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Abstract
Education plays a primary role in ensuring language maintenance and school success in Saskatchewan,

Canada, and around the world. Language includes both "standardized" language and vernacular dialects.

This document reviews the literature related to teaching English as a Second Dialect in school. The review

covers information on the problems and challenges faced by speakers of minority languages including

social and cultural processes and implications of language maintenance as well as how languages are taught

and learned in school. It also includes literature on best practices in teaching English as a Second Dialect

(ESD). This review will have relevance for teachers, curriculum developers, administrators and policy-

makers working in ESD, particularly those in Saskatchewan and Canada who want to address challenges in

teaching ESD to Aboriginal students and ensure that they maintain their roots and develop their wings.

This review can also be found on the following Website

http://www.extension.usask.ca/ExtensionDivision/about/Staff/e-h/epsteinvitea.htm
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Roots and Wings:

Teaching English as a Second Dialect to Aboriginal Students,

A Review of the Literature

There are only two lasting bequests that we can leave to our children:

one is roots; the other, wings. (Anonymous)

Introduction to the Literature Review
Education plays a major role in language maintenance and school success in Saskatchewan, Canada, and

around the world. This document reviews the literature related to teaching English as a Second Dialect

(ESD) in schools, and for the purpose of this discussion, "language" refers to both "standardized" language

and vernacular dialects. The review covers information on the barriers and challenges faced by speakers of

minority languages, including social and cultural processes and implications of language maintenance. It

also considers how languages are taught and learned in school and includes literature on best practices in

teaching ESD. This review will have relevance for teachers, curriculum developers, administrators, and

policymakers working in ESD, particularly those in Saskatchewan and Canada who want to address the

challenges in teaching ESD to Aboriginal students and ensure that they maintain their roots and develop

their wings.

Background

The Reviewers' Perspective
It is important to state at the outset that this literature review is not entirely objective. The authors'

comments throughout demonstrate strong support for the need to maintain linguistic and cultural diversity,

and to view dialect as valid and useful in education and in teaching Standard English (SE).

Significant Statistics
It has been reported that as of January 2003 1.3 million people, or 3.3% of the Canadian population claims

Aboriginal ancestry compared to an increase of 3.4% in the non-Aboriginal population (CBC National

News, January 22, 2003). This represents a 22% jump in population amongst Aboriginal people in 5 years

(Foot, 2003). Canada's Aboriginal population is the second highest in the world, after New Zealand with a

Maori population of 14%. The Canadian province of Saskatchewan has the second highest Aboriginal

population in Canada; Manitoba ranks highest. With respect to language, however, since the 1996 census,

the number of North American Indians, Inuit, and Metis speaking their ancestral languages dropped by

29%, and only 3.5% now claim an Aboriginal language as their mother tongue (CBC News, 2003). Cree is
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still a major Aboriginal language in Canada, but the number of people "who spoke Cree as their first

language dropped by 6.2 per cent, from 82,420 in 1996 to 77,285 in 2001" (ibid.). Most Cree speakers live

in Saskatchewan.

In Saskatchewan, Aboriginal students reflect a broad cultural and linguistic diversity. Today, 50% of the

Aboriginal population is under 25 years of age (CBC News, 2003). According to Saskatchewan

Education's 2001 survey on ESL/ESD in Saskatchewan, Aboriginal students make up 74% of the

province's total ESL/ESD student population, not including those in band schools on reserves. These young

students are Saskatchewan's future workforce and it is crucial for them and the population of Saskatchewan

that they be well prepared to enter it. We believe that ESD will help ensure their roots are strong. This will

in turn give them the wings to fly and contribute to the life of this province.

Aboriginal students come to schools speaking an Aboriginal language or a vernacular dialect of English at

home and in their communities. A vernacular dialect of English is defined as "a particular social or

geographical variety of English that is not the standard one" (Wolfram, et al., 1999, p. 2). Indigenous

English (or Aboriginal English) is a broad term referring to a variety of dialects of English spoken by many

Indian and Metis peoples. Because vernacular dialects of English are strongly influenced by Aboriginal

languages, Aboriginal students develop distinctive pronunciation, vocabulary, grammar, discourse and

pragmatic usage, which is different from those of the SE used in schools. Those Aboriginal students

speaking vernacular dialect of English are recognized as learners of ESD. As there is no truly single

Standard English in the world, (i.e., in the US, Canada, Australia, or Britain), Standard English can be

defined as "a collection of the socially preferred dialects from various parts of the United States and other

English speaking countries" (Wolfram, et al., 1999, p. 17) and it is the language used in print and media,

and is taught in schools. Although dialect can be referred to as "standard," and "nonstandard," or

"vernacular," all dialects are legitimate and rule-governed languages.

Characteristics of Aboriginal Students
Aboriginal students are distinctive in terms of their diverse social, cultural, and linguistic backgrounds

(Heit & Blair, 1993, Burnaby, 1982, Garret, 1996, Faries, 1991, Toohey, 1985). Unlike immigrant and

other language minority English as a second language (ESL) students, Aboriginal students live and study in

a variety of situations in Saskatchewan and in Canada. Most attend school in remote rural northern

communities, on reserves and in band areas where they use their Aboriginal languages or an English

vernacular for most of their communications. Some Aboriginal students attend school in urban and

southern regions (Burnaby, 1982, 1987, Heir & Blair, 1993, Faries, 1991).

English is clearly a powerful force. The majority of Aboriginal people have English as their

mother tongue... If they use a second language in the home, that language is most likely to be
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English. There is a considerable amount of Aboriginal language/English bilingualism in the

Aboriginal language speaking population" (Burnaby and Beaujot, 1986, p. xi).

Because English is the medium of instruction (MOI) for Aboriginal students with little emphasis on their

needs as English as a second language or dialect, they are disadvantaged at school compared with

nonAboriginal students (Burnaby, 1982, Faries, 1991, Hewitt, 2000).

Aboriginal students represent a variety of linguistic backgroundssome are monolingual in an Aboriginal

language, English, or French, while some speak a dialect of English, and others are bilingual in an

Aboriginal language or a dialect of English together with some degree of English (Heit & Blair, 1993,

Burnaby, 1982, Tavares, 2002).

Challenges in Teaching ESD Students: The Sociocultural Model
These diverse cultural and linguistic backgrounds present compelling challenges for those teaching

Aboriginal students. To address these challenges, studies have been conducted to identify the specific

educational barriers and problems facing Aboriginal students and to try to identify effective instructional

practices to meet their needs. Virginia Collier's (1995) model provides a comprehensive analysis of the

complex processes of acquiring a second language in school. She outlines four interdependent components

affecting a student's overall growth and future success: "Sociocultural processes, Language development,

Academic and Cognitive development" (ibid., p. 2) Collier states that "sociocultural processes strongly

influence, in both positive and negative ways, students' access to cognitive, academic, and language

development and the development of any one of academic, cognitive and linguistic components depends

critically on simultaneous development of the other two, through both first and second languages" (p. 3).

Because Collier recognizes that it is the combination of these components that is important, the

implications of this conceptual model are worth pursuing in teaching ESD for Aboriginal students.

Collier's (1995) model may provide a more comprehensive account of the problems, challenges, and

opportunities for improvement than have previous studies. Some research investigates the crucial role of

sociocultural contexts in teaching ESD for Aboriginal students while another group of studies examines the

role of sociolinguistics in promoting cognitive, academic, and language development (Collier, 1995,

Malcolm, et al., 1999, Faries, 1991, Wolfram, et al., 1999, Burnaby, 1982). From the combination of the

sociocultural, sociolinguistic, and linguistic perspectives, studies conclude that the education system is not

adequately meeting the linguistic needs of Aboriginal students (Faries, 1991).

Suggestions for Improving ESD Instruction
To meet the challenges affecting Aboriginal students' school success, the literature identifies and suggests a

number of solutions in the areas of curriculum, ESD approaches, and effective pedagogy. Several studies
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identify inadequate teacher training, too few Aboriginal teachers, limited culturally relevant curricula and

resources, and low levels of funding as the main barriers to Aboriginal students' academic success

(Burnaby, 1982, Smith, 1999, Frasier, 1995). These studies point out that school curricula and instruction

are irrelevant to Aboriginal students' lives, needs, and learning styles (Burnaby, 1982). Yet other studies

focus on the sociolinguistic analysis of the characteristics and differences between vernacular dialects of

English and Standard English as well as the attitudes towards them (Goodwin, 1998, Adger, 1997,

Malcolm, 1999, Rickford, 1998, Heit & Blair, 1993). Kathleen Heugh and Amanda Siegriihn (1995) point

to teacher education programs that equip teachers who know the languages of their students and that

include intensive practice in the types of contexts in which they will teach.

II. Examining the Roots: Challenges in Teaching ESD Students

1. Historical and Current Sociocultural Inequities in Schools
The issues facing those teaching ESD to Aboriginal students are embedded within the larger historical,

social, and cultural context of Aboriginal education (Collier, 1995). Research provides an overview of the

sociocultural contexts of Aboriginal education, including educational policies in federal schools in bands,

historical contexts, issues of self-determination, (Treaty) Indians' control of education, the socioeconomic

conditions of Aboriginal students, and maintenance of Aboriginal languages (Barman, et al., 1987, Szasz,

1974, Garrett, 1996, Haig-Brown, 1995, Beck, 2000, Smith, 1991). Some of this research demonstrates that

sociocultural contexts strongly influence, in both positive and negative ways, students' cognitive,

academic, and language development (Collier, 1995). Other studies conclude that the school learning

environment is not inclusive and that it does not recognize Aboriginal students' cultural and language

experiences. Further, school is not a friendly place for them to learn because of inequities in educational

system (Barman, et al., 1987, Szasz, 1974, Garrett, 1996, Haig-Brown, 1995, Collier, 1995, Toohey, 1985).

The historical inequities in the education of Aboriginal people is today recognized as a major cause of loss

of Aboriginal languages, cultural heritage and identity (Barman, et al., 1987, Szasz, 1974, Garrett, 1996,

Haig-Brown, 1995, Collier, 1995, BC Human Rights Commission, 2001). Many Aboriginal students may

still experience both institutional and individual racism in schools resulting dropout. Mary, an Aboriginal

student talked about her experiencing racism at school (cited in Haig-Brown, 1995):

They didn't like me because I was an Indian. They used to just throw things at me and laugh at

me. I didn't realize there was this big difference between Indians and Europeans. I found out at

grade 3. I just got angry about it. I backed away from education. I backed away from the teachers,

so I just stopped doing my schoolwork. (p. 113 )
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Yet, in South Africa it has been found that when students respect and speak each other's languages, they

tend to mix socially and enhance the feeling of belonging that students need (de Klerk, 1995c). Negative

experiences and attitudes toward their dialect can result in student rebellion, failure and withdrawal from

schools (Heit & Blair, 1993).

The Barrier of Economic Inequity

In addition to the inequities in education noted above, social and economic inequity also contributes to

unfavorable learning environments and prevents Aboriginal students from fully participating in school (BC

Human Rights Commission, 2001, Smith, 1999). Sullivan (1988) states that: "unless the health, social, and

economic conditions of Native lives are generally improved, the problems of language development and

lower-than-average educational attainments levels will regrettably remain a part of the Native experience at

schools" (cited in BC Human Rights Commission, 2001, p. 49). Alexander (1995a) contends that language

policies related to language minority students must also take socioeconomic conditions into account.

Some cite insufficient financial support as a principle barrier in education (Smith, 1999, Yurkovich, 2001)

and insufficient financial resources to meet the needs of Aboriginal students living in lower social

economic conditions (Beck, 2000). These conditions are experienced by both urban and rural Aboriginal

students and include coping with poverty, safety, abuse, violence, dysfunction, poor nutrition and health

conditions, and lack of food, warm clothing, and transportation (BC Human Rights, 2001, Smith, 1999,

Guerrero, 1999). Beck (2000) reports that Native American children and families are more likely to be

poverty stricken than the majority of American people, and "47% of Native American children live in

families classified as poor and near poor" (Annie E. Casey Foundation, 1998, p. 16, cite in Beck, 2000, p.

7). Moreover, Native Americans remain among the least educated ethnic groups in the US (Yurkovich,

2001). In Canada, educators need to be aware of the combination of challenges in the lives of Aboriginal

students' in order to implement effective intervention strategies that promote their school success (Smith,

1999).

Internal Barriers

Internal factors affecting Aboriginal students' second language acquisition include individual variables

such as low cultural identity, lack of confidence and self-esteem, anxiety, and other affective factors

(Collier, 1995, Fraiser, 1995). Studies conclude that the Aboriginal students' educational barriers and

problems in schools are caused by a social and cultural environment that is alien to many of their

experiences, that is, there is little connection between their lives at home and at school (Fraiser, 1995).

Because of their different cultural values and backgrounds, they also experience conflict or confusion with

mainstream school culture (Smith, 1999, Taras, 1996, Haig-Brown, 1995, Guerrero, 1999, Hewitt, 2000).

Some may find social integration more difficult as they go through the educational system, and the clash of

world views and cultures increasingly contributes to low self-esteem, anxiety, isolation, and alienation at

school (Haig-Brown, 1995, Guerrero, 1999, Hewitt, 2000). Aboriginal students in post-secondary education
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also experience problems in adjusting emotionally and socially to the college culture and educational

system (Guerrero, 1999, Aragon, 1998, Yurkovich, 2001).

Withdrawal from School: Causes and Statistics

The combination of so many factors may lead Aboriginal students to feel there is no reason for attending

and continuing school. Consequently, their achievement level remains well below the national average

(Szasz, 1974), and high attrition continues. Bumaby (1982) points out: "Lack of success in school is a

chronic problem for Native students in all types of communities, on reserve, off reserve, in remote and

urban areas, and in federal, provincial and private schooling" (p. 14-15). Education Indicators (Sask.

Education 1998) reports the Aboriginal population has lower educational levels than the nonAboriginal

population in Saskatchewan K-12 schools. In 1997/98, the grade 12, withdrawal rate for Aboriginal

students was 100%, compared to 22.75% in the nonAboriginal student population (University of Sask.,

1999). Statistics Canada's 1996 census data regarding Aboriginal and nonAboriginal populations by

educational attainment in Saskatchewan shows that 23.1% of the Aboriginal population have less than

grade 9 education, compared to 12.3% of the nonAboriginal population (statistics cited in Saskatchewan

Educational Indicators, 1999, p. 62). The data also indicates that of the total number of students in Grades 9

to 13 without high school diplomas, 35.4% are Aboriginal compared to 29.4% in the nonAboriginal

population (ibid., p. 62). This situation is similar across Canada. For example, in BC, only 38% of

Aboriginal students graduated from grade 12, as compared to 77% of non-Aboriginal students (BC

Ministry of Education, 2000, cited in BC Human Rights Commission Report, 2001, p.2). However, studies

are often too general to identify the significant and specific factors contributing to the causes of student

attrition, especially the role of language instruction.

In Support of Language and Dialect Maintenance

Arguments justifying the importance of linguistic diversity are convincing (Cummins, 2003, Reyhner,

1996, Skutnabb-Kangas, 2000). One need only examine the facts to confirm that language loss is an

accelerating global phenomenon (Chrystal, 1997). Loss of Indigenous languages has been especially

alarming in New Zealand, Australia, the US, Canada (Associated Press, 2003, BBC News, 2001, Burnaby,

1996, Crawford, 1996, Johansen, 2000, Krauss, 1996, Reyhner, 1996, Statistics Canada, 1996) as a

working knowledge of English becomes increasingly important for industry, commerce, education, and,

perhaps most importantly, for employment. Language loss is "an intellectual and social tragedy" (Crystal,

1997, p. 17) that is accompanied by the replacement of those languages with the western ideology

associated with a more dominant language and cultureEnglish (Master, 1998, p. 718). It is important to

be aware that language, whether it be a "standard" language or vernacular dialect, involves more than oral

and written communication. It is also tied to values, culture, identity, history, literature, self-esteem and

understanding of self, concept formation, and worldview. Languages and cultures are priceless resources.

Once lost and replaced by a new language and worldview, they are impossible to regain. Without linguistic
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and cultural diversity our world would be colourless, our perceptions narrow, our knowledge limited, our

human neighbours' spirits reduced, and our peaceful goals at risk (Epstein, 1999a)!

Education is central in language maintenance. Inappropriate attitudes toward language and dialects are

equivalent to destroying children's roots and snipping their wings. Cummins (2003) notes

When bilingual students are instructed, explicitly or implicitly, to leave their

language and culture at the schoolhouse door, they are also being told that everything

they have learned from parents and grandparents up to this point in their lives has no

value; the language through which they have expressed themselves up to this point in

their lives has no value and must be replaced by a superior model. In such

classrooms, human potential is being diminished. (p. 5)

Educators that are sensitized to the implications of language loss and aware of the power of English as well

as the legitimacy of dialects and their value in teaching are much more able to address the needs of their

students and implement the best practices outlined in this literature review.

2. Problems and Challenges: Language Learning in Schools

Introduction
Students who have difficulty understanding English, the MOI, will naturally have difficulties in all of their

school subjects (Burnaby, 1982, Faries, 1991). Central to this issue is the role and impact of the process of

English language instruction.

Cultivating Ll
Although research confirms the important role of the students' first or home language (LI) in education, Ll

is not cultivated and utilized effectively to support academic and language learning (Burnaby, 1982, Heit &

Blair, 1993, Faries, 1991). By employing English as the only MOI in northern communities, schools do not

meet the linguistic needs of students who speak an Aboriginal languages, (Burnaby, 1982, Fairies, 1991).

Emily Faries (1991) points out that although Aboriginal language is taught as a school subject, it does not

play a significant role across the curriculum and consequently Aboriginal languages in Canada are not

thriving.

12
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Materials
Research shows that success has been achieved in some bilingual or bidialectal programs in the US,

Australia, and Canada, however some of these programs were discontinued because of major

implementation obstacles. First, compared with bilingual education for French and heritage language

students in Canada, bilingual programs for Aboriginal students, in which both Aboriginal languages and

English are used as the MOI, lack popularity. Although they want their dialects to be recognized and

respected in schools, some Aboriginal parents believe that teaching dialect would affect their children's

success in learning SE (Rickford, 1997, Burnaby, 1982, Epstein, 1999c, Goodwin, 1998). A second

obstacle in implementing these programs is the lack of teaching materials for Aboriginal languages,

dialects, and culture. Shirley Fredeen (1990) notes that although library resources are critical to the success

of the whole language and student-centred approach, there is a scarcity of English language arts teaching

appropriate and relevant materials suitable for the range of teaching situations in northern Saskatchewan.

Burnaby (1982) points out that most ESL material development in Canada is directed towards the needs of

immigrant students and is often culturally inappropriate for Aboriginal schools. Moreover, the lack of

experienced bilingual teaching staff and insufficient funding further hinder the development of the bilingual

and Aboriginal language programs (Szasz, 1974, Burnaby, 1982, Faries, 1991). Some Sask. teachers

(Epstein, 2003) are frustrated with the resource-based approach and call for series of textbooks to ensure

consistency in content coverage among their often transient students.

The Role of Dialects to Support Aboriginal Education
Vernacular dialects play an important role in teaching ESD students. Some studies find that dialect

differences can affect the quality of education both academically and socially, and the attitudes of teachers,

school administrators, and other students can ultimately have a tremendous impact on the Aboriginal

students (Christian, 1997). Ignoring dialect differences can potentially affect the quality of education in the

following two ways. According to Walt Wolfram, et al. (1999), "a child's dialect may interfere with the

acquisition of various skills, (such as reading)" (p. 23) and concept learning. Second, there is a "social

consequence [to] being a member of a different dialect group" (p. 23) because dialect-based stereotyping,

which can have a tremendous impact on the education process. Teachers with insufficient training, may

develop misconceptions and negative attitudes towards the role of vernacular dialects of English in schools.

Debates on the attitudes about the legitimacy of dialects among educators focus on the role of dialect in

education in general and in teaching ESD in particular (Malcolm, 2001, Goodwin, 1998). Attitudes on

dialects and professional development on dialect difference will be discussed later in this review.
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Challenges in Reading and Writing
Some studies confirm that Aboriginal students do not perform well in language learning, especially in

reading and writing. Dialect-speaking students in the US have limited oral and written proficiency in

English and limited written proficiency in their home language (Kitano & Espinosa, 1995). Toohey (1985)

found that Aboriginal students were still not proficient in English after six or seven years of English-

medium schooling (cited in Faries, 1991). Aboriginal parents maintain that the schools are failing to teach

Aboriginal students to read because instruction does not take into account the language differences in their

children's vernacular dialect (Christian, 1997). It has been found that although all students confront the

differences between written and spoken language, the language used in school subjects differ more for

vernacular dialect students than for the speakers of SE. This is because dialect speakers, especially those

from an oral tradition, are unfamiliar with formal language structures that occur only in writing (Wolfram,

et al., 1999). "The Nation's Report Card: Fourth-Grade Reading 2000" (Donahue, et al., 2001, cited in

Reyhner, 2001, p. 1) in the US reports only 43% of Native Americans reading at or above a basic level

versus 73% of nonAboriginal students. Some Aboriginal students are also resistant to reading and writing

because teachers continually correct their attempts. English idioms and the fact that instruction is often

decontextualized also affect their comprehension. One of the major problems in Aboriginal students'

writing is dialect interference, and dialect differences in pronunciation, spelling, grammar, and discourse

patterns are reflected in their writing (Toohey, 1985, Clarke, 1983). Teachers, may not realize that the

differences in their students' writing are caused by dialect differences, and rather than focusing on

meaning, the teacher may interpret writing differences as language deficiencies requiring correction

(Clarke, 1983, Bashman & Kwachka, 1989, Blackburn & Stern, 2000). A study by Charlotte Bashman &

Patricia Kwachka (1989) on the use of variation in student writing found that Alaskan students constantly

and "systematically use specific aspects of English grammar to encode their own distinct social values and

pragmatic perspectives" (p. 130). They believe that this strategy contributes to students' efforts to maintain

their cultural and ethnic identity in academic writing (ibid.).

Also affecting their academic success is the fact that Aboriginal students may not be familiar with the

academic writing conventions required by schools (Bashman & Kwachka, 1989). Studies in US classrooms

with dialect-speaking students show that ethnically based and unique narrative styles exist in students'

writing across different ethnic groups. For example, "topic-centered versus topic-associating styles" (Sato,

1989, p. 270) and "topic-comment structures" (Coleman, 199, p. 491) may affect their academic writing.

Bashman & and Kwachka add that "these dialect features are problematic at all levels, not so much because

they are 'errors'" (p. 42), but because they reflect the distance between the students expectations about

successful discourse and those of schools. Some researchers have thoroughly documented dialect features

used in students' writing as well as the compensatory strategies used by Aboriginal students (Clarke, 1983,

14
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Edwards, 1980, Bashman & Kwachka, 1989, Coleman, 1997). Teachers need to recognize these factors in

the writing of their Aboriginal students.

Lack of Language Support
Because many Aboriginal students speak a fluent dialect of English, teachers and school administrators

may think that those students do not have language problems, especially after early years in schools where

English is the MOI. Faries (1991) notes that teaching ESL is not recognized as a priority in the education of

Aboriginal students, and there is insufficient recognition that English is the second language for many of

those students. Kelleen Toohey (1985) reported that some educators stated " problems

with school work are not linguistic problems..." (p. 278). As a result, many schools with a majority

population of Aboriginal students, (e.g., reserves, band schools, and some schools in the northern regions)

do not have any ESD support for Aboriginal students in regular classrooms, and teachers don't have

training in ESL or ESD (Burnaby, 1982, Toohey, 1985, Faries, 1991). According to the needs assessment

on ESL/ESD in Saskatchewan (Sask. Education, 2000), many students are not getting the ESL or ESD

support they need at school. Although technically each school division is responsible for allocation of

ESL/ESD funding, a forum with middle years teachers in northern Saskatchewan revealed the perception

that such funding is allocated primarily to K-3 education. Therefore, older students sometimes receive less

intensive ESL or ESD. As a result, "they may not have developed more than a conversational variety of

English language proficiency" (Fredeen, 1990, p. 4). Aboriginal students' language problems become most

apparent at the secondary level where the language demands of the core subject area become more difficult

(Sask. Education, 2000) and where Aboriginal students need to effectively handle cognitive learning tasks

(Fredeen, 1990).

Educator' Lack of Knowledge about Dialect Differences: Affects on
Identifying Students' Academic Needs and Gifts
Teachers' lack of knowledge and training in language variation often results in invalid assessments of the

language abilities of dialect-speaking students. Too few teachers know about their students' cultural and

linguistic backgrounds or understand the challenges inherent in learning to use SE (Fillmore, 2000). As a

result, today's teaching force may not be well equipped to help language minority students and those who

speak vernacular dialects of English be successful in school (Fillmore, 2000). The result of this inadequate

professional development is that some teachers view dialects as linguistically and socially unacceptable

(Malcolm, 1995). When a teacher underestimates a student's ability because of a dialect difference, the

student may do less well in school. The over-representation of Aboriginal students and other dialect-

speaking students in special education with the exception of the gifted category, both in Canada and the

US, suggests that use of a dialects of English are often misinterpreted as developmental delays (Fillmore,

2000, Flores et al., 1991, Christian, 1997). Dialect difference is also recognized as a barrier to identify and

promote dialect-speaking children into gifted programs.
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III. Developing Wings: Appropriate Practices in Teaching ESD for
Aboriginal Students

Introduction
Language specialists are attempting to find the solutions and implement best practices that will address

Aboriginal students' educational challenges in efforts overcome what Cummins (2003) has criticized as

"anemic teacher proof instructional vision[s]" imposed by "one-size-fits-all" instruction that does not allow

teachers to connect "...at a human level with culturally and linguistically diverse students." (p. 5).

Following are some of these approaches and innovations.

1. Promoting an Inclusive Learning Environment
Research reveals that many Aboriginal people think that an inclusive and friendly school environment

promotes the success of Aboriginal students. A culturally inclusive environment is a safe place for

Aboriginal students to learn, to have a sense of family, and to have a strong support (Haig-Brown, 1995).

Doug Hewitt (2000) points out that "blaming the victim," (p. 114, i.e., blaming students) for learning

failures "is both simplistic and inappropriate" ( p. 115) because many factors contribute to learning,

including "schools, teachers, and [the] education system, as well as the students" (p. 115). Therefore,

putting Aboriginal students in remedial classes and having low academic expectations can only prolong

educational inequality (ibid.). Improved attitudes that respect and include Aboriginal culture and languages

in education and a more friendly sociocultural learning environment for them have resulted in a number of

initiatives.

The Sacred Circle project, implemented in 1983-1985, provides a unique, culturally relevant, and effective

educational program. The program addresses the complex of sociocultural processes involved in facilitating

the successful integration of Aboriginal students into urban communities in the Edmonton Public School

District. Using a Circle as a symbol to represent the traditional Aboriginal perspective in life, this project

provides a broad range of initiatives appropriate for Aboriginal and nonAboriginal students as well as for

administrative and teaching staff. Project staff include Native-home-school liaison services, Native studies

consultant services, a Native education resource center, Native cross-cultural awareness and training

components, and curriculum and materials development resources (Douglas, in Barman, et al., 1987).

Circle programs have also been implemented in Ontario and Saskatchewan with good results (Fredeen,

1990). Similar large-scale projects in Australia such as "Language and Communication Enhancement for

Two-Way Education" (Malcolm, et al., 1995) and "Towards More User-Friendly Education for Speakers of

Aboriginal English" (Malcolm, et al., 1999) are examples of educational initiatives addressing barriers and

challenges in the sociocultural process in order to provide a better educational experiences for Aboriginal

students. These projects promote the concept of two-way educational experiences for students in which
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both Aboriginal and mainstream cultures and languages are accepted and taught. Based on the cooperative

involvement of Aboriginal and nonAboriginal people, these projects have developed culturally relevant

training programs for teachers of Aboriginal students and have resulted in bidialectal research, curriculum

development, and pedagogical innovation.

Incorporating Coping and Learning Strategies

In order to help Aboriginal students cope with negative experiences, unfamiliar expectations, tension,

anxiety, low self-esteem, and culture shock in schools, there is a need to develop their coping skills and

learning strategies (Guerrero, 1999). Such strategies include "establishing Aboriginal cross-cultural

mentoring relationships, creating Native American based support systems, determinations motivated by the

need to give back to community and recognizing the significance of spiritual dimensions in their lives"

(Guerrero, 1999, p. 128). Eleanor Yurkovich (2001, p. 1) lists the following seven abilities that indicate

student success: ability to (1) focus on goals, (2) adjust to the dominant culture, (3) invest in self-

assessment, (4) develop assertive skills, (5) establish a support community, (6) socialize into roles of

student, and (7) master content." Some Aboriginal students in higher education identify "a need to

overcome an abuse mentality,... an inner struggle to eradicate a poor self image brought on by years of

family violence, substance abuse and deep seeded negative stereotypes about Indian people as a whole"

(Guerrero, 1999, p. 128). John Taras' (1996) project with urban Aboriginal high school students also

demonstrates the importance of learning strategies in supporting Aboriginal students' academic success. He

identifies self-directed learning as an effective learning strategy for Aboriginal students. In self-directed

learning, students make decisions about what they believe is important to learn and what materials are

relevant and important, and they take an active part in assessment of their own learning (Taras, 1996).

Community and Parental Involvement

Also discussed in the literature, is the importance of joint efforts between an inclusive school, the home,

and the community (Faries, 1991, Smith, 1999, McGroarty, 1998). Community and parental involvement is

recognized as important in addressing the challenges in social and cultural contexts that affect Aboriginal

students' school success (Faries, 1991, McGroarty,1998, Smith, 1999, Taras, 1996). McGroarty (1998)

adds that school-parent-community partnerships, particularly when they involve LI and cultural

understanding, can be transformative, possibly leading to policy improvements and curriculum reform.

Aboriginal parents are very interested in their children's education (Smith, 1999). These parents and their

communities have many significant roles to play in helping Aboriginal students' achieve success.

Aboriginal parents can be invited to schools to help students understand their own culture and language, or

work in ESL or ESD classrooms as volunteers to support teaching and learning (Taras, 1996, McGroarty,

1998). They can also participate as translators of language and culture and bridge life at home and at school

(Robb, 1995). Rama Aginhotri (1995) calls for the active involvement of parents and communities on a

number of fronts including curriculum and syllabus planning as well as materials development. He notes
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that through such involvement, content will be more locally relevant. Based on his study in an inner city

elementary school, Douglas Smith (1999) demonstrates that integrated school, home, and community

interventions are needed to establish culturally appropriate instruction and create an inclusive learning

environment for Aboriginal students.

Mary McGroarty's (1998) study in this area identifies a number of obstacles to school-parent-community

partnerships including lack of financial, human, and space resources to establish, develop and maintain

these relationships. Partnerships are often fragile, depending upon the leadership of a few. She adds that

there needs to be attitude change and commitment on the part of all stakeholders, suggesting that

partnerships need not be led only by teachers and school administrators, but also by community and

cultural groups as well as teachers' organizations (e.g., Sask. Teachers' Federation.). She adds that the

business community, which has a vested interest in an educated future workforce, can lead such

partnerships. She notes that partnerships depend on a "climate of respect for students and families and

commitment" (p. 22) to work together. She notes that educators need to be flexible, respectful,

understanding, creative, and open-minded so that they value what parents and communities bring culturally

and linguistically to the partnership and ultimately their children's education. She encourages teachers to do

research on the communities of their students and to incorporate what they learn into their curricula.

McGroarty offers many additional suggestions to facilitate partnerships, including the following: make

partnerships a priority; provide stable, consistent resource allocation to the establishment and maintenance

of partnerships; make the school an open, friendly place; encourage informal and formal opportunities for

parents and community members to come to the school (e.g., orientations, parent-teacher meeting, social

events, guest speakers, parent aides); have translators available for verbal and written communications;

have regular communications with parents; have spaces in the school where parents can work with

children; have childcare available for parents with small children when they come to the school; encourage

homework hotlines and cross-age tutoring (i.e., older students helping younger ones); publicly celebrate

accomplishments (ibid.).

Professional Training for Educators

Educational administrators and teachers need appropriate professional training to address the challenges of

students' with diverse cultural and linguistic backgrounds (Fillmore, 2000). Many institutions have

developed effective training for teachers who can function biculturally and bilingually to support

Aboriginal students' language acquisition (Barman, 1987, Burnaby, 1982, Szasz, 1974, Malcolm, 1995).

Some universities in Canada, Australia, and the US have developed certificate programs or courses for

teaching ESD to prepare teachers for teaching Aboriginal students. Ian Malcolm (1995) describes a

program at Edith Cowan University, Australia, to develop a teacher training curriculum supporting

bidialetalism in the schools. This program involves three key components: (a) "modelling research" (p. 11)

for teachers on the Aboriginal English spoken in communities in order to develop a language profile

documenting dialect features, (b) "mentoring teachers" (p. 13), including in-service workshops on
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bidialectal education, (c) providing "modified courses" (p. 15) in the university's teacher education

curriculum to include courses on bidialectism. Other research demonstrates the importance of having

Aboriginal teaching staff as positive role models for ESD students (Reyhner & Jacobs, 2002). South

African educators also advocate for the need of specialized teacher education for teachers of language

minority students (de Klerk, 1995c, Heugh & Siegruhn, 1995, Young, 1995). Douglas Young (1995)

particularly stresses the need for teachers to learn the languages of their students as part of their training.

Heugh and Siegruhn (1995) note that it is trained and experienced teachers who are the most capable in

identifying innovative teaching strategies to meet the specific needs in their classrooms. Professional

development related to dialect awareness is discussed below.

Support for Teachers

Flor Ada (Ada, 1991 in Heugh & SiegrOhn, 1995) discusses the personal challenges facing teachers of

minority language students. She notes that bilingual teachers need to feel adequate and empowered in order

to empower their students. She states that "members of language minorities/low status language

communities have themselves been victims of language oppression in their youth" (p. 96). These teachers

need confidence building and opportunities to develop flexible and creative solutions. They also need peer

support "whilst prejudice against certain languages exist" (ibid.). Some Sask. teachers are frustrated with

choices made at the school and policy level and express the need to have input into who should be

appointed at administrative levels within the school (Epstein, 2003).

2. The Role of Language and Dialect in Education
The role of both English language and dialect instruction is crucial for educating Aboriginal students. There

is consensus that a knowledge of Standard English is closely connected with school achievement in any

subject area where English is the MOI (Burnaby, 1982, Toohey, 1985, Adger, 1997). In addition, the

official languages in Canada (English and/or French) are usually necessary for employment and for

Aboriginal students' future participation in everyday social life (Burnaby, 1987). Parents of Aboriginal

students also recognize that their children need English in order to survive in today's world, yet they also

want to maintain their culture and languages (Faries, 1991). The case is similar in South Africa (Epstein,

1999a, p. 16-18), India (Sheory, 1998), and undoubtedly in other countries as well.

There has been some debate on the role of Aboriginal students' LI in promoting Aboriginal students'

language learning and their academic achievement (discussed below). Generally, however, educators agree

that although success or failure of second language instruction in itself cannot adequately account for

general results of schooling and solve all the challenges, it does play an important role in addressing

Aboriginal students' academic challenges (Toohey, 1985, Burnaby, 1987). Other educators believe that

some aspects of schooling explicitly concern developing language skills, with an emphasis on developing

reading and writing across the curriculum for educational and social purposes (Wolfram et al., 1999).
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Cultivating Aboriginal Languages and Dialects

Research suggests that for Aboriginal students in northern communities, Aboriginal language should be

used to support academic and linguistic success, and to foster a positive self-identify in schools (Burnaby,

1982, Faries, 1991). Aboriginal people believe that the loss of their languages can be prevented by the

inclusion and promotion of Aboriginal language in the school, community, and at home (Burnaby, 1982,

Faries, 1991). Language educators agree that language and culture are inseparable. By establishing and

maintaining self-esteem and a strong sense of identity, Aboriginal students can better maintain a balance

between their culture and language as they learn to succeed in the majority society's culture and language

(Faries, 1991). Faries (ibid.) notes that "bilingual education is a necessity for children in aboriginal

language speaking communities" (p. 115), in order to maintain Aboriginal cultures, languages, and identity

as well as to improve Aboriginal students' academic achievement and second language or dialect learning.

She adds that LI literacy must be promoted in schools as a means of preserving and promoting Aboriginal

languages and self-esteem.

Aginhotri (1995) points out that most of the world's population speaks more than one language so that

multilingualism the norm. He adds that children do not have difficulty learning several languages

simultaneously. Gerda De Klerk (1995b) states that knowing more than one language or dialect may be an

asset for students in the following ways:

it develops cognitive flexibility

it develops matalinguistic awareness

it promotes abstract, critical and creative thinking

it increases communicative sensitivity with monolinguals.

Attitudes about the Legitimacy of Dialects

The debate on the role of Ebonics (Black English) in school has a high profile in the US In Australia, some

educators regard Aboriginal English as "second-rate, deficient, useless, and a long way below the standard"

(Goodwin, 1998, p. 3), and they do not recognize the role of Aboriginal English in school (ibid.). Other

educators recognize Aboriginal English, but see it as inappropriate in education. However, research shows

that the only appropriate attitude promoting Aboriginal students' success in learning English at school is to

recognize their dialects as a legitimate, systematic, and rule-governed variations of language that exhibit

varying degrees of differences in the areas of pronunciation, grammar, vocabulary, and discourse patterns

(Heit & Blair, 1993, Wolfram, et al, 1999, Malcolm, 1999, Goodwin, 1998). When a teacher or other

students react negatively toward dialects, the results can be detrimental, resulting in negative consequences

for dialect-speaking students. For example, if a teacher underestimates a child's ability because of dialect

differences, the child will perform less well in school (Wolfram, et al, 1999). Being rejected because of

their culture and language causes many Aboriginal students to feel ashamed and think that the teacher does

not like them (Heit & Blair, 1993, Faries, 1991). This can contribute to their low academic performance,
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high dropout rates, and low self-esteem. Ultimately, a student may accept this negative view of their dialect

and lose the language.

In order to create an inclusive school and learning environment, there must be an attitude shift; teachers

cannot deny the validity, equality and value of diverse dialects spoken by students and must provide for

those students the addition of another dialect, Standard English (Anderson, 1990, McGroarty, 1998). There

is consensus from a sociolinguistic point of view that all dialects have legitimate status (Goodwin, 1997,

Adger, 1997, Aginhotri, 1995, Malcolm, 1999, Rickford, 1997, Wolfram, et al., 1999). Rama Aginhotri

(1995) states "language is at the centre of the whole educational exercise" and "that stigmatisation of the

home language of children can leave them with irredeemable psychological scars" (p. 5). Many educators

realize that we cannot neglect the crucial role of cognitive, academic, and second language development

through Aboriginal students' Ll. Knowledge about dialects can reduce misconceptions about language and

accompanying negative attitudes (Malcolm et al., 1999). Goodwin (1998) states that there needs to be a

change in attitudes towards Aboriginal English (AE) dialects from little to full acceptance of AE as a

legitimate dialect, and from seeing that there is no role in educational programs for AE to seeing AE as

having a definite role in education.

Raising Teachers' and Students' Awareness of Dialect

As previously noted, teachers who realize the implications of language loss and the power of English as

well as the legitimacy of vernacular dialects and their value in teaching can more effectively address the

needs of their students. Such teachers also recognize the damage that stereotyping and racism can inflict

upon language minority students.

Programs for teachers and students have been developed to address racism and to raise awareness of dialect

as a legitimate language variation. In such programs, both teachers and students examine some of the

scientific and sociolinguistic evidence justifying that all dialects are regular and rule-governed, allowing

them to question misconceptions and stereotypes about dialects (Adger, 1995). In Australia, this is achieved

by providing Aboriginal Studies courses in primary and secondary schools (Goodwin, 1998), using a

variety of resources, such as videos, booklets, and kits. Courses and workshops offered by the Western

Australia State of Department of Education help teachers accept and validate Aboriginal students' Ll and

provide specific teaching strategies.

In the US and Australia, a "Dialect Awareness" approach or a "Language Awareness" curriculum (Adger,

1997, Wolfram et al., 1999, Goodwin, 1998) focuses on the study of dialect diversity to teach students not

only about the structure of vernacular dialects but also about their role in speech communities. This

approach is beneficial to both dialect and non-dialect-speaking students by providing information and skills

for language investigation and cross-cultural understanding (Wolfram, et.al., 1999). Adger (1997) adds that
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although this approach may not link to teaching SE directly, it provides linguistic knowledge that is useful

for learning a second dialect.

There are a number of ways to approach dialect study. First, the teacher can raise students' awareness of

dialect diversity by providing them with samples of common dialect use in communities depicted in audio,

video, and written material (Wolfram, et al., 1999, Adger, 1997, Goodwin, 1998). The teacher can focus

students' attention on the systematic differences in language variation comparing them with those in SE

(Adger, 1997). Second, the teacher can set up community projects for students to investigate dialect

differences used by dialect-speaking people by Students can interviewing people, conducting first-hand

observations, collecting and interpreting data, and writing reports about their research in English (Wolfram,

et.al., 1999, Rickford, 2001).

3. Policy
Helen Robb (1995) contends that "education will always be a political issue because it has the potential for

empowering traditionally disempowered groups" (p. 18). Thus, school and government policy are part of

ensuring the success of ESD students in school. Sask. Learning (as of 2002-2003) is in the process of

developing an ESL Policy for the provincial schools based on their findings of 1997-99 (Sask. Education,

1999). (Policies for First Nations Band Schools fall under Federal jurisdiction). The reference committee

for the provincial ESL/ESD policy includes Aboriginal and nonAboriginal teachers of ESD students,

teacher trainers, and school administrators from across the province.

South Africa has identified 13 official languages in its constitution. The potential complexity of ensuring

the continued viability of those languages necessitates well-considered federal language in education

policies in that country. Neville Alexander (1995a) has written extensively about South African language

policy. He contends that policies must recognize that barriers related to language are related to larger

struggles for equality, liberty as well as to socio-economic conditions. He also argues for a state-sponsored

language awareness program that will raises the status of indigenous South African languages and argues

against English-only schooling (1995b). Kathleen Heugh 1995), also of South Africa states that language

policy must emphasize that languages are valuable resources, pointing out that additive bilingual education

"will result in equal access to meaningful education and in economic benefits beyond education." (p. 35).

At the school level, de Klerk (1995c p. 32-33) identifies steps to support a bi- or multilingual language

policy. Heugh and Siegruhn (1995) also note that at the school level it is likely that the impetus for policy

change "is likely to come from teachers within the school simply because they are directly confronted by

the education system's inadequacy in catering for the needs of linguistically diverse students" (p. 91).
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4. Inclusive Curriculum and ESD Programs

Introduction

Educators agree that culturally relevant and inclusive curriculum, and programs and methodology that

respect Aboriginal students' cultural and linguistic diversity are crucial to teaching ESD for Aboriginal

students (Haig-Brown, 1995, Burnaby, 1982, Schultz & Kroeger, 1996). The school system presently

ignores Aboriginal contributions to society in the school curriculum (Haig-Brown, 1995, Fraiser, 1995).

Celia Haig-Brawn (1995), identifies a culturally relevant curriculum, as "a program which will maintain

balance and relevancy between academic/skill subjects and Indian cultural subjects" (p. 150), and recognize

Aboriginal culture, heritage, languages, and contributions in curriculum. To integrate Aboriginal culture

and heritage in ESD teaching, researchers advocate a "bicultural" or "bidialectal curriculum" (Malcolm,

1999, Goodwin, 1998, Adger, 1997, Leavitt, 1991) that takes into account both the mainstream culture and

that of the Aboriginal community. This approach takes advantage of what both cultures have to offer and

helps students move confidently between the two cultures (Leavitt, 1991).

The Western Australian State Department of Education identifies the following principles in an inclusive

curriculum for speakers of Aboriginal English:

(a) access and equity: redressing educational disadvantages, target groups gaining access

to curriculum and participating fully; (b) valuing knowledge and experience of all groups:

redressing curriculum imbalance, not favoring one group's structure of knowledge, and

recognizing different world views and ways of learning; (c) critical analysis of disadvantage:

`deficit' not inherent in groups, learning about socially constructed disadvantage and need for

skills to initiate and support change; (d) a developmental approach to education: the recognition

that patterns of development differ across cultural groups (Malcolm et al., 1999, p. 74).

To implement these principles, the Western Australian education department recommends including the

components to the ESD curriculum by (1) explicitly teaching SE as a second dialect that complements Ll

or the students' dialects; (2) teaching all students about Aboriginal ways of viewing the world and the role

of Aboriginal languages in world view; (3) encouraging students to recognize and examine the social and

linguistic value of their vernacular dialect and SE. Also teachers must be aware that differences in dialect

and learning style can result in wrongly assessing students as having learning deficits (ibid.)

Toohey (1985) advocates including Aboriginal culture as well as adjusting educational practices. Teachers

can add information about Aboriginal culture, traditional skills, and related knowledge and beliefs in

theme-based units to the curriculum. Inclusion of such content would result in recognition and respect of

the culture and experiences that Aboriginal students bring to school. In addition, the teacher can engage

Aboriginal students in meaningful ways to learn the history and geography of their communityfor

example, "through hikes and canoe trips, map study, readings, oral history, road-building, religious and
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legal history, archaeological, mythology, hunting and fishing activities, agriculture" (Leavitt, 1991, p. 274).

Such curricular enhancements are important to motivate Aboriginal students to share their culture through

the medium of SE. To initiate the curriculum change, researchers call for joint funding efforts at both the

federal and provincial government levels to enable "Indian people to work with professional curriculum

developers to develop to develop a culturally inclusive curriculum (Haig-Brown, 1995). In Saskatchewan, a

provincial Aboriginal languages curriculum guide for K-12 has been implemented to meet the needs of

teaching and learning Aboriginal languages.

A major challenge in teaching ESD for Aboriginal students is to show to them how language instruction

can help them address demanding academic study. ESL programs are not appropriate for dialect-speaking

students (Adger, 1997, Burnaby, 1982). For example, beginning and intermediate ESL programs that focus

on the development of basic conversational language skills are not appropriate for Aboriginal students who

speak a fluent dialect of English (Adger, 1997). Until recently, educational programs designed to address

dialect differences focused on teaching SE to Aboriginal students. As the attitudes regarding dialect

difference as improper or incorrect English have changed, the aim of today's ESD programs should be to

add SE as a second dialect to their repertoire of linguistic varieties rather than eliminate LI. The literature

informs us of some successful ESD programs in Canada and internationally for teaching ESD for

Aboriginal students. These include bidialectal and bilingual programs, enriched English language

instruction in regular classrooms, and content-based ESL/ESD programs.

A. The Bidialectal Approach

The Value of Teaching Contrastive Analysis

American and Australian researchers advocate a bidialectal approach that uses contrastive analysis to

address the dialect differences for dialect-speaking students. Such an approach views dialect as a resource

rather than as a barrier. The key to the bidialectal approach starts from the children's LI and teaches them

to use SE competently in appropriate situations. The goal of this approach is not to remove or correct

students' dialect, but to build on students' knowledge of dialects and to show them explicitly the

differences between their dialect and SE. Borrowing from sociolinguistics, the bidialectal approach

recognizes that a contrastive analysis highlighting differences between dialects of English and SE provides

a foundation to link the two (Adger, 1997, Corder, 1994, Goodwin, 1998, Rickford, 2001). The value of

"contrastive analysis" is that it can lead to students' metalinguistic awareness, allowing them to effectively

use both SE and vernacular dialects (Adger, 1997, Rickford, 1998, Goodwin, 1998). Although the

grammatical analysis of structures in second language learning is not very effective to promote

communicative competence, the contrastive analysis that draws students' attention to the specific structural

differences between dialect and SE has been found to be effective in teaching English as a second dialect

(Wolfram, et al., 1999). There are differences between learning a second language and learning a second
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dialect. In second language learning, the aim is communicative fluency. In second dialect learning, because

students already speak fluently, accuracy is the goal. Because dialect speakers have already formed speech

patterns, achieving this goal is challenging. Explicitly pointing out structural details may help these

students (ibid., p. 125). Aspects of this approach have also been found useful with preschoolers who can

use their first language as a foundation to learning a second language (Robb, 1995).

Although some instructional methods in the bidialectal approach involve "some attention, either directly

through structural drills or indirectly through some other language tasks, drills may be less boring when

they are closely tied to situations of authentic Standard English use, and when they are part of short

minilessons intended to promote expert performance in the real situations" (Wolfram, et al., 1999, p. 125).

Edward Anderson (1990) believes that elimination of dialect interference can be achieved as the teacher

focuses on comparing dialect features in students' written and oral assignments. Teachers can use this

information to design appropriate instruction.

The Social Functions of Language and the Bidialectical Approach

In addition to the analysis of differences between a dialect and SE, some research on bidialectal approach

argues for the important role of social functions of language use. This research focuses on social setting as

demonstrated by language use (Toohey, 1986, Adger, 1997). Toohey (1986) argues that there are functional

differences between the way language is used in the school and in dialect-speaking communities. These

differences may be helpful in explaining why minority students are so often at a disadvantage in schools.

Toohey (1986) also suggests "the real difficult problems students encounter are not merely surface-level

discrete structural ones" (p. 137), but the problems "in understanding the rhetorical structures" (p. 137) of

academic language and producing school academic assignments. She suggests that teaching SE must

therefore go beyond teaching discrete structural features and give students the knowledge of the functional

difference between SE and their dialect. Through such explicit instruction, they can translate this

knowledge into appropriate ways of academic communication. To achieve this, Toohey (1986) encourages

teachers to become "ethnographers of communication"( p. 138) in local communities and schools through

careful observations in order to understand the communicative styles of their students. The emanation of

language sounds and structures is also advocated by Ruth Versfeld (1995) in South Africa who adds that it

is also important in classrooms to have"...discussion about multilingualism; and the articulation of our own

attitudes and responses whose languages we do not understand" (p. 26).

The Value of Explicitly Teaching Code Switching

In the bidialectal approach, "code-switching" or "language transfer" is considered vital to the

appropriateness of language and dialect use in social settings. Of central importance in teaching code-

switching is a clear message to students that their dialect is as valuable as the English used in school, but

that it is "just less appropriate in some situations in the wider community" (Wolfram, et al., 1999, p. 73).

This is because most people in mainstream society use SE in a variety of settings that the teacher clearly
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identifies for students. Code-switching for Aboriginal students is "basically being able to have a mastery of

both SE and Aboriginal English and when it is appropriate for them to switch from one to the other"

(Goodwin, 1998, p. 4). Anderson (1990) points out that teachers should systematically compare dialects

and systematic instruction in how people shift from one to another so that students can learn to select SE

forms as appropriate. Toohey (1986) suggests teachers can structure language tasks in the classroom so

"students can examine the differences between their own and classmates' speech and writing, in

discovering that sometimes use of standard forms and sometimes use of nonstandard forms is obligatory, or

at least, more effective" (p. 139).

In Support of the Bidialectical Approach

Some international research approves the success of the bidialectal approach for teaching ESD for

Aboriginal students. J.R. Rickford (1998) reports on studies in the US in which the bidialectal approach

was successfully used with dialect speakers in Tennessee and Chicago at the preschool, elementary, high

school, and college levels. An example is the Hanni Tayler study (1989, cited in Rickford, 1998) in

Chicago with the students using Ebonics features in their writing. The researcher used conventional

techniques of teaching English with one group of students and contrastive analysis with the other group,

explicitly drawing students' attention to the differences between Ebonics and SE. After 11 weeks, the

researcher found that the control group students "showed an 8.5% increase in their use of Ebonics speech in

their writing" (ibid., p. 9). The students in the experimental groups using contrastive analysis "showed a 59

percent decrease in their use of Ebonics features in their writing" (Rickford, 1998, p. 9). An Australian

project, "Towards More User-Friendly Education for Speakers of Aboriginal English" (Malcolm et al,

1999), uses the bidialectal approach to investigate sociolinguistic aspects English used by Aboriginal

students at the high school level and its application to the development of effective bidialectal education

programming. Their findings confirm that Aboriginal English does differ systematically from SE in its

phonology, morphology, syntax, semantics, discourse, and pragmatic functions. This project used two-way

education, "which recognizes Aboriginal English and its associated culture and world view as relevant to

the curriculum for all learners" (Malcolm, 1995, p. 8) to reinforce the value of the bidialectal approach in

teaching ESD to Aboriginal students. The basic principles, or the "the ABC of two-way education" include:

A: "Accept the dialect of nonstandard speakers" (ibid., p. 9) and systematically teach SE to them; B:

"Bridge to Standard English" (ibid., p. 9); C: "Cultivate Aboriginal ways of approaching experience and

knowledge" (Malcolm, 1995, p. 9).
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B. Additive Bilingualism

The Success of the Additive Bilingual Approach

Studies reinforce the value of bilingual education for language minority students (Collier, 1995,

Cummings, 1981). In the bilingual approach students receive school instruction both in their LI and

English. This approach has proven successful in teaching French in Canada and in teaching heritage

languages in the US, Canada, and in other parts of the world (Cummins, 1987, Collier, 1995, Burnaby,

1982). According to Colliers (1995) "the difference in student performance in a bilingual program, in

contrast to an all-English program, is that students typically score at or above grade level in their LI in all

subject areas, while they are building academic development in the second language.... When students are

tested in their second language, they typically reach and surpass native speakers' performance across all

subject areas after 4-7 years in a quality bilingual program" (p. 5). In the US, Collier (1995) found that

two-way bilingual education at the elementary school level was the most promising program model for the

long-term academic success of language minority students

The Additive Bilingual Approach for Aboriginal Students

However, some studies show that the bilingual approach used for teaching French and heritage language is

somewhat different from of the bilingual approach to teaching English for Aboriginal students (Burnaby,

1982, Heit & Blair, 1993). In French or heritage bilingual language programs, there can be two separate

programsone for the maintenance of students' LI and the other for teaching SE, with each MOI taking

up to 50% of the instructional time. But in the context of teaching English for Aboriginal students,

especially in northern communities where the majority of the school population speaks an Aboriginal

language or a dialect of English, bilingual programs usually take an "alternate" or "additive approach"

(Heit & Blair, 1993, Faries, 1991). The additive approach to instruction in all subject areas is almost

entirely in the students' first or home language or vernacular dialect in early grades, while ESL or ESD is

taught as an academic subject. Instruction gradually switches to SE in later grades in some subjects (Faries,

1991, Goodwin, 1998). This approach is referred to as "dialect transition programs" in some of the

literature (Burnaby, 1982) and is similar to an approach advocated by Rickford: "introducing initial reading

in the vernacular, then switching to the standard" (Rickford, 1998, p. 10). This purpose of the approach

does not diminish the students' LI but seeks to extend and to add to their existing skills and knowledge of

LI (Heit & Blair, 1993).

Research on the additive approach for dialect-speaking Aboriginal students in Canada shows children do as

well or better than those taught only in the second language. "Bilingual programs develop first and second

language skills, improve academic achievement, promote positive self-identity and improve home-school

relations" (Faries, 1991, p. 38). Examples of successful programs have been found in northern Quebec,

northern Ontario, and Manitoba (cited in Faries, 1991). Toohey (1982) also reports that "in other native
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contexts, second language teaching programs have consistently been reported as most successful in schools

which use the Native language as the initial medium of instruction and as the language of initial literacy,

with later introduction of the second language" (p. 226, cited in Faries 1991, p. 20). In these programs,

Aboriginal students from kindergarten to grades 3-4 were instructed in their Aboriginal languages with the

exception of English language arts, which was taught in English. From grades 5-8, students were taught in

both their Aboriginal language and English. By the end of elementary school, the Aboriginal language was

taught as a subject, and English became the MOI in all other subjects (Faries, 1991). The programs

demonstrated that students taught first in their Ll could readily transfer many of the skills they learned in

their first language to their second language or second dialect. In addition, because English was introduced

gradually with appropriate ESL techniques and ESL materials relevant to the students' environment and

lifestyle, they were able to transfer naturally to English instruction (Faries, 1989). Faries (1991) goes on to

suggest that what is important in this approach is that when the LI should be gradually decreased and

English introduced depends on the linguistic backgrounds of the students.

Cummins' (2000) well-known ESL research on Basic Interpersonal Communication Skills (BICS) and

Cognitive Academic Language Proficiency (CALP) concurs with this approach. Students require time to

develop BICS and especially CALP in LI before they can be successful in L2, particularly in academic

situations. This takes a number of years. In addition, adding an additional language to an existing and

perhaps minority language provides opportunities for developing the corpus of that minority language and

supporting its maintenance and growth.

Bilingual Education Internationally

Bilingual education in Aboriginal communities has been successful not only in Canada but also

internationally. International studies show that the vernacular dialect students who were taught initial

reading skills in their dialect performed better in reading in SE than those taught in SE-only programs

(Toohey, 1986, Richard, 1998, Goodwin, 1997). The US reports successful programs that introduce reading

in the dialect first, then switch to SE. One particular example of using the vernacular to teach the SE, is the

Bridge Reading program reported in Simpkins and Simpkins (1981, cited in Rickford, 1998). In this study,

a control group of 100 students from 27 schools were taught entirely in SE. The experimental group of 417

dialect-speaking students were taught in a "transitional series of 'Bridge' readers written in a variety

intermediate materials between Ebonics and English, and ended up with a final series written entirely in

SE" (ibid., p. 10). After four months of instruction and testing, the students in the control group "with the

conventional methods showed only 1.6 months of reading gain, while those in the experimental group with

the Bridge Readers showed 6.2 months of reading gains" (ibid., p. 10). This study shows that "African

American students would finally be able to read above and ahead of the norm rather than below it" (ibid., p.

10). These programs using bilingual methods and readers to improve the reading level of African American

students resulted in amazing improvements in both reading speed and comprehension. Goodwin (1997)

describes attempts to use the bilingual approach in Australian schools to teach the community dialect as the
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basis to teach SE to dialect-speaking students. Other international studies in the Philippines, New Zealand,

and European countries cited in Rickford (1998) and Faries (1991) show that students who started in the

vernacular outperformed in English the students who started in English-only programs, in subjects ranging

from reading to social studies and even arithmetic.

C. Adapted English Language Instruction
In areas where bilingual programs are not available to Aboriginal students, some schools have implemented

adapted English instruction to support language minority students. Under funding structures in some

Canadian schools Aboriginal students may not qualify for ESL or ESD programs (Heit & Blair, 1993). The

only language program model for them are ineffective regular "English submersion programs" in which

students receive language instruction in English as the only MOI in a regular classroom (Burnaby, 1982,

Heit & Blair, 1993). Research shows that the social and cultural processes involved in "French immersion

programs" are very different from those in "English submersion programs" (Heit & Blair, 1993) for

Aboriginal students, especially in northern Aboriginal communities, where the situation is socially,

culturally, and linguistically unique and complex (Burnaby, 1982, Fredeen, 1990, Toohey, 198).

Observations in the schools reveal that unlike French immersion students, but like many other minority

students, Aboriginal students may not learn very well in English-only programs (Burnaby, 1982, Toohey,

1985, Heit & Blair, 1993). In these cases, adapted English language instruction is more supportive,

appropriate, and meaningful (Sask. Education, 1994, Smith, 1991, Toohey, 1985, Sato, 1989, Fredeen,

1990). Adapted instruction in the regular English language arts curriculum is designed to make adjustments

or modifications to accommodate diversity in student learning needs in the areas of curriculum content,

instructional practices, and evaluation as well as the learning environment.

Key components in adapted English programs emphasize developing enhanced Aboriginal identity through

"culturally responsive pedagogy"(Smith, 1999). Such pedagogy uses traditional Aboriginal rituals,

Aboriginal cultural activities, and messages supportive to Aboriginal cultural backgrounds. In addition,

instruction includes Aboriginal content and Aboriginal language instruction in the curriculum and supports

Aboriginal teaching staff as role models to support the development of students' positive identity. Adapted

English instruction should also build on students' prior knowledge and experiences, and use appropriate

ESL methods to meet student needs. The use of an holistic, student-centered approach, the whole language

approach, the language experience approach (LEA), and literature-based approaches to the teaching of

English language arts have proven successful in schools in the northern communities (Fredeen, 1990). In

addition, the teacher can provide Aboriginal students with opportunities to participate in talking or sharing

circles to support exchange of information and ideas, and support their learning through experiential

learning and demonstration (Smith, 1999), Taras (1995) suggests providing extensive reading and writing

practice that is based on students' personal and cultural experiences.
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D. Communicative Content-based and Task-based Language Approach
In some Canadian schools Aboriginal students come to the ESD class an hour or two a day to receive

academic and language support from either English language teachers or resources staff. This is similar to

English language development for immigrant and refugee students. In order to promote Aboriginal

students' academic and communicative language development in this type of ESD program, language

educators advocate a communicative approach that focuses on content- and task-based language teaching

(Collier, 1995, Taras, 1996, Leavitt, 1991). Language research supports that teaching is most effective

when students participate in real life tasks and in meaningful projects (Leavitt, 1991). Students achieve

significantly better in programs that teach language through cognitively complex content, using interactive

classroom activities such as problem-solving and discovery learning (Collier, 1995). In content-based

language programs, the curricular focus shifts from traditional teaching methods to engaging activities, and

from the use of traditional ESL texts and materials to the use of authentic subject-related materials. Such

ESD programs prefer small group or individual instruction over whole class instruction to address the

various academic and language needs of Aboriginal students (Taras, 1996). The teacher's role is to help

students cope with academic work through language support. For example, the teacher acts as a partner to

help students analyze challenging academic language, provide them with extra English reading and writing

assignments to support their language development, and help them adjust to the school cultural and

academic environment (ibid.). Taras utilizes a portfolio approach where the teacher and the students work

together to promote the students' language learning skills using academic content. The teacher uses

authentic language learning materials such as subject textbooks, and content-related materials such as

library resources, magazines, and newspapers to provide students with relevant and meaningful language

learning experiences. In addition, subject assignments, such as essays, written lab reports, and oral

presentations are used as language tasks for Aboriginal students to practice their language in the supportive

environment of the ESD classroom (ibid.). The literature supports task-based language teaching because it

respects the Aboriginal world view and students' unique learning styles as well as the academic context in

which they must learn to cope. This is because "within an Aboriginal world view, experience and

knowledge are context dependent. Things are learned in the doing,..." a process involving "repetition and

personal trial and error to solve a problem" (Malcolm, et al, 1999, p. 71). The teaching methodology

involved in content- and task-based teaching emphasizes developing critical thinking and learning

strategies, and encouraging student independence in their academic studies. Teachers have high academic

expectations of their students and use scaffolding and modelling to expose students to SE forms. Cognitive

coaching and tutorial support are used rather than correction (Smith, 1999, Taras, 1996, Heit & Blair,

1993).
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E. Other Approaches: Bridging/Adjunct Support and Empowerment
Pedagogy
Some ESL programs are now using "adjunct support," (Roessingh, 1999), which introduces students to

academic concepts in sheltered situations either before or at the time they learn these concepts in English

language arts in their regular classrooms. One Saskatchewan high school is using this method for both ESD

and ESL students in all school subjects (personal communication, 2001). This approach is similar to

bridging programs that have been found to be effective at the post secondary level (Epstein, 1999b).

South African educators have suggested and in some provinces implemented the idea of clustering schools

to maximize and share resources as well as setting up Teaching and Learning Centres to involve the

community, and to support teachers, teacher trainers, curriculum developers and researchers working with

language minority students (Heugh and Siegriihn, 1995). They also note that value of twinning more

privileged schools with less privileged schools for resource sharing.

Other approaches that have worked well with disempowered populations and in developing countries are

known as empowerment, critical, or transformative pedagogies. Such approaches are appropriate because

English is a dominant and powerful language that can victimize people and their cultures in subtle ways.

Based on pedagogy advocated by Paulo Freire (1970), these approaches to ESL teaching advocate

strategies such as problematization, problem-posing, biliteracy, critical literacy, discussing language

maintenance as part of the struggle for justice and equality, and the concept of voice (Ada, 1988,

Alexander, 1995a, Auerbach, 1995, Brouse, 1996, Cummins, 1999, Pennycook, 1994, Bock, 1995,

Wallerstein, 1982). Teaching methods used by Taras (1996) with his ESL and ESD students exhibit some

aspects of empowerment pedagogy.

5. Effective ESD Pedagogy

Introduction
Effective instructional practices that build on Aboriginal students' cultural and linguistic diversity and

experiences to support their academic and language development are found in the literature. Because

Aboriginal students' cultural, physical, and learning environments are different from those of immigrant

and international students, ESD instructional strategies are, to some extent, similar to but also different

from those used to teach ESL.
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A. Learning from Traditional Indigenous Approaches to Teaching and
Learning
Malcolm et al. (1999) point out that "the fundamental to the difference between the cultural and linguistic

background is world view. This is relevant to pedagogy because it has implications for the way ideas and

events are viewed and how new skills or understanding may be incorporated, learned, and later applied" (p.

71). Research notes that instruction must take into account Aboriginal students' unique cultural and

linguistic background and that ESD teachers have much to learn from the traditional Indigenous ways of

teaching and learning (Haig-Brown, 1995, Malcolm, et al., 1999). Robert Leavitt (1991) tells us that "the

most significant differences between English and Indian, and Inuit languages are found in their ways of

conceptualizing, preserving and transmitting knowledge" (p. 269). For Aboriginal people, traditional

teaching and learning are important in transmitting knowledge, understanding a person's life experience,

conveying information, identity development, and maintaining cultural heritage and languages.

The Oral Tradition and Spirituality

The literature advocates cultivating the Aboriginal oral tradition (Atleo, 2000) in story telling and story

circles (Garret, 1996, Orr, 2000, Sask. Education, 1994), and talking and sharing circles (Hart, 1996). The

essence of the oral tradition is that it creates learning opportunities by involving students in the learning

process and exploring issues that matter to them (Orr, 2000). By starting with the students' cultural

experiences, talking circles are effective for discussions, sharing feelings and responses, building trust, and

ensuring all students have opportunities to participate (Sask. Education, 1994). A bilingual teacher can use

"Story Reading" in the classroom by reading and telling a story in the student's LI, then rereading or

retelling it in English or vice versa (Sask. Education, 1994).

In Aboriginal culture, the wisdom of elders is important in the teaching-learning process. Schools can

engage students in activities that promote pride in Aboriginal heritage and traditions through interviewing

elders, hearing their stories, and organizing and participating in Aboriginal events (Orr, 2000, Haig-Brown,

1995). Indigenous pedagogy also encourages cooperative and experiential teaching and learning, a child-

centred environment, tutoring, artistic creation, and a holistic approach to education (Heit & Blair, 1993,

Malcolm, et al, 1999).

In addition, the role of spirituality (Guerrero, 1999, Orr, 2000) in Aboriginal education is emphasized in the

literature. Many Aboriginal people cultivate a sense of spirituality through the teachings of the "Medicine

Wheel" (Orr, 2000, White,1996), an ancient symbol representing the circle of life. The Medicine Wheel

focuses on four aspects of life: "the emotional, physical, spiritual, and cognitive" (Orr, 2000, p. 59).

Aboriginal adult educators may use it to promote: "teaching through sharing and respect" (Orr, 2000, p.

62). Adult Aboriginal education also uses story telling, story circles, respecting Aboriginal world views,
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and strong group bonds as educational strategies to promote living a spiritual life (Smith, 1999, Orr, 2000).

Aboriginal spirituality is highlighted in cultural activities to enhance Aboriginal students' identity and

promote pride in their heritage. Some of these activities include rituals, festivals, crafts, drumming, dancing

and activities with elders (Smith, 1999, Haig-Brown, 1995).

B. Accommodating Aboriginal Students' Learning Styles and Effective
ESD Methodology
Because of their unique cultural backgrounds, Aboriginal students may show distinctive thinking,

communicative, and learning styles. Hilberg and Tharp (2002) observe that learning styles among

American Indian and Alaskan Native students have "the tendency towards (a) a global, or holistic style of

organizing information, (b) a visual style of mentally representing information in thinking, (c) a preference

for a more reflective style in processing information, and (d) a preference for a collaborative approach to

task completion" (p. 1). In Australia, "Towards More User-Friendly Education for Speakers of Aboriginal

English" (1999) and other studies confirm some of these observations and suggest a number of classroom

strategies for teachers working with Aboriginal students. These are discussed below.

Contextualised Learning (Solid English, 1999).

According to Malcolm, et al. (1999), Aboriginal students prefer a "contextualisation" or a contextualised

learning" model" (p. 71) for organizing and presenting learning and information in the classroom.

Contextualized learning is the way learners organize information globally. In this model knowledge and

information are presented starting from the whole to parts. For some Aboriginal students, the Western

analytical and linear style, or the decontextualized language of school, may contrast strongly with the

highly contextualized language use and learning styles of their home and community (Malcolm, et al.,

1999, Hilberg and Tharp, 2002).

Visual Style

Studies also show that some Aboriginal students exhibit "visual information processing" (Hilberg & Tharp,

2002, p. 1). Some observations in the classroom also show that Aboriginal students create images through

their words and use visual analogy and cultural symbols to help them understand both words and abstract

concepts (Blake & Sickle, 2001, Taras, 1996). Therefore, teachers should develop instruction in which

information is presented holistically and with visuals (Hilberg & Tharp, 2002, Taras, 1996).

Cooperative Learning

Other research shows that Aboriginal students enjoy "shared achievement, in contrast to a nonAboriginal

tendency to strive for personal achievement" (Malcolm et al., 1999, p. 48). To accommodate this teachers

can establish a collaborative learning environment (Two-Way English, Solid English, 1999). Citing studies

by Kagan (1986) and Slavin (1983), Jim Cummins (1987) indicates that achievement gains observed in

cooperative classrooms are particularly dramatic for minority students who, along with low-achieving
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students, appear to be motivated to learn to learn cooperatively. One important component in cooperative

learning is peer tutoring, which engages students in helping each other achieve common goals (Solid

English, 1999, Taras, 1996). Cooperative learning, peer-interactive activities, and tutoring are all strategies

that work effectively with Aboriginal students (Heit & Blair, 1993, Sato, 1989, Solid English, 1999).

Learning-by-Doing and Observing

Many Aboriginal students may learn best when given opportunities to see and learn experientially (Solid

English, 1999). In traditional Alaskan Aboriginal communities and homes, children usually learn by

observing and collaborating with others to accomplish tasks and solve problems (Hilberg and Tharp, 2002).

Classroom studies indicate that Australian Aboriginal students prefer "learning by doing, not by learning

how to do" (Malcolm, et al., 1999, p. 10). Aboriginal ways of learning in Australia emphasize "observation

and imitation rather than direct instruction or question and answer" (ibid., p. 10). Observations and use of

models by teachers can provide Aboriginal students' opportunities to learn by doing and "verbal

explanations are best provided in the context of the model" (Solid English, 1999, p. 43) provided in the

learning experience.

Unique Interactional Styles

Some studies suggest that in some cases Aboriginal students' discourse patterns and communicative

interactions differ from those of mainstream students (Sato, 1990, Crago, 1992). Martha Crago (1992)

found that in Inuit families, children are raised to take the role of spectators, observing and listening to the

performance of adults, and as a result, they seldom speak in class. In addition, research finds that the

teacher's use of questioning in the classroom may be in conflict with Aboriginal styles of seeking and

displaying information (Solid English, 1999). For example, nonAboriginal students are used to being asked

"display questions" such as,

a mother asking a child: "who is in this photo?" Aboriginal parents in the same

situation would be more inclined to say: "This is your aun'y and your gran, an

'look, there's you when you was a baby." When Aboriginal children first

encounter display questions at school, they often don't know what's going on or

what's expected of them. (ibid., p. 49)

Similarly, some Aboriginal students feel more comfortable with questions aimed at the group rather than at

one individual student (Sato, 1989, Solid English, 1999). Moreover, some studies suggest that flexible

classroom setting, the arrangement of seating tables and designed workspaces, has a role to play in

Aboriginal students' language learning. Aboriginal students believe prefer the flexible setting of the

classroom because it allows for flexible groupings and encourages them to make choices in their learning

(Taras, 1996, Solid English, 1999).
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Independent Study

Studies show that Aboriginal students can learn better when given control over their academic studies

(Solid English, 1999, Taras, 1996). The teacher, through constant teacher-student communication and

negotiation, gives students the responsibility for their learning by involving them decisions about what they

believe is important, thereby giving students a greater sense of ownership and making their learning

relevant and meaningful. (Taras, 1996). In independent study, the choices the teacher offers students can

range from selecting learning tasks to learning resources under the teacher's guidance (Solid English, 1999,

Taras, 1996). Learning contracts, where the expected goals, the time frame, and the way to achieve learning

outcomes are clearly defined by the teacher and the learner, are recognized as a way to help Aboriginal

students to achieve their identified learning outcomes (Solid English, 1999, Taras, 1996). For example,

when preparing a science report or a series of learning journals (Solid English, 1999, Taras, 1996), the

students work in groups or individually to fulfill their contracts.

Taras (1996) also reports that independent study also assists Aboriginal students to learn to identify their

problems and make decisions about what they can do by themselves and what help they need from teachers

and peers. They also learn to work independently or cooperatively with other learners to achieve their

learning goals. Independent study also develops Aboriginal students' self-reflection and evaluation skills.

Research indicates that Aboriginal students value conversations with the teacher and other students in

performance evaluation (Taras, 1996) and his portfolio approach offers students an opportunity to discuss

their growth, to reflect on past performance, to express concerns, to ask questions, and to set up new goals

with the teacher and other students.

Research shows that the teaching styles common in the mainstream classroom characterized by teacher-

centered or didactic instruction cannot meet the needs of Aboriginal students and that some resist

mainstream teaching methods and classroom management (Blake & Sickle, 2001). The most important

implication from studies on Aboriginal students' learning styles is that teachers must understand

differences in learning styles between cultural groups (Hilberg & Tharp, 2002, Solid English,1999). It is

important for teachers to value alternate learning styles and accommodate them in their instruction.

In summary, an effective teaching tactic for Aboriginal classrooms should make use of pedagogical

strategies that incorporate contextual learning, the whole language approach, learning by doing or

experiential learning, peer-interactive activities and tutoring, comprehension-based approach, and student-

centered approach (Heit & Blair, 1993, Sato, 1989, Taras, 1996, Malcolm, et al., 1999).
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C. Building on Aboriginal Students' Experiences in Reading and
Writing Instruction

Top-Down and Bottom-Up Reading Instruction

Many Aboriginal students lack basic reading and writing skills, which limits their academic success

(Guerrero, 1999, Aragon, 1998). Reading experts identify two basic reading modelsa "bottom-up" model

and "top-down" model (Wolfram, et al., 1999). The bottom-up model emphasizes word recognition in

reading by linking the printed word with its sound. The main skill to be developed in this model is

"decoding," that is, "deriving the pronunciation of the printed form from the written letter combinations

provided in the text and then organize it into larger chunks of syntax and meaning" (Wolfram, et al., 1999,

p. 147). In the top-down model, "the initial decoding into silent speech is not necessary, and the reader

processes much larger chunks of informationlarger syntactic and semantic units to confirm expectations

about the meaning of the text" (ibid., p. 147). Researchers conclude that both top-down and bottom-up

processes occur and should be integrated in reading instruction for a "balanced approach" to reading

instruction (Reyhner, 2001, Wolfram, et al., 1999). Research on reading models that focus on word

recognition emphasize the role of phonological processing in readingrelating printed words to sound

(Wolfram, et al., 1999). For example, based on the phonological features in American vernacular dialects

where final consonants are dropped, experts recommend that teachers give more attention to word endings

and facilitate SE pronunciation by presenting these words in a particular phonological context (Orr, 2000).

It has also been recommended that it is important for early reading instruction to emphasize strategies that

increase students' phonemic awareness (Lobov, 1995, Wolfram, et al., 1999). However, some suggest that

"while early reading experiences can depend on learning how letters in words relate to sound (phonemic

awareness), students who later continue to focus on these sounds become poor readers" (Reyhner, 2001, p.

1). This is especially significant for dialect-speaking students who if "taught to decode words that are not in

their oral vocabulary end up parroting what they read without comprehension" (St. Charles & Costanito in

Reyhner, 2001, p. 1). In addition, "there is more evidence for dialect influence than there is for dialect

interference. For example, dialectal patterns of identical pronunciation for different words (e.g., 'find' and

`fine'...) have the potential to interfere with meaning, but pronunciation differences usually result in little

or no interference in reading text in context" (Wolfram, et al., 1999, p. 147).

Other Strategies for Developing English Literacy

Effective ESD reading instruction should build on Aboriginal students' prior knowledge and experience

and reflect Aboriginal culture, languages, and world views (Anderson, 1990, Taras, 1996, Blake & Sickle,

2001, Wolfram, et al., 1999, Malcolm, et al., 1999). The Whole Language Approach, which "integrates

reading with writing and speaking, uses trade books and de-emphasizes skill and subskill instruction"

(Wolfram, et al., 1999, p. 149) is recognized as an alternative to the traditional decondextualized skills-

based instruction (ibid.). With the Whole Language Approach, the teacher can facilitate students' reading

experiences by providing relevant and authentic materials and rich opportunities for students to learn
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written and spoken language (Wolfram, et al., 1999). It is extremely important that teachers obtain

thorough and perhaps ongoing professional development if required to use Whole Language and that they

understand that this approach does not mean discarding instruction in phonics.

Teachers and researchers (Garret, 1996, Wolfram, et al, 1999, Malcolm, et al., 1999) find that Language

Experience Approach (LEA) is very useful to teach English literacy to beginning Aboriginal students.

Students report their common experiences in class. The teacher writes down these experiences and uses

them as new texts for literacy development (Garret, 1996, Wolfram, et al., 1999). This approach builds on

the student's cultural and life experience and reflects each student's language patterns and interests in the

student-created texts.

Taras (1996) encourages teachers to help students develop such academic language reading skills as

predicting, searching for main ideas and specific details, making inferences, and drawing generalizations

and conclusions. He suggests activities such as encouraging collaboration with other students to decide on

text meaning, developing subject specific vocabulary lists, using subject textbooks as authentic reading

materials, and explicitly describing the reading process. Taras' research suggests that teachers should focus

on developing students' abilities to organize academic text by helping them understand different text

structures. Teachers can do this through key visuals and other graphic organizers. Finally, there is growing

evidence that using reading material that relates to students' lives is motivational and that using curricular

material written both in students' languages and English improves reading (Reyhner, 2001). This would

involve a "resource-based" approach to teaching, that is supplementing textbooks with outside materials.

De Klerk (1995c) emphasizes that asking teachers to find, develop or adapt culturally relevant materials

must be accompanied by professional development for teachers.

The Consensus Model

Wolfram, et al. (1999) recommends the "consensus model" for teaching reading to vernacular dialect

students. This model incorporates several reading strategies and includes the following key components: (a)

"teacher modeling"by describing and thinking aloud, the teacher demonstrates the reading process to

students; (b) use of "authentic texts such as subject area and student-created texts to contextualize the

reading experience; (c) "scaffolding" to help students to manage complicated reading tasks in context,

which involves focusing on comprehension and ignoring pronunciation and dialect differences that do not

interfere with meaning. Wolfram, et al. Also note that "Actual dialect interference could be handled in

minilessons" (ibid., p. 152) without interrupting the reading process.
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ESD Writing Instruction

Like reading, writing instruction for vernacular dialect students should build on students' prior knowledge,

incorporate information on the nature of language and dialect diversity, and use contrastive analysis to

promote understanding of the systematic differences between SE and dialects (Goodwin, 1998, Rickford,

1998, Wolfram, et al., 1999). Research supports the facilitative role of Aboriginal students' oral language

strengths to build literacy skills (Malcolm, 1999, Scott, 1993). For example, teachers could use Aboriginal

students' rich and varied experiences with metaphorical language learned at home "to enhance their

understanding of figurative language in English Language Arts" (Scott, 1993, p. 334). At the same time, it

should take into account Aboriginal students' oral language because dialect features in students'

pronunciation are reflected in errors in their writing. Further dialect features that differ from academic

English contribute to students' difficulties in learning academic writing (Coleman, 1997). Researchers

suggest teachers also focus on addressing the differences between speech and writing (Coleman, 1997,

Wolfram, et al., 1999, Edwards, 1980).

It has been noted earlier that dialect differences should not necessarily be viewed as errors needing

correction and that when ESD teachers address dialect interference in writing they should use the

contrastive approach to compare and contrast grammatical features of student dialects and SE in writing

(Anderson, 1990, Wolfram, et al., 1999). Error analysis can become a useful tool to provide the teacher

with information on the source of errors and can help students to recognize structural differences between

dialects and SE (Clarke, 1983, Anderson, 1990). Beside helping raise student awareness of the dialect,

these activities can motivate them to improve their SE proficiency and help them learn to select appropriate

SE forms when necessary (Anderson, 1990).

Studies also emphasize the importance of the writing process in developing Aboriginal students' writing

abilities (Clarke, 1983, Anderson, 1990, Coleman, 1997). Writing process activities should provide

meaningful prewriting activities, both in SE and in students' dialect (Anderson, 1990, Edwards, 1980), to

activate students' prior knowledge and experience (Wolfram, et al., 1999). Teachers should emphasize

editing and provide the opportunity for students to practice spelling and vocabulary items in SE that

contrast with their dialect. By presenting students with writing samples in their dialect, the teacher can ask

them to translate or rewrite them in SE to compare and contrast similarities and differences rather than

approaching them as points for corrections (Edwards, 1980). Teachers should use Aboriginal issues and

cultural experiences as stimuli for student writing and offer opportunities for a variety of meaningful

writing experiences in a several genres (Anderson, 1990, Taras, 1996). Taras (1996) notes that Aboriginal

students can be successful by writing about their own cultural and life experiences.
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Summary
International research provides educators and classroom teachers with both a theoretical foundation and

practical pedagogy to make teaching ESD more effective and meaningful. However, in the context of

teaching ESD in Saskatchewan and in Canada, only a few studies effectively address teaching ESD for

Canadian Aboriginal students. While the research on teaching African American students in urban America

and South African students in townships has some relevance for the ESD teacher, these experiences also

differ in many ways to teaching Aboriginal students in Saskatchewan, particularly in northern communities.

According to the needs assessment on ESL/ESD (Sask. Education, 2000), teachers of Saskatchewan

Aboriginal students need the following: resources: curricula, program support, professional development,

and other related support. In addition, more studies are needed to explore the unique context in teaching

ESD for Aboriginal students in Saskatchewan, especially in northern communities. Such research will

provide teachers with more practical pedagogy to meet the challenges in their classrooms and to help

students excel with both roots and wings.

39



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 38

References

Ada, A.F. (1988). Creative reading: A relevant methodology for language minority children. In L.M.

Malave (ed.) NABE '87. Theory, research and application, Selected Papers. Buffalo, NY: State

University of New York.

Adger, C. T. (1997). Issues and implications of English dialects for teaching English as a second

language. TESOL Professional Paper #3.

Online: http://www.tesol.edu/pubs/profpapers/adgerl.html

Aginhotri, R. (1995). Multilingualism as a classroom resource. K. Heugh and A. Siegriihn Pluddemann

(Eds) Multilingual education for South Africa. Pp. 3-7. Johannesburg: Heinemann.

Alexander, N. (1995a). Multilingualism for empowerment. K. Heugh and A. Siegriihn Pliiddemann (Eds.)

Multilingual education for South Africa. Pp. 37-41. Johannesburg: Heinemann.

Alexander, N. (1995b). Models of multilingual schooling for a democratic South Africa. K. Heugh and A.

Siegruhn Pluddemann (Eds.) Multilingual education for South Africa. Pp. 79-82. Johannesburg:

Heinemann.

Anderson, E. (1990). Teaching users of diverse dialects: Practical approaches. Teaching English in the

two year college (TETYC), 17 (3), pp. 172-177.

Associated Press. (2002). Aboriginal languages dying off with elders.

Online: http://www.ctv.ca/servlet/ArticleNews/story/CTVNews/1043170895717_3/?hub=Canada

Aragon, S. R. (1998). A Conceptual Framework of Learning for Native American Adult Learners. In R. J.

Torraco (ed.) Academy of Human Resource Development Conference Proceedings. Oak Brook,

Illinois, March 4-8,1998. ERIC Publication (ED 428 252)

Atleo, M. R., & James, A. (2000). Oral TraditionA Literacy for Lifelong Learning: Native American

Approaches to Justice and Wellness Education. In AERC 2000: An International Conference. T. J.

Sork, V-L. Chapman, and R. St. Clair (Eds.) Proceedings of the 41st Annual Adult Education

Research Conference, British Columbia, June 2-4,2000, pp. 535-536. Vancouver: University of

British Columbia, 2000. Online: http://www.edst.educ.ubc.ca/aerc/2000/atleom&lamesa-web.htm

40



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 39

Auerbach, E. (1995). The politics of the ESL classroom: Issues of power in pedagogical choices. In J.W.

Tollefson (ed.) Power and inequality in language education. NY: Cambridge University Press. pp.

9-33.

Barman, J., Hebert., & McCaskill. (1986). The legacy of the past: An overview. In Barman, et.al. (Eds.)

Indian education in Canada. Volume 1: The Legacy. Vancouver, BC: UBC Press. (v. 1), pp. 1-21.

Basham, C. & Kwachka, P. (1989). Variation in modal use by Alaskan Eskimo writers. In S. Gass, L.

Selinker, C. Madden, and D. Preston (Eds.) Variation in Second Language Acquisition: Discourse

and Pragmatics. Avon, UK: Multilingual Matters. pp. 129-143.

BBC News. (2001). UN warns over indigenous tongues.

Online: http://news.bbc.co.uk/l/hi/sci/tech/1161406.stm

BC Human Rights Commission. (2001). Barriers to equal education for Aboriginal learners: A review of

the literature. BC Human Rights Commission Report, May, 2001.

Beck, D. R. M. (2000). Native American education in Chicago: Teach them truth. Education and Urban

Society, 32 (2) (February 2000). pp. 237-255.

Blackburn, M. & Stern, D. (2000). Analyzing the role of the vernacular in student writing: A social

literacies approach. ERIC Clearinghouse: Working Papers in Educational Linguistics, 16 (1), pp.

53-69. Spring, 2000.

Blake, M.E. & Sickle, M.V. (2001). Helping linguistically diverse students share what they know. Journal

of Adolescent & Adult Literacy, 44 (5). Pp. 468-475. February, 2001.

Brouse, E. (1996). Multiculturalism, education, and the ESL educator. Unpublished paper for TESL 43,

Independent Studies Course, University of Saskatchewan.

Burnaby, B. (1982). Language in education among Canadian native peoples. Language and Literacy

Series. Toronto, ON: OISE Press.

Burnaby, B. (1987). Language for Native, ethnic, or recent immigrant groups: What's the difference? In

TESL Canada Journal, 4 (2), March 1987, pp. 9-27.

4.2



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 40

Burnaby, B. (1996). Aboriginal Language Maintenance, Development, and Enhancement: A Review of

Literature. In G. Cantoni (ed.) (1996), Stabilizing Indigenous Languages Conference.

Online: http://www.ncela.gwiLedu/miscpubs/stabilize/i-needs/aboriginal.htm

Burnaby, B., & Beaujot, K. (1986). The use of aboriginal languages in Canada: An analysis of the 1981

census data. Ottawa, ON: Secretary of State of Canada.

CBC News. (January 21, 2003). Cree classes seek new generations of speakers.

Online: http://sask.cbc.ca/template/servletNiew?filename=cree20030121

Chrystal, D. (1997). English as a global language. UK: Cambridge University Press.

Christian, D. (1997). Vernacular dialects in U.S. schools. ERIC Digest. ERIC Clearinghouse on

Language and Linguistics. Washington, DC. ERIC Publication (ED 406846).

Clarke, P. (1983). An approach to ESD writing problems. TESL Talk, 14 (3). Pp. 48-57.

Coleman, C. (1997). Our students write with accentsOral paradigms for ESD students. College

Composition and Communication (CCC), 48 (4), pp. 486-500.

Collier, V. P. (1995). Acquiring a second language for school. Directions in Language & Education.

National Clearinghouse for Bilingual Education. 1 (4), Fall 1995.

Corder, S.P. (1994). A role for the mother tongue. S.M. Gass and L. Selinker (Eds.) (1994). Language

transfer in language learning. Philadelphia: John Benjamins Publishing Company, pp. 18-31.

Crago, M. B. (1992). Communicative interaction and second language acquisition: An Inuit example.

TESOL Quarterly, 26 (3), Autumn 1992, pp. 487-505.

Crawford, J. (1996). Seven hypotheses on language loss: Causes and cures. G. Cantoni (Ed.) (1996),

Stabilizing Indigenous Languages Conference.

Online: http://www.ncela.gwu.edu/miscpubs/stabilize/ii-policy/hvpotheses.htm

Cummins, J. (2003). Language and the human spirit. TESOL Matters, 13 (1). Dec.Feb. pp. 1 & 5.

Cummins, J. (2000). Language, Power and Pedagogy: Bilingual Children in the Crossfire. Clevedon, UK:

Multilingual Matters.

BESTCOPYAVAILABLE
4 2



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 41

Cummins, J. (1999). Biliteracy, empowerment, and transformative pedagogy.

Online: http://www.iteachilearn.com/cummins/biliteratempowerment.html

Cummins, J. (1987). Empowering minority students. Teacher training monograph number 5. Teacher

training project for bilingual and English to speakers of other languages teachers. Washington,

DC: Office of bilingual education and Minority Languages Affairs.

De Klerk, G. (1995a). Slaves of English. . K. Heugh and A. Siegriihn Pliiddemann (Eds.) Multilingual

education for South Africa. pp. 8-14. Johannesburg: Heinemann.

De Klerk, G. (1995b). Bilingualism, the devil and the big wide world. . K. Heugh and A. Siegruhn

Pltiddemann (Eds.) Multilingual education for South Africa. pp. 53-62. Johannesburg:

Heinemann.

De Klerk, G. (1995c). Three languages in one school: A multilingual exploration in a primary school. . K.

Heugh and A. Siegriihn Pliiddemann (Eds.) Multilingual education for South Africa. pp. 28-33.

Johannesburg: Heinemann.

Douglas, Vernon R. (1987). The education of urban native children: The Sacred Circle Project. In Barman,

et.al. (Eds). Indian education in Canada. Volume 2: The Legacy. Vancouver, BC: UBC Press.

pp. 180-200.

Edwards, T. (1980). Techniques for teaching Standard English composition to English as a second

dialect students. Paper presented at the Annual Meeting of the conference on College Composition

and Communication. Washington, DC, March 13-15,1980. ED210692

Epstein, R. (2003). Study in progress on ESD in Saskatchewan. Saskatoon, SK: Extension Division,

University of Saskatchewan.

Epstein, R. (1999a) Taming the cobra: English,multilingualism, and language education in South

AfricaA comparison with Canada. ERIC Publication (ED 025 537).

Epstein, R. (1999b). Reflecting on academic Development: What we can learn from the South African

experience. Technical Paper. Saskatoon, SK: Extension Division, University of Saskatchewan.

43



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 42

Epstein, R. (1995c). Post-secondary distance-delivered programs for Indigenous people in Canada,

Australia, and New Zealand. ERIC Publication (ED 388177).

Faries, E. J. (1989). Alternative approach to language education for native children in Northern

Ontario. Toronto, ON: Department of Education.

Faries, E. J. (1991). Language education for northern native children: A case study.

Doctoral Thesis. Toronto, ON: Department of Education.

Fillmore, L. W. & Snow. C. (2000). What teachers need to know about language. Paper prepared with

funding from the US Department of Education's office of Educational Research and Improvement.

Center for Applied Linguistics.

Flores, B., Cousins, P.T. & Diaz, E. (1991). Transforming deficit myths about learning, language, and

culture. Language Arts, 68, September 1991, pp.369-379.

Foot, R. (2003). Aboriginal population jumps 22% in five years 'Numbers are staggering. National Post,

January 22,2003. Online: http://www.nationalpost.cominational/story.html?id=E4042409-2306-

43C8-A298-0BCA54080F89

Fredeen, S. (1990). English as a second language and French as a second language programs and services

for Indian and Metis students in the Northern Lights School Division: Overview and

recommendations for research. Saskatoon, SK: S.S.T.A Research Centre Report.

Frasier, Mary M. (1995). Educators' perceptions of barriers to the identification of gifted children from

economically disadvantaged and limited English proficient backgrounds and others. National

Research Center on the Gifted and Talented, Storrs, CT. Sept. 1995. Sponsoring Agency: Office of

Educational Research and Improvement (ED), Washington, DC. Contract No: R206R00001

Report No: RM-95216 ED402707 EC305215

Freire, P. (1970). Pedagogy of the oppressed. New York: Continuum.

Garrett, M. T. (Fall, 1996). "Two People": An American Indian narrative of bicultural identity. Journal of

American Indian Education, 36 (1). pp. 1-21.

Goodwin, N. M. (1998). Aboriginal English in education. Project, Master of Applied Linguistics.

Online: littp://www.ntu.edu.au/education/csle/student/goodwin/goodwin0.1itml

44



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 43

Guerrero, R. N. (1999). The strategies of successful American Indian and Native learners in the adult

higher education environment. In 40th Annual Adult Education Research Conference

Proceedings, DeKalb, Illinois, May 21-23, 1999, compiled by A. Rose. DeKalb: Northern Illinois

University, 1999. ERIC Publication (ED 431 901).

Haig-Brown, C. (1995). Taking control: Power and contradiction in First Nations adult education.

Vancouver, BC: UBC Press. ERIC Publication (ED 391 627).

Hart, M.A. (1996). Sharing Circles: Utilizing traditional practice methods for teaching, helping, and

supporting. In Sylvia O'Meara & Douglas A.West. (Eds). From our eyes: Learning from

Indigenous peoples. Toronto, ON: Garamond Press.

Heit, M, & Blair, H. (1993). Language needs and characteristics of Saskatchewan Indian and Metis

students: Implications for educator". In Sonia Morris, Keith McLeod & Marcel Danesi (Eds).

Aboriginal language and education: The Canadian experience. Oakville, ON: Mosaic Press,

pp. 103-108.

Heugh, K., Siegriihn, A. (1995). Towards implementing multilingual education in South Africa. K. Heugh

and A. Siegriihn Plilddemann (Eds.) Multilingual education for South Africa. pp. 91-99.

Johannesburg: Heinemann.

Hewitt, D. (2000). A clash of worldviews: Experiences from teaching Aboriginal students.

Theory into Practice, 39 (2). Spring, 2000.

Hilberg, R. S., & Tharp, Roland G. (2002). Theoretical perspectives, research findings, and

classroom implications of the learning styles of American Indian and Alaska Native students.

Charleston, VA: ERIC Clearinghouse on Rural Education and Small Schools.

Johansen, B.E. (2000). Native languages: The new phoenix. Native Americas, Spring, 2000, pp. 60-61.

Krauss, M. (1996). Status of Native American Language Endangerment . G. Cantoni (Ed.) (1996),

Stabilizing Indigenous Languages Conference.

Online: http://www.ncela.gwu.edu/miscpubs/stabilize/i-needs/status.htm

Leavitt, R. M. (1991). Language and cultural content in Native education. The Canadian Modern

Language Review, 47 (2).



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 44

Malcolm, I. G., Haig, Y., et.al. (1999). Two-way English: Towards more user-friendly education for

speakers of Aboriginal. Perth: Edith Cowan University and Education Department of Western

Australia, SCIS No. 971073

Malcolm, I. G. (1995). Teacher development for bidialectal education. Paper presented at an

International Conference on Language in Development. Bali, Indonesia, Aril 10-12, 1995. ERIC

Publication (ED390270).

McGroarty, M. (1998). Partnerships with linguistic minority communities. Occasional Professional Paper

#4. Alexandria, VA: TESOL Publications.

University of Saskatchewan. (1999). Monitoring school attendance in Saskatchewan schools: Provincial

data for September 30, 1997 to September 30, 1998. Saskatchewan Educational Leadership Unit,

University of Saskatchewan, 1999.

Orr, J. E. (2000). Linguistic perspectives on African American vernacular English hand implications for

the Language Arts classroom. ERIC Publication (ED 458811).

Orr, J. A. (2000). Learning from Native Adult Education. In L. M. English and M. A. Gillen (Eds.)

Addressing the spiritual dimensions of adult learning: What adult educators can do, New

directions for adult and continuing education, No. 85. San Francisco: Jossey-Bass. pp. 59-66

Pennycook, A. (1994). The cultural politics of English as an international language. London: Longman.

Reyhner, J. (1996). Rationale and needs for stabilizing Indigenous languages. G. Cantoni (ed.) (1996).

Stabilizing Indigenous Languages Conference.

Online: http://www.ncela.gwu.edu/miscpubs/stabilize/i-needs/rationale.htm

Reyhner, J. (2001). Teaching reading to American Indian/Alaska native students. ERIC Digest. Eric-

RIEO, 20011201.

Reyhner, J. & Jacobs, D. T. (2002). Preparing teachers to support American Indian and Alaska native

student success and cultural heritage. Eric Digest, Special Edition. Indian Education Research

Net. EDO-RC-01-13.

BEST COPY AVAILABLE



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 45

Rickford, J. R. (1998). Using the vernacular to teach the standard. Presentation to the California State

University Long Beach (CSULB) Conference on Ebonics held on March 29, 1997.

Online: http://www.stanford.edui-rickford/papers/VernacularToTeachStandard.html

Robb, H. (1995). Multilingual preschooling. Heugh, K., Siegruhn, A., Pliiddemann (Eds.) Multilingual

education for South Africa. Pp. 8-14. Johannesburg: Heinemann.

Roessingh, H. (1999). Adjunct support for high school ESL learners in mainstream English classes:

Ensuring success. TESL Canada Journal, 17 (1), Winter, 1999.

Saskatchewan Education (2000). English as second language, English as a second dialect in

Saskatchewan: Needs assessment and plan of action. Regina, SK: Social Sciences Unit,

Saskatchewan Education.

Saskatchewan Education (1997, 1998, 1999. Saskatchewan Education IndicatorsKindergarten to Grade

12. Regina, SK: Social Sciences Unit, Saskatchewan Education.

Sato, C. J. (1989). A nonstandard approach to Standard English. TESOL Quarterly, 23 (2).

Schultz, M., & Kroeger, M. (1996). Teaching and Learning with Native Americans: A Handbook for

Non-Native American Adult Education. Phoenix, AZ: Arizona Adult Literacy and Technology

Resource Center. Online: http://www.literacynet.org/Ip/namericans

Scott, J. C. (1993). Accommodating nonmainstream language in the composition classroom. In Glowka,

A Wayne & Donald M. Lance (Eds.) Language variation in North American English: Research

and teaching. Pp.331-345. New York: The Modern Language Association of America.

Sheory, R. (1998). The state of English and English teaching in India. TESOL Matters (Aug-Sept.), pp. 1 &

19.

Skutnabb-Kangas, T. (2000). Linguistic diversity, biodiversity and the future of the planet. Presentation

made to TESOL 2000, Vancouver, BC.

Smith, D. (1999). Educating inner-city Aboriginal students: The significance of culturally appropriate

instruction and parental support. McGill Journal of Education. 34 (2). Spring 1999, pp.155-170.

Solid English. (1999). Western Australia: Education Department of Western Australia.

47



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 46

Statistics Canada. (1996). Major release: Canada's Aboriginal languages.

Online: http://www.statcan.ca/Daily/English/981214/d981214.htm#ART1

Szasz, M. C. (1999). Education and the American Indian: The Road to self-determination since 1928. 3rd

ed. Albuquerque, NM: University of New Mexico Press.

Taras, J. P.S. (1996). Urban Aboriginal students and ESL. Teaching and Learning: Research Exchange.

Saskatoon, SK: Dr. Stirling McDowell Foundation for Research into Teaching.

Tavares, T. (2002) Aboriginal Learners and Linguistic Diversity: A Discussion Paper, Manitoba Education

and Youth. Unpublished workshop resource.

Toohey, K. (1986). Minority education failure: Is dialect a factor? Curriculum Inquiry, 16 (2).

Toohey, K. (1985). English as a second language for native Canadians. Canadian Journal of

Education: 10 (3).

Versfeld, R. (1995). Language is lekker: A language activity classroom. K. Heugh and A. Siegruhn

Pluddemann (Eds.) Multilingual education for South Africa. pp. 23-27. Johannesburg:

Heinemann.

Wallerstein, N. (1982). Language and culture in conflict: Problem posing in the ESL classroom. US:

Addison Wesley.

White, L. 0. (1996). Medicine wheel teaching in native language education. In Sylvia O'Meara & Douglas

A. West. (Eds.) From our eyes: Learning from Indigenous peoples. Toronto, ON: Garamond

Press.

Wolfram, W., Adger, C. T., & Christian, D. (1999). Dialects in schools and communities. Mahwah, NJ:

Lawrence Erlbaum Associates, Inc.

Young, D. (1995). The role and status of first language in education in a multilingual society. K. Heugh and

A. Siegruhn Pliiddemann (Eds.) Multilingual education for South Africa. pp. 23-27.

Johannesburg: Heinemann, pp. 63-70.

Yurkovich, E. E. (2001). Working with American Indians toward Educational Success.



Roots and Wings, ESD for Aboriginal Students, A Review of the Literature 47

Journal of Nursing Education. 40 (6). September, pp. 259-269.

49



U.S. Department of Education
Office of Educational Research and Improvement (OEM)

National Library of Education (NLE)
Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE
(Specific Document)

I. DOCUMENT IDENTIFICATION:

Educational Resources intormalion Center

Title: Roo 4 cadv...gi

D ctlerk ruLA 5
s Tech; nci en5t:s (As ok seconci

es,k, ec.0 1,i4e-rct.

Author(s): R%-k-kiA T . X . X(.4
Corporate Source:

14C-kAllS Di vi 's (elf, u 6l1 i tote (3 14t o ^c-
Publication Date:

Kat-cif% 20c) 5

II. REPRODUCTION RELEASE:

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the
monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy, and
electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if reproduction
release is granted, one of the following notices is affixed to the document.

If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom
of the page.

The sample sticker shown below will be
affixed to all Level 1 documents

1

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS

BEEN GRANTED BY

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Check here for Level 1 release, permitting reproduction
and dissemination in microfiche or other ERIC archival

media (e.g., electronic) and paper copy.

Sign
here, 9
please

The sample sticker shown below will be
affixed to all Level 2A documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN

MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC COLLECTION SUBSCRIBERS ONLY,

HAS BEEN GRANTED BY

2A

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 2A

Check here for Level 2A release, permitting reproduction
and dissemination in microfiche and in electronic media for

ERIC archival collection subscribers only

The sample sticker shown below will be
affixed to all Level 28 documents. ..

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN

MICROFICHE ONLY HAS BEEN GRANTED BY

2B

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 2B

1

Check here for Level 2B release, permitting reproduction
and dissemination in microfiche only

Documents will be processed as indicated provided reproduction quality permits.
If permission to reproduce is granted, but no box is checked, documents will be processed at Level 1.

I hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this
document as indicated above. Reproduction from the ERIC microfiche or electronic media by persons other than ERIC employees and
its system contractors requires permission from the copyright holder. Exception is made for non-profit reproduction by libraries and other
service agencies to satisfy information needs of educators In response to discrete inquiries.

Signature: .

°rgenizaWni re"' CX44efil 47 e 0-1" 0 I v) lA tme- 5 Ire :- i be, - s-51i 7
114- tr-41-k-v6.111 wi SGience Piewe...

Printed Neme/Posilion/Title:

fit.ti.441 ER64ein ,ESL Stec ecaLsit

E-Mail Address:
CM-141,e tS4e-(11

usckslc.coko ec S
Sas, kca..-h9 es-v, S
c.,0 oA 57N s cog

F" gia 7



III. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):

If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please.'
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is, publicly
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more ;
stringent for documents that cannot be made available through EDRS.) .

Publisher/Distributor:

Address:

Price:

IV. REFERRAL OF ERIC TO COPYRIGHT /REPRODUCTION RIGHTS HOLDER:

If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name )and
address:

Name:

Address:

V. WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse:

However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being ;

-1
I

contributed) to:

EFF-088 (Rev. 2/2001)

The ERIC Clearinghouse on Higher
Education

One Dupont Circle NW #630
Washington, DC 20036

fax (202)452-1844


