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ABSTRACT

The purpose of the study was to determine whether
fluency in the Chilcotin Native language had a relationship
to the acquisition of the English language in the early
childhood kindergarten children of Chilcotin Indian Day
School on the Anaham Reserve, and Redstone Indian Day
School on the Redstone Reserve.

Thirteen kindergarten children (nine female and four
male) were selected from the Chilcotin Indian Day School
kindergarten to take part in the study and nine kindergarten
children (four female and five male) were selected from
Redstone Indian Day School kindergarten to take part in the
study (September 1981 - June 1982).

The children participated in the kindergarten programme
offered by the two schools chosen as sites for the study.
They also participated in the Chilcotin Language programme
which was a part of the kindergarten curriculum at both
schools. Informal periodic visits of observation were made
to both schools; by the investigator, when the kindergarten
programme and the children's progress in it was discussed
with the classroom teacher.

In the fall term, 1981, and in the spring term, 1982,

the children selected at both schools were tested with the



fa
Peabody Qicture Vocabulary Test (P.P.V.T.) and the Chilcotin
Auditory Comprehension Test (C.A.C.T.). The former was
adﬁinistered by the investigator, the latter was administered
by two Chilcotin speaking teacher aides. The tesé results
were analyzed through covariance. The kindergarten children
at both schools made significant gains in their acquisition
of English as measureé by the English measure of the C.A.C.T.
There was a significant increase in the vocabulary scores
for Form A and Form B of the P.P.V.T for children from the d
Chilcotin Indian Day School and for Form A for Redstone
Indian Day School. The kindergarten children at one school
made gains in their acquisition of Chilcotin.

The results of this study would seem to invite further
research with other populations and larger samples. The
results would also seem to indicate that further research
is needed to refine and expand the instrumentation used to

assess the language ability of young Native children.

Examiners:
Dr. Margﬁé Mayfield

Dr. Beverl Tiﬁmons

~

Dr. bean Dey
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. 'CHAPTER I

INTRODUCTION

‘Statement of the Probiem

The-porposehof this study was to investigate whether
fluency ih-Chilcotin~has a relationship to the'acquisition
of English ih early childhood by children of Chilcotin
Indian Day School on: the Anaham Reserve, and Redstoneb
Indian Day School‘on the Redstone Reserve. _ Both Anaham and
_Redstone Reserves are Chilcotin speaking; however, the
children from Re@stone Reserve have experienced a greater
‘exposute to the influence of the English langoage.
| Much of.the background literature which supports this
study was found in_work in process in the Chilcotin-Cariboco
area with Native Indian children involved in language
programmes both ‘in the prov1nc1al and the federal school
systems. The. llterature was‘spe01f1cally prepared as dlrec—
tives for a Native Indian curriculum to be used within the
classroom from kindergarten_to Grade-12. It was develop-
Amental and has been and is in the process of'being redefined,
expanded and adapted as the needs of the Indian population
.within the flfteen Indlan communities of the Chilcotin,
Shuswap and Carrier peoples are percerved and focused upon
by these peoples through the medium of language commlttees.

In h;s maﬁor study on language Logan (1963) posed the

question, "How do children vary in ability with language
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and gain pioficiency in using it?" The research and results
obtained in this study addressed this gquestion.

The study has reflected the continuing enguiry into the
gquestion of the learning needs of the Native students through
assessing the influence of the Chilcotin language upon vocab-
ulary comprehension in a group of five year old children
attending the Chilcotin Indian Day School and the Redstone
Indian Day School, both of which are federally operated
schools,

\
. Alan Haig-Brown (1979), District Co-ordinator for
Indian Education, School District #27, Chilcotin-Cariboo
area, described the goals of the Chilcotin Language Programme
as follows:
Virtually all Chilcotin students come t0 school
"speaking Chilcotin. For these children the

language programme is akin to the English language

course for a native speaker of English.: That

is to develop speaking, listening, reading and

writing skills. (p. 1)

He listed the following objectives for the programme:

To stimulate oral language and verbal fluency and

therefore enhance school progress; to develop

beginning awareness of the nature of bilingualism

in children whose first language is Chilcotin;

to develop references in the Chilcotin language

to which children can relate ‘the English they are
acquiring as a second language. (p. 1)

Significance of the Study

There are three significant aspects to this study:

(a) It is the first study of its kind documenting the



language development of 'Chilcotin Native students.of five
years of age in their own first language and their acguisi-
tion of their second language over a period of eight months.
(b) The study will yield information which can be used as a
contribution to other Chilcotin early childhood programmes
in the development of language programmes in the
area. (c) The study will identify the needs of the students
in relation to the influence of their first language. 'This
last statement is supported by Alan Haig-Brown (1979):
In long range planning, for both Chilcotin language
and English language programmes, at the secondary
and elementary levels, it is important to have
planning. When the student population includes a
Chilcotin speaking background and this background
appears to significantly influence their school
performance, then it seems worthwhile to make some

attempt at defining the dimensions:'of bilingnal
ability with some objective measure. (p. 1)
™

/

Hypotheses

The followiﬁg hypotheses were tested:

l. That there will be no significant difference of
achievement on the Chilcotin-Auditory Comprehension Test
over four months of iﬁstruction between the children from
Chilcotin Indian Day School on the Anaham Reserve, and
the children from Redstone Indian Day School, on Redstone
Reserve.

\

2. There will be no significant differences of

achievement on the Peabody Picture Vocabulary Test after

four months of instruction bhetween the children from

~



Chilcotin Indiap Day School and Redstone Indian Day Schocl.

3. There Fill be no significant difference between
each of the exﬂerimental groups on the Peabody Picturé

Vocabulary Tesﬂ after eight months of English and Chilcotin

k4

instruction. i \
|

4, There will be no significant differences between

1

each of the experimental groups on the Chilcotin Auditory

Comprehension Test after eight months of English and
. | .

Chilcotin instfuction.

5. There #ill be no. significant correlation between

the scores on ﬁhe Peabody Picture Vocabulary Test and the

Chilcotin.Audiqory Comprehension Test for the experimental

|
groups individually or separately.

Limitations of the Study

The study did not extend beyond the scope of the

kindergarten cllassroom.and programme of the Chilcotin Indian
| .

Day School and}the‘kindergarten classroom and programme of

the Redstone Indian Day School. It did not extend beyond

the sixteen squects selected at the former school and the

1
eleven selected at the latter.

It was noﬂ, in any way, concerned with an analytical
evaluation of ﬁhe kindergarten programme at the Chilcotin
"Indian Dbay Scho?l or the kindergarten programme at the

Redstone IndianlDay School.

|
|
|
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A furthef’limitation was found iﬁ the daily attendance
of the subjects chosen and their hours of exposure to the
secénd language instruction during the eight months of the
kindergarten prbgramme. For example, Chilcotin Indian Dbay
School kindergarten children were exposed to the Chilcotin
language prograﬁme from September, 1981l. Redstone Indian
Day School kindergarten children were exposedito the Chilqo-.
tin language programme from January, 1982 and, in April,
1982, began to use the materials similar to those used in
Chilcotin Indiap bay School kindergarten for these lessons.

Attrition ﬁn the subjects selected for the study was
also experiencea. "‘Although, initially, sixteen subjects
were selected from Chilcotin Indian ﬁay School kindergarten
to participate in the study, due to relocation during the
winter months, fhirteen of them finally took part (nine
female students‘énd four male students). Although the
entire populatipn of the Redstone Indian Day School kinder-
garten were initially seiected to participate in the study
(eleven students), nine of them finally took part (i.e.,
four feméle stuaents and five male students). The degree
of mobility amoﬁg children living on reserves is still
one of the significant problems of a study such as this.

Staff diffefences were one-of the limitations of the
study. The kindergarten programme at Chilcotin Indian Day

School, on Anaham Reserve,. consisted entirely of kinder-

garten children and was given by a teacher of Native Indian



heritage. The kindergarten programme at Redstone Indian
Day Scheool, on Redstone Reserve, consisted of both the
'kindergarten and the nursery children and was given by a
teacher of Caucasian bhackground.

A limitation of the study was the instrumentation used.
The Peabody Picture Vocabulary Test was chosen becaﬁse it
is widely used in the early childhood setting. Dunn (1959)
said of the test in the Expanded Manual:

The test has wide utility as a clinical tool.

Besides being effective with average subjects, it

has special value with certain other groups. Since

subjects are not required to read, the scale is

especially good for non-readers and remedial

reading cases. (p. 25)

Ramstad and Potter (1974) used the Peabody Picture
Vocabulary Test as an assessment instrument of the measure
of receptive vocabulary in Nez Perce Indian and white
kindergarten children. Their study will be discussed in
Chapter II. Héwever, it seems likely that when uéihg the
Peabody Picture Vocabulary Test with Native Indian children
and administering it- in English the results obtained may
represent the degree of receptive vocabulary and vocabulary
comprehension reachéd in that language rather than "an
estimate’ of a subject's verbal intelligence through measuring
his héaring vocabulary" (p. 25). It would appear that in
order to test verbal intelligence among the Chilcotin

children one would have to administer the actual test in

the Chilcotin language.



The Chilcotin English Auditory Comprehension Test,
which is written in Chilcotin and in Enélish, was chosen
for‘the study because it was the only évailable instrument
Iin Chilcotin-English language and comprehension. Haig-Brown
(1979) stated:

While the test is too brief to claim to be dilagnostic

in any comprehensive sense there is no question that

it can be a valuable adjunct to other diagnostic means.

(p. 1)

The Chilcotin-English Auditory Comprehension test is
a test which has been developed to attempt to discover aﬁd
if possible isolate the degree to thch Chilcotin or English
is the basic language of the child and the language to which
he/she has the greater degree of access. It was not and is

not intended to be interpreted as a test which has a wider

application than that listed above.

Definition of Terms

The terms used in the study, in reference to.language,
are as follows: |

1. L 1, the mother tongué, or the first, ancestral
or traditional language refers to the Chilcotin Native
language. k

2. L 2, the dominant, or the second or majority
language refers to the English language.

3. 'The Chilcotin-English dialect refers to the speech

pattern used by Chilcotin Native people and their children

in their'adaptation of their own language to the expression



of English. Such a speech pattern retains much of the
structure of the Chilcotin language while using English
woras. The Chilcotin format of noun/object/verb'is an
example of this. The dialectical pattern is discussed,

at greater length, in Chapter II.

Organization of the Study

The study involved Native Tndian children from Anaham
Indian Reserve and Redstone Indian Reserve. The
children selected for this study were children from the
kindergarten of the Chilcotin Indian Day School on Anaham
Reserve, and the kindergarten\ghildren of the Redstone
Indian Day School on Redstone Reserve. - The totgl
population of the Chilcotin kindergarten was twenty-four
children. Sixteen of these Qere chosen for this study..
The sixteen chosen were children who were five years of
age and who came from families where the Chilcotin ianguage
was consistently spoken in normal daily family interaction
in preéerence to the English language. This decision was
made in consultation with the classroom teacher. The total
population of the Redstone kindergarten was fifteen. The
eleven kihdergarten children were chosen for the study.

The eleven chosen were children who were fivé yvears of age

thus meeting the age criteria for the study. This decision

was made in consultation with the classroom teacher.



At both sites chosen permission was requested for the
study to take place from the classroom teachers, from the
Principal of the Chilcotin Indian Day School, from the
Anaham Education Administration Committee, and the Chief
and members of the Redstone Education Committeeé, and from
the parents of the children involved in the study.

At both sites discussion and consultation took place
with the native Indian teacher aides concerning instrumen-
tation to be used in the study, with specific reference
being made to the Chilcotin Auditory Comprehension Test
which was administered by them to the kindergarten children.

The children who took part in this study had not
participated “in the kindergarten programmé before Séptember,
1981. They had not been tested formally in any setting,
prior to -the study, with the tests which had been used in
this study.

Chapter II is a review of the related literature in
early language development, bilingual education and Indian
language learning and programmes. Chapter IIT describes
the children involved in this study:\their setting and the
instrumentation. Chapter IV is an analysis of_thehdata.
Chapter V is a summary, including implications, conclusions
and recommendations for the early childhcod programme of
the Chilcotin kindergarten children in the area of laﬁguage

development.
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CHAPTER 1II

REVIEW OF THE LITERATURE

The first part of this chapter is a review of the
literature on the importance of early language development.
The second part is a description 6f research in bilingual |
education. The third and concluding part presents the
significance of Native languaggjto-Indian students, Native
language programmes and a description of the structure of

the Chilcotin language.

Early Language Development

Initially, language is an aural base (hearing) with
an oral response (speaking). A child's performance in
language Includes (a) information and convergent or diver-
gent manipulation, (b) the degree to which he can attach
vocabulary to his ideaéz (c) the security he feels to enable
hi@ to develop, or 'dig' into his own language competence.
This performance is different for each child each t}@e and
does not indicate all that the child can achieve; ;t is a
synthesis, a putting together of words and ideas, and a
system of internalized understanding about language. At
this early stage of intuitive competence a child is unaware

of his competence.

Pflaum (1978) stated that during the first years:
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infants make many different sounds unlike those made
after words are acquired.. .. . . We find that many
sounds vocalized during the first year are not used

- when babies finally do utter words. (p. 25)

Pflaum thought that variations in the intonation of
language learned and single words used, during the first
year, demonstrated the beginning of language. The ability
to combine words (e.g., "see train") begins approximately
at two years of age. Such simple sentences describe the
child's actual experience of the immediate situation. As
growth occurs, children at about three to four years, have
access to vocabulary which enables them to express simple
sentences which c¢an be .understood (e.g., "all gone down").
When the child is five years of age he can use vocabulary
to express sentences which have a more complex meaning.

Stewig (1974} described the growth in young children
from single words to combined words as follows:

As early as eighteen months, the two-word phrases

which children make can be divided into two groups.

The larger of these two groups included open words

which can be said by themselves or can appear with

pivot words. 8uch words as boy, sock, mommy, other,
yvellow and lettuce are included in this group. The
second, smaller group is made up of pivot words
which must always appear with an open word. Such

words as all gone, byebye, off, fall, pretty, a,

dirty, this and here, are included in this group.

The fascinating aspect of this pivot-open grammar

idea is that, although completely untaught, it
appears to be a universal phenomenon. (p. 16)

Pflaum (1978) observed that these early language,
developments occur in a short span of time and almost
universally among young children and, for the most part,

without direct instruction.
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Early language development can- be shaped through
learning by imitation, i.e., thréugh experiencing within
the;family milieu the words used in that milieu for the
objects seen and‘fhe actions performed. It can be shaped
through hearing the language of the environment and intu-
itively organizing what is heard and forming a response.-
In this way, learning would be the result of exposure énd
response to the environment in a natural way rather than
through more formal child-adult interactions of naming
actions and objects.

Lenneberg (1967) expressed the view that children
possess an inherent natural language learning ability. He
cited the study of a young nonverbal child who, at the age,
of nine and only with great effort cculd reflect back a
word an adult had’spoken tc him but in spite of this
difficulty had an almost normal comprehension of language

and structure.

Stewig (1974) also considered that children possess an -~

inherent natural language learning ability. He felt this
was demonstrated by (a) the invariable schedule, order and
sequence of language development in children, (b) the
acquisition of language, in spite of handicaps and the
ability to develop this acquisition which appears irrepress-
ible, (c) the development of language which appears auton-
omous of exterior influence in human forms of life and the

difficulty of teaching language to nonhuman forms, and

I3
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(d) the basic structural and organizational similaripy of
semantics, syntax and phonology which are found in all
lanéuages in spite of superficial differences.

Piaget's work in human development demonstrated that
in the sensorimotpr stage (the first year of life) the child
is engaged in developing concepts of himself as separate
from the objects which surround him. In the preoperational
phase (eighteen months to approximately seven years)
cognitive growth occurs through'the ability to symbolize.
In the earlier phase, the child learned that objects exist
in their own right; at a later phase, the child transfers
this knowledge througﬁ using objects to represent other
concepts. This leads to the child's growth in the ability
to hold or recall the mental image of objects which are not
immediately present in his environment, the ability to
describe things which are no longer Present and the ability
to describe circumstances which have passed.

Piaget found that children in the breoperational phase
(eighteen months to approximately seven years) initially
use egocentric speech; that is, they tend to "monologue" ox
give verbal expression to their actions and their involvement
in circumstances during their play. The "monologue" takesw
pléce even with other children participating in the same
environment and with the presence of an adult. The language

used in the "monologue" is descriptive of the child’'s

situation and what he is experiencing. It does not require
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an adult response, but appears to shaipen the focus of the
child on the reality of what he is doing and what is
happening to him.

The iqyestigator of this stuay believes that, while
thisflénguage does not determine behaviour, it does help to
define for the child using it what is actually happening and

thus to organize thinking. It appears similar to drawing

because it is a verbal picture of events taking place.
Luria (Pflaum, 1978) described this speech as "planning
speech" and suggests it is used to help the child plan his
actions and keep out distractions.

~

Pflaum (1978) stated that:

Piaget's work suggests that language in its

functional use is limited to a level of

sophistication which has already been achieved

in cognitive development. In his. theory

cognitive development determines the course

of language growth. (p. 6)

She quoted Piaget's (1955) statement that "language does
not constitute the source of logic but is, on the contrary
structured by it" (p. 7).

Inhelder, Bowet,{Sinclair and Smock (Pflaum, 1978)
concluded from a study of the effect of language training
on Piagetian -conservation tasks in children in the concrete
operational period of development {(four to eight years) that
although language training directed the child's interactions,
providing focus on task situations and giving assistance in

storage and retrieval of information, it did not appear, in

itself, to contribute to the cognitive integration needed
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to perform conservation tasks. They ‘added "language
learning does not provide, in our opinion, a ready-made
'laﬁtice' or 'lens' which organizes the child's perceptual
world" (pp. 7, 8).

It would appear, then, that although Piaget postulated
that the cognitive developmental level determines the level
of language ability in the child, he also postulated that
cognitive growth was strengthened through language stimula-
tion when the child begins the preoperational phase and
uses language to form symbolic thoughts and to represent
objects which are absent and events which have passed.

In a discussion of the relationship of language and
cognitive development, Oléron (1977) stated:

Such development requires language. Language does

not seem to be some external element casually

adopted by an organism who might otherwise have

followed an independent developmental course.

Rather, the organism's evolution involves the

development of an instrument responding to its

basic cognitive activity and permitting its

blossoming. Thus, more elaborated cognitive

forms are such only because they have incorporated

language. (p. 26)

Vygotsky (Pflaum, 1978) described the significance of
adult-child interaction in language development. This
interadaction and modelling stimulates cognitive growth in
the child. Vygotsky identified the egocentric speech
noted by Piaget as "external speech". Such speech
is used both in monologue and in dialogue with others,

child or adult. It would appear, then, that "external

speech" used in single word and two-word pivot-open
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combinations, monologue and dialogue, lead to "inner speech",
described by Vygotsky as "silent speech that occurs before
reai thoughts begin" which i; functional. to the development
of cognitive ability. Thus, as Pflaum (1978) noted
"'external speech' is prerequisite to the 'inner speech'
which precedes mature thought" (p. 9).

Bruner (Pflaum, 1978) believed that the mother-child
communication during the early months of infancy is a
significant influence on the growth of language. The words
used when performing the normal mother-child inter-related
actions of eating, bathing, dressing enabled the child to
attend to specific objects, to grow familiar with the
vocabulary of his milieu in identifying those objects
around him and the actions being shared. Pflaum (1978)
stated thét according to Bruner's ideag the sophisticated
strategies usea bf children as they acguire language are
available for general cognitive learning.

Pflaum added that while Bruner recognized the signifi-
cance of language acquisition, in the development of cogni-
tion, especially during thé pre-school years, he also
recognized the significance of this relationship between
language and thought in the cognitive development of older
children who use language to organize the features of
experiences and organize them into a rational system.

Because this-study investigated the language develop-

ment of Chilcotin Native Indian kindergarten children it is
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useful to discuss the findings of Brown (1973) in his work
with Finnish, Mexican, Spanish, Samoan, Swedish and other
non;English speaking cultures. Once again, as in Stewig
(1374) where the universality of open-pivot words was
discussed, we encounter commonalities across cultu;es.

Brown (Pflaum, 1978) discovered that there were
exXpressions and first utterances which are univeréal to

all cultures. These were:

1. Nomination. The naming of an object. "this book",

"a truck" which name and include words following "this" or
"that” in simple utterances belong in this category and are
universal.

2. Recurrence. Words which combine "more" and "another"”

are recurring ones. While this category .is not as universal
as the first, it is a preferred expressed notion.

3. Non-existence. Brown reports that while fragmentary

reports do not list statements such as "no more noises",
"dog away" in every child, many English~speaking children
showed this expression in their language.

4. Agent and action. Both Bloom et al. and Brown

(Pflaum, 1978) found high preference among children for this
category ("car go", "me go"). Because such notions are
common in different languages, it appears to be part of
every language in its incipient form.

5. Action and object. There is also a high .incidence

of expressions such as "close it", "turn it" and "make house",
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"ride Dumbo" in children of many languages. This is a
universal category.

6. Possessor and possession. As many caretakers of

young children know, remarks about ownership are common:
"Mommy face", “dolly hat", "dis mine", "girl dress". This
is another universal category. (p. 30) .

Pflaum (1978) discussed this phenomenon and concluded
thét such utterances were a universal characteristic of
language learning among children of diverse languages. She
also thought that the utterances suggested fundamental
categories of grammatical structure which are found in more
mature language development.

Young‘children grow in language development through the
monologue of the early egocentric stage to the socialized
speech used ih the later more mature stage. Such socialized
speech is used for interaction with other children and with
adults. It enables the child to develop and express his
language in the following ways: |

1. To exchange thoughts with others, to internalize
information.

2. To express feelings about the inappropriateness
of the actions of others.

3. To express requests to others or to give commands
to others.

4., To ask guestions of other children or adults with

the expectation of an answer.
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5. To grow in the ability to answer questions and to

respond to the commands of others.,
| Socialized speech development takes place at varying

times in children. In the kindergarten and even in the
early stages of the primary school, children can move from
socialized.speech to egoceﬁtric speech until, with maturity,
the former becomes the stronger medium of language expression.

In his qiscussion on early childhood education, Stewig
(1974) identified the following basic functions of language:

1. Language identifies wants and needs.

2. Language facilitaties the acquisition and
exchange of information and ideas.

3. Language is a means of expressing feelings and
emotions.

<

4. Language is a means of self-identification.
5. Language is a means of social interaction.
6. Language is a basis for reflective thinking.

7. Language is a basis for extended thinking.

8. Language is adaptable to alternate forms of
communication. (pp. 58-60)

Stewig discussed the need for the recognition of
dialects which are used by children, their families and
their community and suggested that a language development
approaéh which would provide for many optimal language
experiences was necessary.

In a discussion of the beginning of language compe-
tence, Burrow (1969) stated that this competence begins

with speaking, 1listening and understanding



in the preschool years. This is the foundation on which
the later skills of reading and writing are built. He
addea that "these essentials of communication;-reading,
writing, talking, listening, are basic to other goals of |
language learning” (p. 213).

It is evident to the investigator from the studies
cited and references explored that the early childhood
years are profoundly significant for tﬁe development of
language. They are "the root years" (Mukeriji, 1969).
Sturdy growth from these "root years" should be stimulated
through early childhood programmes in oral language which
are planned to encourage communication and individual
contribution, for "a child learns to use language by using
it" (p. 123}.

Armstrong (1977) says this of language and learning:

Language is central to our human experience and to

our survival and the survival of our species. We

should develop linguistic self-competence and
linguistic respect for each other. . . . Children's
own language experience should be brought to the
level of their awareness and conscious control.

We should remember that we teach for a grasp of
reality. (Note 1) : ‘

Bilingual Education

This section reviews studies and attitudes towards
(a) bilingual education in general, (b) .bilingual education
and early childhood, and (c¢) bilingual education and Native

Indian education.
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The concept of bilingual education was given an
official government mandate in October, 1971, in response

to The Report of the Royal Commission on Bilingualism and

Biculturalism (Ottawa, 1965). As a result of tﬁe recommen-
dations of The Royal Commission, the Federal Government
declared a policy of promotion and maintenance of multi-
culturalism in Canada. The Government also announced that,
although there were fwo official languages, there were no
official cultures and that a series.of policies would .be
formulated to encourage the maintenance of ethnic diversity
in Canada so that ethnic groups could retain their integrity
and cultural identity.

Burnaby (1980) in a discussion on bilingual education
addressed the question of variables which might influence
the success of bilingual programmes. She cited the work
of Cummins who had been "trying to find a generalization to
fit the societal, educational and language variables$" (p. 153).
His research attempted to account for the differences in
cognitive and academic development between middle class
children in immers®®n and maintenance bilingual programmes
and lower class children in transition or no special
treatment home-school language switch submersion situations.
Burnaby stated that Cummins concluded there was a significant
difference of achievement in cognitive and academic develop-
ment between the two groups which may be linked with the

type of programme offered, or perhaps with the varying
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background of the students. It appears from such research
that for bilingual education to be effective for the student
other factors such as the societal and economic status of
the family, as well as the affective or positive support of
the family for the programme may have a significant influence.

Burnaby (19280) stated that Cummins developed two
hypotheses. One is that:

There may be a threshold of linguistic cbmpetence

which a bilingual child must attain both in order

to avoid cognitive disadvantages and allow

potentially beneficial' aspects of becoming

bilingual to influence his cognitive functioning.

(p- 153) ' '

The other hypothesis is:

That the development of a cognitive competence in a

second language is a function of the individual's

already developed skills in his L 1 (his first

language) . {(p. 153)

In other words, it seemed evident that significance is
attached to the child's comprehension of his first language
(L 1) so that he can grow in the acquisition of his second
language (L 2).

Bﬁrnaby (1980) pointed out that Cummins' data to
support his hypotheses originated from French immersion
programmes in Canada and programmes for Finnish migrant
workers in Sweden. She added that the socio-economic status
of boOth groups could account for Cummins' results. She
also suggested that if a child's development in L 1 is

dependent upon his background, and if such development is

limited because of such a background, then the child's
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development in L 2 is interrelated with the same. background
limitations.

.Downing (1978) suggested’SOme variables which can limit
the successful outcome.of bilingual education. These are:

1. The cognitive -difficulty of understandlng
instruction in L 2. -

2. The affective difficulty if L 2 is perceived
by the student as a denigration of the mother tongue
or if L'l is perceived as being a medium of low esteem
and not highly prized then language 1nstructlon in
I 1 will not be valued. (p. 332)

The effect of parental perception of the language to
be learned also influenced the success of the teaching. An
example of this was the Canadian French immersion programmes
for children discussed by Cummins ( Burnaby, 1980 ).
The parents of these studeﬂts explicitly wished them to
receive such instruction and supported them in their exper-
ience.

Fishman ( Burnaby, 1980 ) advocated three factors

which influence the success of a bilingual programme:

1. Language maintenance stress on marked
language (L 1). ~

2. Marked (L 1) language represents literary
ethnic emphasis while unmarked language (L 2)
represents ethnically neutral activity.

3. BStress on total ethnocultural wvalue of
unmarked (L 2) language and commitment thereto.

{(p. 162)
Burnaby, in discussing her "conclusions about school

programmes”" stated that among bilingual programmes there

was an evident need to maintain equilibrium between the two
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languages in order to achieve success and that the economic,
social and linguistic backgrounds of the individual children
experiencing such programmes often were predictors of the

results obtained.

Bilingual'Education and Early Childhood

The statement of John and Horner (Downing, 1978) is
relevant for this study of the language development of five
year old Chilcotin kindergarten children. It addressed the
problem of mismatch between the L1 of the students and the
L2 of the school instruction. Mismatch occurs when there
is little or no congruence between the child's L1 and the
L2 in which he has to receive total school instruction in
a submersion situation. John and Horner said:

Children between the ages of five and seven use
language at an accelerating rate for purposes of
problem-solving. When ideas are being formed in
one language it is difficult to state them in
another and the child's unsuccessful attempts at
translation may lead to great frustration and loss
of interest in expressing ideas. When the school
attempts to teach a second language before the
child has developed adequate cognitive skills in
his native language, the child may become a 'non-
lingual' whose functioning in both his native and
second languages develops in only limited ways.
Such children may become literally 'children without
a language. (Downing, 1978, p. 344)

Thonis (1977) suggested that the "inner language"
used by children is " usually the mother tongue ".

This alerts us to the findings
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of Vygotsky (1962), discussed earlier in this chapter, where
he suggested that such "inner speech" is functional to the
development of cognitive ability. Thus, if the mother
tongue is not English, or the dominant language, then it is
reasonable to suppose that ycung children of kindergarten
age are shaping their experiences of reflection, selection,
classification, interpretation and cognitive growth through
the structure of their own first language, available to them
in "inner speech".

Downing . (1978) anticipated the findings of Burnaby and
Cummins when he said:

.Young school beginners make better progress if their

instruction is delivered in their own mother tongue.

However, there may be a variety of reasons why

instruction should nevertheless be in the medium of

"L 2. These reasons have to be weighéd against the

superior effectiveness of delivery in L-1l. In making

such judgements it is important to take.into account
the second generalization that cdan be made from this
review, that is, that the outcome may be influenced

to a very important degree by the affective variable

the positive motivation of the parents and
children may go quite a long way to overcoming the
cognitive deficits of delivery of instruction in an

L 2. (p. 344) .

Spolsky (1978) stated that there were four possible
educational outcomes of bilingual education: (a) an
improvement in general quality, (b) a means of enhancing
relevance, {(c) improvement in the teaching of the standard
language, and (d) an overa;l improvement in school achieve-
ment measured through retention and results.

This statement described the possible influence

bilingual education may have within a community in
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encouraging involvement and interest in the-education
offered by the school. Positive effect includes influence
in the economic sphere as well as growth of relevance to
the community of the education programme. Spolsky (1978)
cited, as an example, the bilingual experience of the
Navajo people and his discussion parallels some of the
developments in the lives of the Chilcotin people on the
Anaham Reserve and the Redstone Reser ve.

In speaking of the Navajos, Spolsky (1978) said:

Those schools on the Navajo reservation that have

shown strong interest in bilingual education are

generally those to which most children come with

knowledge only of Navajo. The Navajo situation

is a kind of diglossia where Navajo is the language

used for all spoken purposes, while English is used

for all written purposes and for all relations with

the outside community and with non-Navajo institutions.,

(p. 357)

Spolsky added that because of the historic background
of the Navajo people and their econcmic conditions and
geographic location, the outcome of most significance for
them, as a result of the bilingual education programme
would be, probably, in the changes it has brought to their
economy and the opportunity it has given for their political
growth and greater access to self determination. He
concludes that:

The political effect of bilingual education is to

assure not just development of this group, but also

community control of school and teacher and so

integration of the school into the community life.
(p. 357-8)

/"]
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The Chilcotin Indian people are related linguistically,
to the Navajo Indian people:asbotﬂ_languages stem from the
Athabascan linguistic group. In the summer of 1979, the
children of g;ade£8—9 and staff members, both Indian and
non-Indian from Chilcotin Indian Day School on Anaham
Reserve, ~and Stone Indian Day School on Stone Reser ve,
travelled to Arizona to visit the haﬁajo Reservation
and the Rough Rock Demonstration School. During this visit
between the Chilcotin and the Navajo peoPlé linguistic
contact was made, language shared, and historic knowledge
exchanged. The Chilcotin Indian people visited the Rough
Rock School and discussed theilr educational experiences with
the Navajo educators. .
Although the Chilcotin reserves of Anaham, Stone
and Redstone are certainly considerably smaller than the
Navajo Reservation there is a similar experience in the
involvement of members of the communities through employment
as first language instructors, teacher aides, home school
co-ordinators, and Education Committee members. Although
the programme of Chilcotin Indian Day School and Redstone
Indian Day School is not bilingual in the sense that all
the subjects or content of the programme. are taught completely
.in L 2 (English), L 1 (Chilcotin) is used in the Chilcotin
language programme which concentrates on development of
vocabulary and the skills of language arts through stbries,

legends, lessons on kinship names in Chilcotin. The
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Chilcotin language programme is discussed later in this.
chapter.
' Nedler and Lindford (1977) discussing bilingual

learning for preschool children, stated:

English than monolingual English-speaking children
will probably become retarded in their school work

to the extent of their deficiency in English, if
English is the sole medium of instruction. On the
other hand, the bilingual child's conceptual develop-
ment and acquisition of other experiences and
information could proceed at a normal rate if the
mother tengue were used as an alternate medium of
instruction. (p. 237)

Children eﬁtering school with less competence in ‘?;

Their paper suggested that the children's use of L1
for concept acquisition is more likely to meet with success
than the use of L2 because Il is the familiar language and \%?#
the child has access to an already existing 'system of
concepts to which he can relate new material to be learned.

It follows from their discussion that they identified
the goals for a sound bilingual programme as:

Goals for the instructional programﬁe build upon the

strengths identified in the target population.

All instruction begins with the child's home
language. Acceptance and use of the child's

language is critical to the development of a healthy

self-concept. The objective of the programme is to

build up competence in the child's first language

by expanding his basic fund of information and only

after a child has demonstrated mastery is the

concept introduced in the second language. (p. 239)

g .
John and Horner (1971) described the young child's

cognitive tasks of "ordering the world around him" (p. 23)

(i.e., imitating, classifying, identifying experiences) as
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the necessary work of childhood in which the tool of
language is essential. Research has shown that there is
a profound growth in language during the early language
development phase. It is during this vital period that the
child confronts the additional task of learning a new
language simultaneously with the basic need to strengthen
cognitive concepts in his own first language.

John and Horner (1971) stated of such an experience
that if the view that language plays an important cognitive
role in the child's development is accepted, the introduc-
tion of a second, weaker language at this point may confuse
the ordering process. Downing (1978) appeared to support
their research in his statement that one of the variables
which can influence the student's success in a bilingual
programme is "the cognitive difficulty of understanding
instruction in L 2" (p. 331).

John and Horner (1971} expressed the tenets of their
belief in bilingual education as follows:

The American Indian child, while. . coping with modern

advanced technological 1life can, at the same time

rediscover and help preserve the oldest of American
cultures.

The English-speaking child, increasingly exposed
to instruction in other languages and cultures, can
overcome both the isolation of a one-language education
and the false sense of superiority in being English-
speaking in this multi-ethnic country and world.

(p. 25)

Ramstad and Potter (1974) addressed the issue of

significant differences in receptive vocabulary, receptive
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syntax and expressive syntax in a group of Nez Perce Indian
children and a group of white children, both attending the
same kindergarten. The Northwestern Syntax Screening Test,
developed by Lee in 1969 was used by them to measure expres-
sive and receptive syntax and the Peabody Picture Vocabulary
Test was used as a measure of receptive vocabulary. In
their discussion and summary on .their findings, Ramstad and'
Potter (1974) said:

The disparity in the language functions examined
between this group of American Indians and white
kindergarten children was particularly interesting
since the students were literally sitting side by
side in the same classroom and receiving the same
instructions. These data support strongly the need
for individualised instruction based upon the child's
initial language learning skills, which in this
instance were apparently not sufficiently enhanced
in approximately a six-month period by the presence
of white children with normal language usage. For
Indian subjects, despite the mixing of the children
in the same classroom, educational opportunity was
still not equal. (pp. 39-40) .
Thus, being exposed to the classroom situation of
being taught in English (L 2) and being exposed to inter-
action in English through relationships with the teacher
and with classmates was insufficient experience and inade-
quate preparation for the acquisition of the neéessary
skills for learning.
wWillink ( 1973 ) discussed the
relationship between language and thought in Navajo children
and stated:
The child "learns the wcrld" along with, and through,

his first language. The mother tongue greatly aids
in forming concepts in the growing child. . . .
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Language development and particularly mother tongue
development where the mother tengue is the child's
dominant language when he comes to school, is

. extremely important for thought development and
thought development is what education is all about.
Once the child has better learned how toc think, and
thereby how to learn, he is better équipped to learn
anything that he may need to learn--including the
second language, English. (pp. 181-2)

Willink supported Thonis and Vygotsky in their
observations that 'inner language' is usually expressed
through the mother tengue and that such language is germane .
to the development of cognitive growth. Ramstad and Potter
(1974) described the Nez Perce kindergarten children who
were the subjects of their study as "in the process of
changing from bilingual (Nez Perce and English) to a mono-
lingual (English) status" (p. 491). They stated that most
of the parents of the children involved did not speak
native Nez Perce and that none of the children spoke their
mother tongue. They concluded that "the American Indian is
having difficulty utilizing the English language, we found
that those children presented a need for English language
instruction" (p. 491).

One could perhaps suggest that from the observations
and recommendations made by Thonis (1977) and Willink (1973)
that the apparent loss of the Nez Perce language among the
Indian people and their children in the'community cited by
Ramstad and Potter (1974) and its diminished significance
in the growth of language-thought development in that
community, was in some way a contributing factor in the

existing difficulty the children experienced in acquiring

English.
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furthe;, if the kinds of language lea;ned through
exposure to English in the classroom setting is not
ﬁerceived as having relevance and significance in the
social sekting of the home environment it may not be
transferred.to that setting although it may appear to be

absorbed and understood through moedelling in the class-

i

room milieu.

~ Thonis (1977), speaking to the issue of the importance
of what she calls "dual language learning and thought",
said: |

Should the child have a good start in his first
language, he will bring to his new language task
the conditioning of his previous learnings. . . .
He now has to learn to add new sounds and new
sound combinations to the reservoir of knowledge
he has already stored. . . . The degree of success
which -he enjoys in his second language learning
process is determined by the amount of inter-
ference of his first language, the number and kind
of his experiences, the accompanying feelings and
expectancies, and countless other forces which
shape human speech. (p. 200)

Bilingual Education and Native Indian Education

The final part of this section of Chapter IT will
discuss the bilingual éducational programme at Rocky Point
Séhool in Chinle, Arizona, and the bilingual education
programme at Rough Rock Demonstration School, both sites
on the Navajo Reservation. Both sites are of particular
_relevance to the study because (a) they add;ess bilingual

development among American Native people who are linguistic-
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ally related to the Canadian Chilcotin Native people;
(b) they address the issue of the validity of the ancestral
lanéuage as a component of the school curriculum; (c) they
address the issue, already discussed earlier, concerning
the need for balance to be maintained between L, 1 and L 2
within the programme; and (d) they provide information
which is pertinent to the study and which is difficult to

obtain in other areas.

Rocky Point School. This programme began in 1967 with

six year old children and has been extended to include the
kindergarten class and two primary classes. The children

are encouraged in their Navajo language through being taught
in L 1 by a Navajo teacher. They are taught in English (L 2).
by an English speaking teacher.

John and Horner (1971) stated that instruction in
content is given to the children in Navajo and in English
with the subject matter being different from or parallel to
that taught in English. The classes are divided into groups
of 6 to 8 children who receive language instructicon in
English (L 2) or in Navajo (L 1). Instruction in Mathematics
is given in both languages in different but parallel sessions.
The Navajo aides in 1968-69 school year gave instructions
one day a week in Navajo reading to all thé children in
grades 2 through 5. The reading given was part of the

programmed reading component.
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Spolsky (1978) said of the same schoocl programme that
curriculum workbooks and materials had been produced and
the ﬁniversity of New Mexico was publishing a number of books
which had been written by the sﬁaff. He added that the
Rocky Point School was.a locally controlled school with the
bilingual programme as a central and significant component
of the community's plan to develop "a quality Navajo

education programme".

Rough Rock Demonstration School. This school began in
September, 1966, and teaches children from preschool to
upper elementary. The programme is divided into four phases:
(a) Head Start, (b) Follow-Through (kindergarten - grade 2),
(c) elementary, and (d) upper elementary. Throughout the
years the original goal of giving instruction in Navajo
reading for oldexr children has become expanded to include
instruction in Navajo for the preschool and the kindergarten
children. Spolsky (1978) said of this programme:

As a recent position paper suggests (Division of

Education, the Navajo Tribe, 1974) "One of the most

significant aspects of the first community controlled

school on the Navajo Reservation was its exploration
and initiation of a bilingual bicultural programme

for the student body.” The programme is guided by

a Navajo Language Committee and its philosophy stresses

the use of Navajo instruction from an early age, with

subsequent teaching of English as a second language.

As one might expect, the project has been a pioneer in

developing curriculum and materials. (pp. 342-3)

Spolsky (1978) cited eighteen Native Indian bilingual

programmes which have been established in the United States
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since 1960. Such programmes extend from the Inuit people
in Alaska to the Zuni Bilingual Education project in the
soufh—west. He described the complex situation in which
Native Indian parents, leaders and educators can be placed
when developing and implementing a plan for a bilingual
programme. This can be a "patchwork of varying influences
and beliefs" because, in almost every case, the programmes
are funded federally and it is difficult for the éommunity
to have any real control of the programme. Thus the
programme may be seen as externally imposed. Spolsky
posited that: : ; ;

There are paradoxically two opposing points of view

from which the use of the native language in school

may be opposed, from that of the progressives who

feel English is more important, and from the tradi-

tionalists who feel their language is too sacred

for school use. (p. 355)

.He mentioned a third and very serious opposition of the
fear of many parents that bilingual education is a method
of keeping Indians as second-class citizens.

It is interesting to continue the discussion by using
some of the observations made by Couture (1974) in his
sqmmation of the fixst Alberta Indian Languages Seminar
held at Lake Isle, Alberta. When he rxeferred to the Native
elders' recommendations for a bilingual-bicultural education
for their children he stated:

Instinctively, we know that this means providing an

educational program to an Indian student whereby

he becomes grounded in the values and languages of

his culture and, at the same time, acquires a non-
Indian language, which usually would be English,
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along with what that connotates of the three Rs,
an understanding of appreciation of the white man's
history and, ultimately, when‘desired, the skills

. and attitudes necessary to survive and succeed at
the university level. (pp. 2-3)

Couture added that although the eventual results of
the wbrk at Rough Rock, Rockyboy and Blue Pine are not yet
known, the programmes, as well as those in Alberta and
Morley demonstrate "a sense of pride". He addressed himself
to the issue of language and said:

The issue of language itself, and the process of
second language acguisition and how this bears on

the sense of identity, in cultural values, cultural
practices, cultural attitudes, cultural ideas---about
all this we know. little. . . . Purther, it seems to
me that English as a second language is not only a
matter of a second language as such along with full
use of the mother tongue, but, also, to what extent
it will be used to teach part of or all of the school
curriculum. (pp. 2-3)

In spite of these uncertainties, bilingual progammes
address themselves to the developing of pride in the
students' heritage and strengthening the students' self-
esteem.

The political ramification of a Native Indian
bilingual programme was stated clearly by Spolsky (1978)
when he said that:

The movement for bilingual education has become very

closely associated with the movement for the Indian

control of education. The school bhoards formed
through involvement with the Bureau of Indian Affairs
in the 1960s, have grown in power and declsion making
especially in the area of personnel and curriculum

and in a number of cases have become the focus of the
movement for local control, (p. 357)
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It seemed that the portrayal Spolsky gave of the
educational developments in the United States among Native
Indians in bilingualism could find parallels in the educa-
tional developments for Native Indians in Canada. It is
certainly true . .that when Indian people express their strong
desire to develop their own education programme, the intro-
duction and use of their own first language as a living
language component within the curriculum, of equal validity
with.the second language, is a basic foundation of their
planning for that programme.
As Spolsky (1978) stated:
All the time that schools for American Indians stay
in their compounds, controlled and conducted by
what seems not unlike an occupying army of outsiders,
the community has no chance to use the school to
help it handle the difficult transition te modern
technological life. Whatever its other ultimate
effects, American Indian bilingual education seems
to be a step towards this end. (p. 360)

It seemed appropriate to conclude this section of the

study with a quotation from People of Native Ancestry in

stating objectives that were relevant to the Indian Control

of Indian Education:

Xx. Every Native student should be bilingual
(in an official language and a Native
language) by the end of the junior divisiocn.

xxi. As the bilingual Native child acquires
literacy his literacy should involve both
the Native and non-Native languages.
(Burnaby, 1980, p. 84)
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Native Indian Language

- The final section of this chapter discusses (a) related
studies, (b) the Chilcotin Indian Language programme, and
{c) the structural difference of the Chilcotin Indian
language ({(the students' L1l) to English (the students' L2}.

Bayne (1971) in discussing language and culture made
the following observations:

Whatever the particular pattern, however, an important

part of the cultural difference between an Indian

community and a non-Indian community will stem from
the existence of a language capable of interpreting
and expressing the world in a different way from the

categories of English. (p. 31)

Spencer, Jennings, Dibble, Johnson, King, Stern, Stewart
and Wallis (1977) said of language:

All humans in any cultural setting by virtue

of the language they speak and the cultural

system in which they share, possess a cognitive

system, that is a way of classifying the whole

range of things that touch their lives. (p. 50)

While it is not the intent of this study to address,
in depth, the issue of Indian language categories and
classification, the research already cited in the paper
describes the significance of growth in the ability to
classify in the spontaneous network between cognitive
maturity and language growth. Spencer et al. (1977) stated
that such ability is a universal phenomenon, across cultures,
and that it is, at the same time, a unique experience within

each culture, ensuring that the classification of that

culture is maintained.
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Strickland (1962) discussing such categories of life
experiencé in the language of elementary school children
stated: i

Children enter school able to use oral language and

to respond to it. They have for several years been

speaking and listening to the language used in their

environment and have been doing so with increasing

comprehension and skill. They have learned to

conmunicate their own ideas, emotions and desires

by means of a system .of voluntarily produced symbols

and to comprehend the meaning expressed by others.

These symbols which the children have learned

are oral symbols and the patterns which constitute
the flow of sound called speech are oral patterns.

(p- 1)

Strickland (1962) observed that by the time a child
enters school he has facility and freedom in usin§ the oral
patterns he has learned and that he has access to the "sound
system, grammar and vocabulary . . . of the kind of language
he has heard most frequently at home.and in his neighborhood”
(p. 1). She considered that the schoél has a role in
helping such a child develop his language and that it also
has a role in making available to the child, where it is
appropriate that it should, "an almost totally new dialect.
‘which will be needed to learn to read and write" (p. 1).

One has only to add the word "Chilcotin" before "oral
language" in the'earlier quotation to understand the concept
of the significance of the subjects' own functional language
to themselves and to their understanding of the world around
them. Of particular relevance is Strickland's (1962) state-

ment concerning the characteristic importance of this
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language in its reflection of the home and neilghbourhood
environment of the subjects. Chilcotin is the first
.lanéuage, English will be the second language, and the
children through experience in the kindergarten programme,
will develop adaptive . learning behaviours to accommodate
this second language‘used in the programme. Some of the
observations of the classroom teacher at Chilcotin Indian
Day School and the classroom teacher at Redstone Indian Day
School, which are included in-Appendix B, expand on the
above statement.

Burnaby (1980) discovered that of the twenty-three
listed objectives of the Native peoples in the province of
Ontario, for implementation in the education of their
children, sixteen of them were addressed, directly, to the
maintenance and development of Native language within the
school curriculum. These objectives called for the involve-
ment of the Native people in the planning of language
programmes, for the acceptance of Native language. teachers
as "full-fledged teachers", and for the reversal of the
trend of the loss of Native ancestral language.

Burnaby (1980) after analyzing the twenty-three
objectives mentioned above, stated:

Two major objective themes are apparent. One is that

every Native child's sense of his identity as a

Native person must be reinforced through his formal

education. [The other isj that Native identity is

to be preserved through Native language instruction.
(pp. 96-7)



41

Burnaby observed that instruction in the Native
language was of profound significance to the Native..peoples
of Ontarioc who expressed their desire that such language
programmes should be developed in the schools so that the
language may be preserved, increased and led to Native
literacy becoming a viable component in the curriculum.

It can be seen that it is a concern of Native people
that their indigenous.language survive. Such concern bridges
varying Indian cultural backgrounds. Burnaby (1980) spoke
for the Native peoples of Ontario. Kirkness (1978), on
behalf of the Indian children in the federal and provincial
schools of Manitoba, restated the objectives of the Tribes
of Manitoba and recommended that:

Wherever the Indian language is the dominant language

of the community, the instruction be conducted in

the native language during the first few years of

school. That the dominant native language of the

community be taught in the time allotted on curriculum
for 'teaching a second language' rather than imposing

a foreign language such as French, German or Ukrainian

on the students already knowing something of two

languages. )

That it is desirable to introduce the Native
language in the elementary grades. This action will
prevent loss of native languages, learning of the
syllabic system and last but not least it will show
the Indian language in a positive light through its
placement on the school curriculum. (p. 116)

Perhaps the most complete expression of the deep

concern Native peoples possess for the continuance of their
- :

own language was étated in 1972 in the Indian Control of

Indian Education (Burnaby, 1980):
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The Indian people are expressing concern that the
Native languages are being lost; that the younger
generation can no longer speak or understand their

- mother tongue. If the Indian identity is to be
preserved steps must be taken to reverse this trend.
While much can be done by parents in the home and
by the community on the reserve to foster facility
in speaking and understanding, there is a great
need for formal instruction in the language.
(pp. 81-82)

The Chilcotin Language Programme

The initiative for the Chilcotin Language Program
which began in 1977 developed because of "a growing interest
on the part of Indian communities for language programmes"
(Haig-Bxown, 1979, p. 1l). The actual project was planned
through the involvement of members of the Chilcotin Indian
communities together with the District Co-crdinator of
Indian Education for the proﬁincial education system, in
the Chilcotin Cariboo Schoel District. Haig-Brown (1979)
described the area as:

There are five Chilcotin speaking communities within

this district: Riske Creek, Stone, Nemiah Valley,

Anaham Reserve and Redstone Reserve. Elementary

students from Stone and Anaham attend federal schools.

Of the two, only Stone has a Chilcotin Language

programme at this time. Nemilah Valley and Redstone

(Puntzi Mountain Elementary) have intermediate grade

programmes. (p. 1)

The language programme was begun in Chilcotin Indian
Day School on 2Anaham Reserve in 1980 and Redstone Indian
Day School on Redstone Reserve in 1982, the two sites
of this study. It has also been operating in the provincial

elementary schools of Nemiah Valley, Riske Creek, and Puntzi

Mountain School.
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Haig-Brown (1979) gave the following rationale for
Native Indian curriculum:

My observations of Indian students over the years

has shown me that virtually all these students are

identified by the school as "Indian". However, those

who have, by parental direction or teacher direction,

been able to develop a realistic definition of "Indian"

are more successful in dealing with the school system

and the larger society than those who have only a

vague perception of their Indian culture. (pp. 1-3)

Haig-Brown added that the developing of the skills of
language and literacy in the Native language will signifi-
cantly help Indian students to define and express their
culture and that such development should be of valid concern
to those engaged in Indian education. He suggested that
when a school expresses an openness towards Indian studies
one of the ways in which the Indian community can respond
is in making a recommendation for an Indian language programme.
He perceived such a programme as a pivotal point of Indian
studies curriculum, enabling the closer participation and
involvement of the Indian community with the education of
their children. Such participation involves decision making
in the selection of a language teacher and in the identifi-
cation of teaching aids and needs for curriculum materials.
He stated "the experience of having tried to teach Indian
language will make it possible for the Indian community to
control the development process making use of non-Indian
professionals as resource people only" (p. 3).

The objectives of the Chilcotin Language programme,

at the kindergarten level, are to:
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1. Stimulate oral language and wverbal fluency and
therefore enhance school progress.
| 2. Develop beginning awareness of the nature of
bilingualism in children whose first language is Chilcotin.
3. Develop references in the Chilcotin language to
which children can relate the English they are acguiring.
The materials used are the Peabody Language development
kits, which are adapted directly into Chilcotin by the
Native language teachers. Ms. Bella Alphonse, language.
instructor, described the goals for the children in/the
Chilcotin language programme at the kindergarten and priﬁary
level in Chilcotin Indian Day School. These were[teaching
the children to:
1. Count in their . language;
2. Learn their colours in Chilcotin;
3. Learn (a) animal names, (b) clothing names:
(c) vegetables, (d) fruits, and (e) kitchen utensils in
Chilcotin. -
4. Learn their kinship family names by drawing a
picture of their fam%ly, writing down their kinship names
as well as their given names;
5. Learn hymns iﬁ Chilcotin;
6. Learn about common wild animals;
7. Name body parts;
8. Use the "greetings" in Chilecotin.

In addition, they will learn the history of the reserve,
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its legehds and traditions and the funeral song. Elde;s
and other local resource people will supplement the instruc-
tion.
Ms. Joyce Charleyboy, teacher aide and language
instructor for the children at Redstone Indian)Day School,
described her programme:

1

The students are really small but they can sit
longer now. I am using the Peabody kit with the
pictures of the animals, vegetables and the counting
cards. I teach the parts of the bedy, too, and

the greetings. They really like it and I do too.

I think it's good that they know their own language.
I tell the parents to speak it to them at home.

The concern of the Chilcotin communities of Anaham and
Redstone that thelr children should maintain their first
language is evident in the involvement of both communities
in the language programme. Their attitudes express the
significant reality of the ancestral language in the lives
of their children, as Thonis (1977) said, when discussing
the intimate significance of a child's first language:

When the language of the home is not that of the

school or of the majority culture, extra care must

be taken to engender feelings of acceptance and

equality. A child's first language learning takes

place in the warmth and intimacy of his family. Such
learning carries with it emotions and mémories which
become a permanent part of himself. When his

language is valued he feels that himself and all

that is a part of him is valued as well. (p- 202)

Instruction in the Chilcotin Langﬁage programme in the
provincial educaticn system is given by Native teaching

assistants who are funded by School District #27 under

special approvals. Instruction in the Chilcotin Language
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Programme in the federal education system 1is given by Native
teaching assistants who are funded by the Department of
Indian and Northern Affairs through contributions to the
Indian bands. This latter source of funding is received
at Chilcotin Indian Day School and Redstone Indian Day
Scheol.

A Chilecotin language source book which outlined the
parameters of the programme and gave references ahd informa-
tion for the planning of lessons was prepared by Haig-Brown

in 1978. Material from this source book is found in

Appendix A.

The Structure of the Chilcotin Language

Burnaby (1980) said of the structure of language that
the difference in the fluency achieved when learning a new
language is related somewhat to the difference in structure
between the two languages. She observed that although
young children do not seem to experience such structural
differences and difficulties when they learn a language.
other than their own, it could be éupposed that such struc-
tural differénces could result in problems being experienced
"as the child's first language structure solidifies and
excludes other Qossibilities" (pp. 196-7).

The childrenwithwhom this study was concerned attended

Chilcotin Indian Day School and Redstone Indian Day School
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and had been exposed to a variety of language experiences.
For example: (a) their own first language to a greater or
lesser degree, (b) the Chilcotin-English dialect, (c) 'Teacher
English' in the oral form and, later on, (d) Standard English
in the more formal written form. This experience could lead
to what Vernon (Downing, 1978) has described as "cognitive
confusion”. In 1957, her review of research led her to the
conclusion that "the fundamental and basic characteristics
of reading disability appear to be cogpitive confusion and
lack of system." In 1971 (Downing, 1978), Veinon concluded:.

It would seem that in learning to read it is essential

for the child to realise and understand the fundamental

generalization that in alphabetic writing all words are
represented by combinations of a limited number of
visual symbols. Thus it is possible to present a very
large vocabulary of spoken words in an economical manner
which requires the memorising of a comparatively small
number of printed symbols and their associated sounds.

But a thorough grasp of this principle necessitates a

fairly advanced stage of conceptual reasoning, since

this type of organisation differs fundamentally from

any previously encountered by children in their normal

environment. (p. 339)

Henry (Note 2), a linguist for both the Department of
Indian and Northern Affairs and School District #27
(Chilcotin-Cariboo), has suggested that Chilcotin children
and adults tend to learn English (L2) through their knowledge
of the existing structure of their own language (L1l) and,
using this structure of noun/object verb, reflect it.in

their English speech in a grammatical pattern. Haig-Brown

(1980), discussing experiences with dialect said:
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1. Aall dialects of English are of equal value
in that they fulfill the communication needs of the
speaker within his or her community.

2. A child will benefit from having a command
of standard or school English.

3. The teaching of the standard English dialect
must recognise and develop from the child's home
dialect. (p. 1)

In order to méet Haig-Brown's third recommendation,
which is directly re;ated fo the teaching method, it éeems
evident that language experience approach would fulfill the
need to accept the child's dialect as valid and the need to
develop this so that Standard English may be acquired.
Haig-Brown made this observation himself and he suggeéted
that the use of language experience approach is the logical
teaching approach and recommended using the children's "orél
and written expression of his or her éxperiences as the
basis for extending expressive abilities in standard English"
(p. 1).

Harvey (Note 3) discussed the Semantic experience and’
alerted us to its sensitivities and/difficulties and
suggested, as did Haig-Brown (1980), that the language
experience approach is an authentic teaching system which
can use the "validity, communication, éelf—expression and
learning" inherent in the dialect/ She warned against the
pfactice of teachers and aides purposely misspellingwords
used in language experience stories in order to write down
what the child says exactly as he says it "mistakes and all",

She extended this by suggesting that children have learned
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their language through the medium of adults' language and
accept the fact that language in its written form will tend
to £it the adult code.. Harvey added the following:

As long as Standard English is the dialect of the
written language and as long as most teachers speak
Standard English, instruction in the Standard dialect
takes place unobtrusively from the earliest grades
by means ,0f the teachers ongoing modelling of an
alternate means of expression by shared core of
meanings- and interest. (p. 231)
Vernon (Downing, 1978) and Harvey (Note 3) stressed the
importance of linguistic competence in order to be able to
read, and the significance of oral language before the
teaching of reading in order to enhance and extend this
competence.
It is reasonable to assume that the use of the existing

structure of,thé Chilcotin language is the medium through

which the kindergarten children at Chilcotin Indian Day

School and Redstone Indian Day School attempt to understand
English (L2) as they concentrate upon grasping the concepts
of the kindergarten\programme. Also, it might be reasonable
to assume that when confronted at.the primary level with the
task of translating the spoken word into the printed word in
L2 in order to understand the visual symbols necessary for
the reading task “coénitive confusion" could be experienced.

The evident syntactical differencé in Chilcotin—Engliéh
was ﬁade explicitly clear in a papef by Myers (Note 4).
Haig—ﬁrown (1979) says of this translation:

You will note that the order and presentation is
not what one would expect in an English composition.
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This represents a different cultural thought
pattern or presentation of ideas that is often
represented in Chilcotin students' English composition.

- A copy of this paper will be found in Appendix A, but
the following is a brief example of it:

?Esgaz nengayne ?ijegwedel ?anx 2eguh gunaun jid gwadaﬁised.
children/Indian/they learn it/that/it is good/I think of it.
I think it is good for the children to learn about Chilcotin.

Haig-Brown's statement and the above excerpt support

Henry's (Note 2) suggestion concerning the reversal process
which is taking place in thé literal translation of Chilcotin
into English and in the final translation of Chilcotin- -
English into Standard English.

King and Rathjen (see Appendix A) discussed the
difference between Chilcotin and English sounds: .

.Chilcotin, for instance, has no /r/ sound. Someone
who has not learned to make /r/ will have trouble
with such words as "red" and "rose". He will
probably say "led lose". Two other consonants which
are in English but not in Chilcotin are /f/ and /v/.
For a Chilcotin-speaking person, hearing and making
these sounds will cause much more trouble than sounds
which he already has in his language. An English-
speaking person learning Chilcotin will have similar
trouble hearing and making the first sound in the
word for "dog" /din/. The "1" sound {(a voiceless
/1/ made by holding the tongue in the /1/ position
and blowing air out on the sides) does not occur in
English. (Appendix A)

King and Rathjen (Appendix A) stated that a Chilcotin
speaker, when describing the action of picking up an object
would change the form of the verb used to indicate the form
of the object being picked up, whether it was hard, stick-
like, round, alive, loose-textured. Further, Chilcotin verbs

change in order to describe how a person might be travelling

{
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on foot, by boat, on horseback. Théy observed that "the.
habits of our first language, then, make learning a second
language difficult".fp. 8).

Nedler (1972) described some of the problems young
children experience in learning a second language, with
explicit reference to the difficulties inherent in dis-
crimination between sounds. She said:

A review of language development and second-language

acquisition for the young child revealed a number of

existing problems, along with some potential assets.

Hawkes (1965) described some of the major problems

related to second langiage learning. One problem is

learning how to discriminate between sounds, because
some sounds may not appear in a person's native
language while others may be treated in one way in

the native tongue and a different way in the second

language. Other problems include learning and select-
ing the appropriate response in the appropriate -
language, sorting out interference at the grammatical

level (such as reversed word order). (p. 292)

Because of the sound difference between Chilcotin and
English, King and Rathjen (see Appendix A) suggested that
a teacher of English as a Second Language to such students
should know enough of the pronunciation and grammar of the
language to be able to isolate its major differences from
English. When he knows these differences, they thought,
he would be able to instruct the students on the difficult

areas and not use their time on the areas that cause no
problems.

In summary, the following languade parameters may
effect the children's performance and the results of the.

study: (a) the functional structure of the Chilcotin

language (L1), (b) the students' ability to accommodate
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the functional structure of the English language (L 2),
(c) the students' fluency in the Chilcotin language, (d) the
students' use of the Chilcotin-English dialect, and (e) thé
students' access to the English language. |

The students' experiences in their first language will
be influenced by the extent to which it is used in their
home environment, with adults and with other childfen. It
could be influencediby factors such as whether they are
living with parenfs and/or with Chilcotin-speaking grand-
parents or elders. Their use 0of the Chilcotin—English.
dialect will derive from the same source; this could also
be influenced in exposure to such dialect in the playground
setting|of the school. The students' fluency in English
could be influenced by their exposure to it through older
siblings who attend school where English is the dominant
language, through experiences of moving away from their home
with thelir parents and relatives during seasonal employment
activities, and through the many changes which have taken
place since 1969 in the lives of the Chilcotin people.

These possibilities will be discussed further in Chapter III.

-



CHAPTER III

PROCEDURES

Statement of the Problem

The purpose of this study was to investigate whether
fluency in Chilcotin has a relationship to the acquisition
of English in the eariy childhood kindergartenﬁchildren of
Chilcotin Indian Day School on the Anaham Reserve.

'Redstone Indian Day School on the Redstone Reserve.

Hypotheses

The following hypotheses were to be tested:
l. That there will be no significant differences of
achievement on the Chilcotin Auditory Comprehension Test

over four months of instruction between the children from
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Chilcotin Indian Day School and Redstone Indian Day School.

2. There will be no significant differences of
achievement on the Peabody Picture Vocabulary Test after

four months of instruction between the children from

Chilcotin Indian Day School and Redstone Indian Day School.

3. There will be no significant difference between
each of the experimental groups on the Peabody Picture
Vocabulty Test after eight months of English and Chilcotin
instruction.

4. There will be no significant differences between
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each of the experimental groups on the Chilcotin Auditory
Comprehension Test after eight months of English and
Chilcotin instrudtion.

5. There will be no significant correlation between
the scores on the Peabody Picture Vocabulary Test and the
Chilcotin Auditory Comprehension Test for the experimental
groups individually or separately.

The first part of this chapter will discuss the subjects
chosen for the study, the criteria for selection and the
sequence of the study. It will also describe the setting
of both schools and explore briefly the historical develop-
ments of Anaham and Redstone reserves, and examine some
of the changes which have taken place in the life of the
Chilcotin people during the past twelve years.

The second section will discuss the kindergarten
programme of Chilcotin Indian Day School and Redstone Indian
Day School with observations made, by the kindergarten
teachers, on the Chilcotin language and its influence on
their students.

The third and concluding section will discuss the tests
and instrumentation used, including some observations made
concerning the Peabody Picture Vocabulary Test by the
Chilcotin teacher aides from Chilcotin Indian Day School
and Redston; Indian Day School. (A complete description

of these observations will be found in Appendix A.)
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Selection of Subjects

Because the purpose of the study was to determine
whether fluency in Chilcotin has a relationship to the
acquisition of English, a decision was made, in consultation
with the kindergarten classroom teacher, that the sixteen
subjects chosen from the Chilcotin Indian Day School kinder-
garten should come from the children who were five years of
age and who came from families where the Chilcotin language
was spoken in consistent normal daily family interaction
in preference to English. It was intended that the group
of sixteen subjects chosen was to be distributed over an
equal number of boys and girls. However, twin girls were
chosen as part of the group and changed the distribution
to nine girls and seven boys. It was felt that the data
collected from the individual twins taking part in the
testing was well worth the uneven distribution of gender
within the numbers. At each stage of initial selection
the classroom teacher was consulted and gave co-operation.

Because the total population of the kindergarten group
in the Redstone kindergarten was eleven, and the study was
addressed to the language development of five year old
children and not addressed to children of nursery age, a
decision was made, in consultation with the kindergarten
classroom teacher that all eleven kindergarten children

should be included. None of the children were mainly
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Chilcotin-speaking upon entry into the kindergarten. All
of them had access to the English language. The group was
composed of six girls and five boys. At each'stage of
initial selection, the classroom teacher was consulted and

gave co-operation.

Sequence of the Study

Chilcotin Indian Day School. Permission for the

study was obtained from the principal of Chilcotin Indian
Day School, the teacher of the kindergarten class, and the
Anaham Education Administration committee. All pertinent
material was given to the principal, the classroom teacher
and the Anaham Education Administration Committee at this
time. Also the study was discussed with Ms. Dorothy Alphonse,
who is a member of the Anaham Education Administration
committee, with particular attention.being paid to the tests
to be used and their procedure. Then a meeting was held
with the classroom teacher of the kindergarten to discuss
the criteria for selection of the subjects and to discuss
the tests being used. Next, a meeting was held with the
parents of the children involved and all relevant informa-

tion made available to them and their permission sought.

Redstone Indian Day School. Chief Gerry Charleyboy

and the members of the Redstone Education Administration

Committee, together with the teacher of the kindergarten
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class were asked for permission. All pertinent material
was made available for the Chief and thé;educationrcommittee
and the classroom teacher at this time. The study was
discussed with Ms. Agnes Guichon, and later with Ms. Joyce
Charleyboy, who are members of the Redstone Education
Committee, and teacher aidgs, with particular attention
being paid to the tests to be used and their procedures.
Then, a meeting was held with the classroom teacher of the
kindergarten to discuss the criteria for the selection of
the subjects to be used in the study and to discuss the.
tests being used. Next, a meeting was held with the parents
of the children involved and all relevant information was

made available to them and their permission sought.

]

For both sites thé procedure was:

1. Establishment of dates for the series of testing
to take place in the fall and spring terms. -

2. Arrangements made for qﬁiet areas for testing,
that is, the school library or staff room at Chilcotin
Indian Day School was allocated to Ms. Dorothy Alphonse and
the investigator and the living guarters of the classroom
teacher at Redstone Indian Day Scheool was allocated to Ms.
Agnes Guichon, Ms. Joyce Charleboy and the investigator so
that the same type of test situation was maintained through-
ocout the study.

3. The‘proéress of the subjects was monitored through

i}

contact and interaction with the classroom teachers between
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fall and spring terms. Consultations took place on the
materials and kits being used.

~4. Test 1 was given to the group of subjects in the
fall term and Test 2 was given to the same group of subjects
in the spring term. Instrumentation will be-diécussed

later in this chapter.

Setting of the Study

In order to understand the study within its context it
is‘necessary to briefly discuss some of the history of both
Indian day schools. A more detailed description of the
setting and historical development of the area will be
found in Appendix B. Whitehead (1981) described the history
of the Cariboo Mission:

By 1941 two day schools were operating in St. Joseph's

Mission district. The Ulgatcho Indians had a day

school which the Indians had built. . . . The Redstone

Indians had a partial school. . . . The Archbishop,

with the willing help of Bill Christie, the Indian

adent, who saw in such schools encouragement for the

Indians to settle, persuaded Ottawa to finance regular .

day schools at Anaham and Redstone. (p. 132)

Christie, in an interview in 1981, discgssed with the
investigator his experiences in planning day schools during
that period when the only school was the Residential School,
at St. Joseph's Mission. Attendance at the Mission was
difficult for many of the children who were "eight or nine

vears old before they got to school". Eventually, during

the 1940s, with Government support, two day schools were



59

started, one at Anaham Reserve and one at Redstone
Reserve." (A complete description of the interview with
Mr. William Christie, held in 1981, is contained in Appendix
B.)

Archbishop Duke ' ( Whitehead , 1981 ) , writing to
Senator S. McKeen in Ottawa, said of the beginning of the
day school at Anaham:

In order to help the Indian people in the Chilcotin

country we induced the Sisters of Christ the King to

come to Anaham to open a school in the o©ld Indian
community hall, which became a school building, and

the Sisters occupy practically a shack beside it,

and began also a Novitiate for Indian girls, the

first in Western Canada, through which Indian girls

would be trained for official workers, teachers and

nurses to work. among their own people. (p. 70)

Although it is not the- intent of this study to address,

b . 1
'in depth,. the hiétoriC'relationship between the Roman
Catholic Church and the Chilcotin Indian people in the
education of the Chilcotin children, it is certainly of
significance and relevance to the research that it should
be mentioned. The interaction of the Church with the Indian
people has had a particular educational influence upon the
two sites chosen for this paper.

Fr. John Hennessy ( Whitehead , 1981 ) discussed
his involvement in education with specific reference to
Redstone Indian community and observed that the Redstone
people wanted an education for their children but did not

wish to send thHem to St. Joseph's Mission. Consequently,

in 1941, he had begun "a seasonal school” which met the
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‘needs of the families who were engaged in hunting, fishing
#and trapping in spring, and were engaged in working on the
land or in haying in fall. He said that "from the end of
October to the first of March seemed to be an ideal time".
(A complete description of the interview with Fr. John
Hennessy, ( WiHitehead , 1981 ) , will be found in |
Appendix B.) .

Much of the official correspondence of the Department
of Indian and Northern Affailrs, written during the sixties,
emphasized the difficulties being experienced in keeping
the Redstone Day School open; anxiety wasJexpressed regarding
problems with heéting, water supply, freezing pipes, the
lack of plumbing and electrical serxrvices. During the sixties-
and in the early seventies letters were exchanged between
parents of the children from the Redstone Indian community
and the Department of Indian and Northern Affairs, regarding
the possibility of the children receiving education at St.
Joseph's Mission. They were advised to send their children
to Chezacut elementary school, which is approximately 30-40
miles from Redstone Reserve aﬁd Tatlayocka provincial
elementary schiool was also mentioned as a possible educational
location for the Redstone children. '

Later in an intradepartmental letter dated June 28, 1972,
the Department of Indian and Northexrn Affairs stated that

the Redstone school was closed in September, 1971 and "that

it has yet to be turned over formally to the Band". A band
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council resolution was submitted to the Department in August,
1972, requesting the Department "to transfer ownership of
the.Redstone Indian Day School to the Alexis Creek (Redstone
Band) for use as a community hall." It is interesfing to
note that it is this same building which is being used to
house the present Redstone Indian Day School which began in
December, 1980.

By 1971, correspondence between Putzi Mountain provin-
cial elementary school staff and the Indian Affairs branch
in Williams Lake discussed "the need for a kindergarten
readiness programme" and indicated that the studenfs from
Redstone Reserve would, in all probability, participate
in such,a readiness programme. Puntzi Mountain provincial

elementary school is the school which is being attended by

students from Redstone Reserve in 1982.

" Description of the Sites

Chilcotin Indian Day School, on Anaham Reserve.

Anaham Reserve is some seventy miles west of Williams
Lake and consists of approximately six hundred Chilcotin
Indian people. The children from Anaham attend thé Chilcotin
Indian Day School which is situated in the village and offers
a programme from nursery-kindergarten through to grade 9 to
one hundred and seventy-five children. The school is the
largest federal school in the area and also the largest

rural school in the Chilcotin-Cariboo district. It is
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aniicipated that enrolment will increase. to two hundred
‘
children in the fall of 1983.

‘ The kindergarten children at Anaham usually have older
siblings and/or cousins who attend the day school. Through
these relationships, the-kindergarten'children are exposed
to many of the experiences of the elementary and\inter—
mediate school programme. For example, they take part in
activities with the grade 1 level in Christmas concerts,
music, Hallowe'en festivities and track and field events.
In addition, many of the Anaham community even£s are centered
around the school programme or occur in the school plant.

There is a significant level of community involvement
in the‘activities of the school and a strong texture of
relationships which has been woven between the Chilcotin
people and the Missiopary Sisters of Christ the King, who
have been living in Anaham village since the early 1940s.
Some of the Sisters refer to the students whom they are. -now
teaching as their-"grandchildren“. Further, the Anaham
Education Aﬁministfation is a strong decision-making body,
with considerable influence in the operation of the school,
ana is seeking close£ involvement.

- Because of the existence of the school in the village,
some of the parents did not send their children to St.
Joseph's Mission for schooling although Ethel Devlin, who

was. a principal and teacher at St. Joseph's Mission for many

years, discussed the enrolment at the Mission with the
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investigator and observed that children were still admitted
to the Mission if their parents were "“away for twelve con-
secufive weeks". (A'complete description of the interview
held with Ethel Devlin in 1982 will be found in Appendix B.)

The Chilcotih parents from Anaham Reserve | were
nomadic in the early days of the existence of the day -school

as was obséfved by 8r. Teresea Bernard ( Vhitehead,

198l) when she recalled her life on thé reserve -. '.in the
1940s: "Thgy were nomadic and would all‘diéappear in those
days. . . . Little by little they ‘stayed longer on the
Resgrvé" (p. B80). (A complete description of the interview
with Sr. Teresa Bernard, ( Whitehead, " 1981 ),  will be

found in Appendié B.)

This remainipg in the cqmmunity for scﬁooling has been
identified by a band council member as one of the factors
which explains why the Anaham people have retained a strong
hold on their own language. Devliﬁ (see Appendix B)
discussing the same env;ronmental influence in relation té
attendance at St. Joseph's Mission observed,thaf'"the
" students from Anaham spoke their own language and there were
many of them. The Chilcotin are a very proud, independent
pecple and the Anaham people kept to themselves.™

Conversely, the geographical closeness of_thé Anaham
viliage to the town of Williams Lake and the milieu of

exposure to the English language through interactions at

the school could result in differing levels of English
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development between the Anaham kindergarten students at
Chilcotin Indian Day School and the Redstone kindergarten

students and Redstone Indian Day School.

Redstone Indian Day School. Redstone Reserve is

approximately 150 miles west of the town of Williams Lake.
The population is approximately 300-400 Chilcotin Indian
people. The children ffom Redstone Reserve attend the
local provincial school of Puntzi Mountain, approximately
seven miles west of the reserve where a programme is
offered from kindergarten through to grade 9 to eighty
children. Interaction and involvement exist between the '
education committee of Redstone Reserve and the principal
and teaching staff of Puntzi Mountain School:which: was }
opened as the result of a Joint-School Agreement (July 20,
1966) between the Ministry of Education and the Departmeﬁt
of Indian and Northern Affairs. The projected enrolment

‘on that date was twenty-three children.ﬂ The kindergarten
children at Redstone Indian Day School have been attending
the federally operaﬁed nursery-kindergarten since December,
1280, and the day school, at this point, consists entirely
of the early childhood programme.

The young children at Redstone nursery-kindergarten do
not experience either participation in the elementary
programme of Puntzi Mountain School or socialization through
involvement in daily events. However, they do take part

in annual events such as Christmas festivities and track

A
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and field days. Many of the people of Redstone obtained
their education through residence at St. Joseph's Mission
and this has been identified by a Chilcotin band council
member - as one of the factors which has influenced their
decreased facility in the Chilcotin language, and the
facility of their children. Ethel Devlin, discussing
language and the influence of St. Joseph's Mission with
the investigator, said:

The students from Redstone spoke their own first

language but they did have more access to English

because their village was nearer the road and

there was more exchange between the Redstone

people and English-speaking people in the conditions

of working together in rural employment. (see

Appendix B)

It is pertinent that this study seeks to examine both
groups of children within the context of their own milieu
and is not comparative in terms of 'judgements' on the
degree of language facility either in Chilcotin or in English
between the kindexrgarten children at Chilcotin Indian Day

School and the kindergarten children at Redstone Indian Day

School.

The planning of the Redstone nursery—kindergarten. In

197é, meetings were held with the Redstone education com-
mittee and Dr. Pier de Paola, the Assistant Supefintendent
of Education for the Department of Indian and Northern
Affairs, Williams Lake District QOffice, to d;scuss the
possibility of operating a nursery-kindergarten on the

Redstone Reserve, The enrolment cited then was thirteen
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children which included four and five year olds. The band
indicated it had a suitable Native teacher who had received
two and a half years of teacher training. The rationale for
the programme was that no kindergarten programme was offered
in the existing public school system. The band requested
funding to operate the nursery-kindergarten based -on half
of the then Master Tuition Agreement for the 1978-79 year,
plus 6%, and an approximate budget was planned including
the operation and maintenance of the building. A band
.council resolution was submitted requesting Department of
Indian and Northern Affairs funding and letters were sent
to parents asking for their input concerning the project.

Throughout 1970-1980 meetings were held at Redstone
Reserve when arrangements were made for an agreement to
be in place with the Redstone band if the nursery-kinder-
garten was to be undertaken. A meeting was held on March
21, 1980, with the Redstone education committee and decisions
were made about a house-to-house survey in order to discover
the opinion of the community ceoncerning the nursery-kinder-
garten. At this meeting, it was also stated that the
nursery-kindergarten would be the beginning of that commu-
nity's plan for their own school:- which was then in the
projected fundiﬁg for 1984-1986. It was decided that a
member of the Redstone community would be chosen for a
training-on-the-job position to work with the nursery-

kindergarten teacher.
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It was decided that the proposal for the nursery-
kindergarten should be based upon (a) established need,

(b) fequest from parents, (c) the number of chiléren, and
(d) the educational and community benefits. And that the
nursery-kindergarten curriculum would be based upon (a)
emphasis upon oral language experience, (b) early childhood
activities, (c) cultural content of the programme, and (d4)
the participation of the parents in visits to the schocel,
contribution of skills, voluntary work.

It was thought that additional training for the
nursery-kindergarten teacher would involve (a) the possi-
bility of attendance at summer courées, (b) on-the-job
training for the members of the community chosen to work
with the teacher, (c) information to be requested from the
elementary staff at Puntzi Mountain Schoel, and (d) wvisits //f-“’##

W
which can be made to other nursery-kindergartens.

Significant Changes 7

A number of environmental changes have taken place in
the Chilcotin couhtry between 1968 and 1978 which have had
an influence upon family life-style, education, and the
retention and use of the indigenous language. The investi-
gator considered that the following five changes which have
been identified by Haig-Brown (1978) could be of particular

relevance to the study.
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The first change is the mechanization of the ranching
industry in the Chilcotin in which the Indian people
participate. For example, in the place of loose hay, log
and russel fences, flood irrigation and the feeding of
cattle with a team in the wild meadows,'there now exists
baled hay, wire fences, wheel line sprinklers and mechanical
feeding devices at the main ranch.

The second change is the logging industry, prior to the
very recent economic recession, provided another source of
change from small mills and employment for Chilcotin people
solely in the country, to large mills in the town of
Williams Lake and employment for Chilcotin people in town.

The third change is the change in life-style with
regard to food and diet.. This is closely connected with
the improvement in road surfaces between Chilcotin
reserves and the town of Williams Lake, and the change in
transportation from horses 'and wagons to pick-up trucks,
and cars. )

The fourth change is the increased use of televisions
and telephones in the homes. Although much communication
is still heard via . the 'radio message fime‘ broadcast from
Williams Lake and Quesnei twice a day. The in¢rease of
these mediums of communication may have influenqed English
language acquisition at both sites.

The fifth change is related to social activity. 1In

1968, Chilcotin families travelled by horse and wagon, the -
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journey taking a week, to attend rodeos and to attend the
Williams Lake annual stampede held in July. They tended
to camp on a hill above the stampede grounds for the
festivities. Today Chilcotin families drive in by truck or
car, the journey taking from two to four hours, and tend
to 'stay over' with friends or in @otels in the dowhtown
area.

Haig-Brown . " {Chilcotin Source Book, 1978) has

also identified as being of particular significance to the
changes which have taken place in the Chilcotin "the
dramatic shift from Department of Indian Affairs controlled
administration to the development of band administration"
(p. 4).

Donald Smith, the District Superintendent pf Education,
Williams Lake District Office, from 1975 to 1981, in discuss-
ing with the investigator the growth in educational involve-
ment which has taken place within the Chilcotin people,
supported Haig-Brown's statement. Smith stated that during
his experience as education administrator with the Native
.peoples and children in federal, band operated and provincial
schools, in the Chilcotin-Cariboo area, he could select three
factors which had, among others, been of specific relevance
to such growth. These were (a) the work of the in-schoocl
and post-school counsellors of the Department of Indian
Affairs, with the Chilcotin students in extending the

students' knowledge and awareness of educational opportunities
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open to them, (b) the appointment, in the early 1970s, of
two home-school co-ordinators for a considerably vast
geogfaphical terrain; educational awareness and local
participation had been strengthened from this time. There
were now between 12-15 home-school co-ordinators working
in the area, and a considerable number of education committee

workers, also, and (c) the publication of The Indian Control

" of Indian Education (1972) and the growing awareness of the

Indian people, particularly after "the long hot summer of
175" when funding was returned by them, to the Department

of Indian Affairs, as a result of the Chilliwack Convention,‘
of the possibilities for local involvement in decision-
making actions concerning the education of their children.

(A complete descriptioﬁ of the interview held with Donald
Smith in 1982 will be found in Appendix B.)

According to the Department of Indian and Northern
Affairs statistics (1980) the number of Indian people living
in the Williams Lake Chilcotin-Cariboo area is 3,656. 75%
of this number live on reserve and 24.6% live off reserve.
This 1s the highest number of Indian people living on
reserve in British Columbia (see Appendix B).

In summary, there has been considerable change and
evolution socially, economically and politically in the
Chilcotin area, per se, which has accelerated during the
past twelve years. Such changes may have had a significant

influence on educational directions for the Native children
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generally and perhaps specifically at the two sites of
this study.
" There are also three changes which have occurred in

the past two years which may be perceived, in the future,
to have had a profound'directional influence in the lives
of the Native pecples and the education of their children.
The first change is the final comﬁlete closing of St.
Joseph's Mission as a residential school in 1981. The
second change is the creation of the Cariboo Native Education
Training Centre, which is based on the Mission site, in
1981. And the third change is the growing strength and
involvement of the Cariboc Tribal Council, which represents
the fifteen Indian bands in the area, and their work in
education,

The fcllowing is .a description of ‘the current kinder-
garten programme at Chilcotin Indian Day School on Anaham
Reserve and the kindergarten programme at Redstone

Indian Day School on Redstone Reserve,

Chilcotin Indian Day School Kindergarten Programme

The kindergarten programme was based upon fostering
growth in oral language using the language experience
approach. Expressive language was encouraged through the
medium of news stories, discussion in the circle, and
communication involved when working on assigned tasks.

The Peabody Language Kit had been used extensively and
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partial use had been made of the Language Patterns series
by Holt Reinhart. The classroom teacher had found the
Sanﬁa Clara Inventory to be a sound sburce for assessing
student progress and for planning future instruction.

From a base of experience with oral language, the
children had moved .towards working on the sounds of the
alphabet. Language arts (i.e., listening, speaking,
reading and recording) was an integral part of the kinder-
garten programme. Activities had been planned with the
classroom teacher and the teacher aide, who was of Chilcotin
descent, to facilitate learning in small groups. The
teacher aide had worked throughout the entire school year
with the classroom £eacher.

The kindergarten at Chilcotin Indian Day School
provided experiences in creative activities with much
involvement from the children. More formal group activities
took place towards the end of the year whep preparation for
admission to the grade 1 programme was one of the teacher's
goals. There appeared to the investigator, in informal
observation, to be a balance between growth in individual
inguiry learning, and growth through performance on group
oriented tasks when development of social learning, respon-
sibility-for self and for completion of assignments, was
strengthened.

The classroom teacher expressed satisfaction in the

working relationship she and the Chilcotin teacher aide had
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. !
achieved throughout the year. She perceived this assistance
as particularly helpful in the fall term when the students
were settling in and needed the extra support of being able
to relate to an adult in their own language. She also
perceived it as very necessary, throughout the year, for
the reinforcement of that first language as the children
grew in their understanding of English. Burnaby (1980)
said of such an experience:

- If the teacher is not bilingual; bilingual para-

professionals can mediate between the teachers

and the children. This solution is common in

‘Native schools. There are Native paraprofessiocnals

employed in federal schools in Ontario as teacher

aides, soclal counsellors, counsellor technicians,
home-~school co-ordinators. . . . If the children

do not speak English when they come to school,

the chance that a local adult will speak the

children's language is great. (p. 272)

To a certain extent this statement reflects the
situation in the Chilcotin Indian Day School kindergarten.
However, both the classroom teacher and the teacher aide
worked together on daily, weekly and monthly plans for the
objectives of the programme and a great deal of team
teaching had taken place in group work with the children.

The kindergarten children were also exposed to the
Chilcotin language programme, discussed in Chapter II. The
lessons had taken place twice a week for approximately ten
to fifteen minutes duration each time. Initially the -
concentration span of the children did not allow for more

than a short session and this had gradually been lengthened

‘to accommodate the increased attention span of the children.
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In addition to the Peabody. Kit, the languége teacher
included materials she had made. Plans were being made
for fhe translation of the kindergarten nursery rhymes

into the .Chilcotin language.

The Influence of the Chilcotin Language

The classroom teacher felt that, upon admission in the
fall, some of the Chilcotin speaking children appeared to
be "learning through observation"; that is, they perceived
what she wished them to learn through.observing whaéishe
was doing. - She added that they tended -also to 'learn in this
way from each other. She believed that since the beginning
of the programme the children had developed a greater access
to English and would use the second language for disqussion
during group work on tasks. She felt it was very important
that her children did not:losé their own language.

The classroom teacher, discussing entry to the programme
in the fall, felt that a bilingual Chilcotin child would
probably have derived a great deal in the early days of
admission. She added that he would have been able to relate
immediately to the direction and information she gave and
he would have been able to feel comfortable with many of
the materials displayed and the activities planned. His
initial introduction to the programme would probably have
been smoother, and together with his first days in the

unfamiliar milieu of the classroom, he would not have been
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exposed also to the unfamiliar sounds and intonations of
English. She felt that "making the transfer from Chilcotin
to English" had been a difficult task for many of her
children, requiring conéentration and determined effort.

During discussion of some of thé other influences which
might have shaped the children's facilities in English (L 2),
the classroom teacher thought that the movement of families
during the summer and the fall, for ;easonal employment
activities had "broadened their vision of reality" as well
as expanded their use of language.

Sister Edwina Dubé&, who had taught the grade 1
programme at Chilcotin Indian Day Scheool since the early
1970s, discussed the Chilcotin language in relation to.that
programme and observed that in the beginniné of the 1970s
it was not unusual for the children in the grade 1 programme
to have little English until March of their school year.

She could recall the time when an ihterpreter would be
needed in the grade 1 classroom. She thought that where
there were elders dwelling in the children's homes there
would be a rich exposure to the ancestral language as
Chilcotin was still predominant in many homes. She observed
that the Chilcotin people of Anaham "want their children

to learn English". (A complete description of the interview
held with Sister Edwin Dub&, in 1982, will be found in

Appendix B).
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This study recognizes, with Burnaby (1980), that "the
pressure" to learn English in order to benefit from further
schooling is as valid at Anaham Reserve as it appears
to be for the Native peoples of Ontario. Burnaby states
further:

Native people seem to agree that a knowledge of

English is essential for economic participation

in provincial life and therefore want their

children to learn it., For Native children who

speak English, the problems are minimal. Fox

Native children who do not, much more can be

done to make 1earnlng of English a happy and

successful experience. (p. 290)

It would appear to the investigator, from periodic
informal observations of the classroom and the students'

development within the programme, that the affective goal

of Native language teaching of increased student self-esteem

and awareness of identity and culturg, through the main- :
tenancé of the ancestral language is being reacheéi?n
Chilcotin Indian Day School kindergarten. This 1; made
possiblg through the complete, unreserved acceptance of that
language within the programme, its use in the Native language
lessons and in daily interaction with the Native teacher
aide. Burnaby's recommendation that the Iearning of English
should be "a happy and successful experience" also appears
to be met.

It seems that what Burnaby (1980) calls "the immensify
of the task" (p. 278), when discussing the difficulties

inherent in providing suitable materials, curriculum content,

for Native lahguage programmes, is no doubt applicable to
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the work being done in the Chilcotin-Cariboo for the
Chilcotin language. programme. This is the continuing
conéern of the various language committees in the area and
is now being addressed through the auspices of the Cariboo
Native Education Centre and members of the education
committee of the Cariboo Tribal council, in thelr work on
a possible social studies programme with a broad application
in provincial, federal and band operated schools, and with
'~ parameters which include the cChilcotin, the Shuswap and the
‘Carrier Native peoples in the area.

It is possible that the use of the Peabody Language.Kit
in developing language both in English and in Chilcotin may
have a significant effect upon the growth of both languages,
through a transference of the learning takiﬁg pléce in the

use of the same materials, in the two languages.

The Redstone Indian Day School Kindergarten Programme

The kindergarten programme was based upon growth in
oral languaée using, initially, the language experience
approach and language enrichment pictures (e.g., pictures
in social studies, health, weather, care of pets). The
Peabody Language Kit was not available to this class until
March, 1982, At'tﬁe-same time, the Boehm Concept Kit
became available and was used by the classroom teacher.

The routine of the classroom had been based upon

growth in socialization skills, listening skills, development
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of language arts, responsibility for -self and completion of
tasgk, and guidance towards preparation for entry into the
grade 1 programme at Puntzi Mountain elementary school.

The classroom teacher had used individual skills
checklists available from the school district to assess the
progress of her children. She had kept files on their work,
recording their development throughout the year. The Santa
Clara Inventory Tests had been used with these children.

The nursery—kindergérten students were taught in one
complete group in an afternoon ses%ion. Many of the children
. did not speak Chilcotin upon admission to the Redstone
kindergarten.' In the fall the classroom teacher worked
with a teacher aide from the Redstone community. The
teacher aide developed a team teaching approach with the
classroom teacher, telling stories; working with art
projécts and assisting in language arts tasks which were
~all given in English. The children began exposu£e to their
language in a classroom setting in January, 1982. The
method used was an adaptation and translation of existing
kindergarten materials (e.g., materials used for the
teaching of colours and some number concepts). The Peabody
Language Kit was not part of the Chilcotin Language
programme until May, 1982.

This initial Chilcotin Language programmé ended in
April, 1982, because of the transfer of the teachingassis—

tant. The position of teaching assistant was then given to
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another member of the community who was fluent in the first
language. She had taught Chilcotin each day to the nursery-
kindergarten children and had used the Peabody Language Kit
as her main source of materials. She has.also become an

integral part of the daily kindergarten programme.

The Influence of the Chilcotin Language

The classroom teacher felt thaf upon admission in the
fall most of the childxen had ;lready formed much of their
language growth in Englishj through their home environments
and that they were able to begin to grasp the concept of the
programme. She also perceived the Chilcotin language to be
of value to them and was partly instrumental, with members
of the Reédstone education committee, in bringing it into
the classroom. She did not-think that its introduction
would cause language confusion.

The children at Redstone kindergarten were exposed to
hearing the Chilcotin language in the classroom through the
activities of the intital teacher aide who occasionally
would use it to explain a.point of classroom routine to a
child. Some of the children had partial access to their
first language and it is conceivable that many of them
understood it more than they spoke it. Several members of
the Redstone education committee and the Redstone band

administration expressed the desire that the first language
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should be introduced into the kindergarten programme. Their
children attending Puntzi Mountain provincial elementary
school were receiving instruction in the Chilcotin language
through the language programme generated by the stchool
district. The Native language instructor for this elementary
programme lived at Redstone reservation and was a concerned
supporter of the. kindergarten programme;

A great deal of interest and involvement was generated
among the Redstone Indiah administragion concerning the
daily operation and the possible future of their nursery-
kindergarten as it was intended as the pivotal point for
further educational achievements by ﬁhe'band.

In summary, Redstone kindergarten has operated mainly
through the use of Enélish (L 2) in its programme with the
Chilcotin language programme as an enrichment programme
providing "recognition of the ancestral language" in the
school (Burnaby, 1980, p. 314}). The language programme had
attempted to meet the curriculum prerequisites, identified
by the Redstone education committee, and discussed earlier,
as significant in their planning of their kinderxgarten.

Gooderham (1978) in his paper "Bilingual Education for
Indians and Inuit: The Canadian Experience" discussed the
aims of the Native language programmes and made a point
which is pertinent to the study when he said that the
particular goals of the kindergarten phase of the project

was (a) to expand and increase the child's ability to
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communicate in his native language, (b) enable the child
to learn certain basic concepts and processes in his own
language, and (c¢) foster the initial and informal use of
English or French to be followed by the stages of a planned
programme in which English or French was to be taught as a
second language (p. 48). He said of this planning that:

When the Native language is the medium of instruction,

English or French is introduced as a second languade,

using the language shift pattern to facilitate the

change-over to the dominant language by the grade

four level. . . . A major challenge is the need to

co-ordinate, to some degree, the efforts of the

various agencies engaged in work with native languages.

This is a formidable task when one considers the

cultural, linguistic and geographical diversity

involved. ({(p. 49)

Gooderham (1978) added that local school curriculum
committees, Native cultural colleges, universities, Native
teachers' associations, provinclal departments of education,
and the education branch of the D.I.A.N.D. are all involved
in the task. He concluded that "the future role of D.I.A.
N.D. will, of course, depend on the rate at which the Indian
and Inuit people assume direction of the Native language
procgrammes"” (p. 49). He felt that "we in Canada are

witnessing a dramatic expansion ¢f bilingual/bicultural

education among the indigenous peoples™ (p. 52).

Tests and Instrumentation Used in the Study

In this section a description of the instrumentation

used for the study will be given, together with an examina-
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tion of some of the variables which might significantly
influence the results achieved. The section will conclude
witﬁ a sample of the obségvations made by Chilcotin teacher
aides from Chilcotin Indian Day School and Redstone Indian
Day School addressing'the guestion of cultural bias of some
of the stimulus items. A complete list of the items

selected will be found in Appendix A.

Instrumentation used. The tests selected were:

1. The Peabody Picture Vocabulary Test (Dunn, 1965).
2. The Chilcotin English Auditory Comprehension Test

(Haig-Brown & Myers, 1979).

The Peabody Picture Vocabulary Test. This test is

widely used in early childhood education settings. The

test manual stated:
The administration of the Peabody Picture Vocabulary
Test (P.P.V.T.) requires no special preparation
other than complete familiarity with the test
materials, including practice in giving the instru-
ment prior to its use as a standardized measure. . .
If all the instructions are strictly observed, .
psychologists, teachers, speech therapists, physicians,
counsellors and social workers should be able to give
the scale accurately. (bunn, 1965, p. 5)

Covin and Zeanah (1975) addressed their study to
determining the stability of:

Form A of the Peabody for all children enrolled in
the public kindergarten in the Andalusia City school
system during the 1973-74 academic year. Data was
collected from 7 white females, 8 white males, 20
negro females and 20 negro males. . . . The PPVT
Form A was administered individually to all subjects
by a white female examiner during the second week of
September, 1973, and again during the second week of
May, 1974, approximately eight months later. (p. 284)

P
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The study showed that "the second administration of the
Peabody Form A gave consistently and significantly higher\
scores than the first." Covin and Zeanah (1975) stated
that:

Since these data are pertinent for a very limited

sample of children in a particular school setting,

a much more extensive evaluation with a larger

number of subjects is needed before conclusive :

statements concerning the stability of Peabody A

can be made. (p. 284)

The Peabody Picture Vocabulary Test Form A and Form B

. <

were administered to the Chilcotin Indian kindergarten
children of Chilcotin Indian Day School and Redstone Indian
Day School in December, 1981 and in May, 1982 and the scores

for both forms, on each occasion, were averaged for each
subject.

bunn (1965) stated that the validity of the PPVT was
obtained both for individual items and for the total test.

He adds that:

Content validity was built into the test when a
complete search was made of Webster's New Collegiate
Dictionary (G & C Merriam, 1953), for all words
whose meanings could be depicted by a picture.

The restriction was the omission of words which
could not be illustrated. (p. 32)

The validity of the PPVT, according to Dunn (1965)
reflects the content validity when the PPVT 1is assumed to

measure hearing vocabulary.

Lyman (1965) in The Sixth Mental Measurement Yearbook
discussed the Peabody Picture Vocabulary Test and stated

that  the test standardization had been based entirely on
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results obtained from a group of 4,012 white children and
young people who lived in and near Nashville, Tentiessee.
Becéuse of this, caution should be used in administering it
tq "communities other than Mashville" (p. 531) and in
interpreting its norms. However, Lyman thought that the
test was interesting to subjects to be tested, simple %o
administer.and score and concluded that "in summary, the
PPVT is a highly usable test, of moderate reliability and
largely unestablished validity" (p. 531).

Piers (1965) in The Sixth Mental Measurement Yearbook

discussed the PPVT and concluded that the PPVT provided a
"well standardized estimate of a subject's verbal intel-
ligence through measuring his hearing'vocabul§;y" (p. 531).
The test would give a swift estimégé-;f-iﬂtelligence for
normal subjects and it was developed for use with groups
whére giving the standard intelligence tests would not be
appropriate.

Pascale (1973) in his study "validity Concerns of
Preschool Testing" when 72 preschool children (36 males and
36 females) were given the PPVT, the Raven's Coloured
Progressive Matrices (CPM) and the Columbia Mental Maturity
Scale (CMMS), concluded that the “"test retest correlation
coefficients of the PPVT (.84) and the CMMS (.85) are of
such magnitide as to be reasonably reliable" (p. 944)-.

In summary, the PPVT test was chosen for the study

because it has been used widelv in early childhood settings.
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It was recognized that thére may be some difficulties
experienced through the structural language differences
and Eultural differences. It was thought that'the admin-
istration of the second test, the Chilcotin-English Auditory
Comprehension Test would perhaps address and adjust some of -
the variables which might arise through the use of .the PPVT.
WhHen administering the PPVT to the Chilcotin kindergarten
students, Forms A and B were used and thé rules of adminis-—
tration were followed. The test scores were derived from
the recording of responses with submission of the raw scores.
The actual language used by the examiner in this situation
was English (L 2) but it was kept to a minimuﬁ and of a

consistent pattern in compliance with the test.

The- Chilcotin-English Auditdry Comprehension Test.

This test is an adaptation by Haig-Brown and Myers (1979)

of the screening test for Auditory Comprehension 6f Language
(English) developed by Elizabeth Scarrow with the
stimulus items translated into the Chilcotin language.

(A copy of thé test items in Chilcotin and in English,
together with the test booklet are found in Appendix A.)
Haig-Brown (1979) stated:

‘The test has been developed to compare with the
auditory comprehension of children in Chilcotin
and in English. Teachers in the Chilcotin generally
understand very little, if any, of the local language,
this test enables the teacher to understand each

. child more fully. A score of 15/25 on the English
section and a score of 22/25 on the Chilcotin section
could indicate that there is a need for an increase
in the oral language programme. (p. 1)
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There are twenty-five items in the test. It was
administered by a teacher aide at Chilcotin Indian Day School
who.is also a member of the Anaham education administration
and a band council member. She administered both the
Chilcotin and the English section of the test. The examiner
estimated which of the two laﬁguages was more available to
the child and administered the test in that language initially.
The test was then given in the other language. The test had
been used in the Chilcotin area previously with the Chilcotin
children in the.provincial schools and the information
correlated. When used in this study it was the first time
it had been carried out in a two-test situation with the
added information from the Peabody Picture Vocabulary Test. -

The Chilcotin-English Auditory Comprehension Test was
administered by a teacher aide at Redstone Indian Day School.
She administered bofh the Chilcotin and the English section
of the test. The examiner estimated which of the two
languages was more available to the child and administered
the test in that language initially. The test was then
given in the other language.

The teacher aides who agreed to take part in this
study from Chilcotin Indian Day School kindergarten and
Redstone Indian Day School kindergarten were well known to
the children, had developed rapport with them, and it was
felt that both the aides and the students would feel comfort-

able in the test situation.
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Variables Which Could Influence Test Results

One of the variables which could influence test results
would be the acceptance, or rejection, within the classroom
situation of the Chilcotin lénguage used by the childreﬁ
upon admission; It is anticipated that te%cher approval of
the Native language will strengthen the self-concept of the
children which, in turn,Awill influence learning the second
language, English (L2).

A second variable.may be found in the Chilcotin-English
Auditory Comprehension Test being administered at the’
Chilcotin‘Indian Day School kindergarten by a teacher aide
who, although she did. not specifically teach the children
the Chilcotin language, had worked with them in many other
areas and had on these occasions sometimes used,%he language,
and at the Redstone Indian Day School kindergarten by a
teacher aide who also fulfilled the role of Chilcotin

language instructor for that classroom.

Possible Cultural Bias of the P.P.V.T. Stimulus Items

The investigator is aware that the égabody Picture
Vocabulary Test stimulus items contain some items which may
cause difficulty, and that such difficulty may be exper-
ienced by English-speaking kindergarten children, in
order that the test results obtained measure the extent of
the children's verbal knowledge. However, it is appropriate,

"

and valid, at this point, to give a sample of the observa-
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tions made by the Chilcotin teacher 'aides, at both sites,
indicating a possible stimulus bias in the Peabody Picture
Vocébulary Test which they considered may elicit environ-
mental ‘difficulty of comprehension. (A complete list of
the twenty-three stimulus items chosen by the teacher aides
will be found in Appendix A.) (Figure 1)

These eight stimulus items and the fiftéen to be found
in Appendix A were considered, by the Chilcotin. teacher
aides working in the Chilcotin Indian Day School kinder-
gaften and the Redstone Indian Day School kindergarten to
possibly cause difficulty for Chilcotin kinderga;ten children
because the words used to describe each stimulus item were
not part of the children's normal language experience of
English. That is not to say, of céurse, that the exper-
iences of the actual item is outside their reality; most
Chilcotin children will (as will young children of other
cultures) have takén "capsules", eaten a “mé}ingue" and seen
"chemists".

Through the use of the instrumentation described in
this chapter the study sought to clarify, in some measure,
the existing situation, or current conditions of the
relationship of the Chilcotin language (L 1) to the acqui-
sition of English (L 2) in the kindergarten studepts of the
two day schocols chosen in the expectation that the evidence
thus secured would (a) assist in our understanding of the

function of language in early childhood students as cited



P.P.V.T. Stimulus Item Chilcotin Interpretation

wasp insect

envelope letter

dial phone

meringue pie

sewing mending

captain driver

capsule pills, vitamins
chemist drug store
Figure 1. Example of Stimulus Items Causing

Possible Difficulty for Chilcotin
Kindergarten Children on thé Peabody
Picture Vocabulary Test.

89
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by Stewig (1974), (b) would assist in-our understanding of
the langu&ge needs of bilingual children as cited by John
and'Horner (1971), and (c¢) would assist :in our understanding
of the influence of the Native.ancestrai language and its
significance in the lives of Native early childhood kinder-
garten children, their parents and their community, as

cited by Burnaby (1980).



CHAPTER 1V

RESULTS AND DISCUSSION

The purpose of this study was to investigate possible
differences in performance of five year old children,
attending Chilcotin Indian Day School and Redstone Indian
Day School, on the Peabody Picture Vocabulary Test (P.P.V.T.’
and the Chilcotin Auditory Comprehension Test (C.A.C.T.)
after four months of instruction and after eight months of
instruction. Analyses of covariance were calculated (see
Winer, 1971, p. 775). Through the use of analysis of
covariance, adjustmentg in final scores were made to account
for any differences between the groups prior to the four

months of instruction.

Hypothesis 1

The analysis of covariance for performance on the
C.A.C.T. demonstrated after four months of instruction that
there were no statistically significant differences in
vocabulary scores between the two groups. This led to the
acceptance of Hypothesis 1:

That there will be no significant differences in

achievement on the Chilcotin Auditory Comprehension

Test over four months of instruction between the

children from Chilcotin Indian Day School and Redstone

Indian Day School. -

The analysis is reported in Table 1.



Table 1

Analysis of Covariance Scores on the C.A.C.T
- After Four Months of Instruction for Chilcotin
Indian Day School (Group 1) and Redstone Indian
Day School (Group 2)

Source of Variation af ’ MS F P
Score 3 Among Groups 1 1.875 0.293 0.594
(adjusted) '
Within Groups 18 6.395
(adjusted)
Score 4 Among Groups 1 108.300 12.638 0.002=*
(adjusted)
Within Groups ‘18 184.250
(adjusted)

* p<.05 . N



93
There was an increase in the vocabulary scores on the
English measure of the C.A.C.T. (Score 4} for the children
from Redstone Indian Day School (Group 2). The results are
reported in Table 2. There were significant increases in
scores over four and elght months. The Redstone Indian Day
School (Group 2) increased significantly on Score 4 (the

English measure of the C.A.C.T.).

Hypothesis 2

The analysis of covariance for performances on the
P.P.V.T. demonstrated that after four months of instruction
there were no statistically significant differences in
vocabulary scores Between the groups. This led to the
acceptance of Hypothesis 2:

There will be no significant differences of achievement

on the P.P.V.T. after four months of instruction,

between the children from Chilcotin Indian Day School

and Redstone Indian Day School.
The analysis is reported in Table 3. There was a significant
increase in the vocabulary scores for Form A& and Form B of
the P.P.V.T. for the children from Chilcotin Indian Day
School (Group l). The means are reported in Table 4. There
was also a significant in;rease in vocabulary scores for
Form A for Redstone Indian Day School (éroup 2).

This result is similar to that of a study of Callaway

(1972) (c.f. Chapter III) in which the P.P.V.T. Form A was



Table 2
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C.A.C.T. Mean Scores for Chilcotin Indian Day School

-(Group 1) and Redstone Indian Day School (Group 2)
After four months Score 3 Score 4
instruction (Chilcotin) (English)
Group 1 14.75 13.25
(N = 12) ‘
Group 2 14.13 18.00
(N = 8)
After eight months Score 3 Score 4
instruction (Chilcotin) (English)
Group 1 14.92 15.58
(N = 12)
Group 2 17.50 26.75
(N = 8) .
Mean Differences Score 3 Score 4

(Chilcotin) (English)

Group 1 0.17 2.33
(N = 12)
Group 2 3.37 8.75%
(N = 8)

* p<.05



‘Table 3

Analysis of Covariance Scores on the P.P.V.T.
- After Four Months of Instruction for Chilcotin
'~ Indian Day School (Group 1) and Redstone
Indian Day School (Group 2)

Source of Variation df MS F P
Score 1 Among Groups 1 589.300 5.986 0.025%*
(adjusted) . .
Within Groups 17 1701.859
(adjusted)
Score 2 Among Groups 1 231.617 2.475 0.134
(adjusted)
Within Groups 17 93.551
(adjusted)

* p<.05
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Table 4
P.P.V.T. Means and Standard Deviations for

Chilcotin Indian Day School (Group 1)
and Redstone Indian Day School (Group 2)

After 4 months Form A Form B

instruction

Group 1 X = 37.00 35.23
(N = 12) SD = 9.95 _ 7.77
Group 2 R = 26.25 | 29,25
(N = 8) SD = 7.61 : 10.45
After 8 months Form A Porm B
instruction

Group 1 X = 46.25 44,17
(N = 12) SD = 9.09 6.28
Group 2 X = .36.00 37.00
(N = 8) SD = 7.14 11.01
Mean Differences Form A Form B
Croup 1 9.25%* 8.94%**
(N = 12)

Group 2 9..75% 7.75
(N = 8)

* p<.D5

% p<.0l
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used to test the oral language development of kindergarten
children in northeast Georgia. The purpose of the study
was éo determine whether there was "a significant diffeience
.in the oral language development of kindergarten children
who:have had special lessons in movement" (p. 4662-A}.
Callaway analyzed the data from the P.P.V.T. pretest and
posgtest and concluded that "there were no statistically
significant differences in the two treatments but the
differences that were found were more often in favour of

the language stimulation groups" (p. 4662~A).

Hypothesis 3

The analysis ©f covariance for performance on the
P.P.V.T. demonstrated that after eight months there were no
statistically significant differences in vocabulary scores
between the groups. This led to the acceptance of Hypothesis .
3: “

There will be no significant differences between each

of the experimental groups on the P.P.V.T. after eight

months of English and Chilcotin instruction. |
The analysis is reported in Table 5,

These results relate to the statement of Downing (1978)
that "young school beginners‘make better progress if their
instruction is delivered in their mother tongue. However,

there may be a variety of reasons why instruction should



Analysis of Covariance Scores on the P.P.V.T.

Table 5

After Eight Months of Instruction for
Chilcotin Indian Day School (Group 1) and
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Redstone Indian Day School (Group 2)
Source of Variation af MS F p
Score 1 Among Groups 1 54.903 1.432  0.248
(adjusted)
Within Groups 16 38.320
(adjusted)
Score 2 Among Groups 1 141.306 2.081 0.168
(adjusted)
Within Groups 16 67.888

(adjusted)

* p< .05



99
nevertheless be in the medium of 12" {(p. 344). Such
conditions prevailed at both sites of this study. Downing
continued that the outcome of language instruction in L2
coﬁld be influenced "to a very important degree by the
affective variable . . . the positive motivation of the
parents and the children may go quite a long way to over-
coming the cognitive deficits of delivery of inst;uction
in L2" (p. 344). At both sites, the‘parents and the
communities have demonstréted an interest in their children
acqguiring skills in the develoPﬁent of English (L2). An
example of this interest is the statement made by the
Anaham Education Administrative committee that the éontent
of the school programme should be given in English (L2) and
the emphasis expressed, by communities at both sites, that
the young children should receive their instruction in English

so that a foundation for learning in that language is created.

Hypothesis 4

- The analysis of covariance for performance on the
C.A.C.T. demonstrated that after eight months of instruction
there were statistically significant differences in vocabulary
scores between the groups. Therefore Hypothesis 4 was not
accepted:

There will be no significant differences between each
of the experimental groups on the.Chilcotin.Auditory
Comprehension Test after eight months of English and

Chilcotin instruction.
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The analysis is reported in Table 6. The means for the
groups are reported in Table 2. Redstone Indian Day School
children achieved significantly higher scores than did those
at Chilcotin Indian Day School on Score 3 (the Chilcotin
measure) and on Score 4 (the English measure) of the C.A.C.T.

These results relate to the study submitted by Strick-
land (1965) when, in discussing categories of lifé experience
in the language of elementary schocol children, she stated
that "children enter school able to use oral language and
respond to it" and that the ghila "has access to the sound
system, grammar and vocabulary . . . of the kind of language
he has heard most frequently at home and in his neighbour-
hood" (p. 1l). The results indicate possible influence

through site differentials.

Hypothesis 5

The Pearson Product-Moment correladations between the
scores oOn thé Peabody Picture‘Vocébulary Teét (Form B,
Score 2) and the Chilcotin Auditory Comprehension Test
(Score 3) for the Chilcotin Indian DayISchool (GEoup 1) and
the Redstone Indian Day School (Group é) were statistically
significant at the .01 level. Hypothesis 5 was no£ accepted:
There will be no significant correlation between the
scores on the P.P.V.T. and the Chilcotin Auditory
Comprehension Test for the experimental groups indi-

vidually ox separatelf.



Table 6

Analysis of Covariance Scores on the C.A.C.T.
After Eight Months of Instruction for

Chilcotin Indian Day School

(Group 1) and

Redstone Indian Day School (Group 2)

Source of Variation af MS F p
Score 3 Among Groups 1 49.465 4.587  0.046%
(adjusted) ’
Within Group 17 10.783
(adjusted)
Score 4 Among Groups 1 332.044 8.306 0.034%*
(adjusted)
Within Groups 17 62.572

(adjusted)
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* p<.05
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' The correlations are reported in Table 7, Table 8 and
Table 9. These results relate to the statement of Haig-
Brown (1979) when he said:

In long range planning for both Chilcotin language and

English language programmes, at the secondary and

elementary level, it is important to have as complete

a profile of the student population as possible in

order to avoid haphazard planning. When the student

population includes students with a Chilcotin speaking
background and this background appears to significantly
influence their actual school performance, then it
seems worth while to make some attempt at defining the
dimensions of bilingual ability with some objective

measure. (p- 1)

The results also address the concept of the beginning
of language competence which begins with listening, speaking
and understanding in pre-school years. Burrows (1969)
stated that "such essentials are basic to other goals of
language learning” (p. 213). Burnaby (1980) alsc made a
point which is pertinent to the results when she stated that
among bilingual programmes there was an evident need to

' maintain equilibrium between the two languages in order to

achieve success.
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Table 7

Pearson Product-Moment Correlations Between
Scores on the Peabody Picture Vocabulary
Test and the Chilcotin Auditory Comprehension
Test for the Chilcotin Indian Day School

-P.P.V.T.
Form A Score 1 Form B Score 2
Chilcotin (N=12)
Score 3 .22 T L74%*
Score 4 -, 47 .50

* p<.01
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- ' , iTable 8

. Pearson Product—Moment Correlatlons Between -
Scores on the Peabody Picture Vocabulary

Test and the Chilcotin Auditory Comprehension -
Test for the Redstone TIndian Day School

P.P.V.T.
‘Form A Score 1 Form B-Score 2
Chilcotin (N=8)
Score 3 “ .52 .96%
Score .4 ‘ D .45 . -.03

* p<.0l.
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Table 9

Pearson Product-Moment Correlations Between
Scores on the Peabody Picture Vocabulary
Test and the Chilcotin Auditory Comprehension
Test for the Combined Schools

P.P.V.T.
" Form A Score 1 Form B Score 2
Chilcotin (N=20)
Score 3 .03 ’ . 84%*
Score 4 .01 ' .09

* p<.0l
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‘CHAPTER V
SUIMARY, IMPLICATIONS, CONCLUSIONS

AND RECOMMENDATIONS
This chapter summarizes the findings in relation to
the possible site differences and includes implications,

conclusions and recommendations.

Summary of the\Study

The purpose of this study was to investigate if fluency
in Chilcotin ‘has a relationship to the acquisition of
English in the early childhood kindergarten children of
Chilcotin Indian Day School on Anaham Reserve, and Redstone

do +o p.llo
Indian Day Schocl on Redstone Reserv?;::Fhis study has
significance in the following areas: (a) the importance of
language development at the early childhood stage, (b) the
additional information it would provide concerning the
degree of fluency in Chilcotin among kindergarten children
and whether this increased as a result of formal teaching
in the Chilcotin language programme, and (c) the additional
information it would provide on whether fluency in Chilcotin
proved a distraction to the acquisition of English, and
(d) the additional information it would provide on whether
initial fluency in Chilcotin, reinforced with the Chilcotin
language programme, would prove an advantage through positive

effect on learning.
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In Chilcotin Indian Day School (Group 1) the same
language programme had been given consistently,. i.e., a
greét deal of oral language experience and the use of the
Peabody Language Kit for both the English and the Chilcotin
lénguage programme. The Chilcotin language programme may
have reinforced existing language and helped to develop more
mature language. Botﬁ English and Chilcotin language could
have been reinforced through the use of the same teaching
materials since September, 1981.

In Redstone Indian Day School (Group 2) oral language
experience had been used through the teaching materials
available in early chilthod education in social studies,
health and care of pets. The Peabody Language Kit was not
used until January as part of the English language component.
The Chilcotin -language programme did not take place until
January and only made use of the Peabody Language Kit
materials in Aprii, 1982. Any reinforcement in both English
and Chilcotin languages through the use of the same teaching
materials would have taken place from April through June.

The information from this study may shed some light
on the question of language development among Chilcotin
speaking and Chilcotin-English dialect speaking kindergarten
children which could, perhaps, form a‘basis for the language
component of an early childhood education programme for

Chilcotin Kindergarten children.
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In Chilcotin Indian Day School kindergarten the
following results were obtained: (a) there does not appear
to be an increase in language acquisition in Chilcotin (L1)
for this experimental group from December to June, 1982 and
(b) there does not appear to be an increase in language
acquisition in English (L2) for this experimental group
from December to June, 1982.

In Redstone Indian Day Schooi kindergarten the follow-
ing results were obtained: (a) there does not appear to be
an increase in language acquisition in Chilcotin (L1) for
this experimental group from December to June, 1982, and
(b) there does appear to be an increase in language acqui-
sition in English (L2) for this experimental group from
December fo June, 1982.

There were statistically significant Pearson Product-
Moment correlations at the .0l level between scores on the
Peabody Picture Vocabulary Test (Form B, Score 2) and fhe
Chilcotin Auéitory Comprehension Test (Score 3) for the
Chilcotin Indian Day School (Group 1) and the Redstone
Indian Day School (Group 2). The correlations indicate a
relationship between the scores achieved at both sites on
vocabulary development in English (L2) as measuréd by the
Peabody Picture Vocabulary Test (Form B, Score 2), and on
vocabulary development in Chilcotin (Ll) as measured by the

Chilcotin Auditory Cqmprehension Test (Score 3).
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Generalizations

- There are two major generalizations from this study.
The first is concerned with the nature of the Chilcotin
language. At Chilcotin Indian Day School kindergarten, the
initial fluency in Chilcotin does not appear to be markedly
increased when the Chilcotin language programme is given at
a site to kindergarten children where the ancestral language
is relatively stable. This could indicate that where
Chilcotin is relatively strong the exposure to the language
programme, at kindergarten, does not increase the Chilcotin
language acquisition but could reinforce and maintain it.
As pointed out in Chapter IV, the children at this site
could be learning in Chilcotin rather than learning Chilcotin-
during the Chilcotin language lessons. At Redstone Day
School kindergarten, the ancestral language has increased,
but not at a statistically significant level, throughout
the programme indicating that where Chilcotin is relatively
less strong the exposure to the Chilcotin language programme
at kindergarten may possibly increase the Chilcotin language
acquisition.

The second generalizatioﬂ is concerned with the nature
of the English language. The English language acgquisition
has increased at both schools indicating that the English
language programme has met its goal of developing oral

English, vocabulary and comprehension.
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Conclusions

- It would appear that the following conclusions may be
drawn from the research carried out at the two sites from

. _/
September, 1981 through June, 1982. The first conclusion \

1

is that initial fluency in Chilcotin does not appear to be
a distraction to the acguisition of English in a site where
the children are already completely, or almost completely,
fluent in Chilcotin and where there is a strong language

7
development programme at the early childhood level. l

The second conclusion- is that initial fluency in |
Chilcotin does not appear to be vitally increased where the
Chilcotin language programme is given at a site to five

year old children whose ancestral language is relatively
stable.

A third conclusion is that partial fluency in Chilcotin
appears to be strengthened as a result of the Chilcotin
language programme. A fourth conclusioﬁ”EEYthat partial
fluency in Chilcotin does not appear to be é—éistraction to
the acquisition of English in a site where the children use
the Chilcotin-English dialect and where there is a strong
language development programme at the early childhood level.j

A further speculation could be made that the use of -
the Peabody Language Kit for both the English (L2) and the
Chilcotin (L1l) language ﬁrogrammes may have reinforced and
facilitated léarning and encouraged the children's competence

in English through familiarity with the same stimulus

materials in both teaching-learning situations.
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In summary, it would appear that neither complete nox
partial fluency exhibited at Site 1 and Site 2 proved a
hindrance to £he acqui;ition of the English language at both
sites. It would appear relevant and meaningful that the
language which demonstrated the greater growth and the
stronger development at both schools, és\mgasured by test
instrumentation and correlated data, was English (L2).

Some differences in the schools chosen for the study
could, possibly, have influenced language developments,
adaptation to the classroom, and eventually the results of -
the test. Each site, of course, being uniquely 'itself'..

At both sites, the increase in growth of English (L2)
could perhaps be the result of (a) the effectiveness of the
English language early childhood programme, (b) the poss%ble
positive and reinforcing effect of the Chilcotin language
(L1) and the Chilcotin language programme, and (c) the »
historic expériéhces, at both sites,.in English (Ll). 1In
Chilcotin Day School these experiences were generated through
exposure to the dominant language of instruction existing
in the Day School. In Redstone Indian Day School these
experiences were generated through the interaction with

English-speaking people in gmployment situations and through
the previous historic educa%iOnal experience of the former
generation. Where the Chilcotin language (Ll) is maintained
as at Chilcotin Indian Day School-and where it is extended
as at Redstone Indian Day School, it does appear to cause

"cognitive confusion" (Downing, 1978) at the early childhood

stage.
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Recommendations

The significance of the results of this study for an
early childhood educator working with Chilcotin speaking or
Chilcotin~English dialectical speaking kindergarten children
seems clearly to address the issue of the inclusion of the
ancestral language as part of a viable language component
within the structure of the early childhood programme.

The study was undertaken to discuss the issue of the
-relationship of the Chilcotin language to the aqquisition
of English in five year old Chilcotin speaking children.

It has attempted, through the evidence submitted, to address
and examine the issue and to record its findings, its
conclusions and its recommendations. Such findings may be
pertinent for further educational development in the
Chilcotin—cériboo area among Native Indian people and among
their children Qho will experience early childhood programmes.

Further and more extensive research on the subject of
the study is needed with larger samples, other populations,
different geographical areas and with different Native bands
and cultures. Further research is also necessary to refine
and expand the instrumentation used to assess the langauge

of young Native children.
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APPENDIX A

DOCUMENTATION PERTAINING TO THE CHILCOTIN INDIAN
ENVIRONMENT, THE CHILCOTIN INDIAN LANGUAGE
AND THE CHILCOTIN ENGLISH AUDITORY COMPREHENSION TEST

Maferial found in this appendix relates to the following:

1.

Department of Indian and Northern Affairs
statistics describing on-reserve population of

the area containing the two sites of the study and
a map of the area of the study.

A linguistic family map of the area, indicating
the Chilcotin linguistic affiliation.

Translations of the Chilcotin language into the
English language with initial literal translations
indicating the structural differences of both
languages.

The Chilcotin and English account of some of the
history relating to Chief Anaham.

A description of the Chilcotin alphabet; a
description of the vowel system and the consonent
system in the Chilcotin language; a description
of those consonants which are not similar to
English consonants.

Material relating to the Chilcotin place names on
the Anaham Reserve.

A copy of the paper on Learning English as a
Second Language (King & Rathjen) being a
contrastive analysis of Chilcotin and English
sounds.

A sample of the Chilcotin English Auditory
Comprehension Test in Chilcotin and in English.

A copy of the Pictorial Test Booklet.

A description of the 23 stimulus items described
by the Chilcotin teacher aides at both sites which
were considered to elicit environmental difficulty
of comprehension for the kindergarten children at
both sites.
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TABLE B - REGISTERED INDIAN POPULATION BY INDIAN AFFAIRS' JDMINISTRATIVE
DISTRICTS AND.CN- AND OFF-RESERVE RESIDENCESFOR
BRITISH COLUMBIA, 1976

rlll

DISTRICT NAME POPULATION L' ON-RESERVE | OFF-RESERVE
N % 3 )
BELLA COOLA 2,400 4.4 73.8 26.2
CMYMPBELL RIVER - 3,584 i 54,1 45.9
CENTRAL VANCOUVER | 7,997 14.8 66.1 33.9
FORT ST. JOHN 1,013 1.8 66,3 33.7
NANATMO 8,479 15.7 61,6 38.4
PRINCE GHORGE 4,573 8.4 66.8 33.2
TERRACE 13,030 24.2 58.5 41.5
VANCOUVER 9,144 16.8 66.8 33.2
WILLIAMS LAKE 3,656 6.7 75.4 24.6
TOTAL ’ 54,176 100.0 63.9 36.1

v
“The total population has been adjusted for late-reporting.

2 ;
On-reserve includes on Crown land.

Source: Registered Indian populaticn by sex and residence, for regions,

1976, Program Reference Centre, Indian and Inuit Affairs Program,

Prepared by: Research Branch, Indian and Inuit Affairs P]:ograrﬁ, D.I.AN.D.,
25-3-80.

-
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OIFLCE OF THE DISTRICT SUPERTNLENDENT OF SCHOOLS

School District # 27 (Cariboo-Chilcotin)

MEMO

et gt 2w 1

Tdi’ All English Teachers Novembher 21, 1979
of Chilcotin students

FROM: Alan Haig-Brown
District Co-ordinator of
Indian Education

The attached papers are of a three line transcription-translation
done by Maria Myers of Stone Reserve. I urge teachevs at all
levels to cxamine this work carefully. The differences in
Chilcotiu~English syntax azre clear and well worth a close study.
Teachers, particularly at the intermediate and secondary levels,
should look closely at the third line of this transliation. This
live is a free trauslation of tha ideas expressed in each Chilcotin
sentence. You will note that tie order and presentation is not
what one would cxpect iu an Eugiish compesition. This weprescals
2 different cultural thought pattern or presentation of ideas
that is often represented im Chilcotin student's English com-
positions.

T would be interested in heariag teachers comwents on the usefulness
of this type of material.

|

L ¢ N .

AHB/ bw

Encl.
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thers/we Tived/ ¥ lived.
PELcw - Zech'an 7esql, eu ?ech'an Pegun Tesgl hest'in,
znd then /41.?51; h"T.'l"‘;’DaDJ‘!{ well/first ‘rnne/*here/baby/ I naw"
"Zhet's vhcre I had owr First baby.
e i ts'edih, °© TLhaghemdbiln ts'edzh ?iyen zebeghen ghigi. .
o :

"c}ns‘s called/rish et / he'

1
5 11@0/"11(;.../ by Bhendis stay
Ve lived with “Uegved FBasket" and "Fish iien“.

TAN c.hancm.oh ?ired xenasit'az ?ink'an Anahin Lig nitl'edenic

ih.
and a;:’-.m/ there/ve cane L'n/ur-a 'chea/f.nr_nln Take/we settisd/ .
"YWz came uo from Zella Coola ond settled in Anchinm Lalke.
2Iyed xwe nidugh gi lhe?alhah gulin aghint'i,
there/ovr/workers / o lot / there was/it was/
V2 had alot of our vworXers there,
k'an gughedlash qungn gunchagzh gfuzhil?a. ’
g0 / o zmithering l:ce/house/ big-/ we had
B0_Ye nad a biz catherins heuse for poilztches,

-

Xwe midugh gi ts’en n2jidish,
our/workers / towards/ve call / .
_Chiefl fma‘gum and :r;,-sol“ called For our workers,

diyeZqi %iven Zeco 2etfen ten ae?ajedet in.
boys /[ bhcnf k..m/ meat / lilke u/tim‘r_ are 100]{1"13 :f'or/

i

R "!Onlu

and the Bews were hunting 7Tow *"n'~ e

~ .
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. An  chunchoh ?ilhes nexwes
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t i_n
00

I:v.?:-.um~ 7iyen nift' an qe”ajc
" king for/
roaess

Their wives/then/ berries / ey 2
Pheir \:".rer-' were loowint for berr

a
¥4
P
-

.

l" [&] (!2

Nejedeltsi, qungh ?ilhed ts'es ."c&e'ihbmah.
they are :_:,?-’:.nerlr*g/house/c e ‘pl‘\ceftne;‘ £il) it up/

‘At one house, they illled it up with whatever thev cot.

i .

A.’

.. 2Ego Syex ?eté" elex deni qgajets'enish,

and then/over there/deonle put suu‘f""/pe*'scn/uhev are called for/
Then they called peonle to There .,nﬂj saved up their ;ood,

NiZa? ?ezo Menchat'in tah qajets'enish.

- Xar a\'ray/ard/ C:..rrlers/ iike that/ they are called for/

znd neonls 113:\, ‘i:-e neishhou-inz C'#“r'i ors vere invited.

7Ezo ha ?iycd dc/\llt@'l, nexwinachets*agheldtlh.
so / it is/there/we are stayinz/vecvle sather around us
So we all s%:-‘_ ‘ed there znd pe o*;le '“kune“ec'l around us.

Denli  hudzish 7ink'an ?Penexwets'elh?ish,
jpersonf\.’e nar:efzmd then/they do for us : _
It's onl,‘.f when we rxame a person_ that they come for us,

e aCC“lE.d:L'JJ :J.Dh ":u-ed '?m‘ 'an “%anexwets'elh?ish nih.
_ 7 : .
. for/we met ren d"/*"he*e/_nd \,nq.n/ they do for ug [/ -she said/

§9 Ye set ready Tor then.

ghilan,

ioi
end/ again/ really/our children/tney became many/
Our children Tere heconing many,
7etsu xeded 1he?alhan hegt'in, diveZoi !

granny (irs. ¢4  Anahan)/herself/quite alot/I hed / boys/

and 1 had many bovs

ch'id;—maéheyilh. .
they are growing up/ groving un.
Hughulht'i nexwesigi jetunax, " nenjan "enﬂ:f nen -"hlll,

Hovw / our cluld.renfthev will eat/ here/B.: 1Coola/land/it uzed to be
il a“e our chiliren —oin to survive in thig lznd that vas _once ovhed

|
by T Coola indinnsg, ‘
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¥ — =
swech'onalendoh,

-t
S
5%

5. /v;.tu‘- H O“‘ea/

- om
- "“i_'ﬂ.i an bﬂqw' Ziven galhognih, “"Lha '«:'7.1..-:.'”".;'“,19.'1'
4 thenfier husbang/thet one/I 1old hin/no £/4% will not
- I Enld mroousomnmd, "I will nol be mocd fom usg,

1ha xarellrish choh xanelhyam,nen zweniPl'ef
not/ “Gtﬁ.:u-b/ too/ it arows/ lend/It's cold/
“hechuge v rhatoes can't evan o end it's co

Lot
-t Rl

l
|

7Esqax c';mh-fi.'z‘ssm tefit’ in, din T&ilhqos nateshuda, "
childres/is eny/ue' re »evci. g/this way/Chileotin River/let's move b=
Zesides '.';c'“e_ stervinzg o bave maay children, so leb's move begk b3 k3
. Chilcofin coumvrr.” - -

Tegoh

Zgzon 7iakK'an nen

,_/ 1:1“,,1“',;/11“: :

then i
He Chilectin ¢ount

anfl ther
Finalli-- »

Lt
ner

Xwe ridgéon ai 1nz greched -lhon hilah ?iyen xwelh a;;*cdeﬁh,
-o\w/\‘ror...,.a:x "/ not/faot mueh/meny/it is/then/ with as/they are coming/
Only savie of pur Dorlmen waye conings oack with usg, )
?egoh belhdan nenk :,vec'l jedilhts'sn gebanateZidah,

so/ sane of vhem/ there / they ere staying/we moved from them/
end the others vie lert then beohing,
TEzun nenjan ninanidah, 50X helish 'Un;\:.x.'p"‘c.nqv-"’""
and thon/hera / we voved pack/a lonz time/ time / one/ ther meve
One a2iter another, they wore moving dack vo thao Chilcouin c*-.:::"‘ﬁ:f.‘,'
cojedt “:_, xerink'on ?:-'.fl}*es g2i6tin nwed'anajefdch,
they ore ‘doing/ fincti-fipdaily /cvﬁr*'coc-"/ hey moved baclk afier uz/

and _finnlly everytody of cur weonle noved bacl aflber us.

Yuni Fpr  Pijen gchinda, gwotsus neniftl'w nintl! ',
vest of nanas/Trink/Piscon/ie suaye ed/velor / fence [/ Yi's fonced/
Wegt of Anzham, where Frank Piseon used g shav;

. Giteh ‘?:i;c-:d gh  %e'edad ¥y,
aivch/thers/it is/viore peodle stoved/
3 ig

1
e ond our peoanie stoyed around the diteh,
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Gu  deni

Yhere ve sejsled,- there were gnoies éraviinz between Tihe tes
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&t o L

cs
teepces [/ they are lefi/tirey are siaying/
Theyv were 1ivi

pinalieiud %-'cliash pdil
L¥]
i

tl'ughezen toh

gensh smatish su
r 31 = R R . | = if
_snake /. 1like Shat/theyr're crawling
en

and/person/{feccces/vetieen/it is/

»

?in 7inahim<?iyen,

Iha gut'in ?ink’an, suyen nits'il : . )
not/lite it/ so / that one/ Chief / Anahaw/ that cne
so we didn't like it so Chief Anchan said, :

v
"Sa nalhiny ch'enughuliln, ts’edilhtf'ish puaztas?es,” selh
for/horse [/ saddle it up / a vlace to stay/I'n soing %o look For/he %
"Saddle un the horge Tor we, I'nm zoing to look for s petlier wlamce %o i

2Ink'en ba naflhiny ch'ene®ilha nah ?etsu, Piyen zadih,
so / For ninm/horse / saddied wp/ s2id/granny/ her/ she szid/
"So I szddlied upn." s2id sromny (rg. Anzhan), : .

g S, A . N
n2%lhiny naSelnjid dzin ?a2ghet'in

7Ego - nendin ;
he rode the horse/day/ he did. /

and so/this way/horse

“He rode 211, gaxy, esround the vlace,

nendusii nu>lhiny nelhjia, '

here / herse / he rode/’ vhere Anahem Reserve is now at.

"K'an ?ink'an tg'edetaltErillh suzun nsxwa  gwech'i?iz, -
e =~ = &, -
now / Tor vou/I spotvted/

Tirzlly/a place o shay/it's nice
"T finglly svotted a nice place to stey Ton vou to live,

“?Egun ts'en natezhuda.” nexvielhnsh,
that way/toverds/let's move back/he told us
Let's move there." Chief Anahon told us,

PEgo ?eoviexn xanaghidah,

so / Lrem there/we moved back/
So_thai's how we moved fron there (where Acnes Pigeon presenily siars) -
yhere Anohan Aegserve 15 nov SiTudtcd. . :

‘?iycd- ?elizu

Yal@in ..  %1'aday ah ?iyed ah su?ech'an 2w
down there/edgze of a hill/there/it is/gromny/there/it isffirst 'bime/ti-;gz
nininahn, ) .

she moved/ ' :

Gronny,

Resgorve,

irs. Anzham) Tirgt moved ot the ed-e of the hiill belowr Anahkzn
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L3 -
mnchagh Tug

Doni nt:f‘ic‘i:;r, . nenchat’in o saTawh, Jedenl,
; vers d/i}:r:‘im £’ ‘;t‘:c\“e/a""‘ that way/they're Iron thors/

and Cartierg ‘from pround the area came

‘Y“?‘:{ T "Deahen Jidi?a "l" jede‘_'li’ . . yax Lhusch’ 99 ‘,ed.e..—.r
y--rghera/sticl / 48 on thewe/they're Tron stheve/ihere/Mnsius /tley ne frar

A en Tamearn g =l “ -~
£ 0Ee TANGEY LIS "" R -'.3.:"_1.2:

S CaiA'i wotslen 1indil, ;
everyone/towards usf they cane/ Zyexynody case,

. Yones ' "“‘b'acqﬂ“"l'u_'l“ tets'edindil, 7ets'etintal
3 WAy UDd *’chere/(.. fence meeting each other/thay were coming/comeded;-
. lien the nggnte ¥ho were invited cane to zbout the other end oF .nz
a%ts, somencdlr Ehe5 2 Al
_ 5.1::10..0.1 ne.':j.:‘..". '-1“11 "l'ad’a-' oranis oyriate] 7ived Tevs'etishal,
cazin /[ here [/ vesty -ullmw/.;.ﬁah or/ there/somebod; shob o mur
Just. viien they cot to the nill the e ~d of Amahaom, somzDody funos £

s £ --«-2__ e b i '

"Iyﬂﬂ ?ink’an 2U1 Alfones belh ?ink'an ?iven Tsihaun badi zathis
there/s _tlal"l“/o'i\lf""l"jnon.,ef....mf ma that one/Tsihu ./nm nedes/it w
It vicg there vhen 01 Alnhonse Adens and vrobably ?sihv’*' 3 meircg
Uilagrit® ts'edaghini, gan deyi Jivelhnag '..oc.ol ax ?ezoh
lrs GeTe 3/zhe was calied/but/wi%h her{tne: vease her / then/
eplled larzored, who Thoy tazscd and than
\ Y
'Dixox" Jiyelhnih Jivuszigh, : :
i / they tell ne**/they nane hex/ called "Dixox",
?Iyen 7Albunes .;.hu mmcs Henchat'in tedindil, MWenchat'in diislh
g

hcr/ Alphonse/and/Trom west/ Car

er / they came wp/Cargricr [/ the
met the Carriers "'1*‘1 CONC UD.

( S Toh o guwhks'eli'd, sutSin Iabst 3%,
- a_‘-zongst‘/i.my got welecomed/dovm there/ Chiaf [/
Fhey welcowed the Corriers ond cose 10 where %

e

S I e PR S PR B S A . S s _ 2 wih
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You're not shaking your head enouzh (in Carrler)/.,he"r viere telling
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- L]
5\‘- ' . g
“"lmndr ch'ets'etilex, naBihiny sunidbits’enilhni.
horse / they unsaddled/ norze [ zot taken core o~“/ (
and thew wagaddled ths horses snd were taken care of. '
?Ink"an xats'enaday, - ts? enedash .Dixox shu 7Albunes
¥ )
and ﬁlenf'tne}' started dancing/they're dancmf-/DJ'{o </andf Klohonse/
They siarted to demnced, ond while they were doneing, Diztoll and Adnhonsge

T

shu tah zuts'elt'd ?Albunes ?Piyen T1'egzvas "l yanaday,
""'1(1/211’"01’!"3"6/ul19':' Zot a.nva.'i,ed/ Alpnonge/ hin/ T1'egwash/he danced for/
got invited to dznce,” so Alvhonse danced for e ...ash.

T1'ezviash 1hc¢ni ?iyen ?Antuwan beta ghili "alﬂss‘q;.
' egwash/I coll/%hat one/Aintoine/ his father/he vas/I mean/
I meon, "Ti'etrzzh® was infoine Iewry's father, ,

Jha ?iven  ba . ts'enidish saghint'i,

K'an Dixox ?iyen

and so/Marzaret/ner [/ not/tnat one/for/danced For/it probadly was/
Probablyr “Direx” (izrearet) wpenlt danced for, :
Nenk'ed guwoun 3id .Lel’h.dc‘il 721! susun id. nedash,

in,
but - / it's nice/that \.a'-r/helnlng nersze lffa.“c's nice/
Zhu, y

j -
that wey/she's & -
Sne yas helning herself and dsngint alri .

?Iyed ?ink’an lha lhe”a 2lhde? jid t8ilhghelh.
there/anad + he“lfno F/not enough / that way/shalking her heed/
but_she wasn't shalting her heszd enouxh.

"Abay FBIL7uE" ts'edenish

C\?\/
-

Mrg, Anahom s2id ths Corvilers were tellins her, "Youw're hot shakino wews

head enouwsn,

“"Gueched sish  t8ilghelh tsted

ish salhts'edaghini,
hard . / really/sheke your head/she was bold/she was probably told/
They 1likely toid her to shale her head more,

an HMenchat'in +s'edit? i texn
and C.v.:ricr'/ hicard £ 5% v s not/
because who eon understond Corpier?

' .
[] 4

winthat gt = Suberfy ul L _.;‘ P . e
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THE CHILCOTIN ALPHABET

. [ CONSONANTS: b & 4l d2 dz 3 g gw  gg  gaw
p t &I &8 s ch k kw g W
£ tl' ©8& =ws' ch’ kK kw' - - ?
* {am)lh & s sh - wh x xW h
. m n 1 2 z y - - gh w
VOWELS i1 e a 0 u
ACCENT or TONE: senén 'my land’ senen 'my backbone'
bey{ ‘'inside it' beyi  'his son'
-
T i d%ég *squirrel'. yagig 'ball' i x’i ‘willow' ?et&{  'head'
dig 'saskatoon' gwenegig 'it is 7ech{ "tail' ni%daZun Towl'
. tetil@ 'it kicks' bouncing' : galhusni 'I'11 tell him' nancih 'two'
?elht4lh ‘sharp-tailed grouse' desnih  'I said' xi 'winter'
e ‘el 'pine needle' gex 'rabbit' ’elé’ ‘hand ' yelgqén 'davn’
péih "with him' ?et8én 'meat' @ %et’dh 'pocket' dzdx 'gum/pitch’
E deni 'person' dzah 'not perfect' ?edzagh 'ear'
* shen 'song' A nabi 'muskrat' t’a8 'cottonwood'
, chos 'body feather! yeadx 'river' o tu 'water' nusdy 'pail’
delddn 'drum' ch'ox 'porcupine' nun ‘wolf' xun tus'
o . « Su 'well/good' six 'robin’
. et ?et8ul 'etful 'tongue'
b bén 'tent' d deni 'person' dl dlun 'mouse'
3 ch’eb "blackbird' B dén "summer' bi alfg ‘'squirrel'
d2 d2elh 'snow mt.' dz dzax "gum/pitch’ i nenjdn 'here
b3 d2ipa2 ‘'midday/noon' Dz ?edzagh 'ear' 3 jasd 'spring salmon'
: ’ ?edzi 'heart' jeng  'fish hook'
.& %egdn gw gweltl’és 'it's muddy' | gg ®esggidan 'ancestors'
r 7 Is Id ’ -
yagig .. ?emwéd "bene! hizgad 've shake ic!
G - bw o< i Gg .
guli cwets’en 'towards' | {
ggw heggwes ‘'he is p depdd 'flat!' t tu ‘'water'
g - ticklish® dilpéd 'thud' o tay 'three’
'8 P ) ' : ' Tt
danapes 'turnips ten 'ice
tl tlagh  ‘'lard’ t8 t8inlh Taxe' . ts tsd "beaver'
1 tintldd 'you jump' Ta vetsd 'head' T ?ets{ ‘'grandfather'
: ' t8{ch’und 'kingfisher' ?etsu ‘'grandmother’
L
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ch dechen "'srick’ k tl’askal "butterfly® l kv kwishkwish 'Stellar's jay' {
chaa ‘rain’ d keyayé ‘cregit! " '
h chelfy 'eoverne! R nadalislh YesfnngasT b
b . : -
q ya'q-x‘g 'pall’ - qw gwén 'Fire/lighc' £? Pet'd 'feather'
yecex 'river! ) 2at'dn  'leai' :
Q %esgi  'child' i Qu gqwes 'a celd’ T* +&’iskles 'charzoal' i
tl? I:l'ull} 'rope’ t8' t8%ig  "osprey' ts’ ts'i "heat' 1
7etl’ah "waist' t8'iny ‘'grave' ts'et’an "thin' |
T1? ?etl’ax 'bottom' "’ T8' gat8’in "evervybody' TS’ ts’u 'spruce rree' 1.
!
ch” ch’i *birch tree® |k’ ‘k’d ‘arrow’ kw! kw’e8 'eloud! i
vech’éd ‘or it' : k'in  'roe’ dekw’en "fragile' :
Ch’ ch’ex  ‘'porcupine’ K’ k’elés 'barbecue’ Kw' ?elhkw’enz 'cutting with
. : scissors'
?  chel?{g 'coyore' (an) (lhinn 'dog') 1h lhuy ‘Eish!
802?71  'my uncle' (segenn 'dried) 1héd  ‘spoke’
o,
? %ela Yhand' 3 Lh 1lhan ‘many/lots of' :
%ash ' 'snowshoe! !
g sf *helt' s sa 'sun! sh shan8 'wart’ !
~ tda Tcurlew! ! ses  'bear' shen  'song' :
5 jag 'spring salzon' § sia 'Lt Sh 7ash 'spowshos'
. - l!-
wh wnawh Ytwo pairs' 1 ®x  xi 'wintexr® XW  xXwes ‘eactus/thora' 3
dinwh  "four pairs' | xex 'goose' xwinajag 'it is snoving )
Wn  %enuwh  'behind/ é‘.!{ gex  'rabbit! Xw on ws’
bzrend’ :
A
; e o s
h  ?sz'dh 'pocker' ;®m  nembay 'weagel' n
heien  ‘he sings' midugh 'whiteman' L.
B ' M  ts’emdn "salmon’ N ook |
l o i
1 ?eia 'hand' l 2 7eféz  'skin’ z  jiz :
celisl Trad’ i, eeli 'me meuen’ sazi
L {2 - nm=2zun
y yed ' snow’ zh %eghd  'hair' w  ?ewer 'chigh' "
My Yeddy" tlagh 'lard’ wajen 'he'll sirg® +
¥ nuy *island' Ch “Zeghi 'tooth’ W gwedanwenlgash "you walk i
: down |
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0.
-

&0.

-
law

Tag = (T-e) ~ Zegilaomial
7eqilaszad
. . %eailariz

Zeqilagha

Zeqilasts'ed
Foel < (E-e) - 7Zeqilasgved
Toenails - (E-e) -~ Tecilasgen

xin.~-(Z-e) - Te
Feart - (Z-e) - Tedzi -
e

Liver - (3-e) = 2
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1, s .8y €y Wy
Fne conserszis in th
b, P, &, N

§1 .ts t', nn, W,
al,” i, . 1Y, JXhy
dz, ts, ts', s,
dz, *ts, *t3', s,
dy I, 'y  8hy
gy, k, X',

gw, kw, kw', .uk,

EEy €y Xy EA,

ggvy QawW, Xw; W.

PARIS OF THE BODY:

1. Fodr = (E-e) =~
2. Head = (B~e) -~

Forehead -~ (E-e)

Frebrovs - (E~e)

L]

-1'-'-.-{ -
-t

Y28 o {Fe

1

EY€ES = (rw-E) -

8.

(ﬁ

Lhite part of the eye =~ (E-2) m

o

# Crilophas Ainhesen i o ks
1,
24
Zs )
J
7etfiigha
7etsi
Bug = TelBasta'vl

-~ Tetdishgwelh
- TPenastE'ul

Y - Tsrezh bozhna
Tenegh

7
{

orogn kel

Q.
10. Cheek ~ (e=) *~
1}.

Hose « (E~e) =~

Ear - (E-8) -

1. Iips --

?etsish
Teninbefen
7edzagh
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22,

gk e (Be) = Tekw'e®
gants Ardle = (E-g) -~
Sholder = (E-€) -~ Tegmeslazh

Rack — (F-e) -~ Tenen / %eden

CAymedit - (Be2) = TetsTidzex

Chest — (E-e) — Teyed
Bosou = (E-e) -~ 7et3'u

Seonach — (F-e) - Tebod

Tollivsutton ~ (Z-¢) ~ TetB'iy / %elf'iny
L A SUS VO

by - (E-e) ~ Tesnay / Techany e
;oA = (B-g) - Tegen

wibog w {Ber) -

iuscles « (E~e) = ?ect'ud / Zech'unt

Wrist — (Z-e) — Telachen

# - i
a- - - =
LN E L GE e (SRR
P £ LA S ST
Thumy —  \F-r) —~ Telashiunil
-

Yoimter ~ {.';'-e} - Telasced

Midéle Rinzer < (B~e) -~ %elaniz

d/Iadex ~ (T-c) - Zelsgha
inger = (Z=¢) - Telasts'ed
the ¥and - (E—-e) - “2eolatax

Taith = (F-e) - Yewen

Enees — (Eie) - ZetSigwed .
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12, (3/¥) ?iyi (that one) : guyi {that one)
biyaz (his/ter coll) guyex (down thare)
nuy (isianl) yed (snow)

3. (g/G) Tex guli (gku§32
—/ fu YECQEE >ba;l,
gex Frnsn (Lack thera)

4. (k/E) mnelkal (it's s

15. {wh) rawh (%wo pciozs) 7enuwn (back)

16. (w) . ?ewen (thigh) : weldax (Coast Indians)
?elhirewel (bell) watsish (care-tzl.ar)

gavenax (Ee/she can go ahead)

7. () hejon (he/zhe's singing)  ?2et'ah (pocket)
===  eghcilh (he/she's screaming
Tegon (ti.erz)
18. (z} The cnnsomant % zay te similar fo Inglisk, buv

- 3= 3 f + Sy - . T g Y
in sorme woodédsz, it's not simlliar 4o Inglisih.

sasi (my neice)

Ciray (ist's azw) :
. gwedized {s/she spit on it
by

These are the rest of the cornsonants that axe no
Englich,

rt
o]
I
5
e
—
o
H
<t
O

18. ($')  Tet'a (feather) ttis {blzck) .
mun'in (he/sae's happy) gwew'ah (in the cornar)
bettay (tebind her/hin) t'agultin (ne/she's cld

20. (%1) aetli (soft) tlagh {lard)

tintlad {yocu junp / you run sway)
gueztled (he/she slapred sonething against it)

22, (t1') tl'az (bacawavis) t1l'ugh (grass/hay)
. ¢l 'ulh (rone) ?etita (50 ¢)
T1'eticgex -(Anzkamr) Tl'esqox (Riske Creck)
. 22. (ts) tsa (beaver) ?etsi (grandpa)

EIRV N
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fehsu \g::.:‘.c..- thear dstsen

, o
Fad 1
-~ 'a-‘-
datranyres {eorow) reven {(Gatb

£ - e PP — [, T
{5703 Azt dg'talenTiige Srookl
GRSy i e
Gal Clanas e W b
a . ‘Jnl - i P ]
Tetmibe il

(zz.) Cor) | ¥ i (wiilow) 1
i e P I e .
o X'an (new/now) - X'a (errow) N
X'un (fizh ezzs) dink'zn (czughs en Tirs)
26,1 Do) mvtes (cleud) elvitens (Live ~)
pewvtens, {his/her iiv '-*-) belr! ox (his/ner _
jelo' en {(Trazile) eln ot ens (he/zin i

GazY) dzin (G=7) : 2edzi {heard
dzen (airs?) .7 2213zl (moon)
dzax- (piten/zum) ?edzagh (ear)

(28.) {22} afern (omow mountain) nifdzun {owl) ‘
e sdneg f.,:?_"c‘s crowded) Telhijudeid ($aoy crgis;
( téa (v}

be l.-‘*'Ll'lf (I\J.b --‘-Q.‘.’.»‘ﬁ--.'-'-_-:':‘;1‘*..:‘_:.;:# C y
?etsi (head) :

t&5'4g (osprey)

—~ruiion)

(5.7 {€1) cian (nousald Tichdlad {swuine
. yadlazn {ihesy were born)} geladted (idets on Tino
gwedlen (Rilly) dlig (squiirel)

° hain \..\'-'“:;'= i s

e R M i

(a'.)ﬂ # i-nr" L Bl i .
najag (it's snowing) _ t.;. afes’ {dress)
shans (wars) sandilh (widow)

(34.) (8) =zeZi (ay mouth) nenag (1
"ezec‘ (11*..':3“") diyez (zo
chirar {otier) ' ?ezen (s

3 lenz)

(55.} (@7) Zegwed (dHone) - gwan (avay) ;
G":'.‘.:;:‘“ {in the mildig) ewesdtch (conp % &
) sranini {he/shets honn) zweZel (it's o :




(36.)
(37.)

(w7} {Wlshkxlsn (Stell

veaex {river)
gunzh (housze)
Fasnzt (c;ilér

‘s Jday)

?esgi {(bobs)
vassg (R22l)
i {zhcoz)
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(38.) (@) aqwen (fire) awes (cold) _ ‘
Fingvel (mom) aweni'ay (berind Tz houss)
tizgwi (he/she threw up) gwentoh (in the Sowm, viilzz

(39, (=) xi (winter sadax (2 lons time age)

xilh (hacloacks) Bux (ruoln)
zex (goose) sax (2 long timz)

(40.} (gh) -tla"h (1larad) nenchazi (it's biz)

: ?egna (hair) ?esghu (Leoth) .
t1'ugh (zrass/hay) Yiyach (lz s nig/hera)

(41.) (xv) xwes (cacsus) " nexwa (for us)’
xwell (qith us) . xvatish (between us)-
xwinajas (it's snowing on us)

(42,) (z8) “Teszsidam (ancesiors) - higgad (we shake it

(43,) {zsw) heggres (he/sh's ticklish)

{£4.) (2) 2aba -(dad) de?ax (no)

?iyen (that person) ?elh?i (nizhi)
. ?ets'en (trong vay) chel?éﬂ (co;o» )

(45.) (rm) 1hinn (doz) seserm {dried)

% 3hem the consornant "sh" is used 2% the end of a wvovrd, it is
pruﬂounced differently than when uged at the bezsinning of z
vord, Exzample:

{sr) 2zgh {snowshoes nedash (Me/zhetz Jzneismst

bedsisy (caribeu) guasisly {owp moblan

¥ The Consonont "s" can also be not similar <o English. Example:

(z)

jiz (inside)

ch'is (after)
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iaria HMyers

PREDICATE NOMIHALS 2 August 79

1. Dbilugh an. It is{ a 1 knife,
knife be? the

2. Tovi bilugh an. That is { a knife.
that knife Dbe - ‘the

%. John an. - . Ha.is?John.

. J be

4, <%c¢cyen John *rﬁ . That is John.
that J an- ’

5. John Teyen an. John is that one,

' J that

6.° John deyen an. ' John is ¢ a doctor. N short form
J doctor the

7. John deyen hant'ih. John is { a -} doctor.  long form

the

“&. sid desyen Jas } i T am) & -t doctor.
I! doctor { hast'ih the }

-

Guestions are made by a change in the intonation:
: N .

F - . = ]
A bilugh en ? - bIligh n .

BASIC SENIENCE TYPES

" g, ¥8i gweda+gh+el mel. - - The/a rock rolled down.
' roclk dowat+past+it+roll
10. t8i gwedaghelmel a ? Did the rock 1oll down?
rock a :
11. t5i lha gwedalmelh . The/a reck didn't roll down.

rock MEG roll down
12. 18i lha gwedalmelh a 7  Didn't the rock roll down?

132 Juhn t8i Eyegtiﬁtﬁid . John threw the rock.

J rock (it)threw \ . . g
Ly *ts5i . John tiZt&id. {(could only mean 'the rock threw Jouin')
¢y *John t8i batiZtsid. -

14, John t8i lha titSeln. Jochn didn't throw the rock.
J rock NEG

15. John 1ha t8i- titSelh. as above
J NEG rock tThrow

—_—
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. . Megem Middu .

.

T1'egwezish NaM'e eng . S d

Kena.'f:s'arfhedul‘?:_sh ' _ _— ) . A ERE

- Johnny T1'edaghint' &#sh (Vhere Jolmn& Harry used to cut hay)
_ b?.‘\.dlhls T1'edeghint'ish (%here Bleclmose Johmny umed to cut hay)
X ‘Maghshel idu (iershall Headow) o i

{C Tlurrh'?elh (C2 s:.m.r Bob's teadov ) A RN

S=eh' ebiny (Cravel I-ake}
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) © 7 iYounrer Si wows T o T T
N sediz (?v-v"Lare_ sister) .
‘nendiz {yvour younger sisver)

bediz

T ;.iflﬂr younger sicter)
. 72 nenviedis (Jc-"“ (pl) youncer sisther
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nege {mw dusher;
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biotHex: W it
ban (mother) %
sebzn (iny -mother) A
.nenban ch‘u'* WO \tlu.-—) B gt
bebza (his/her “01‘19“)

s T 3 A ‘-— Y
nexwehan (mu (01) mosher)
geoebzn L'a.1C1r mother

~ - 0ldeor Sister:

sadi (my older sister)
nadi (your older sister)
badi ﬁn*uffﬂr older sisuer)

er) nexwadi

(vour (pl) olcar mister)

S, B gebal ("\:hn...r yownsenr L,J.sl.er) gebadl (thelr older sister)
Youn~eyr Sisters: ) 0lder Sighers:
“ i (my younger sisters) sadigi Er*v older sisters )
3i (your younzer sisters) nac,..q:l. your older sisiers) :
i (his/her rounger sisters) badlql (hls/her older sisciors)
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Brothost

T

i

Yo vn
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)

“UY mmest'in (I'm glad.) B R
S0 gmning'in (You are glad.
S0 S gamttin (Befshe is glad
oM Zpsht'in ifou (p1) ave :ad.)
izd.)

Y

T s Lomittin [T are fizd.
CdementTin {They are lad.) .
Say . - . -,1
1 (I'm walking.) . ) "
; (You are walling,) ="
‘- ghelgth (He/she is walking.) : 1
vioghelhzEh (You (pl) are walking.), 5
: ghilgan {He are wa2luing,) ) 4
jalgih (They are walking.) cou
= - :
. hes 1
- hen B
hejd 4
i E -7‘:
1124 .‘i
g G
. 3€J ’

- ?enast'in. {I'n worling.) Co T T T g ’ R
» 2anant' in (Fou are working.)} S e cow s
S e tony  fanat’in (BEe/she 1s werking. ' : -4
AN e ?analitin (Fou (pl) ave vorking.)

' nat'in (e are working.) . : S

anajet'in (They are working,)

testlelh (I'nm goin: to jwm/run_away,) o e
Y7 taghantleih (You zre going o jump/mun awa*)/.) ' Coo
7 tatlelh (He/she is zoing To jump/run cway. _ o g
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LEARNING BENGLISH AS A SECOND LANGUAGE R
L2 L | ' %
an Introduction to the ' ) 1
v g o
Contrastive Analysis of Chileotin and English Sounds 4% wdegieed
AT (< G T
Quindel King John Rathjen

By the time you and I were five years old we had learned a language almost
perfectly. We learned the language most useful to us in communicating with our
family and friends. No one gave us lessons; our native language was samething
we learned by listening and imitating until we could understand and speak as well
as those around us.

Success in school depends on language

If your native langﬁage was English, you had few problems when you went
to schoal. There the teacher bepan to teach you how to read and write the
language ycu already knew. But if your language was not English, you probably
socon found yoll;;rself il;l t:n:ouble, because the teacher tried to teach you to read
and write English before you had learned to speak it fluently., By listening and
imitating you probably did learn a lot of English very quickly. Yet soon you
found out you were a "slow" reader and began bringing home reports that said
you were "working at the best of your ability at a low grade average'. You may
have believed your teacher's judgment thiat you were slow, and quit trying. Or
you may have kept trying but become very frustrated because reading was so
difficult., In either case, the chances are that you gave up before Grade Twelve -
unless you had unusual drive and ability.

There are many reasons why Indian students drop out of school, Language

and reading problems are only two of those reasons. But they are more important

than most people realize, and should be looked at very care fully.
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Our methods of testing or evaluating learning in the schools often cause

unnecessary problems. Students are expected to do most of their learning by

—————— e e e e

listening and reading. What they have learned is usually measured from their

written work, Whén students with language problems do poorly, we blame the;’n,
rather than ourse}ves. If we could find other ways for students to show their
knowledge I think we would find that many do much better in school.

Another way in which our schools cause problems to students from a non-
English background is.by failing to teach English as a language. In Gz.'a.de One
we begin by teaching reading. But the language is what we ’speak, and reading
is just 2 way of ""freezing" speech so that we can store whal we have said for
later use. Students who .speak English as their first language are usually ready
to start learning reading when they come td school. But for students from a
non-English background, there is no point teaching reading until they have learned
at least the bz-xsics of the’ English language. What is the point of learning to sound

out or ""recognize' words that you do not understand?

How do we learn a language?

Most teachers recognize a language problemvwhen they see one. Very few,
however, know what to d.o about it. Usually the student is left to "pick up'' the new
language in the same way that he lea;'ned his first one. Students do learn a lot
of English by being with others who speak it. But they seldom learn it perfectly
that way - for very good reason. Learning a second language is not just the same
as learning a first!

Our language is a set of habits that we have learned very well; so well that

they are difficult to change. Owur ears are trained to hear certain sounds which are

important in our native language. When we listen to the sounds of a new language

P S
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we can easily hear Uw sounds which are like those we are used to. But any strange

are very difficult to pick out. Often we cannot hear them at all; or when we

change them in our minds to sounds we already know. Trying to say new

causes the same problem. We will either leave them out altogether, or

them to the sounds that are closest to them in our own language, Chilcotlin,

sounds
do, we
sounds

change

for instance, .ha.s no. /.-r/ sound, Someone who has not learned to make /r/ will

have trouble with such words as ''red" and '"rose'. He will probably say "led lose''.
Two other consonants which are in English but not in Chilcotin are /{/ and /v/. For
a Chilcotin-speaking person, hearing and making these sounds will cause much
more trouble than sounds which he already has in his language. An English-
speaking person learning Chilcotin will have similar trouble hearing and making

the first sound in the word for “"dog", /riin/. The fI/ sound (a voiceless /1/ made
by holding the tongue in the_/1/ position and blowing air out the sides) does not

cccur in English,

A child has no trouble learning the sounds of his first language. It is only
after he has practiced those sounds for several years that new soundscause problems.

The habits of our first language, then, make learning a second language difficult.

Why do we compare two languages?

There is more to a language than just sounds, of course. The sounds (phonemes)
are put together into words {morphemes); and the words are arranged in an order
{syntax) that gives meaning. The sound system includes how we raise or lower our
voices, and where we pause (stress, pitch, and juncture). Very strict rules
control how we put sounds together and arrange words, When we are small children
we learn these rules as habits, and we use them in speech without thinking, But

the rules are always there, When they start to interfere with learning a new
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language it is very useful to know exactly what they are.

Describing the rules of two languages may seem like a lot of work, but it is
really a short-cut for effective language tcéching. Such comparison enables us lo
pinpoint the special problems a person will have changing from one set of language
habits to the other. . Tea‘cl_*ae rs who know what those specific problems are can
concentrate on them. r.;_lther than trying to teach pupils by haphazard exposure.
Teaching a second language can be very straightforward if the teacher understands
how languages work and precisely where difficulties will arise, |

Each system of a language (phonology, morphology, and syntax) can be
studied scientifically and compared with other systems. In the "Comparative
Analysis™ to follow this pap.er we will look at the lowest level of comparison,
phonology. Higher levels are much more difficull io compare. Before narrowing
down to the soun_gi —syster.ns,, let's have a quick look at how our languages alfect us
at a "high" level.

Qur language is our way of thinking.

Modern linguistics has taught us that language directs our thinking. Each of
us is in touch with the world around; we sce and hear the same things. But how we
understand what we expe.riencc is directed by our language. A few examples will
help to explain. In English we have many words for flying things: airplane, aviator,
focket, bird, and so on. In the Hopi Indian language, however, there is only one
word for all flying things except bircls.1 Because traditional Hopi culture never -~
experienced modern flying machines, the Hopis use the same word for planes and
pilots as they do for insects. A mwore common example is the many words in

Eskimo for the one English word, "snow', Naturally snow is less important to

people at our latitude than it is to the Eskimos. It was even less important to the

n
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Azlecs in South America, who used the same basic word for "cold", "ice", and
Ysnow', 2 Chileotin and English divide living things differently. In Chilcotin,
the word "nuul' includes a.;.ll living things, while English separates them into
"animals', "birds"-, and "[ish'".

There are some very important differences between Indian languages and
English in classi[i'ca:tion of "“things" {nouns), and "events" (verbs). In Hopi, for
instance, "c¢loud" is a ndun, while "lig.htning" is a verb, A cloud lasts long enough
to be thought of as a "thing', but lightning happens so quickly that it is thought of
as an event. In English both are nouns, Chilcotin classifies lightning as a verb,
as well as some kinds of storms. Different again is the Nootka world view. In
their monistic view, there are no "things'. Even a "house' is an event. The way
of saying "house" is to say "A house occurs" or it houses', just as you would say
"it burns" of a flame. The Nootkas use suffixes of the word fer "house" to make
it mean long-lasting hous e, future house, and so on.

In Chilcotin, physical objects are classified by shape and texture. An English-
speaking person might simply say, "I picked it up.", but a Chilcotin speaker would
have to change the form of the verb to indicate whether the object being picked up
was round and hard, stick-like, loose-texlured, in a container, alive, plural, and
50 on. Chilcc;tin verbs change, too, to show whether a person travelling is goin.g
. on foot, by horseback, by boat, etc.

From these examples it should be clear that learning a new language requires
much more than mastering nhew sounds and rules, To move from one language to
another we must learn to look at the world differently. Our old language habits

often get in the way causing us to "see" the new language and culture through the

eyes of the old.
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People from one culture oftecn criticize the actions of those from another.
They think of themselves in the same situation and say, "I wouldn't do that." What
théy do not realize is that in a different culture, the same behaviour may have a
different meaning or intention, just as the same objects may have different names.
Linguists can show us where some of these differences are and help us toward a
. genuine tolerance oF cullures different from our own through respect of c:ther
people's ways of looki.ng al things.
One language is not "better' than another one,

i
One very important way in which a teacher can show respect for a child is

by appreciating his language for what it is. Earlier we noted that a <-:hild knows
best the language which is most important-to him, He learned that language as
quickly and as thoroughly as anyone else learned his, and it is as useful as any
other language. Linpguistics ha.ls téught us that all languages can express the
experiences con-lmon to -the‘ir cultures, and deal with new expe riénces as they occur.
Yet many teachers still consider Indian languages to be "primilive", and some even
discourage students from using them. Others present English us if it were the

only language, and treat students new to it as if they had never‘learncd to communi-
cate before. All these attitudes reflect a lack of respect for the child himself, We
must remember that a person's native language embodies his closest personal
.relationships and his whole way of looking at the world. Any lack of respect shown
for his way of communicating will be damaging to his self-respect and hinder his
learning of new skills. The Second Language Tecaching approach is built upon the

kind of understanding that encourages respect because il works from knowledge

about the languages it deals with.



What should a teachur know about languages?

How much should a teacher of English as a Second Language knuw about
Chilcotin? Basically, he should know ennugh of lht; pronunciatinn and grammar
of the language to be able to plinpoint its major differences from English. When
he knows these differences he will be able to drill his studenis on the difficult areas,
and not waste their Ej,me on the arcas that cause no problems. 5o far, there is no
official source of the gnformal.ion necded for comparison af Chilcotin and Eaglish,
An alphabet has been worked out and much of the gramimar has been analyzed. ¢
But the job is far from done. The study which fallows is only the beginning of the
first stage - a comparison of the sounds of the Lwo languages. It will show teachers
where to expect pronunciation problems and huw to go about drilling to overcome
thenm.

While knowledpge aboul the '"new' language is important, a teacher of English
must alsc know-a great'dea‘l about his own language, Speaking his nati:-e language
is an unconscious process, but teaching it must be ve 1‘1}: conscious and systematic.
He cannot plan to help a student over trouble points unless he knows exactly whal
happens 2t those spots. At the same time, knowledge about the language cannot
take_ the place of fluency with it. The teacher of English is the maodel for his pupils,
and must speak the language with the naturalness of a native speaker. In the early
?,radcs children learning English should not be exposed to teachers who are not
perfectly fluent themsclves.

Learning the sounds is most important,

Our study may be only the "beginning of a beginning', but it covers a ve ry
important aspect of learning English. Learning the sound system is the essenlial
first step in mastering the language. Linguistic analysts generally agree that. a

' i o
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persoen "knows" a language when he has elfectively mastered:
a, 90% of its phonology

/_,_-——— ™
b. 50% of its structure or grammar

c. 2% of its vocabulary5
From the formula it is clear that we approach language (eaching backwards when
we emphasize the le;asL important aspect, vocabulary.

Earlier, | criti‘cizecl the idea that a sccond language can be mastered solely
by hearing and imitating it in a natural situalion, Let me qualify that judg.rnenL now,
The classrooms and playgrounds of integrated schools are "language -rich" environ-
ments where children have English around them all the lime. Such exposure can
be a very valuable part of their education - if they have been trained to hear all
thie suunds of English. A good example is the /d/ ending which is used le show past
tense with Enphish verbs (e. g. .f;ry, tried). Since their language docs not pul /d/
at the end of wm:.ds, Chi'lco-tin children often have trouble hearing it in that position.
With some training, however, a student would notice the sound when it is used by
his school-mates and soon learn to say '"He tried." instead of "He Lry." . A little
sound training can go a long way!

Some general applications

1 have tried to outline the Second,Languagc approach to teaching English in
gene ral terms. The "éontrastive Analysis' will enable us to prepare sone specific
drills and techniques that can be used in the classroom. In conclusion here, lel me
suggest a few practical applications of the Second Language approach,

Teachers who have students learning a second language will find much of the
prescribed curriculum unsuitable. They will often have to prepare material of

their own, or screen commercial material on the basis of what they can learn about
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their students' particular problems. When evaluating books {or the classroom or
library, they will have tolook miuch more closely at structure and less at vocai:ulary
as a measure ol difficulty.

The general pr;nciples heing applied to Chilcotin in this study applyto teaching
students from any language background. The charts thal are being prf’pared could
be used in reverse to _-help an English-speaking person learn Chilcot’i'g. They might

r

also be used, tentatively, for predicting language learning problen_“;s of Carrier-
!
speaking students since Carrier also belongs to the Athabaskan family of languages,

- the beginning -~

Footnotes:

1 Benjamin Lee Whor!, "Science and Linguistics', in Applied English
Linguistics, ed, Harold B, Allen, Appleton Century-
Crofts, 1964, page 65,

2 Whorf, "Science and Linguistics”, page 65.

3 Whor{, "Science and Linguistics", page 65.

4 Quindel King, Alexis Creek, has worked on analysis of the Chilcotin language
for eight years. His formal analysis of Chilcotin phonology was submitted
to the National Museum in 1968 and he has continued working on the grammar

since then. Mr. King is providing the phonological material for this study.

5 Carson W, Martin, Canadian English, Teacher's Handbook, Book 1,
New Canadian Publications, 1963,
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SCREENING TEST FOR AUDITORY
COMPREHENSION OF LANGUAGE
{English}

Elizebeth Carrow, PR.D.
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Cbservations made br the Chilcotin teacher aices
at both sites o tle study describing poasinle
stimulys biss in the Peabod: Picture Vecabulary Test.

Pevt Chilecotin

ptimnlus iten . Anteroretation
Bz:ll‘cuio' .Insect

Wimer Hot dog

Envelope Letter

Dial 'Pheone

Hive Box
Ceremony#£Idol Karely used
Filing " Drawer

Haryesting Pieking/Gathering
Stadium Rarely used

Erecting Building

Meringue Pie

Chenist Crag stﬁre._

u

Y

S5timluas item

Crileotin

Sewing
Caboose
Captain
Capsule
Cnawing
Poﬁ'
Lecturer
ATcher .
Excavation
Stunt

Appliance

interprrtation

Hencing

Train

Triver
Pills-vitanins

Chewing

Feas

Rarely used

Eow

Digging

Circus

Iron
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APPENDIX B

DOCUMENTATION PERTAINING TO THE ETHNOGRAPHIC
BACKGROUND AND HISTORY OF THE TWO SITES,
THE INTERVIEWS HELD WITH EDUCATORS WHO HAVE
LIVED AND WORKED IN THE CHILCOTIN-CARIBOC AREA

Material found in this appendix relates to the following:

1. Ethnographic information given by Sr. Teresa
Bernard (Missionary/Sisters of Christ the King) -
(cited in Whitehead, 1981).

2. Ethnographic information given by Fr. John
Hennessy (Oblates/Missionaries of Mary Immaculate}
(Whitehead, 1981).

3. Ethnographic information given by Mr. William (Bill)
Christie (retired Indian agent) in intenview with
the investigator in June, 1981l.

4. Ethnographic information given by Sr. Ethel Devlin
(Department of Indian and Northern Affairs) in
interview with the investigator in May, 1982.

5. Ethnographic information given by Mr. Donald Smith
(Department of Indian and Northern Affairs) in
interview with the investigator in June, 1982.

6. Ethnographic information given by Sr. Edwina Dubé "

(Department of Indian and Northern Affairs) in

interview with the investigator in June, 1982.

7. Ethnographic information given by Mrs. Emma Mack,
(Home School Co-ordinator, Anaham Education
Administration) in interview with the investigator
in Spring, 1981.
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1. Sr. Teresa Bernard (Missionary Sisters of Christ the
King}

Sr. Teresa Bernard, who was a Nursing Sister in the
order of the Missionary Sisters of Christ the King, recalled
her first impressions of Anaham village in those days and
said:

So we got to Anaham and there was not an Indian on the
Reserve. They were nomadic. They would all disappear
in those days. There was not a soul on the Reserve.

. . . There was a tiny little housebelonging to the
Oblate Father and the Indians had build another little
log house on the side. This house had only three rooms.
Tn front there was a parlour and two little rooms in
the back. . . . We arrived there about August 27th,

the end of August--school was supposed to start the
beginning of September. Sister Marie des Anges and
Sister Stanislaus were teachers. ... . There were two
classrooms, those who had already been to school--they
were about 12 I think--and in the other one there were
maybe forty--they had never been to school. {(Whitehead,
1981, pp. 77-80)

2. Fr. John Hennessy (Oblate Missionary of Mary Immaculate

Fr. Hennessy, discussing his own history with Whitehead
(1981) recalled his involvement in education, with particular
reference to Redstone Indian community:

The one thing I did do was in 1941 I started a seasonal
school at Redstone. In Redstone--which was off the
beaten track--there was no education. They wanted a
school but they didn't want to send their kids to what
they called the Mission school. There seemed to be no
possibility of getting a complete day care because they
were still nomadic. They would be leaving with their
families in the Spring to go fishing, hunting and
trapping. Then, in summer and fall, they were working
on their own lands haying or with white people. So
from the end of October to the first of March seemed

to be an ideal time.

The Indian Department volunteered to provide the books
and to pay me. I was paid $125 a month as a teacher,
but I had no qualifications. None. I simply tried to
teach them how toiread and write. They used the church
on what was known as Redstone Meadows, a church that
was on the property in which the chief was living. A
number of people had built their own little cabins
there just for "priest time" as they called it. So in
November the parents who were going back to the meadows
to feed their cattle would simply leave the children
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there with me. The older children looked after the younger
children. And I was a sort of a watchman.

_ They enjoyed the school. The kids came willingly. We
started about nine-thirty and we ended about two-thirty and
there was no particular schedule. They learned to read and
write. That's what they wanted. I wasn't equipped to give
them a full education and they weren't ready to accept it,
either. I got to know them better than I had before. The
old Chief, Charlie Boy, would tell me some of their legends
and traditions. I began to realise that they had a culture
which was particularly theirs. (pp. 83-84)

3. Mr. William (Bill) Christie (Indian Agent, retired)

Mr. Christie, recalling his early days as Indian Agent
in the Williams Lake District, in interview with the
investigator said:

, At Bella Coola we had a lot of day schools on the
reserves. They also went to the Residential schools. When
I got to Williams Lake I found that the only school was the
Residential school, St. Joseph's Mission . . . and it was
very difficult to get the children there at an early age
for them to get passed Grade 3 education; they were eight
or nine years old before they got to school. . . . I.
decided we should have some day schools on the reserves,
some of the outlying reserves, 'cause 35% of the children
didn't get any education at all . . . so I decided we should
start with Anaham reserve, but thé war was on, finally I
did get a school going at Anaham and Redstone reserves.
There was no money so finally there was an old log building
at Anaham I decided we could make a two room school out of
it and at Redstone the Priest said we could use the Church.
. T had no desks so I decided I'd make desks . . . and
finally, a local inspector said I could make small table,
with seats, you know. The next thing I couldn't get any
teachers. So I wrote to Archbishop Duke and he contacted

some Sisters, who lived in Eastern Canada . . . so they
moved and so all at once we had a Mother General and a
Sister came up to take a look . . . and the next thing I
had four Sisters on my hands . . . but they were good . . .

eventually, Archbishop Duke built a Residence for the Sisters.
So after that when the war was over we got schools at Alkali
Lake, Anaham Lake, and Nazko, Canim Lake and Canoce Creek.

. « . The Sisters looked after Anaham Resexve . . . we got
education going in the fifties. {(Interview with Mr.

Christie in June 1981, at Williams Lake)
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4. Sister Ethel Devlin (Department of Indian and Northern
Affairs)

Sistern Devlin described some of her experiences to
the investigator, related to working at the Mission, with
the Chilcotin Indian children:

It was an experience of real challenge. I worked at
St. Joseph's Mission from 1966 and in those days we had 306
students to educate and care for. The Chilcotin students
came from Anaham, Stone, Nemiah, and Redstone, with the
majority of them coming from Anaham--this is the largest
reserve in the area. There were three distinct tribes, the
Chilcotin, the Shuswap and the Carrier with the greatest
number of students coming from the Chilcotin and the least
from the Carrier. The programme was from Grade 1 - Grade 8.
Acceptance at the Mission was based on the life-style of
the parents; if they were away for twelve consecutive weeks
they were considered 'migratory' and the children could be
admitted to the Mission. The day schools on the reserves
provided education too, but, because of the nomadic life
of the people, children were still admitted to the Mission.
The students from Anaham and Redstone spoke their own first
language. The Redstone students did have access to more
English because their village was nearer the road and there
was more exchange between themselves and English speaking
people, in the working together conditions of logging, rural
employment. The Anaham people kept to themselves. The
Chilcotin people are a very proud and independent people.
Since 1975 there have been some really important developments
in education which has expressed the growth and the strength
of the people and their involvement in 'opening up' their
experience. (Interview with Sr. Devlin in May, 1982, in
Williams Lake)

5. Mr. Donald Smith (Department of Indian and Northern
Affairs)

Donald Smith, who was the District Superintendent of
Education for the Department of Indian and Northern Affairs,
Williams Lake District, in the Chilcotin-Cariboo area for
six years discussed, with the investigator, his perceptions
of some of his experiences during that time:

There have been some tremendous changes in the area
which really started to show after 1975 although it
was probably happening before that. When I used to
visit the reserves, when I first came to Williams
Lake, the people would wait for me to give them the
information they wanted--now they tell me what they
want. Chilcotin people take time to consider before
acting but once they have considered they act with
!
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decision. They have shown a lot of growth in their interest
in education--they are anxious to get involved and they are
strong people.

T think even since The Indian Control of Indian
Education was published in 1972 that had a lot to do with
it, and then there was the "long hot summer of '75" when
funding was returned by the people. Although Anaham (with
Ulgatcho) was one of the places which did not give back the
funding the difficulties and the situation which took place
then gave the people a lot to think about how they could
alter and change their circumstances themselves. Even
though it was disturbing it was probably a good experience
for everyone. A lot of growth happened after that. Then
there were some differences made when we decided to bring
the in-school and post-school counsellors into the office
to work with the Chilcotin students. Sr. Devlin came in
from the Mission and did a great deal there and so did
Wally Hamm. And then Emma Mack became the first home-school
co-ordinator for the Chilcotin and used to travel all over
the place, and Charlene looked after the Cariboo area--Emma
looked after everything west of the Fraser and Charlene
looked after everything east of the Fraser. Now, of course,
we have a lot of people doing an excellent job as home-school
co-ordinators and committee workers. (Interview with Mr.
Donald Smith in June, 1982, in Vancouver)

6. Sr. Edwina Dubé (Missionary Sisters of Christ the King)

Sr. Dub& who is the Grade 1 teacher at Chilcotin Indian
Day School on Anaham Reserve, and who has'held that position
since the early 1970s, discussed some of her interpretations
of her early experiences with the investigator: .

In 1971, we had a kindergarten-nursery programme which
was organized and taught by the Church. In those days the
sessions went all day and certainly helped with thelleanning
of English in the Grade 1 programme.

It was not unusual, when I first came to Anaham to
teach, for my children to have no knowledge of English
until March of the school year. We needed an interpreter
then and I had one in the classroom. Chilcotin is still
really strong in many of the homes, especially where there
are elders living with the children. I really think that
the Chilcotin people really want their children to learn
English. I have noticed a difference since those days in
the seventies. I think television may have something to do
with it 'cause it's on most of the time and English is
constantly heard in the homes then. The children too have
grown much more verbal and will talk to anyone. The girls
don't wear the long gingham dresses that they did in the
seventies. Now everyone wears jeans. (Interview with
Sr. Edwina Dube in June, 1982, at Anaham Reserve)



7. Mrs. Emma Mack (Home-School Co~ordinator for the
Chilcotin area)

Mrs. Mack who had held the position of home-school
co-ordinator for the Chilcotin area for approximately ten
years discussed some of her memories of those earlier days,
with the investigator: ’

When I first started this job I had the whole of the
area and was out. in all sorts of weather .and on all sorts
of roads. I wanted to let the parents know that education
was important and I didn't mind the work. I had a truck
and I'd just go off into the bush in it, and visit homes
“and talk with the children. You have to choose your time
to do that. Now there are more people working I can do
more here and there's still a lot of work to be done. We
want our children to get a good education and to cope later
on. I like to get the parents interested in education and
to know what's happening. (Interview with Mrs. Emma Mack,
in Spring, 1981, Anaham Reserve)
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