-became
the motivation for speaking, English structures were produced that
I héd not heard before from these students, I amrsure that it was
a frustrating experience'for some as they struggled to express what
they meant to say, but the rewards of successful commnication -— a
funny comment producing laughter, a question understood and responded
to, something remembered by one producing a response from others —

- apparently were sufficient to move most of the students to speak to
the limit of their ability and realize the benefits of their increased
ability, I later‘transcribed the ﬁapes, comparing individual perfor-
mances to those of the beginning of the year to determine progress,
current strengths and weaknesses,‘and‘the effectiveness of the
activities which developed specific.structural objectives. I made
a chart incorporatiﬁg all of the objectives presented in CORE, and
marked each objeétive that was fully produced, noting whether it had

been produced in a session which explicitly developed it or in free.

-éonversation, or both, Each.student's language production was recorded,
This chaft will serve as a baéis for next year's program, as a measure

of individual progress and as a basis for the re-sequencing of objec-

tives, Next year I intend to use such recording sessions fairly
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frequently throughout the year as a measure of both individual progress

and program,

Dialect

learning English Phonology

In second language programs where the phonology of one language
is radiecally different frqm that of the other, the question arises of
whether to "beach! phonology formally, and whether this teaching
period should provide limited second language input only. Referring
to a réport on the acquisition of speech sounds in a first language,
Cazden (1972, p. 59) states: "In view of these resulﬁs, perhaps. the
hypothesis should be entertained that the speech production mechanisms
operate more accuraﬁely when'given an ahindance of cbntextual élues."
She further states

"Under this hypothesis the context provided
by a section of discourse provides cues and
feedback for the muscles of the vocal appara-
tus, thus making individual phonemes more
likely to be correctly articulated."™ (p, 60)

The implication for education about speech sound discrimination and
production would be:

"Identical pronunciation can be intelligible
to one listener and not to another, depending
on the degree of shared background of ex~
perience between speaker and listener, and
the availability of extralinguistic cues to _
what the child is talking about, . .There
should be continuity in education in adulte
child relationships. One could increase the
range of listeners to whom the child's speech
~can be used as a measure of his dev?lopgﬁgt."
pes 61
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She conclgdes that "teachers must distinguish between developmental
devistions in pronunciétion and dialect differences. A child needs
speech therapy only if his speech deviates from the norms of his
ownl éoxmmmity " o | A
My own e:q:erlence suggests that attention to speech errors can
cause needless sel_f-consclousness in chlldren. Consistent with
Cazden's conclusn.ons, testmg for phonolog,:l.ca.l developmerrb should
be done on the basm of the range of peer llsteners that can under-
stand what is being said in the second language.7 Older students
can model dialectical speech. This r‘nodelling. would be important |
since it can act as a transition between Navajo and the production
of difficult sounds in English, As the child gets older, Standard
English phonolegy can gradually be integrated into his language

production so that it can be used in suitable contexts.

Integrating Dialect into the Program

d dent
The CORE program builds on increasing uses ep§n 1a

clauses and other.
complex structures as a measure of language progress and development.
However, richness and precision of description- and differentiation of
- meaning is aéhieved in this speech comﬁxiity both with and without

employing these clauses. This neceSsita.t.es the fornmlation' of new

TThis could be done by creating situations where one individual
or group would have to explicitly carry out the spoken directions of
another individual or group. "Literal" interpretation of the indivi-
dualts directions would be encouraged. Directing someone how to make
a peanut butter sandwich is an example. The directee can end up
spreading peanut butter on his hand if not told explicitly how and

“where to do it., Literal interpretation can be a lot of fun in such
situations, with the range of peer listeners who can understand an
individual becoming apparent as appropriate actions are carried out
from his direct:n.ons.
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standards of what constitutes progress in language development in
an environment where dialectical modifications occur, especially
in the lower grades whére dialect should prevail to provide transi-
tion from Navajo to English, In the higher grades, an understanding
of the contexts in which expression-in Standard English is appropriate
should be developed, with an émphasis placed not on which is "better®
' or "correct" — Standard English or Dialect - but on the types of
situations, roles, and expressions in which one can be more effectivé
than the other, This can be done through social studies programs,
field trips, and activities which require participants to project
themselves into different types of situations. A formal non-Navajo
cultural studies program has been set up for next year with a full
time sﬁaff member developing the program.and co~ordinating it with
other programs, Extensive field trips are planned, and-English |
language requiremehts will be integrated into the trips and subsequent
‘reports on them., Anglo mgdels that the children have seen can be |
portrayed; as can encounters in offqreservation cities. What-should
_be developed is an appreciation for the expressive capabilities of
each form of English, an implieit understanding of the viability 6f
both without detriment to each other, so that neither dialect mor
Standard English or speakers of each will become stereotyped or a

source of embarrassment to these students in later life.

Culture and Language

A second language program should promote‘linguistic awareness: a

recognition and exploration of differences in cultures by means of
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language analysis. This analysis can provide a means of intrpducing
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RARA LAY

cross cultural study into a school curriculum without resorting-to
reliapcé on stereotypes or the‘making‘<or acceﬁtance) of broad
value judgments, Aspects of the process of functioning as a bi-
lingual, bicultural individual can be explored through translation
and interpretation from one language to_the other. A social study

program should offer methods of observation of culture through

R S T T M R G P

language with the individual student eﬁcouraged to work iﬁdependently

b
%
b

to develop his ability to observe without premature judgment and
draw his own conclusions, Some possible projects: '
— An examination of the kinship terms in a language including
the expectations for behavior, duties, and reciprocities

inherent in each. This can lead to the development of a .

conception of family and social 1ife in a culture.

— An examination of the grammar of one's first language in
the expreséion of a thought. This grammar can be analyzed %3
and later compared to the grammar of a second language :

exhibited in the expression of the same thought and can lead

to the exposure of elements of world view in each, For example,

TR,

in Fnglish the action in which a coyote has attacked a man could

Rt

be expressed "The coyote attacked the man" or "The men was

attacked by the coyote." In Navajo "Ma'ii hastiin yik'iilwod"

AR s A L AL S A ke
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(The coyote attacked the man) is grammatically correct but

culturally inappropriate, since man ranks higher than coyote

in a Navajo hierarchy of entities and béings, and hence should
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appear first in the determination of subject-object word ord_er
in a sentence. The appropriate expression of this action in
Navajo would be "Hastiin ma'ii bik'iilwod." (“The man was
“attacked by the .coyote"). (Paul Platero, conversation. See
also Creamer,l 1971), Linguistic awareness of differences in
grammar could be used in the preparation of materials to be
used to help younger children learn the English form of a
Navajo expression where differences between the two presented
problems,

The. preparation of field trip reports. These could provide
practice in observing aspects of Anglo cu]_l,ture and expressing
them to other children :m English, Field trips will be made
to other areas, children will observe and record (with pictures
and/or tapes) aspects of life in that area and the picf.ure_é
and tapes can be organized into a show to be presented to the
othé;' children back in school., Aspects of the trip,. including
new and foreign s.ituations and concepts, would have to be ex-

| plained in English to the other children, This requires the
use of appropriate 1anguagé which will then in the slide show

' be modelled in context for the other children by their peer;.:‘..
A student exchange program. A pilot exchange program is be:'t.ﬁg
set up for next year in which Anglo students from a school in |
Albugquerque will spend a few weeks at Borrego Fass while Borrego
Fass students spend a few weeks at the school in Albuguerque,

This will provide firsthand experience in functioning in two
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languages and cultures through observation of representatives of different
backgrounds énd actual interaction with them. The development of relation-
ships with them will entail the formulation and production of appropriate
language.  Second 1anguagé mbdels will be p?ovided in the context of inter-
action and Borrego Pass children will be réinforced for the use of new
language where it is required for communication, by -the success of Eommuni—
cating meaﬁing. The ianguage ﬁrogram that T have outlined has been designed.
to simulate iﬁteraction with English speakers; actual féce-to—face interaction
should test the effectivehess of that apprqach.

In the design of an ESL program for the Borrego Pass School setting, the
generative model of ianguage‘acquisition seems more appropriate to the child?en's
needs than the memorization model, both in its possible consistency with the
way in which they learn their first language and in its stress on the develop-

ment of an individual's_ébility to analyze and produce language on his own.

The ESL program must be flexiblé.enough to allow for individual and cultural
variations in learning style,and rate, as ﬁell as the sequence in which
language materiéls are learned; Practice must be provided in the appropri-

ate use of 1angﬁage in the wide range of social situaﬁions that these children -
will encounter. Dialectical differences in English should be allowed for in
early speech produétion and peér modeling.

The ESL program will be flexible enough to. allow for individuél, cultufal,?_
and dialectical variations. Such variafions-will be acéommodated in the,.
creation in the program of different situations ?equiring different func-
tional levels and social usages of English. Participation in se#sions offer-
ing these situations should develop the language skills that these children
will need. The desire and ability to participate in these situations will lead

N to increased precision and accuracy in the children's social and grammatical

‘use of English,




B~

BIBLIOGRAPHY

Frimary Sources

Alatis, James E., ed,, Monograph Series on languages and Linguistics,
The 21st Annual Round Table, Washington: Georgetown University

Press, 1970,

Fresentation and discussion of papers on Bilingualism. See
papers by MacNamara, Ervin-Tripp, and Phillips in this collection,
An excellent source for comparing the thoughts of some major
figures in the field of bilingualism,

Cazden, Courtney B,, "Some Views on Subcultural Differences in Child
language", Merrill-Palmer Quarterly, 12, pp. 185-219. p. 190
quoted in Hymes 1971, p. 54. o

Cazden, Courtney B., Child language and Education. Holt, Rinehart
' and Winston, New York, 1972.

Primarily deals with first language acquisition but offers

~ implications for second language learning. An extremely useful
source of work done on learning models, both of grammar and
of style,

Cazden, Courtney and John, Vera P., "Learning in American Indian
Children". Anthropological Perspectives on Education., Wax,
Murray L,, Stanley Diamond, and Fred O, Gearing (ed,) New York: Basic
Books, 1971, pp. 252=272. '

A survey of relevant research of learning styles and abilities of
Indian children in education situations.

Creamer, Mary Helen, "Ranking in Navajo Nouns". Paper presented at
the American Anthropological Association Convention, November,
1971,

By examining the hierarchy by which nouns are ranked in Navajo

and the implications for Navajo grammar, this paper offers a

solid example of how the relationship between culture and

language can be examined without resort to stereotypes.
Ervin-Tripp, Susan, "Structure and Process in Language Acquisition'.

Monograph Series in languages and Linguisties, The 21st Annual

Round Table, Alatis, James (Ed, ), Georgetown University Press, 23,

1970, PP+ 313-341.

Consideration of first language vs. second language acquisition
process both in and out of the classroom,

i,
LY

A W N e B

s

e

SN
COALES,

o

A

TR EE NS R



= ‘ g
N

iy G

BIBLIOGRAPHY

Hancock, Charles E., Acculturation, Bieculturalism, and American
Indian Fducation. Unpublished B.A. Thesis, Wesleyan University,

1972,

This paper's predecessor. A general look at differences between
the educational process in the Navajo home and in the school.

- Based on my experiences in Summer School at Rough Rock, although
primarily a research paper.

Hymes, Dell, "On Linguistic Theory, Communicative Competence, and
the Education of Disadvantaged Children". Anthropological
Perspectives on Education. Wax, Murray L., Stanley Diamond
and Fred O, Gearing (Ed.) New York: Basic Books, 1971, pp. 51-66.

Introduces and clearly details the idea of competencs and perfor-
mance for use vs., that of grammar, Discusses how the langnage
performance of lower-class and other ethnic groups should be
evaluated.

labov, William, “S‘ba.ges in the Acquisition of Standard English"
Shuy, Roger W. (Ed.), Social Dialects and Language Learning,
Cha.mpa::.gn National Council of Teachers of English, 12, rp. 102,
Quoted in Hymes, 1971, p. 5ke

MacNamara, John. "Bilingualism and Thought" Monograph Series on
ggu_a_%gg and Linguistics, The 2lst Annual Round Table, Alatis,
ames . Georgetown University Press, 23, 1 s 1970, pp. 25-—40.

A smooth lock at the relationship between cognition and bilingual-
ism including the degree of determinism of one on the other, how
and whether it can be determ:med to eX.lSt and its implications
for growth and performance.

Philllps, Susan U,, "Acquisition of Rules for Appropriate Speech Usage',
Monograph Series on Lan eg and Linguisties, 21st Annual Round
Table, Alat:Ls, James (Bd, ; Georgetown University Press, 23, ~1970,
PP- 77-95- - ' .

Hymes' notion of competence and perfofmance for use clearly broug_ht
to Life in the presentation of the social rules governing English
usage among a2 group of Indian chlldren in and out of an Oregon
school.,

Wolk, Flsie (Ed.,) Core English. lexington: Ginn and Company, 1972,
William R, Slager is Editor of CORE levels One and Two; Elsie
Wolk is Editor of CORE Three and Four,

Designed to be a complete ESL program for primary and elementary
age children, Apparently based on urban, Spanish-speaking

e

<y

FETTAITH

N B R T R S T L Y P O R VSO T VTR 0 s

RS




50

BIBLIOGRAPHY

population. Methods are described; English language production
carefully sequenced and structured. Comes with wall charts,
puppets, picture cards, records. Could be effective where the
teacher and/or the children want to know what should be done

in and expected of an ESL program,
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'Sindell, Peter S., "Some Discontimmities in the Enculturation of
Mistassini Cree Children", Chance, Norman A, .(Ed,) Conflict
in Culture: Problems of Developmental Change Among the Cree.
Saint Paul: Canadian Research Center for Anthropology. 1968,

Excellent, clear presentation and analysis of difference of
appropriate behaviors and how they are learned in Cree
culture and in a Canadian school,

Wax, Marray L. Indian Americans: Unity and Diversity. Englewood
Cliffs: Prentice-Hall, 1971.

An introduction to American Indians and issues involved in
their education, preservation of culture and language, and
experience in dominant Anglo culture, Includes history,
studies of the life and problems of various tribes at
different times. The best work of its kind that I've seen,

Wax, Murray L,, Rosalie H, Wax and Robert U Dumont, Jr., "Formal
Education in an American Indian Community™. Social Problems.
11, 4, pp. 1-126, '

Learning in Sioux culture and learning as it is presented in

a Dakotan school., Discusses the role of the peer group in
forming attltudes, behavior, and shaping the Sioux youth's ex-
perience in the school setting,

Wax, Rosalie H., "The Warrior Dropouts“ Trans—Action, 4, May,
1970, pp. 4O-46,

How Sioux leafning models operate in a hostile school setting.
How the peer group influences what, how, and where behavior
is learned,

Young, Robert W, '"English As a Second Language for Navajos: An
Overview of Certain Cultural and Linguistic Factors",
Albuquerque: Bureau of Indian Affairs, 1968, LRIC ED’ 021 655,

A cléar introduction to most of the factors inherent in the
second language development of Navajo children written by the
. author of the most widely used Navajo-English dictionary,
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