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ABSTRACT 

The purpose of the study was to determin e 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 a l so 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 
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Peabody Picture. Vocabulary Test (P.P.V.T'") and the Chilcotin 

Auditory Comprehension Test (C.A.C.T.). The·former was 

administered by the investigator, th~. latter was administered 

by two Chilcotin speaking teacher aides. 
I 

The test results 

were analyzed through covariance. The kindergarten children 

at both schools made significant gains in their acquisition 

of English as measured by the English measure of the C.A.C.T. 
I 

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 t 

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. Margi€ Mayfield 

Dr. 
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·CHAPTER I 

INTRODUCTION 

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 early childhood by children of Chilcotin 

Indian Day School on the Anaham Reserve, ·.and Redstone 

Indian Day School on the .. Redstone Reserve. Both Anaham and 

.Redstone Reserves are Chilcotin speaking; however, the 

children from Reds·tone Reserve have experienced' a greater 

exposure to the influence of the English language. 

Much of the background literature which supports this 

study was found in.work in process in the Chilcotin-cariboo 

area with Native Indian children involved in language 

programmes.both in the provincial and the federal school 

systems. The literature was specifically prepared as direc­

tives for a Native Indi.ao curriculum to be used within the 

classroom from kindergarten to Grade·l2. It was develop­

mental and has been ·and is in the process of being redefined, 

expanded and adapted as the needs of the Indian population 

.within the fifteen Indian communities of the Chilcotin, 

Shuswap _and Carrier peoples are perce:i!ved and focused upon 

by these peoples through the me~ium of language committees. 

In his major study on language Logan (1963) posed the 

question; "How do children vary in ability .with language 
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and gain proficiency in using it?" The research and results 

' obtained in this study addressed this question. 

The study has reflected t.he continuing enquiry into the 

question 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 D.istrict #27, Chilcotin-Cariboo 

area, described the goals of the Chilcotin Language Programme 

as follows: 

Virtually all. Chilcotin students come to 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 
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language development of ·Chilcotin Native students.of five 

years of age in their own first language and their acquisi­

tion of the'ir second language over a period of ei'ght 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 bilingual 
ability w'ith some objective measure. (p. 1) 

' 

Hypotheses 

The following hypotheses were tested: 

1. That there will be no significant difference of 

achievement on the Chilcotin-Auditory Comprehension Test 

over four months of instruction 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 between the children from 



Chilcotin Indiaf Day School and Redstone Indian Day School. 

3. There rill be no significant difference between 

each of the exp:er imental groups c;m the Peabody Picture 
I 

·vocabulary Testj after eight·months of English and Chilcotin 

instruction. \ 
I 

I 

I 
4. There ~ill be no significant differences between 

each of the e~p!erirnental groups on th~ Chilcotin' Audit~ry 
I • 

Comprehension ~est after eight months of English and 
. I . 

Chilcotin inst~uction. 
I 

5. There fill be no, significant correlation between 
I 

the scores on ,he Peabody Picture Vocabulary Test and the 

Chilcotin Auditlory Comprehension Test for the experimental 
I 

groups individulally or separately. 

! 

Limitations of lthe Stud:,: 

I 
I 

The study ,did not extend beyond the scope of the 
I 

4 

kindergarten c]assroom.and programme of the Chilcotin Indian 
I I . 

Day School and- 1the .kindergarten classroom and programme of 

the Redstone Ijdian Day School. It did not extend beyond 
I 

the sixteen sub;j ects selected at the former school- and the 
I 

eleven selected at the latteF. 
: 
I 

It was no~, in any way, concerned with an analytical 

I 

evaluation of the kindergarten programme at the Chilcotin 
i 

'Indian Day Scho:ol or the kindergarten programme at the 
I 

Redstone Indianl Day School. 
I 
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A further limitation was found in the daily attendance 

of the subjects' chosen and their hours of exposure to the 

second language instruction during the eight months of the 

kindergarten programme. For example, Chilcotin Indian Day 

School kindergarten children were exposed to the Chilcotin 

language programme from September, 1981. Redstone Indian 

Day School kindergarten children were exposed to the Chilco-
, ' 

tin language programme from January, 1982 and, in April, 

1982, began to use the materials similar to those used in 

Chilcotin India~ Day School kindergarten for these lessons. 
I 

Attrition in the subjects' selected for the study was 

also experienced. Although, initially, sixteen subjects 

were selected from Chilcotin Indian Day School kindergarten 

to participate in the study, due to relocation during the 

winter months, thirteen of them finally took part (nine 

female students, and four male students). Although the 

entire population of the Redstone Indian Day School kinder­

garten were initially selected to participate in the study 

(eleven students), nine of them finally took part (i.e., 

four female students and five male students). The degree 

of mobility among children living on reserves is still 

one of the significant problems of a study such as this. 

Staff differences 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 School, on Redstone Reserve, consisted of both the 

kindergarten and the nursery children and was given by a 

teacher of Caucasian background. 

6 

A limitation of the study was the instrumentation used. 

The Peabody Picture Vocabulary Test was chosen because 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 
especiallygoodfor 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. However, it seems likely that when using 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 reached in that language rathe·r than "an 

estimate'of a subject's verbal intelligence through ~easuring 

his hearing 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 English, was chosen 
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for the study because it was the only available in~trument 

in Chilcotin-English language and comprehension. Haig-Brown 

(1979) stated: 

Khile the test is too brief to claim to be diagnostic 
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 and 

if possible isolate the degree to which Chilcotin or English 

is the basic language of the child and the language to which 

he/she has the greater degree of acces!;;. 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 tongue, or the first, ancestral 

or traditional language refers to the Chilcotin Native 

language. 

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 

words. The Chilcotin fo;rmat 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 Indian 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 

Indian Day School on 

kindergarten children 
i 

Redstone Reserve. 

of the Redstone 

The total 

population of the Chilcotin kindergarten was twenty-four 

children. Sixteen of these were chosen for this study. 

The sixteen chosen were children who were five years of 

age and who came from families where the Chilcotin language 

was consistently spoken in normal daily family interaction 
I 

in preference 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 kindergarten children were chosen for the study. 

The eleven chosen were children who were five years of age 

' thus meeting the age criteria for the study. 'D.his decision 

was made in consultation with the classroom teacher. 

8 



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 Committee, and from 

the parents of the children involved in the study. 
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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 programme before September, 

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 III describes· 

the children involved in this study, their setting and the 

instrumentation. Chapter IV is an analysis of. the data. 

Chapter V · is a summary, inclu'ding implications, conclusions 

and recommendations for the early childhood programme of 

the Chilcotin kindergarten children in the area of language 

development. 



10 

CHAPTER II 

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 of research in bilingual, 

education. The third and concluding part presents the 

significance of Native language to 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 ideas, (c) the security he feels to enable 

him to develop, or 'dig' into his own language competence. 

Th:s performance is different for each child each t~e and 
\ 

does not indicate all that the child can achieve; it 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: 



infants make many different soun'ds 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 can 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 folJ:ows: 

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. Such words as boy, sock, mommy, other, 
yellow 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. 

11 



Early language development can·be shaped through 

learning by imitation, i.e., through experiencing within 

the family milieu the words used in that milieu for the 
~ 

objects seen and the 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 and 

response to the environment in a natural way rather than 

through more formal child-adult interactions of naming 

actions and objects. 

12 

Lenneberg (1967) expressed the view that children 

possess an inherent natural language learning ability. He 

cited the study of a young nonverb~l. child who, at the age, 

of nine and only with great effort could reflect back a 

word an adult had spoken to 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 



(d) the basic structural and organizational similarity of 

semantics, syntax and phonology which are found in all 

languag~s in spite of superficial differences. 

Piaget's work in human development demonstrated that 

13 

in the sensorimotor stage (the first year of life) the child 

is engaged in developing concepts of himself as separate 

from the objects which surround him. rn· the preoperational 

phase (eighteen months to approximately seven years) 

cognitive growth oc,curs thrO\l<Jh.-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 through 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 t~e preoperational phase 

(eighteen months to approximately seven years) initially 

use egocentric speech; that is, they tend to "monologue" or 

give verbal expression to their actions and their involvement 

in circumstances during their play. The "monologue" takes 

place even with other childr~n 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 



an adult response, but appears to sharpen the focus of the 

child on the reality of what he is doing and what is 

happening to him. 

The investigator of this study believes that, while 
I J._ 
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this·l~nguage does not determine behaviour, it does help to 

define for the child using it what is actually happening and 

thuJ 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,CSinclair 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 t,he cognitive integration needed 



to perform conservation tasks. They ·added" "language 

learning does not provide, in our opinion, a ready-made 

'lattice' or 'lens' which organizes the child's perceptual 

world" (pp. 7, 8). 
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It would appear, then, that although Piaget postulated 

that the cognitive developmental level determines the level 

of language ability in the child, he alsD 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 langu~ge- and 

cognitive development, Oleron (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 in~ependent developmental course. 
Rather, the organism's evolution involves the 
development of an instrument respondi~g to its 
basic cognitive activity and permitting its 
blossoming. Thus, more elaborated cognitive 
forms are such only because they have incorporated 
language. (p. 26) 

Vyg·otsky (Pflaum, 1978) described the significance of 

adult-child interaction in language development. This 

interaction 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 

real thoughts begin" which is 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 that according to Bruner's ideas the sophisticated 

strategies used by children as they acquire 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 the 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 



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 

(1974) where the universality of open-pivot words was 

discussed, we encounter cornrnonalitie9 across cultures. 

Brown (Pflaurn, 1978) discovered that there were 

expressions and first utterances which are universal to 

all cultures. These were: 
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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. 3 0) 
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Pflaum (1978) discussed this phenomenon and concluded 

that 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 ianguage development. 

Young children grow in language development through the 

monologue of the early egocentric stage to the socialized 

speech used in-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 questions of other children or adults with 

the expectation of an answer. 



5. To grow in the ability to answer questions and to 

respond to the commands of others. 

Socialized speech development takes plac~ at varying 

times in children. In the kindergarten and even in the 

19 

early stages o.f the primary school, children can move from 

socialized speech to egocentric speech until, with maturity, 

the former becomes the strong~r medium of language expression. 

In his discussion 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 
e!l)otions. 

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 tnat a language development 

approach 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, listening and understanding 



in the pr.eschool years. This is the foundation on which 

the later skills of reading and writing are built. He 

added that "these essentials of communicatiol}--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 the development of 

language. They are "the.root years" (Mukerji, 1969). 

Sturdy growth from these. "root years" should be stimulated 

through early chi'ldhood programmes in oral language which 

are planned to encourage communication and individual 

contribution, for "a child learns to use language by using 

it" 1 (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 (cl bilingual education and Native 

Indian education. 

20 



The concept of bilingual education was given an 

official government mandate in October, 1971, in response 
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to The Report of the Royal Commission on Bilingualism and 

Biculturalism (Ottawa, 1965). As a result of the 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 two official languages, there were no 

official cultures and that a series.of polibie~·Mould~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 beeri "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 immersffln 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 significan't influence. 

Burnaby (1980) stated that Cummins developed two 

hypotheses. One is that: 

There may be a threshold of linguistic competence 
which a bilingual child must attain both in order 
to avoid cognitive disadvanta:ges 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). 

Burnaby (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 both 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 understanding 
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 instruction in 
L 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 students 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. Stress on total ethnocultural value 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 Ll of the students and the 

L2 of the scho'ol instruction. Mismatch occurs when there 

is little or no congruence between the child's Ll 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 young 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. 
~owever, there may be a variety of reasons why 
instruction should nevertheless be in the medium of 

· L 2. These reasons have to be weighed against the. 
superior effectiveness of delivery in L· 1. In making 
such judgements it is important to take.into account 
the second generalization that can 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 ov·ercoming 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.11 improvement in school achieve­

ment measured through retention and results. 

This statement described the possible influence 

bilingual education may have within a community in 



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 

developl)lents in the lives of the Chilcotin people on the 

Anaham Reserve and the Redstone Reserve. 

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 
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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 economic conditions and 

geographic location, the outcome of mo.st significance for 

them, as a result of the bilingual education pro.gramme 

wo.uld be, pro.bably, in the changes it has brought to their 

economy and the oppo·rtunity 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 as both languages stem from the 

Athabascan linguistic group. In the summer of 1979, the 

children of grade 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 Reserve, 

travelled to Arizona to visit the \a;ajo Reservation 

and the Rough Rock Demonstration School. During this visit 

between the Chilcotin and the Navajo people linguistic 

contact was made, language shared, and historic knowledge 

exchanged. The Chilcotin·Indian people visited the Rough 

Rock School and discussed their educationa.l 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 stories, 

legends, lessons on kinship names in Chilcotin. The 



Chilcoti'n language programme is discussed later in this. 

chapter. 

Nedler ~nd Lindford (1977) discussing bilingual 

learning for preschool children, stated: 
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Children entering school with less competence in t 
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 t<llngue were used as an alternate medium of 
instruction. (p. 237) 

Their paper suggested that the children's use of Ll 

for concept acquisition is more likely to meet with success 

than the use of L2 because Ll 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 programme 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) 

I 
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 



the necessary work of childhood in which the tool of 

language is essential. Research has shown that there is 
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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 life 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. 2 5) 

,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 i:r;i. 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 ort .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 cla?sroom 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 necessary 

skills for learning. 

vlillink 1973 ) dfscussed the 

relationship between language and thought in Navajo children 

and stated: 

The child "learns the world" along with, and through, 
his first language. The mother tongue greatly aids 
in forming concepts in the growing child .. 



Language development and particularly mother tongue 
development where the mother tongue 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 to think, and 
thereby how to learn, he is better equipped to learn 
anything that he may need to learn--including the 
second language, English. (pp. 181-2) 

Willink supported Thonis and Vygotsky in their 
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observations that 'inner language' is usually expressed 

through the mother tongue 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 Will.ink (1973) 

that the appar,ent 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. 



Further, if the kinds of language learned through 

exposure to English in the classroom setting is not 

perceived as having relevance and significance in the 

social setting of the home environment it may not be 

transferred-to that setting although it may appear to be 
I 

absorbed and understood through modelling in the class-

room milieu. 
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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 II will 

discuss the bilingual educational programme at Rocky Point 

School 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 address 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 

language 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 (~ 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 diffe:!'."ent from or parallel to 

that taught in English. The classes are divided into groups 

of 6 to 8 children who receive language instruction 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 the children in 

grades 2 through 5. The reading given was part of the 

programmed reading component. 



Spolsky (1978) said of the same school programme that 

curriculum workbooks and materials had been produced and 
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the University of New Mexico was publishing a number of books 

which had been written by the staff. He added that the 

Rocky Point School was a locally controlled school with the 

bilingual programme 9-S 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 older 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 



since 1960. Such programmes extend from the Inuit people 

in Alaska to the Zuni Bilingual Education project in the 

south-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 community 

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 

summation of the first Alberta Indiaµ Languages Seminar 
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held at Lake Isle, Alberta. When he referred 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 langu~ge, 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 work at Rough Rock, Rockyboy and Blue Pine are not yet 

knowri, the progr"!-mmes, 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 acquisition and how this bears on 
the sense of identity, in cultural values, cultural 
practices, cultural attitudes, cultural ideas--about 
all this we know little. . . Further, 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 boards formed 
through involvement with the Bureau of Indian Affairs 
in the 1960s, have grown in power and decision 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 
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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. 

f 

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 to 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 division. 

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' Ll) 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. 



Strickland (1962) discussing such categories of life 

experience in the language of elementary school children 

stated: 

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 
communicate 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) 
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Strickland (1962) observed that by the time a child 

enters school he has facility and freedom in using 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 school has a role in 
I 

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 import~nce of this 
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language in its reflection of the home and neighbourhood 

environment of the subjects. Chilcotin is the first 

language, 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 is] that Native identity is 
to be preserved through Native language instruction. 
(pp. 96-7) 
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Burnaby observed that instruction in the Native 

language was of profound significance to the Native,peoples 

of Ontario 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 1 

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 objecti"ves 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 lariguages, learning of the 
syllabic system and last but not least it will show 
the Indian language in a positive light through its 
pl'.'lcement on the school curriculum. (p. 116) 

Perhaps the most complete expression of the deep 

concern Native peoples possess for the continuance of their 
r 

own language was stated in 1972 in the Indian Control of 

Indian Education (Burnaby, 1980): 



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 la~guage. 
(pp. 81-82) 

The Chilcotin Language Programme 

42 

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-Brown, 1979, p. 1). The actual project was planned 

through the involvement of members of the Chilcotin Indian 

communities together with the District Co-ordinator of 

Indian Education for the provincial education system, in 

the Chilcotin Cariboo School 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 Lang~age 
programme at this time. Nemiah Valley and Redstone 
(Puntzi Mountain Elementary) have intermediate grade 
programmes. (p. 1) 

The language programme was begun in Chilcotin Indian 

Day School on Anaham Reserve tn 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 I ndian culture. (pp. 1 - 3) 

Haig-Brown added that the developing of the skills of 

language and literacy in the Native language will signifi­

cantly h elp 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, enab ling the closer participation and 

invo l vement of the Indian community with the education of 

the ir children . Such participation involves decision making 

in the selection of a language t eacher and in the identifi­

cation of t eaching aids and n eeds for curriculum mate rials. 

He stated '' the experience of having tried to teach Indian 

language will make it possibl e for the Indian community to 

contro l the devel opment proc ess making use of non- Indian 

professionals as resource people only " (p. 3) . 

The objectives of the Chilcotin Language programme , 

at the kinde rgarten l evel, are to: 



1. Stimulate oral language and verbal fluency and 

therefore enhance school progress. 
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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 acquiring. 

The materials used are the Peabody Language development 

kits, which are adapted directly into Chilcoti.n by the 

Native language teachers. Ms. Bella Alphonse, language 

instructor, described the goals for the children in/2he 
I . 

Chi_lcotin language programme at the kindergarten and primary 
I 

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 family, writing down their kinship names 
' 

as well as their given names; 

5. Learn hymns in Chilcotin; 

6. Learn about common wild animals; 

7. Name body parts; 

8. Use the ''greetings" in Chilcotin. 

In addition, they will learn the history of the reserve, 
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its legehds and traditions and the funeral song. Elders 

and other local resource people will supple~ent the instruc­

tion. 

Ms. Joyce Charleyboy, teacher aide and language 

instructor for the children at Redstone Indian Day School, 

described her programme: 

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 body, 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 their 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 memories 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 Language programme in the 

provincial education 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 is 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 i:s received 

at Chilcotin Indian Day School and Redstone Indian Day 

School. 

A Chilcotin language source book which outlined the 

parameters of the programme and gave references and 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 supposed that such struc­

tural differences could result in problems being experienced 

"as the child's first language structure sol·idifies and 

excludes other possibilities" (pp. 196-7). 

The childr.en.with whom 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 cogqitive confusion and 

lack of system." In 1971 (Downing, 1978) , Vernon 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 limfted 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 (Ll) 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: 



1. All 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) 
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In order to meet Haig-Brown's third recommendation, 

which is directly rel,ated to the teaching method, it seems 

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 suggested 

that the use of language experience approach is the logical 

teaching approach and recommended using the children's "oral 

and written expression of his or her experiences 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 1 difficulties and 

suggested, as did Haig-Brown (1980), that the language 

experience approach is an authentic teaching system which 

can use the, "validity, communication, self-expression and 

learning" inherent in the dialect! She warned against the 

practice 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 



49 

their language through the medium of adults' language and 

accept the fact that language in its written form will tend 

to fit the adult code.· Harvey added the followi11g: 

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,of the teachers ongoing modelling of an 
alternate means of expression by shared core of 
meanings a~d interest. (p. 231) 

Vernon (Downing, 1978) and Harvey (Note 3) stressed the 

importance of lingujstic 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 

It is reasonable to assume that the use of the existing 

structure of _the Chilcotin language is the medium through 

which the kindergarten children at Chilcotin Indian Day 

School and Redstone Indian Day School attempt to understa·nd 

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 "cognitive confusion" could be experienced. 

The evident syntactical dif.ference in Chilcotin-English 

was made explicitly clea:i: in a paper by Myers (Note 4). 

Haig-Brown (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: 

?Esqaz nenqayne ?ijegwedel ?anx ?eguh gunaun jid gwadariised. 
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 the 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 "l" 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 



on foot, by boat, on horseback. They observed that. "the. 

habits of our first language, then, make learning a second 

language difficult" (p. 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 language 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 
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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 language parameters may 

effect the children's performance and the results of the, 

·study: (a) the functional structure of the Chilcotin 

language (Ll), (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) the 

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 children. It 

could be influenced1.l?Y factors such as whether they are 

living with parents and/or with Chilcotin-speaking grand­

parents or elders. Their use ·of 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 their parents and relatives during seasonal employment 

activiti~s, 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 early childhood kindergarten,children of 

Ch_i,lcotin Indian Day School on the Anaham Reserve .•. 

'Redstone Indian Day School on the Redstone Reserve. 

Hypotheses 

The following hypotheses were to be tested: 
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1. That there will be no significant differences of 

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. 

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 Da¥ 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 



each of the experimental groups on the Chilcotin Auditory 

Comprehension Test after eight months of English and 

Chilcotin instruction. 

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 . 
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The first part of this chapter will discuss the subjects 

chosen for the study , t he 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 ob servations made 

concerning the Peabody Picture Vocabulary Test by the 

Chilcotin teacher aides from Chilcotin Indian Day School 

and Redstone Ind ian 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 t he study was to determine 

whether fluency in Chilcoti n has a relationship to the 

acqui sition of Engl ish , a decision was made , in consul tation 

with the kindergarten classroom teacher , that the sixteen 

subjects chosen from the Ch ilcotin Indian Day School kinder­

garten s hould. come from the children who were five years of 

age and who came from fami l ies where the Chilcotin l anguage 

was spoken in consistent normal daily family i n teraction 

in preference to English . I t was i n tended t h at the group 

of sixteen subjects chosen was to be distributed over an 

equal number of boys and girls . However , twin gir l s 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 l anguage 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 



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 c l assroom teacher was consulted and 

gave co-operation. 

Sequence o f the Study 

Chilcotin Indian Day School. Permission for the 

study was obtained from the principal of Chilcotin Indian 

56 

Day School, the teacher of the kindergarten c l ass , 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 t heir 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 t eacher of the kindergarten 
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class were asked for permission. All pertinent material 

was made available for the Chief and the education committee 

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 aides, 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 the procedure was: 

1. Establishment of dates for the series of testing 

to take place in the fall and spring terms. 

2. Arrangements made for quiet 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 quarters of the classroom 

teacher at Redstone Indian Day School was allocated to Ms. 

Agnes Guichon, Ms. Joyce Charleboy and the investigator so 

that the same type of test situation was maintained through­

out the study. 

3. The progress of the subjects was monitored through 

contact and ,interaction with the classroom teachers between 



fall and spring terms. Consultations took place on the 

materials and kits being used. 
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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 discussed 

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 
agent, 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, discussed 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 

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

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

Al though it is not the-· 'intent of this study to address, 
I 

in depth,-. t._he historic ·relationship between the Roman 

Catho1ic 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 tnem to St. Joseph's Mission. Consequently, 

in 1941, he had begun "a seasonal school" which met the 

I 



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, ( Wliitehead , 1981 ) , will be found in 

Appendix B.) 
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Much of the official correspondence of the Department 

of Indian and Northern Affairs, written during the sixties, 

emphasized the difficulties being experienced in keeping 

the Redstone Day School open; anxiety was'expressed regarding 

problems with heating, water supply, freezing pipes, the 

lack of plumbing and electrical services. 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 and Tatlayoka provincial 

elementary school 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 Northern 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 interesting 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 students 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 the 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 i~ the 

largest feder.al school in the area and also the largest 

rural school in the Chilcotin-Cariboo district. It is 



anticipated that enrolment will increase-to two hundred 

children in the fall of 1983. 
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The kindergarten children at Anaham usually have older 

siblings and/or cousins who attend the day school. Through 

these relationsh_ips, 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 events 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 Missionary 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 Administration is a strong decision-making body, 

with considerabl·e influence in the operation of the school, 

and is seeking closer 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

secutive weeks". (A complete description of the interview 

held with Ethel Devlin in 1982 will be found in Appendix B.) 

The Chilcotin parents from Anaham Reserve were 

nomadic in the early days of the existence of the day -school 

as was observed by Sr. Teresea Bernard ( Chitehead, 

1981) when she recalled her life on the reserve •.in the 

1940s: "They were nomadic and would all _disappear in those 

days. Little by little they ·stayed longer on the 

Reserve" (p. 80). (A complete description of the interview 

with Sr. Teresa Bernard, ( Whitehead, · 1981 ) , will be 

found in Appendix B.) 

This remaining in the community for schooling 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. Devlin (see Appendix B) 

discussing the same environmental influence in relation to 

attendance at St. Joseph's Mission observed.that "the 

students from Anaham spoke their own language and there were 

many of them. The Chilcotin are a very proud, independent 

people and the Anaham people kept to themselves." 

Conversely, the geographical closeness of the Anaham 

village 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 

/ 



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 from Redstone Reserve attend the 

local provincial school o:f Puntzi Mountain, approximately 

seven miles west of the reserve where a pr_ogramme is 

offered from kindergarten through to grade 9 to eighty 

children. Interaction and involvement exist between the 
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education committee of Redstone Reserve and the principal 

arid teaching staff of· Puntzi Mountain School:Mhich:.was 

opened as the result of a Joint-School Agreement (July 20, 

1966) between the Ministry of Education and the Department 

of Indian and Northern Affairs. The projected enrolment 

on that date was twenty-three children. The kindergarten 

children at Redstone Indian Day School have been attending 

the federally operated nursery-kindergarten since December, 

1980, 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 

r 



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 
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degree of language facility either in Chilcotin or in English 

between the kindergarten children at Chilcotin Indian Day 

School and the kindergarten children at Redstone Indian Day 

School. 

The planning of the Redstone nursery-kindergarten. In 

1978, meetings were held with the Redstone education com­

mittee and Dr. Pier de Paola, the Assistant Superintendent 

of Education for the Department of Indian and Northern 

Affairs, Williams Lake District Office, to discuss 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 concerning 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 funding 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) request from parents, (c) the number of children, and 

.r"" (d) the educational and community benefi ts. 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· (d) 

the participation of the parents in visits to the school, 

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 courses, (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 School , and (d) visi ts 

which can be made to other nursery-kindergartens. 

Significant Changes 

A number of environmental changes have taken place in 

the Chilcotin country 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. 

l 
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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 an~ 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, 

1 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 time' broadcast from 

Williams. Lake and Quesnel twice a day. The increase of 

these mediums of communication may have influenced English 

language acquisition at both sites. 

The fifth change is related to social activity. In 

1968, Chilcotin families travelled by horse and wagon, the 



journey taking a week, to attend rodeos and to attend the 

Williams Lake annual stampede held in July. They tended 

69 

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 motels in the downtown 

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 of Education, 

Williams Lake District Office, from 1975 to 19.81, 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-school 

and post-school counsellors of the Department of Indian 

Affairs, with the Chilcotin students in extending the 

students' knowledge and awareness of educational opportunities 



open to them, (b) the appointment, in the early 1970s, of 

two home-school co-ordinators for a considerably vast 

geographical terrain; educational awareness and local 

participation had been strengthened from this time. There 

were now between 12-15 home-school co-ordinators wor~ing 
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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, particu.larly after "the long hot summer of 

:• 7 5" ·when funding was returned by them, to the .D.epartment 

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 description 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 r.eserve. 

This is 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 



71 

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 ma~ be perceived, in the future, 

to have had a profound directional influence in the lives 

of the Native peoples and the education of their children. 

The first change is the final complete closing of St. · 

Joseph's Mission as a residentiai school in 1981. The 

second change is the creation of the Cariboo Native Education 

Training Centre, which i .s based on the Mission site, in 

1981. And the third change is the growing strength aQd 

involvement of the Cariboo Tribal Council, which represents 

the £ifteen Indian bands in the area, and their work in 

education. 

The following is ,a description of·the current kinder­

garten programme at Chilcotin Indian Day School on Anaham 

Reserv~ 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 work.ing on a ssigned tasks. 

The Peabody Language Kit had been used extensively and 



partial use had been made of the Language Patterns series 

by Holt Reinhart. The classroom teacher had found the 

Santa Clara Inventory to be a sound source for assessing 

student progress and for planning future instruction. 
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From a base of experience with oral language, the 

children had moved .towards working on the sounds of th.e 

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 teacher. 

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 when preparation for 

admission to the grade 1 programme was one of the teacher's 

goals. There appeared to the .inv;estigator, in informal 

observation, to be a balance between growth in individual 

inquiry learning, and growth through performance on group 

oriented tasks when development of social lea~ning, respon­

sibility, for se-lf and for completion of assignments, was 

strengthened. 

The classroo~ 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 paraprofessionals 
employed in federal schools in Ontario as teacher 
aides, social 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 certa:ion 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 progra~JUe 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. 



In addition to the Peabody.Kit, the language teacher 

included materials she had made. Plans were being made 

for the translation of the kindergarten nursery rhymes 

into the.Chilcotin language. 

The Influence of the Chilcotin Language 
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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 what she 

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 discussion 

during group work on tasks. She felt it was very important 

that her children did not:lose 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 concentration and determined effort. 

During discussion of some of the 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 seasonal employment 

activities had "broadened their vision of reality" as well 

as expanded their use of language. 

Sister Edwina Dub~, who had taught the grade 1 

programme at Chilcotin Indian Day School since the early 

1970s, discussed the Chilcotin language in relation tq that 

programme and observed thJt in the beginning 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 interpreter 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 Dube, 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 atAnaham 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. For 
Native children who do not, much more can be 
done to make learning 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 culture, through the main­

tenance of the ancestral language is being reach~~)n 

Chilcotin Indian Day School kindergarten. This is made 
. ' 

possibl~ 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 learning of English 

should be "a happy and successful experience'' also appears 

to be met. 

It seems that what Burnaby (1980) calls "the immensity 

of the task" (p. 278), when discussing the difficulties 

inherent in providing suitable materials, curriculum content, 

for Native language programmes, is no doubt applicable to 



the work being done in the Chilcotin-Cariboo for the 

Chilcotin language.programme. This is the continuing 

concern 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 their work on 
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a possible social studies programme with a broad application 

in provincial, federal and band operated schools, and with 

parameters which include the Chilcotin, 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 takiig place in the 

use of the _same materials , in the two languages. 

The Redstone Indian Day School Kindergarten Programme 

The kindergarten programme was based upon grow~h in 

oral language using, initially, the language experience 

approach and language enrichment pic~ures (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 ·the 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, d~velopment 
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of language arts, responsibility for ·self and completion of 

task, and guidance towards preparation for entry into the 

grade 1 programme at Puntzi Hountain 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-kindergarten students were taught in one 

' complete group in an afternoon session. 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 

projects and assisting in language arts tasks which were 

all given in English. The children began exposure 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 programme ended in 

April, 1982, because of the transfer of the teaching assis­

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 t._o 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 that upon admission in the 
-, 

fall most of the children had already formed much of their 

language growth in English, 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 Redstone 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 sb.hool 

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 In9ian administration 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 the.band. 

In summary, Redstone kindergarten has operated mainly 

through the use of English (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 kindergarten. 

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 language, 
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. (pO 49) 

Gooderham (1978) added that local school curriculum 

committees, Native cultural colleges, universities, Native 

teachers' associations, provincial 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 peo~le assume direction of the Native language 

programmes" (p. 49). He felt that "we in Canada are 

witnessing a dramatic expansion of 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 

with a s~mple of the obse~vations made by Chilcotin teacher 

aides from Chilcotin Indian Day School and Redstone Indian 

Day School addressing the question 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 vocabularyTest (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. (Dunn, 1965, p. 5) 

co'vin 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 wh~te females, 8 white males, 20 
negro females and 20 negro males. The PPVT 
Forn 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) 



The study showed that "the second administration of the 

Peabody Form A gave consistently and. significantly higher 

scores than the firs·t." 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 
J 

were administered to the Chilcotin Indian kindergarten 
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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. 

Dunn (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 is 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 



results obtained from a group of 4,012 white children and 

young people who lived in and near Nashville, Tennessee. 

Because of this,caution should be used in administering it 

to "communities other than Nashville" (p. 531) and in 

interpreting its norms. However, Lyman thought that the 

test was interesting to subjects to be tested, simple to 

administer and score and concluded that "in summary, the 

PPVT is a highly usable test, of moderate reliability and 

largely unestablished validity" (p. 531)·. 
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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·vocabulary" (p. 531). - . - --

The test would give a swift estimate of intelligence for 

normal subjects and it was developed for use with groups 

where 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 summa~y, the PPVT t~st.was chosen for the study 

because it has been used widely in early childhood settings. 



It was recognized that there may be some difficulties 

experienced through the structural language differences 
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and cultural differences. It was thought that the admin­

i'stratioi;;_ 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. 

When administering the PPVT to the Chilcotin kindergarten 

students, Forms A and B were used and the rules of adminis­

tration were followed. The tes;t 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 minimum and of a 

consistent pattern in compliance with the test. 

The Chilcotin-English Auditory Comprehension Test. 

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

of the screening test for Auditory Comprehension of Language 

(English) developed by Elizabeth Scarrow with the 

stimulus items translated into the Chilcotin language. 

(A copy of the 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 15/2 5 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 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 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 both 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 language used by the children 

up~n admission. It is anticipated that teacher approval of 

the Native language will strengthen the self-concept of the 

children which, in turn, will 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 India-n 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 occasio~s sometimes used.the 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 P,\c'abody Picture 
,•1! 

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 ex.tent of 

the children's verbal knowledge. However, it is appropriate, 

and valid, at this point, to give a sample of the observa-



tions made by the Chilcotin teacher aides, at both sites, 

indicating a possible stimulus bias in the Peabody Picture 

Vocabulary Test which they considered may elicit environ-

mental ·difficulty of comprehension. (A complete list of 
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the twenty-three stimulus items chosen by the teacher aides 

will be found in Appendix A.) (Figure 1) 

These eight stimulus items and the fifteen to be found 

in Appendix A were considered, by the Chilcotin.teacher 

aides working in the Chilcotin Indian Day School kinder­

garten and the Redstone Indian Day School kindergarten to 

possibly cause difficulty for'Chilcotin kindergarten 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 course, that the exper­

iences of the actual item is outside their reality; most 

Chilcotin children will (as will young children of other 

" cultures) have taken "capsules", eaten a "meringue" and seen 

"chemists 11. 

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 students of the 
I 

two day schools 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 

wasp 

envelope 

dial 

meringue 

sewing 

captain 

capsule 

chemist 

Chilcotin Interpretation 

insect 

letter 

p:tione 

pie 

mending 

driver 

pills, vitamins 

drug store 

Figure 1. Example of Stimulus Items Causing 
Possible Difficulty for Chilcotin 
Kindergarten Children on the Peabody 
Picture Vocabulary Test. 
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by Stewig (1974), (b) would assist in-our understanding of 

the language needs of bilingual children as cited by John 

and Horner (1971), and. (c) would assist in .our .·understanding 

of the influence of the Native ancestral language and its 

significance in the lives of Native early childhood kinder­

garten children, their parents and their community, as 

cited by Burnaby (1980). 
L 



CHAPTER IV 

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 
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I 
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, adjustments in final scores were made to account 

for any differences between the groups prior to the four 

months of instruction. 

!i:i_pothesis 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 df MS F· 

Score 3 Among Groups 1 1. 875 0.293 
(adjusted) 

Within Groups 18 6. 395 
(adjusted) 

Score 4 Among Grdups 1 108.300 12.638 
(adjusted) 

Within Groups '18 184.250 
(adjusted) 

* p <. 05 
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p 

0.594 

0.002* 
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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 eight 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 1). The means are reported in Table 4. There 

was also a significant increase in vocabulary scores for 

Form A for Redstone Indian Day School (Group 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 
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Table 2 

C.A.C.T. Mean Scores for Chilcotin Indian Day School 
-(Group 1) and Redstone Indian Day School (Group 2) 

After four months 
instruction 

Group 1 
(N = 12) 

Group 2 
(N = 8) 

After eight months 
instruction 

Group 1 
(N = 12). 

Group 2 
{N = 8) 

Mean Differences 

Group 1 
(N = 12) 

Group 2 
(N = 8) 

* p<.05 

Score 3 
(Chilcotin) 

14.75 

14.13 

Score 3 
(Chilcotin) 

14.92 

17.50 

Score 3 
(Chilcotin) 

0.17 

3.37 

Score 4 
(English) 

13.25 

18.00 

Score 4 
(English) 

15.58 

26.75 

Score 4 
(English) 

2.33 

8.75* 



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 

Score 1 Among Groups 1 599.300 5.986 
(adjusted) 

Within Groups 17 1701.859 
(adjusted) 

Score 2 Among Groups 1 231. 617 2.475 
(adjusted) 

Within Groups 17 93.551 
(adjusted) 

* p <. 05 

95 

p 

0.025* 

0.134 



Tab.l,,'e 4 

P. P. V. T . Means and St.andard Deviations for 
Chilcotin Indian Day School (Group 1) 

and Redstone Indian Day School (Group 2) 

After 4 months 
instruction 

Group 1 X 
(N = 12) SD 

Group 2 X 
(N = 8) SD 

After 8 months 
instruction 

Group 1 X 
(N = 12) SD 

Group 2 X 
(N = 8) SD 

Mean Differences 

Group 1 
(N = 12) 

Group 2 
(N = 8) 

* p<.05 
** p<.01 

Form A 

= 37.00 
= 9.95 

= 26 .25 
= 7.61 

Form A 

= 46.25 
= 9.09 

= ,36.00 
= 7 .14 

Form A 

9.25* 

9.75* 
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Form B 

35.23 
7.77 

29.25 
10.45 

Form B 

44.17 
6.28 

37.00 
11.01 

Form B 

8.94** 

7.75 



used to test the oral language development of kindergarten 

children in northeast Georgia. The purpose of the study 
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was to determine whether there was "a significant difference 

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 

posttest 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. 4 6 62-A) .· 

Hypothesis 3 

The analysis of 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 irt 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 



Table 5 

Analysis of Covariance Scores on the P. P. V. T·. 
After Eight Months of Instruction for 

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

Source of Variation df MS F 

Score 1 Among Groups 1 54.903 1.432 
(adjusted) 

Within Groups 16 38.320 
(adjusted) 

Score 2 Among Groups 1 141.306 2. 08,l 
(adjusted) 

Within Groups 16 67.888 
(adjusted) 

* p< • 05 
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p 

0.248 

0.168 



nevertheless be in the medium of L2''' (p. 344). Such 

conditions prevailed at both sites of this study. Downing 

continued that the outcome of language instruction in L2 

could 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 instruction 

99 

in L2" (p. 344). At both sites, the parents and the 

communities have demonstrated an interest in their children 

acquiring skills in the development of English (L2). An 

example of this interest is the statement made by the 

Anaham Education Administrative committee that the content 

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 (1962) when, in discussing categories of life experience 

in the language of elementary school children, she stated 

that "children enter school able to use oral language and 

respond to it" and that the child "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. 1). The results indicate possible influence 

through site differentials. 

Hypothesis 5 

The Pearson Product-Moment correlations between the 

scores on the Peabody Picture Vocabulary Test (Form B, 

Score 2) and the Chilcotin Auditory Comprehension Test 

' (Score 3) for the Chilcotin Indian Day School (Group 1) and 

t_he Redstone Indian Day School (Group 2) were statistically 

significant at the .01 level. Hypothesis 5 was not 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 or separately. 



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 df MS F 

Score 3 Among Groups 1 49.465 4.587 
(adjusted) 

Within Group 17 10.783 
(adjusted) 

Score 4 Among Groups 1 332.044 8.306 
(adjusted) 

Within Groups 17 62.572 
(adjusted) 

* p<.05 
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p 

0.046* 

0.034* 



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: 
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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 possi~le 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) also 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 tanguages in order to 

achieve success. 



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 

Chilcotin (N=12) 

Score 3 

Score 4 

* p<.01 

Form A Score 1 

.22 

-.47 

P.P.V.T. 

Form B Score 2 

.74* 

.so 
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'Table 8 

Pearson Product-Moment Correlations Between 
Scores on the Peabody Picture Vocabulary 

Test and the Chilcotin Auditory Comprehension· 
Test for ~he Redstone 'Indian Day School 

P.P.V.T. 
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· Form A Score 1 Form B·Score 2 

Chilcotin (N=8) 

Score 3 

Score.4 

* p<.01, 

.52 

.45 

' I 

.96* 

-.03 



Table 9 

Pearson Product-Moment Correlations Between 
Scores on·the Peabody Picture Vocabulary 

Test and "the Chilcotin Auditory Comprehension 
Test for the Combined Schools 

Chilcotin (N=2P) 

Score 3 

Score 4 

.... 

* p<. 0,1 

, 

Form A Score 1 

.03 

.01 

P.P.V.T. 

Form B Score 2 

'• 84* 

.09 

·10s 

) 



·CHAPTER V 

SU?IMARY, IMP~ICATIONS, 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 
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The purpose of this study was to investigate if fluencyl 

in Chilcotin has a relationship to the acquisition of 

English in the early childhood kindergarten children bf 

Chilcotin Indian Day School on Anaham Reserve, and Redstone 
,_7r'flo -k> p.//o 

Indian Day School on Redstone Reserv:--i-his 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 Chiicotin 

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 

great deal of oral language experience and the use of the 

Peabody Language Kit for both the English and the Chilcotin 

language programme. The Chilcotin language programme may 

have reinforced existing language and helped to develop more 

mature language. Both 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 childhood 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 pr~gramme did not take place until 

January and only made use of the Peabody Language Kit 

materials in April, 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 k1ndergarten 

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 (Ll) 

for this experimental group from December to June, 1982 and 

(b) there does not appear to be an i_ncrease in language 

acquisition in English (L2) for this experimental group 

from December to June, 1982. 

In Redstone Indian Day School kindergarten the follow­

ing results were obtained: (a) there does not appear to be 

an increase in language acquisition in Chilcotin (Ll) 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 to June, 1982. 

There were statistically significant Pearson Product­

Moment correlations at the .01 level between scores_ on the 

Peabody Picture Vocabulary Test (Form B, Score 2) and the 

Chilcotin Auditory Comprehension Test (Score 3) for ~he 

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 measured by the 

Peabody Picture Vocabulary Test (Form B, Score 2), and on 

vocabulary development in Chilcotin (Ll) as measured by the 

Chilc_otin Auditory Co;npre,hensi_on 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 Redston~ 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 generalization is concerned with the nature 

of the English language. The English language acquisition 

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 conclusioi:-} 

is that initial fluency in Chilcotin does not appear to be 

a distraction to the acquisition of English in a site where 

the children are already completely, or almost completely, 

fluent in Chilcotin and where there is a strong language 
.-, 

development programme at the early childhood level. I 
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 conclusiJn· Ts7that partial 
!- . -

fluency in Chilcotin does not appear to be a distraction 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 banguage Kit for both the English (L2) and the 

Chilcotin (Ll) language programmes may have reinforced and 

facilitated learning and encouraged the children's competence 

in English through familiarity with the same stimulus 

materials in both teaching-~earning situations. 
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In summary, it would appear that neither complete nor 

partial fluency exhibited at Site 1 and Site 2 proved a 
I 

hindrance to the acquisition 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, as,m~asured by test 

instrumentation and correlated data, was Epglish (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 possible 

positive and reinforcing effect of the Chilcotin language 

(Ll) and the Chilcotin language programme, and (c) the 

historic experiences, at both sites,.in English (Ll). In 

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 employment situations and through 
/ 

the previous historic educational 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. 



112 

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 acquisition 

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-Cariboo area among Native Indian people and among 

their children who 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 

Material found in this appendix relates to the following: 

1. Department of Indian and Northern Affairs 
statistics describing on-reserve population of 
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the area containing the two sites of the study and 
.a map of the area of the study. 

2. 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 
languag~s. 

The Chilcotin and Englishaccount 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. 

3. 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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c .. y ..... 
/ 

~ 8 - REXiISTERED INDIAN POPUIATION BY INDIAN AFFAIRS' /IDMi:NISTRATIVE 
DISTRICTS AND. ON- AND OFF- RE:SERVE ru-::sIDOCE.:.roR 

BRITISH COUJMBIA, 1976 ~ 

DISTRICT Nl\!>1E POPlJIATION 1 · ON- ~ERVE 2 OFF- RESERVE 

N % % % 

BELIA COOLA 2, 400 4. 4 73,8 26.2 

CAMPBELL RIVER 3, gs4 7.2 54 .1 45 .9 

CEhTRAL VANCOUVER 7,997 14.8 66 . 1 33.9 

FOR'l' ST • .JOHN 1 , 013 1.8 66.3 33 .7 

~IMO 8,479 15.7 61.6 38. 4 

PR.11-CE GEORGE 4,573 8.4 66 .8 33.2 

TEAAACE 13,030 24 . 2 58 . 5 41. 5 

VANCO.NER 9,144 16. B 66 . 8 . 33. 2 

WILLik' lS LAKE 3,656 6. 7 75. 4 24.6 .. 

'IOI'AL 54, 176 100.0 
. 

63 . 9 36.l 

l.rhe total population has been adjusted for late- repor ting. 

2on- reserve inc ludes on Cro,m l and. 

Source: Regi stc:lred I ndian population by sex and residence, for regions , 
1976, Program Reference Cent.re, ln:lian and I nuit Affairs Program. 

Prepar ed by: Pesearch Branch , Indi an a nd Inuit Af fairs Program, D. I.A. N. D., 
25- 3-80. 
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TO: 

OFff.CE OF 'tllE DJ.STRICT Slli'ERTNTENDENT OF SCilOOLS 

School District# 27 (C~riboo-Chilcotin) 

All llilglish Teachers 
of Chilco~in students 

November 21, 1979 

FRmt: Alan ll<lig- -B,-own 
Di.st:~ict Co-oi:clfa1ator of 
Indian Education 

The attaci1ed papers are of a three J!in e trsnscription- translation 
done by :Mada Nyers of Stone. Ret-ierve. I urge teache\·s at all 
level$ to e:xar.iinc this work.· cr.ref~1lly. The dif.fe:=enccs in 
a !ilcotin-E~glish syntax ere clear and well worth a close study . 
'fonche.rs, !>;;rticul~n·ly at the i ntermediate l!nd secbnda1:y levels, 
t-\lwuld look closely_ at the third line of ti1is translation. Th.is 
line is a free translation of the ideas e~pre$se<l in each Chilcotin 
sentenc~ . Yo\1 will note that t:i1e order. and presentation is not 
\,;!;~t on e: ,:~--.":ltl. expect:· tr& an Er,t.)li.:th ~v~npvsttiu1·1, 1~,is ·;:e.pl.'~i.; '-=; l:, to 

~ tliffen:>nc cultur.al thought pnttc:::1 or prc::;cntat. io!"l cf idens 
t:lwt is oft~n represcmted in Chilcol:in stt1dcnt ts English cor:i­
positions. 

I would be interested in hearii1g teachers comments on the usefulness. 
of this type of material. 

I 
I 
I ' 

AHB/bw· 

Encl. 

122 
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Sid · 
me/I I 
Don't 

?.~sqe.x nenq_r-.yni 
children\ Indi,m. I 
I think ~t, is r;oocl 

-;:\~~)lh 5u:.:1~~lrn. jj~L1. r:~r.'2.dr::21i~cd. 
that t :Lt i.3 ,C:Jod. e I t~:i.i~1~;: of it 
to l~o.rn c:cout C:iilco'Cin. 

Lhc. jid• c;unzu::1 ,jid :rd.clv.sh g:•uclJ.j_ 5u;~,r::-l1 _zcnts 1 i~ . ?2~1.:11 
notJ it is ::;oriclf•:;hir;em:-•n! 'Ne 1ll OcJ fo:::."' .r10c:::i11~-;~ tb.~~-c r.T .. y 
Ne can 1t be ;ood 2.t bcine; whit;o, if r:e turr1 t!l2t •:,":..:.y i! r:ouldnft 

,,. 
yenosen. 
I thi.nl: ! b-2-f'[~-~·i_: j! ~;':!t ;2-~~-; ~~B ;:~ ~~ 

It is not 500d for 
us 

us. 

Lha gnj e:ailh211 nexnejnt 'in hil2.l1 gnn-t 'ih h.8.j 1,:-:; 'in. C·tfoec:!' ih deni 
no~107l o·f ·'-)1r-,•r:!..l..1"'::.•r 7i1rn u•·1i···G i·•~'-e,,cn·'-ho,,, .. -, ... J.,:•·.p.,r c'o~•t:-.,,.,,;.,,, 1''•:i·rftoc·,-,c•on ,. L, c;.. ____ - l•-~J.• lt-----,J --·'"- ··•' •-'l _ i.,_. '-'--~--.~H-,, ... t,1 L_,... ___ "'"'•-'Ii•_.;, -
1rhey do it e-"'"e~:.t!~ough if most of tho□ do?.1 1 "C li~.o us. I:f r:e live 

:.>C!]--:' i PcJ.:::.,--.nx. 
C,Y:: f :-:-·l"'O\l'!.1i.1• I 

l -t rtOi.l.J.<1.i:-1' ~.; 

n ~t,~ 1 e·1ey·,•a"" lh~, ···:c·:·~-•'e·' ?, el;1-.-·,......,.,,_....,.,,,.,,,,1 rulr._, ~-r,:-:-c,.•·>1 .~•;: 1 1· 
C~ V l <. •• , ••• ,. u,_. •• ••. c. '-',:'~" ,) •-•···•- '":_. • .. ,••-" • 

One 1·1cr··•,:-, 1·t~-r,·, 1··1c,)1··,.--... 1 \•li·J'·'·f'c····e·,":+ -r-, ... ,, ..• C"'c·,, ot',•p·J·•li·1• ·.,·u··i7:l 1)e ...._,_, f ,.c " J ,>< ... J. lL , - • •· .• " •• .,_ ,.I , J. J.._. •• V ,, • --·· 

any <lilfe1·cn-c l'r:::>;~1 he:::·..IL1s c.rou.21rl cc;t;·:;10. · 

NC!1(1_C.:mi b•}l:1:1.s.n y,:;i6~):1X '."ll2i-~ti ;·,,idn.•·.•~1 u~'.C'.";!h c}l I ih ?'..'.j C::l.>:.··c.::i_·,: 
I•·1di:->11l C:Q"1(' t .-,1-..-.r~--.-,,.-r:::·,, . .; .... c.:1il•: .... c·~t\"'1";+,,~01~1-,~--r,·rl'••···•; ·:·· ] 1.' 

L• _._ ._ ••• • 1 •· - • - ••,; • ,.,. _,___ • -·•••• LJ. f < • .. ·• 1 ••-•, i •• of i (., • -•/ ' ••"-
I - see oo!::e Ino.:L :-:-~-i )Cl..,C~"i·i:;' :J chi 1.dl"Gn c1J.X-i?Rd.y T-i:\lkint~ on:~J in. 

be 



124 

Sid 
1
. ~id ~ ;t:"":3t~: .. 2:

1 
J.h:• r:·,·m huyonoJ 11-:':'o:1 R.. 

me/I fir•st~ I tr>l:.;- no~!·-:bo11l, i1;\ you [;ll~r:: t~in!{: 
Don't you cu:{iJ ::~J.nd" :.1n tnl1~ic1:; fi.r~.;t. 

?? ,..,~r n ,...,,. . ?· "--:,~•·· d ,?~.,...- .. .... sq,_,... n ..... nq~ . .,,n1. 1.J u,.:~,:e e.-• v---·"" fo~·nh ~,·:1~·vr i·i a .m.•,,;,r10:n_'l'spd 

children\ Incli,m I t,icy learn it I 
I think it is g9orJ. for the chil<lron 

_ _; . w u. .. -- " -. • '·' •• ~--~--- - - • 

that E it is g:Jod £ I -'c~;.i~1~;: of it 
to 103..rn e."oout Cl1ilco'Gin. 

Lhc. jid cunzun ,jid mic1t:.Gh 511uc1li cuy::-h gents I j_z ?czun 
not J it is [;OC1dl •:;hi ,;em:•n! we 1 11 be] for no 1,;l:in~-:; ~ th:::-.t r.T .. y 
i'/e can't be good e.t being \'Yhitc, if we turn t!lat '::-::~y i{ -,·;ou.ldn't 

.... 
yenosen. 
I thj_nl:: [ f/;E~~!'l,-,:~:~~n[.1 jid ~:~i l?.~u;~: 

lJ.H."vU \\C•-.J ~ I p,.,l ..;.011, C, • .1.e l.L 
One s/.,oul(t.1 1 t live t:C1.r/i; \'.'9.Y. 

i,Iic1.ue;h gP.~1 (;'..'1.l":s8b' :.'..h de:'!~ ;~l!.uc"!.~ ~ 
·,•,i1i· + e··"··1n s +:1- ,,i '7' ••• .,.,-.~ ~.., e·, .. --o·,.., F ,-,,-. 1 11 
,~ V I.I.<- () v-l\:.;-- > ~ ~ • - :> ~J., , .._. -

The whit er:1211, t!1ou5hti r;e ·,~;'Ould live 

,, . ' . . . . 
f D.J 8[;V . .nl:;on hr:.J1n-.; 1 :i..h. 
they succeecloclf t:H:~y 8.rel 
succec:1ded. 

b 2l~~~·tr f ~\·,t ;2
-~~-; if]:~{~ us 

It in not :sood fo:c us. 

Lha gaj enilha...vi nexnejut 'in hil2.l1 c;ant; 'i}1 h2,j et' in. Ch.J.°oec?! 1 ih d9ni 
no +i al 7 o·f •'che~" t -i~h'"Y 1; ko u~-'.1 i· ··c i' ,~ ,. evo•1+.1~ou·_, ....... I •;:•-~,.,·,r c'o ~,-+:ini ..... 1··•-.·.rP l)t':>'r>C:Qn 

v -·•- - '"5 "••\:• --••- •··• '-'l •• "•• •-.~•- ~"'-•'-,1 .._ ~ "'-'-·--• "<-•.j~, ~-._ -~ 

They do it cvt:n:G~~ot1gh if mo st of t!1cf.'l d.0!1' "G li.:.: c us. I:;:~ r;c li ,,e . 

;J2k'i ?eJ.:!:,.c•11.:'.-'.". 
C: v·• I ·-~o·,1·1·' I V ,, •- - ' ~, 

It rmt1.J.cl1i'"c 

:i'7c!1qr'.yni b•Jlh:1o.~ ye;!d~·::1.x ,'.,'U2i-~ti :·.,iclu:_·.•!1 tl.~'.c·:,~;-1 ch' ih :rc.'.j 0J.:1t•~:< 
I·1d.i;11~ I t"!Q''lf': I -1·,,o~·•~';t:::,r.,i ..... c:1i1< .... c,·1· .. ~,.;.~p~o1-.l 0 ,1··•r,•rl····•.•··; :·· Jl~ ~ ..• l ._ .... , ___ --·•·,; i •--~•-- • _,,._ ~.1, I,••-''\ ••-,, ''•.'ft,-·~., , ...• ~ 
I see ooile Intii~~ !1crc61·t 13 childran o~re~Jy ~2lkin~ only irl 
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.. 'gubcn:Ls?insh. ?:~.-;uh 72 .. ::hr.·.J. ?eB;'}·ul ?ijec~·.,:E!.1e:tal7Pnx bcJ.h ?(\~un 
I see them I 'chonl ec.si l:rl sc:1001 ltlrny' 11 lenrn I withj·r,11,erc/ 
English. ThGy think t:ti~ir children \".'ill 02.sily le~i.rn 8.nd 

jiz jeO.etcm¼sh je~reni~en. 
in i they 1 11 be s:nart l they think I 
be sr.rnrt in School. 

Ne.v1h ch I ih ··fn j elht•i3' ?ecuh yedanx 
two h·-,2.ys I they tal1;: I alre2dy 

' 
They alre8.dy know moi·e thr-n whites 

midueh ch' a g·helrin ?egr;i j eni~en 
whi temenl then ( lots 'i tney' know it I 
by s:pe8kine; in tv;o ways. 

hajint 'ih, 
they are I 

jGubini n2.wh jid 
their ,,1i:1d I two 

Their mind ;·,•or}::s 

?anat' in. 
it 'Norks I 

. two we.~rs. 

?'d ,_ . . ' 1 1 ' d ' ' . . d d ' l' .½. ex t'~uoes1q1 01 1 aJen1z2.n J£'. e guoe .'l 

la.ter I-their children I the;y· ero•a up I themselve,f;f with the::i 
Their children will be ms.d at them when they ( children) 

ts' a,ghentalch' ox hagvnt' ih. (!illc, lha ?alhah c:,ub2n belh j aghenilch' osh 
one' 11 be mRd l it ·aill be I shus1:iF,pl several 1 their mother I .,vi th Jt:1.ey get m2.C 

·gro:,v up. Several shus•.vD.ps say they get mc.d at 

. jedenish. 11;enduwh ge.jedenish, 11 Hv.J1.ll1t'aq2. lha ch'ih y2.sestfg 
they sGy I this I they se"J· it I l'lhy ' ! 110'0 l(my)way\I talk I 
their mothers, They say this, 11 \'/hy _did_'Yl' t you m3:ke me talk 

sinlhtsil any'? 11 

you m2J-: e • me I 
my v,ay I 

{;U.ne~ilid. 
I assu::10 : 

Lhe. ?en?;, hidJ.ih gPn :nm chuh nex,-vesiqi e;aj odeta.Ililh 
notls~um,;2:9f;\1e 8.!"e~butlv.sitoolour chiJ.drenithe~r'll say it 

assume our children will e.lso s2.y the same t!1int.;s 

Lha ch'ih ya.ts 1 elht{.!g lha nenqayni 
no .... ~---.--.~ .. • ,..,,1° ~a) 1 '"<'.•., n',..,.J..~In-~.: ~·~ v, u.:...J , v u u .n.o ~ v 1, c U.J. r..~.1. 

ev'entllou:3h if ,,r.,re are not shuswo.ps. If one J.ocsn' t tnll: in one's 

ch'ih xadenit~'e8°a.½ed . ts,'elish. Lh2 ... nsndid nin.lin 
Yiayl one thinks . about themsei.ves I one becoms~ l not I ·.vh.a'b \ you 8.re 
lene;uaGe or..e corr.es to think they are not In.di,:-;.n. You don't know 

?e5,.vini~en. 
you ]{now 
what you are. 

M °' r I G M y e ,- s 
/J~Vce,bc,• /9')9 



Su ?ech' i l{IM 7r:1J1 silht sin lhe. x2ts I u1~/?2. xag\•rn~!ilid. 
precisCl~/)lnstJ I n,~iJce itJno-tjone'll be a:.vurel I 2.ssumc 
I'm. e.fraid people will it·nore my nawn if I put i·~ 12.st. 

•'.h . 
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rt.sqa.x nenqe.yni 
child:,-en \ Indicn I 
I think it is eood. 

?i j et;wedel'? a11:..:: 
they learn it f 

for the children 

? e5uh e;u:t1~;un j id gw::?:a.2ziiScd. 
t . " ( · t · ' ! I ~• · ' f · ~ !1aG J. 1s gaou. u:nn~:::. o i u 
to le2.rn abov.t C,1ilcotin. · 

Lh.2. jid e;unzun jid midugh ghuclli e;uy2.h gcrits'iz ?ezv.n 
not) it is 1w0df whi ternr.•n! we' 11 be) for. nothingl thc.>.t v;c.y 
·,'le can't be good at being white,. if ;·:e turn t?lat way iv riouldn 1 t 

·naghulghelh xafe.t3.ghe-t ,·inlh. Nend.ic1ah nenq_a~rni nex·Ninlh(fn 
we' 11 turn j vrn 1 11 try § anythi:r..a; l Indian f it is keeping us 
be really us. . · If we los9 all th?,.:t is keeping us Incl.ian, 

?eyi 5a.tt 1 i bideg-hicliny ?in}c'ed midu~h ?etijel"?in tox detsghdt"~'ilh 
thatj e.11 i vrn lose it $ if\ nhi te:nen \ the~r're poor-! among L vrn°11 J.ive 
I thinlc v;e. vdll b8 living amonfj the poor w?1ite· people. 

'J-:i,.. 1 '""d.:l. I- I l' Lh.-.,•r1c'('"l0 Q00 ~u7·c·{',e11 ·;. 
yenesen •. 
I thinl, ( 

r ;.:.0un !.aP...!."1. J 1 ..,~ en1 · .... B u 1. • __ ,:.:.. .u • \, ~ .. o ··- v • 

that •,vay j · person)one'll be.~notjit is goocl for us 
One sf1ouldn 1 t live thr:.t ".;Va.y. It is not good fo:c us. 

fl"Ii'dur-·h r,•,c,v, .m,1-.r., ..... "ht-;h dr:-,y,.; n-hud7 .; ;...., .... ,.,.-:--:,.,~1-•1·!!:..:~.,· 1--•~se, o ...,,;- . .:.i u•·'"'----- --- .,.._,...,_ t.:,.... ......... ,., -.,;,f v--'--'c.,-~ "-'...L.--J -\. C', .l.. 

Whiteman i their ·,ve.j,f !JB'.!'.'sonJ we'll be} t~1zy 'G!10ug}1tf · aln:o.st ij 
The whi temrui._ thougl1t we 'NOUld live their r-:ay,. they e,lmost 

,, 

?aj egu_YJ.lP.gh hcjin~ 1 ih. Shur,k' ah belhd8n f;aj eyenit8t1 s2.jint 'i. 
they succeeded! 'they are! still t ~0!i1e ~ they thinl~ it\ ·~hey :-:n.H:Jt be 
succeeded. There ml"1.st be so:-:1e who still think it. 

Lha gajenilha..vi ·nexweju.t'in hilah gant 1 ih ha.jet'in. GuOech'ih aeni 
notJ all of them! they like usf it isl eventhough! tfley tl.oDtheir rrn.yQ "!_)erson 
They do it event hough if moct of them don't li:,e us. If we li ,re 

t~idli ?eeuh ?a.ghal ns.xwejeneyud suzhet'i. Sek'i ?eJ.h2nx 
we'll bc)t11enlcc,sily\they orrler n::-,lit r!Oi.!J.d be I co·,., I e.rounc.1.. l 
their way then "Gh8y v,·ouJ.d e:<.sily order us arov:HL It :voulcln' t be 

11.nts I eneyud ].he. c~:;n3-ts' en ? elhi:2.?clu·;;h gulc!.h s[:.g1.-1.;1h 1~t 1 i. 
_one· herC:s it lnot \ tov,·2..rd \differ~nt fro1:1 cr:ch other} i·t woul1.l he 
any cli:fferen:'li froi?l herdtng a.rou.-..itl. cc.t"'.;lc. 

G:?.G'U.nlhntt~ ncnquJni 
e.l ·.ve.ys l I_ntl.:i. P.n l vm.y 
Do you think you'll 

to think 

Nc:nqc.yni bclhtla.vi yednn.x g-usir1i r:·,itlu-3::n. d?,c.n}1 ch' ih ~r•-'-j olht~~i; 
Indien I some I B.J.rec.dy I -~heir child:ecr.lw'1itel onl;r !·:~,;; ! c}:cy tr.llc 
I see no1;1e Indisn p<1.rcnt; 13 children a· rcc.dy te.lkinc; only in 
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g-u.b•~n:Ls?in:Jh. 
I sec them I 
.!!~5lish • 
• ,/ • • I.' 
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j_iz jeO.ct2n¼sh jc~,rcni~en. i~r:.wh ch 1 ih Y[) j clht-i.:; ?0cu.h yodC:..:.""lX 
two l wc.:•f':; 1 they tall: \ already in l they' 11 b2 s:nart l they think I 

be si:wrt in School. . They alreRdy !mow r.1ore th;;n· Y1hitcs 

midu~h ch' a gvrelrin ?ce~7ij eni~en 
whi temen\ then( lots 'j they Jeno'! it\. 

ha.jin"t'ih. 
they are I 

.:1Gub:lni ·nGwh jicl 
their 1i1i:~d I tr:o 

Their :-ninG. ..-:orks by s:9en.kine in trw ways.. . 

?anat'in. 
it wo1~1cs ·I 
_two ways. 

-,, d .. ' . ' ' ' : cl. • • • • d d . ' l' r.-t ex gu.oes2qi CL1 i aJ cnizr=.n J e. e guo~ .!l 

later ltheir children\ JGhey 5row upl themselves! with the;:1 
Thair children will b~ mG.il at the!'l when they ( children) 

ts'a,ghente.lch'ox hagunt 1 ih. (!illa J.h2.?alhah r;ube.n belh jaghenilch'osh 
one'll be m2~d l it v:ill be I s111 .. J.s·\·mpl sever2-l\their moth,~:cl~•:ith fthey get me.ti 

. · eror; _up. · Several shuswnps say they Get ma.cl. at 

. j edenish. l'ienduwh ee.j eclenish, 
they ssy I ·this I they s2.y it I 
their mothers. They say this, 

11 Hu.:-1.lb,t' e.q_a lha ch I ih yasest~e 
viby '. ! not \(my)w2.y\I talk I 

11 :a'lhy .did ... Yl' t you m2:ke_ me talk 

sinlhtsil ar1y·?.11 
you me.}: e • me ! 
my Yv_ay I 

Lhe. ~ena hicllih c;an xtu1 clluh nex-..vesiqi r;aj Gd.et8.:."'.d.lh 
not\s?lusr,a:9lwe 2.::.--el butlus\too\our chilrlren\they 1 ll say 

assume our childrei1 will also se.y the same things 

-i. l 'd gvne ~1 _1. • 
I e.ssu;no ! 
eventhouGh if we are not 

Lha ch' ih yats' elht~g lha nenqayni 
not\.wz.y tone tal1;::f>i notlincli2:..1. 

shuswa.ps. If one doesn't tall-;: in one'n 

ch' ih xacleni tt' e~d2ed . ts 1 elis}1. · Lha. riendid ninlin 
wayl one thinlcs :about tflemseJ.-..res\one becomes l not\·,..,hat \ :1ou e.re 
lan6Uafie one co:~:es to think they 2.re not lndi;:1.n. You· don't know 

?egwini~en. 
you lcnow 
whe.t you 0.1·e. 

Mo.ri" Mye,·s 
tJ~~e m be,• 19 'J '1 
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. tz;·:~~y 
f;v'C,,~~~~ 

(. · ..... ( .. , .. .:.-~. 
~,,.::~ 
..,;- ..... . 

yist·• in ?ago ?ogun · · denf gh1dli, ' 
I :';.~t/ so/ over the::-e (Bella Coo la) /r,orzcn/-,,e £tr.."j·ed/ 

1-..!'~!?...C.z.::!l • n~a~ried Chief .;-:. An2..11~, __ 5-9.J-1"01-~d th~·{;. -o.:?.r~ of 

?e~ ghi':.i. . 
·c· he"""'/··•e. : ~ ··ed/ •• - ~ u ..., __ v 

?:Ssun · ?ech'an ?e~q_i, su ?ech'a11 ?egun ?esQ.:i hest' ih. 
and then/:fi:cst t;~ne/oa·~y/ ,:ell/fi!:'s·t time/ther.e/baby/ I had/ 
'l:h:?.t 1 S Yii1C~"'e I l:.~d O\lJ: :t'~:tst baby• · 

5ebegl1e!1 gh.iq_i <" 

by i:i:,G::i/\;s st~,y. 

? .An c:hunchoh ?i ~.-ed xanasi t ' az ?ink' 2J1. f ..... "1ahim Lig nit;l' a1enic ~h. 
and/ ag.ai!1/ ·the:i:e/y;e car:ie trp/ar.rI th~n/J\l',~him L'<!-1'-ejne s~ttled/ . 
He cane t,:o fro~ =:el'.!..a Coo la i::nd settl~d ir. ·.bz..him Lake, 

?Iyed ~me midug:'ll qi lhe?alhah gulin ae;hint' i, 
there/01.,x/,-:or!~ers / a lot / thore wns/it ,,us/ 
r:e n~d ~lot of' at'.r workers tl~, 

l::' an gu$hecllash. qungh a-unchash cIU-gh:i.l ?a~ 
so / a ~tharin~ plr ... ce/house/ bis·/ ;·;e h2.cl / 
.f}O r;e h?.(l a i,i~ _2~l1erinr; hcu~e ·for notl.:--!te;i,e:?t!-

Xwe inidugh ai ts' en n!ljidish, 
our/::•oi-}rnrs "/ to,·tards/r;e c:all / 

. CJ1iei' Ana;,i:".l a."l§ :i\yse).:f callQ.~!_for our !:_Qrkcrc 1 

diye~qi ?iyen ? eso ?et~en t::?.h qe?ajcclet' iri.. 
boys / thc.:i/ .:.::1d/ mc::1t / lib:: -that/t:w:: arc lookin::; 
2...l1d ·t;1c .h.U!:. V(G: !:'C l!\.H)-'..;i~1r-a... f·.~::. .. -t:·,ir:~-:::.:; _l:i~~c· 1'1Ct:.t . 

for/ 

. : . 



for/ 

l'iejedeltsi, qungh ?ilhed ts' e;r,1edelhbinsh. 
they are satherir.g/hous~/cr:e place/the~- fill it up/ 

· At one house, they fil 1 ed it U1) Yiith n11atever they r::ot • 
. . . ,.. 

. -:>EtJ-o · ya."< ? 'et-€-• ele:c . deni qajets~ en:isi1, 
·· ~d then/over there/peo?le put stuf:f/per-so!'l/they are called for/ 

Then they c c lled ueonlG to ,;;here they ~ave'1__!ro their focd, 

Ni~a1 ?ego Nenchat' in t2.h qajets • eni::.h • 
. . :ra:r p.Way/and/ Cru:riers/ lite that/ they are called for/ 

·: -~ 2.nd i:»eonle 1i}~1e ne.i.~!1bou:--in:; C~!. .... l"'iors ·.;ere i.Yl-,ited. 

?Ego ha · ?iycd d~~il t's' i, nc:minac:-iets'·agheld~lh. 
so / it is/there/r,e nre, sta~ring/peo:ple ~ther around us/ 
§.cl_ we all ·stay~g_ther-e ~nd -oeople gn.ti~£e_~l m-0Ui1~. 

Deni huclzish ?ink' ru-i ?ane:~wct~' e lh?ish, 
pcrson/v:~ ~ar:e/2.!1d the:?1/they do for us/ . 
It's onlv ,;h;:m• ·:-:e na.~e a 'Oer~n ti1at till1~~come :for uG, 

.;\ ·•. ·, 
. _( ;'. 

· · · v,·'·: ·::·: g,re. ;ce~·1~dit 1 ish '?iy~d ?Lik1 an ?anaxwet.s' elh?ish n:hh. 
. . • .. . for/",e get reucly/there/and then/they do :for us / ·sh_e said/ 

----

,so rte get !"ead:l ·for ther:1 • 
. .. . · . . . . 

.An chunchoh ?ilhes -nc:(\'resiq_i ghil8!1, 
and/ asa.h~/ really/our children/they became many/ 
Oux chi 1dre::1 were beco:-:iin~ ,r2n;r, 

?etsu 
granny (:::rs. !'-

2nd I h.!.d na'1v 

xeded J.he?alhah hest'in, 
).naha.1'.l) /he:rseli'/ quite alot/I h..?.d / 

bov~ 

ch•iaan~~heyilh. 
-they are gro;1ing up/ m;:owing 1.ro . 

I 

dive.Zoi 
boys/ 

Hugliulht' i ncx\':osiqi jctunax, · ncnjm ?enay ncn ~hili, 
Ho,·1 / our childron/the~, \':ill eat/ here/n ,,::Coo1a/la'1d/it u3cd 

"How ar-e ot,!' chil<iren -:oin ·: to su-:.--,•ivc in this. 1:--:.nct :th:it ,·:~s_ o)-:ce 'fii-".t:u~;·-cciola 1i1ar..-tn::::, ----
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X :,,, ,.;;·.; ,., ·• - · . . · .. : 11--, ,.;.,. , "' 4 1 ' -" l ; 1 ., 1 ,,, -i'" , l n.., - 1 "'d 1 h. , ''"' .;,_ ... t,:,:,,l Q.1. -···· s .. C C,l~l.i. - -1~:..- 1---~·l , ••,Jen ,::;-;.o.:. l. . ~,., ... ... e_. 1 

01.v:/no:::1-::::.'3~1. / n ot/:10-c :'.:uch/r,1:m:,,/it is/thep/ ;·;i -th us/:the;r are cor.ii:~.5/ 
. _Qp}.,r so::,e. o:t ou.:c ;-:or}~~tl \.'C):'~ CO!::il1.:?: b:=--c~~ ·.•.·i~:1. tlZ1 

?egoh belhdan nenk' iyed jedilhts' ~il gcb~.n~.t e€'in::1.h. 
so/ s:,:::•? o:f ·',;he~/ there / they .:re sta::;in!;/we movod i'r~n thc14 

P.nd. t1,e o·::,ers •;;e }.o~t thc::i ·ochi,~d , 

?Egim. r.1c.mjnn n:·m~.nid::?.11, s0x. heJ.:bh ?iJ.hi.\.i-:. x ·:m-t; • ~:--:~j~·.:::.ir.,:c 
and th0;1./hera / v;e rwv:~d b~.c},/a l ens; ti1;;e/ th:e / one/ the:,· :::eve, =-~::-·::::· 
0:i,e af·t: c-:~ .. n11otl:cr1_!1)£;{ 1::ora ;-:";()\• i~,G_ i12c1t -!:.2,_♦t;~,~ C!1ilco •;~ ir: c.~~1~n~;:~.;~ ~·.:""-:-~.;· 



/ 

( 

.B~;:o.lh~ jucl -t:: ' c::.a:::;h 
te(?pot-:s / -~i:~~- ".re 
~h~y r;o~e livL"'::-:; in 

1ha gtrl;'in ?in!;:'an, guyen nits'il?in 1).nahirn,?iyen , 
not/li::e it/ so / th2:!; one/ Chief / .:'! .. ,aha~/ that one/ 
so we didn't 1 i~e it so Chief An:?,t:.~n s2.id, 
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ttSa :na~:hi11y ch' enu.6hulilh, ts' edilht~• fsh gltq_atas?es ," selh: 
:for/horse 7 s •. ddle it U? / a place to sto.y/I 1 1:? 6oing to look for/he t . 
"Sadc1 1 e .lP .. .;?1e 110::."'_§e :::or- rr:e , r•~ .--::oinr; to look for- a "oet-'.;er 1)12.ce to l . 

?Ink' 2-.'1 ba · ·na°£lhiri.y ch' ene?ilha nah ?etsu, ?iyen gadih. 
so / :for- hir.1/h.orse 7 saddled up/ said/€,-r:?:J.my/ her/ she said/ 

"So I s:::dc':led uu. " sz.id ro:-~-:!l,'l (;.:r_s. Ane::a"':l) • 

?Ego · ncndin na1lhi.'1Y. no.~elhjid 
and so/this wa~r/horse l he rode ·the 

. ~..2.S.UL.alJ. ca.;.r I aro~t.~d the '.)lace, 

dzin ?aghet'in 
hoise/6a_y/ he did .. / 

..: ' •• 

·' 

nendu·.·,-'J1. n~,4 1..,.·m· •• ...,"'., 11 J· ~ _, • '-..,•., •Ii .,J A~~ & -4'4. 

here / horse 7 he rode/ where · Anaham Reserve is no\7 ut. 

"K' an ?ink' a'l ts' edetal ~ • ilh gu:?.:un nexwa r.r:rech ' i ?iz. · 
now/ fi1~.:.:11y/a place to sta:r/it's nice/;'or yo\t/I spotted/ . 
.,I i'in2:11" suotted a nice nlace to st2.v ·.tor vou ·to liYe • 

.. 
'?Egun ts' en nate6huda." nexnelhn±h. 
that r:~~r /;:or:ards/let I s !:love ba~}:/he told. us/ 
Let's t!o\·0 -th~::.--c. " Ch1.e:r fu1ahan ·told us. 

?Ego ?e[;:r,cz xanaghid::i.h. 

' ( 

so / i'ron "there/~·;e i;~ovecl back/ · 
So that'~ ho~, \·;c r.:ovcd i"!'o~.~ tllcre (r.'hcre A•mez :?l.,;eo:1 nrcse~-'.;J.y ~i;2.·:s) -! 
where · .•'t.:'1:.•.h.:!.!:t ::a serve i:o rat)\:: r,i tt1:l:t0ci . 

Yat1hn .. tl' a.day ?iycd ah ?ei;su ?iyccl ah su? ech' ~.n ?lye 
down thcrc/eaie of' a hill/thel'.'e/.it is/GJ.·;:i:r.ny/there/i-i: is/:firs-t •l;ime/tr..cx 

ninina.h~ 
she moved/ · ( 
Crc.mw (L:r~. i\n.::.h~ :f'irct i.iovcd ~t tho ed..:;_c~'!:he hill be~.o·:: ;\.~~1'2,B Rm1Ye • -··-- --'~c.;;..;;~...;.;;.;:;...;..;:;,;;;.~:...::.......::.:.:.:.:_.=: 
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frc:.1 

Ga-i~' ;_ · ==~·:cts 1 e!1 n~~c.::.l. 
e--: e::ycr:.e /';,o w2.:::a.s 'I:.~ /they co.::~e / 

?Iyou. ?ink' a.'1. ?Ul Al:i-ones belh. ?i..'r11~' ar .. ? iyen Tsihur.? 02.di E;a:.,:hir 
thare/f: ... na.lly/old/Jl1?honse/-;;-ith/ a.'1.d / ·::;;1a-t onc/Tsihun/h5.s neice/5:t ,;.: 
lt .,::,.s ~~he:-e z;he~ 010. ,\lnl~o~~se Ad2.::-.s cu1.d u~oba°i)~~Y Tsilrnn' s ~-:e-i cc 

"Dixox" jiyellm~h ji~11.tz.~~h. 
Db:o::: / they tell her/they nar:1e her/ 

?Iycn ?'iUb• . .l.n.os shu f;u.'1.c~ N<.m:::hat' L1 t~dinclil, lfoncha.,.;• in d~5elh 
her/ Alp:10.'!se/and/:f~o!':l wes·',;/ C.:!r;:ic:r- / they came \tp/C~tr.icr / -!;!wy i:l 

met the Car-riers -'~k.!.·~ c::-..'.':':c .tm. 
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'?Ink''an :mts' enc.day,· • · ts' eneciash, .Di~o::-: shu 'TA..lbunes 
cmd then/t11ey s-!;~J.;cd done in·g/they' re d~cinG/Db:o:,:/ 2nd'/ !:lp'.1o~se/ 
They st~.,..tcd to d:mced, and ·:1!1i le tr.1:nr ·:1ere tlm1cin'.i, Di::o:~ ::u1d --~ 1 "l')hoz1s<:. 

slm tah guts' elt ' i, ?Albunes · ?iycn Tl' eg;,ac;h ya!"ladz::r, 
~--id/ar::on5st/they got invited/Al:9hom:1e/ hin/ Tl' egnash/he danced '£or/ 
cot invited to d::.nce ,~ so Alu~on3e di~ced for Tl' c-:;:·::csh. 

'l'l' ee;waf;h lhcsni ?•iyen ? AnJcuwa."l beta · ghili ?alnesni. 
Tl' C{S\'T.i?.sh/I c~ll/that one/Antoine/ his :father/he wus/I r:1ea:n/ 
I t-2211., ••~11 1 e-= ... -:- I';:"--." ,~as -~~·!; cine it~!TY.' s fath.e!". 

Ncru:.' ed g-~zu.11 jid xelhdclh?at' in, g'l.t:.::;u.-1 jid. 
but - / it's nice/that \'iay/hclpin; herself/it's nice/thn:t 
She \'/:?.s hcJ:-oi 1v:: ba-'!'sclf ar!.d ci.:;nci?1.'-' alr-i ,,-:ht, 

?Iyed ?ink' an lha: lhe?ai~alhde1 jid tfil.lhghelh_-
there/ancl then/not/not enough / J.;he..t way/sh.ak~ng her head/ 
but she n~sn' t sl::~::in.~ her he.;d cnou:rh. 

"Atsu· tfril?tt~" ts' edenish 
·You're no-t s11al-:i.11g your he::i.cl enough (in Carrier) /they \·;ere tel:":.in6 he-::/ 
~-xs. .l\r.~ho.r:i sn.id t'.:-:.0 C:;,r:ciers ;·;ere telline; hex-, "You' re not ~h::.'.djjr-: ·:.s:;.· 
}1cad cnour-;h ." · 

naweched sish rlil;;helh ts'ed:!:sh salhts ' ed8.t;hini , 
hard . / rc2.lly/si1ake your hc~d/shc wo.s told/she -;m.~ probably told/ 
~hey lilcel·r told l:c:i.- to Sh<!lW her hc.::i.d i:lQ!.Q , 

an lfonchat' in ts' edit~ i tc:~a . 
and/ C,u.-ricr/ heard / it r,·.:1s not/ 
££_<;:aur.;e who cm1 11nc10rst~d c:-.~·ricr? 

. .... .. .. • . . 
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THE CHILCOTIN ALPHABET 

-c - ' 
...... ~:" ,, CONSOS..~~TS: b d dl d2 dz j g gw gg ggw I 

p t t: ts ts c~ k icw q qw I 
tl' ch' k' kw' 1 ' t' ti' c.s, - -

~ 

for.) lh ~ sh wh h s - X xw 

-· m n 1 2 z y - - gh w 
~ 

VOWELS ,i i e a 0 u 

ACCITh"T or TONE: 
, 

'my land' 'my backbone' senen· senen 
bey{ 'inside it' beyi 'his son' 

-• 
dl' 1 squirrel 1 • 

, 
'ball' k'i 'willow' ?ed{ 'head' i ,"l:.S yaq¼g 

i 
dig, 1 saskatoon 1 

, 
'it is ?ech{ 'tail' niWzun 'owl' gweneq:g 

tetHh 'it kicks' bouncing' galhusn{ 'I'll tell him' 
,. 'two' nanqin 

¼ ?el.htilh 'sharp-tailed grouse' I desnih 'I said' xi 'winter' 

?el 'pine needle' gex 'rabbit.' ?e,iJ 'hand' yelhqan 'dawn'· 
e ·belh 'with him' ?etgen 'meat' 

.a ?et'ih 'pocket' dzax 'gum/pitch' 

~ 
deni 'person' dzah 'not perfect' ?edzagh 'ear' 
shen 1 song. 1 A nabi 'muskrat' t'ag 'cottonwood' 

chos 'body feather' 
, 

'river' tu 'water' nu~ay 'pail' yeqox 
0 deldon 'drum' ch'ox 'porcupine' u 'wolf' 

, 
'us' nun xun 

'well/good' 
, 

'robin' 
0 V 

SU sux . 
?et§ul I etsul 'tongue' 

b bhi 'tent 1 I d deni 'person' dl dlun 'mouse' 

il 
ch'eb 'blackbird' 

jJ 
da".l 'summer' 

Dl 
dl.i'g 'squirral' 

l 

d2 d2elh 'sn::iw mt.' ! dz dza'x 'gum/pitch' j 
. , 'here' nenJan 

d2ina: 'midday/noon' ·?edzagh 'ear' ja~ 'spring salmon' 
I 

DZ Dz J 
?edzi 'heart' jeni 'fish hook' 

,g ?egan gw gweltl'ts 'it's muddy' gg ?esggidan 'ancestors' . , , 
?egwai 'bcne' h{gg~d '·"'·e sh11ke :c' G 

yaq4'g 1 Gw G" ' guli . 
ggw heggwes 'be is p depad 'flat' t tu 'water' 

Ggw ticklish' dilpJd 'thud' 
T 

tay 1 tliree' 
p 

danapes 'turnips' ten- 'ice' 

~ 
tlagh 'lard' tt ttinlh 'axe' ts 

. , 
'beaver' tsa 

tint.1a'd 'you jump' Tt ?edi 'head' Ts 
?ets{ 'grandfather' ,, 

tifoh'unt 'kingfisher' ?etsu 'grandmother' 
I 

t 



0 

i ...... 

ch 

jCll 
' 
q 

Q 

tl' 

Tl' 

ch' 

Ch' 

? 

? 

~ 

,.. 
s 

,~h 

Wh 

h 

li 

1 . 
L 

y 

y 

dechen ·• stick' k tl'askal 'butterfly' 

C~<i:1 'ra !.n' r keyayu ' c-: ecit' 

c:~12:. "-'; ' ccyc~e • ··K naC:il!:e.lh ' s? int"~ i:i.3 1 

' , , , 
'ball' 

J 
' iire/li~:i t' yaq~g qw q'l<·e!"I 

Yee.ox 1 r iv~r• 
'esqi 'child ' i Qw qwes ' a ccld' 

~ 

tl 'ulh •rope' t9 1 t~'ig 'osprey ' 
?etl' ah 'waist •· d'iny ' grave' 
?etl'ax 'botto::n' T9' cat&'in 'everybody' 

ch'i 'birch -tree• k' . k.' a 'arrow' 
yech'ed I Or. it ' k' un 'roe' 
ch'ox 'porcupine' K' k'eles ' barbecue' . 
ehel?.fg !coyote' t (nn) (lhinn 'dog') 
te2?i 'my uncle' (segenn 'dr i ed) 
?ela 'hand ' ! ?ash ' snowshoe ' 

~{ 'belt' ; 
s sa 1 sun 1 

S{d 'curlew ' I ses 'bear' 
j at ' spriqg sali;::on'' s s:fo ' l' 

nawh 
dinwh 
'>.;r.ai-:h 

?e~•i:1 
hejen 

'e l ~ 
c~:~~l 

set 
?' uy 
nuy 

•n:o pairs' 
' fcur pain; ' 
'beni:::: ,' 

b.c:r~nd' 

• poc:::.e~ 1 

'he sings ' 

' han.:. ' 
• !'";~' 

'snow' 
'eddy ' 
'island' 

! . 
I 
I )t xi 'winter' 
i xex ' soose ' 
t:X gc:-- 'ra~b:t ' 
~ 

i 
I 

j 
:-: ·:~ ~er.:ba: .. · •~:zP.S~l' 

midugn 'vhitec::a:i' 
H t s ' eraar, ' salrnoi.' 

J 2 ?;de2 
I s-e~i 

gh ?egha 
tlagh 

Ch ?cghu 

' s~:in' 
IC'/ t;Ct~ t:--: 1 

'r.air' 
'lard ' 
' tooth' 
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t..v kwishkwish ' Stell&-r's j.;~• I i 
I 

·c 
=--:~· 

·-----··-· .. -·-·--·· .. . 
t' ?et'n 'fca t:he·:; ' . 

?ct 1 a,i '1-eai' ! 

T' t ' isl .. 1 1:.;!- 'ch~ ;..·~~Jtl • ! 

ts' ts 'i 'boat' i 
cs'et'an 'thin 1 i 

TS' t s'u ' spruce tree' I 
p 

I 
kw' kw'e~ 'cloud' ~ 

i 
dekw'en ' fragile ' 

•' 
Kw' ?elhkw'enz 'cuttinc with 

sci ssor,;' 

t 
lh lhuy 'fish' 

lhed ' smoke' 
Lh lhan 'many/lots of ' I 

I 
! 

sh shanS 'wart' i 

shen 'song' ; 
Sh '>ash 'sr,owshv\l.1 

! ·-· 
>,.V xwes 'cactus/ Cher:\' 

xwinajat 'it is S ""' .J' ,.t ::,,.,. ,. . - .. , ..:., 
Xw ~rn •.: ;~ 

--·-.. --.. ··-···-·-
?e~{:1 ' !3C~ • 

,• .. n ,! • • .. 
ci~an 'rain 1 :. ~~·.,~ I .· , ·---- -· 

N 'wolf' • • I mm hO(l:;, 
' 

-- ---·----·_j 
z jh: 'i:1s:L.:~: 

E~::i '::iv -~· -· . .. ~t ;_. 

- --- ------··--·-·--· ·-·-- . .. 
w ?ewor. ' chigi·, ' 

wejen 'he 'll si~~• , 
gwedanwonlgash 1 y0u wnlk j 

._ _____ _________ _._ ___________ __ ...... '-------- --- -- __ j.£.E:!_.1 



-.,, -· 

6. 
,., 
' . 
8. 
0 .. •. 
lC • 

.. ..... 

.... t:... 

.. -·· 

( -'·.-,.I') 
.., ... ,# 

(E) 
i L.-•) \ \,.:, 

(i) 

(y) 

s .:1.p •• (i) ... 

S\>:ea.tt!r . (e) 

Dre.ss ~" (t:i.') ----

:i:yax. tl 'ases 

?eswic1es 

tl I a&es / S~'1 
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4;, • .:~~-=l~s - (E-~) ?eqit"s'cl 
44. ?r·ot - (:S-e) ?e~i 
45. ~c1g_ - (3-·~) ?eqi tl' B.J: 

,,,.. ,_ ........ " .... · · - (--·-e) ?e ... -= 1 ~,..·.1, : :-,-'• •~u. I • •--1---·••V• \ ;,!••• 

40 .,, . 
50. 
51. 
52. 

57. 
,53. 

50 . ., . 
60. 
(; .... 

?ec.; l 0 c, -.:,d • _.._ ~•JC- . 

?e::1ila.:-.iz - . 
?eqilac:Ja 

?eqilacts'ed 
Ft?el ~ (E-e) - ?eqilasQ·led 

T?_e!"lails - (:E-e) - ?e~:i l~s i_;3n 

S~in.-· (.E-e) - '?ei'ez 
Eeart - ·(:t-e) - ?cdzi ·_ 

.biver (~-e) - ?ef'ed (: : · 

E~cL,cy~ - (E-e) - ?ekw'e(n)z 
· r.ear-end - (Z-e) - ?et l'a ·---- -
ra~ - (::S-e) - .?ek'e~ . 

B~~kto~P. - (3-e) _____ 
(E-e) 

?ec:3i(n)sl. 
?c·i;l' ah 
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T~c V-~t·:cls ir:. t~e Cbilcotin Alp'.lab .1t 

i, ~,.a, e, u, o 

b, :P, ::l, , 

c., t, t•, nn, n, 
' :. -, . a .... , ~1 .. , tl', lh, 

dz, ts, ts', s, 

· dz, ts, t'.--' .., t s, 

~, ch, ch', sh, 

g, k: k' , 
gwt kw, kw'~ ·Wl:, 

(;£, Cl, x, gh, 

PAR~S 0~ TE:E BODY: 

1. (E-e) -

(E-e) 

1, 

z, 

z, 

Y, 

?ett:igh:i. 

?e~i 

... 

4. · _Forehead - (E-e) - :etsinhgwelh 

(E-e) - ?e~asts'ul 

9. ~fose - (E-e) ... ?etsi:3b 

10. Cbeelc ... (e-) .... ?cninb('t:€:n . --
11. ...Ear - (E-c) - ?eci.zngh 

l;:.'. Lips ·• 

in this order: 

-. 

,-.-,. ~­._,_ ..... · . .:... 
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, -:: 
-.#• 

~ t;.. 

15. 

16. 

17-~ 

le-. 

21. 

22. 

..... ", .. -~. 
~.,.:/~-:. - (E'.•-C') 

~~ ~ .. :~:~ -·---··- · 
, . .,_ ,- ) ,_,-. 

, '£◊~).~:e - (E-e) ·-~-
c:~-1;.n --·--· ... ;:ec..~ -~ ·---

}1d?YI ts 

c~~) 

(E-a) 

A~o1.c 

(E-e) -

- (-Z-e) 

?ekw ' es' 

?enen / ?edcr. 

?etr.;'ic.2.ex 

Chest (E-e) ?e~·ed 

nos-0:.1 (t-:e) ?etsru ·---. 

29. i~u~cl es - (E-e) 

:;o~ \;rist - (:B-e) 

?ec1: 1 us' / ?ech'tms 

'?elac'hen 

I-:Hc.'!.c :Finfc." (E-c) - '?elnniz 

(;:-c) ?elat:;hn 

?€'.'..asts'ed 
38. l'al::i o.f thn Hnnd -: (E-e) 

41. 

42. 

~~::~?.~l;_- (·:,; ...... .. ) - ?~l:\f;;;-~.:1. 

1e.; - {E·-o) - ? c qi t~' en 

. T.1i~ (F.-e) ?c-.-:cn 
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D 

---~-) \ .. 
-· 

12. 

14/ (k/1:) 
=-=-===-

15. 

16. 

18. (z) 

?iyi (thr.t one) 
biyaz. C::is~~er colt) 
nuy (isrnn.,) 

. . 
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guyi ( t'lat one) 
guyco: ((. o·,,:n t:'...,Jrc) 
ye"ff (snow) 

ne.l!c:11 (it I s Bpin~1ing around) 
kaya:.,: ( creC:i t) · 
tl'r:sksl (butterfly) 
'"~'rl·~J · (•·,•., ~,) _,J,..,. .. ...,.-..... ......... ,,!>,.._ 0:. ··--t....:;.. 

na' ,,. c~--o ~-1· ->q '\ • .,_1 ..... !:'.... - ..... ,I 

nendi.:wh (where about,.) 

?ewen (th! g:;) 
?elr..h:<et:d (bell) 
gauena_x (He/nh,:_can go 

weldax ( C.oas-t Indim.1s) 
wats;.sh ( care-i;r.J._ or) 

ahead) 

(pocket) 

T!lc cn."1sJ!1~.n.t z ::1a:r tc si;nilar to I.ngli::l:., but 
in so=c wo.:C.s, :..t' s :1.ot si~ij_u:,,:, to :':..1:.5lis~1. 

sa7,i (i,,y neice) 
d).•-a,. (i'+lo c:'~-s.) 

,t. .J ., ... - ,.• 

gwedizet (~e/she '+) on J..~-

These are the :::-c.st of the coEsonants that aic not sir:ilar to 

l~. (t') 

20. (tl) 

21. (tl') 

22. (ts) 

?et'?- (feat:::.-'!') 
gun-;:' in (he/s:~c' s ha;:,p:;) 
bet'ay (tebin~ her/h~~/ 

detli (soft) tlagh (lard) 
tint:1.,;. (ycu ju:2,1 / you run away) 
gweitled (he/sh.e slapr-cd soncthin.g e.gainst it) 

tl ' a., (ba-· ... , .. ,1··' - ;' •• \h•h( , ...... 

;;J.'ulh (rope) 
Tl' etinqc•x ·(An.a1:nn:) 

tsa (beaver) ?et:s:i. (grandp:i) 



.. , ( ,..- ' L, ,. , 

(27 .. ) [dz) 

(28,.) r ~ ·"'} \ r-•" _ .. 
('"'Cl ) r. / C 

;,JGS) 

:c';~u (u=~f.::o";::~~) 
dntr.a:1:t:r ( rro,-:) 

t f: '·.;. ( !-:::·:-... ~ ~~ C ~:;::·~•:.:) ·l 
:.: .1 1 ~ :· .. !: !.:.:•: .. c :: J 
i:;f. I~::: l ::,; : { •;:.:.:-.) 

<lzin. 
dzan 
d7,ax· 

c:.1-\u1 {r•.r;i.ts~·} 

live~) 

Jad).~1 (i;h.3y r:er1: boi·n) 
gwedlt':n (1iilly) 

li~:u-~ 
:-::ie~i. 

?eg.-:ed 
-t"'.'f.,·'\~h ,..> •• "' · "-:--··.~ 
Q'/:",~1:i.! I:'. 
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-!ctf:·c-::. \i~•~ {:.:.: 
1·r.v-~:1 ( ci;.,.".;l.; t..'1) 

,;,..,.,,... .• ,,.,.,.. .. ('11'""'··) 

C" •"''"··' .. -·· . ; 
• y!\. .I it..1 . .;: . ~ _ V , ,.,_ , 

be~~• c~ (his/hGr ~i~ •• 
?elhlt',i' c;1z (i~cis;:,:,' :;; 

?cd.zi {iH)2l't) 
?aldzi (noon) 
?edza5h (ear) 

nis:liu.~ ( onl) 
?elhij'.ld.~id. (ti~:i~.- "·.;:- :;,;'"; 

·ti thdllld { Z:!:~::.·.··.· ~ .... 
cleldlc:d (, ·lob~ ~-:: ';.:i;: ~ .· .: 
dl~g {zq,1.d.l·rol) 

lhu:v 
r:c:l!l 
' . .l..·i~i:-1 

( 



,.. ,, 

·C > 

:'{ / 
y· 

'-··-· 

l 
Ci 

{:;6.) (kl"I) 

(37. l (q) 

(38, l (tn,) 

(39,) (x:) 

(40,) Cc;h) 

(41.) (:er,) 

(42.) (::;g) 

(4-3,) (gg.-r) 

{4~,.) (?) 

(45.) (nn) 

kv1ishlmish (Stellar' s Jay) 

O•-.on (-r'-•e) _ ...... ~ - ... _ 
":u·~a·-el (-o•,) . .. .. . ..... 
-ti~(lwi (he/she th.re\7 up) 

xi (v1inte:::-) 
xilh (bac~•:uac}~3) 
xex (goos':'J 

·tlagh (lard) 
?egha (hair) 
tl' u,91. (z;ras3/ha0•) 

XTIOS (caC';;1;.S) 
xwelh ( •:1i th us) 
xwinajaS' (it's sno':;ing on 

?esggidam (anceStors) .. 

~aa'ax (~ los:--- -'-i~:-, 
,::J ..... .1.:.:, '-'-•··---
sux (robin) 

· sax (a lonG tir'1-e) 

nencha-::h ( i_t 1 s bi;i;) 
?ee;hu \tooth) 
'bi~ra:,;h (it's ~!ls/~1s-r3) 

nexwa (for us)· 
xnatish (betl7een us)· 

us) 

higgad (we shake it) 

hes;g;-,es (he/sh' s ticl~lish) 

?aoa ·(dad) de?ax Cno) 
?elh?i (night) 
chel?~s (co::ote) 

?iyen (that person) 
"et~• en (,·,-,.on~ w-••) • ... • ._.... • :;,;;, "O.J 

lhirL-. (dog) segerin (dried) 

{~ i'fnen the. censor.ant 0 sh 11 is used 2.t ·the end o:f a. i':ord, it i::; 
})renounced di:fferen-!:ly th2.n \7hen used at the be5irJ1in; oi' ~ 
'flord. Exarl'_9le : 
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(s~) ?2.£h (sno\7shoes) 
betls~=-~ (c~ibc~) 

n "·de~h (1,e/-;- 1-,e= ,;o -~-:: ..... -.-:.·-~ ... \ 
<;; ~ ... - •• --- --· -· ___ ,.; ••••.• 

g-::c z.~.;: ! ( C ::.: ·:; :· ·.<.· -.>:::.~ .i 

Tiie Conson8Xlt 11 :z," can also be not siuilm- -",:o En::;lish~ 

(z) jiz (inside) 
ch'i:; (after) 

.... 



H~\rla My<! r~ 

2 AU8U::;t '/9 

1. bilugh an. It is r n \ knife. 
lmifc be? the 

~ ?l~yi bi.ht~h nn . That is ft~e1 Jmifc. . , .. 
that lmife be 

3. John an. \le. is John. 
J be 

4. 'lcyen ~Tohn I ·r.: tf 1 That is John. 
that J an · 

5. John ?eyen an. John is that one. 
J that 

6 •. John deyen an. John is f a ) doctor. 
J doctor the 

7, John deyen hant'ih. John is f a 1 doctor. 
the 

-s. sid desyen ras l. I am [ a { doctor. 
ll doc tor lhast'ih the J 

Questions are ~rade by a_ change in the intonc>,tion: 

- / " 
A. bilugh an? 

lt':SIC SENTENCE TYPES 

- 9. ·f.si gweda+gh+o I .mel. · 
_rock dow:1➔past+i t+roll 

B. bilugh dn. 

The/a rock rolled down. 

10, t ·~1 B';;edaghelmel a ? Did the rock roll down? 
rock Q 

11 .. tsi lha gl·tedalmelh. The/a l'ock didn't roll down . 
.r-oc.;k NEG roll down 

12: t~j_ lha gl'ladalmelh a ? Didn't the rock roll do\•rn? 

13;,..) J0}m t~i ~yejti'zt$id . Tohn +h"eW the l'OCk. ,, ....... -·· 
J rock it threw 

short 

long 
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form 

fon!I 

I,) *i:~J .. John i:iztsid. (could o~y mean 'the rock thre\'/ Jo!m') 

c."J -:i-J·ohn t~i batiztsid. 

1 l:. John ts1 lha titselll. John d1dn' t thrm·1 the rock. 
J rock NEG 

15. t.lohn lhn t~i• ti"t;sclh~ 
, 

as above 
J Nl::G rock throw 
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I 

·. •·· .. :.·, 
" I •: • ~ •• ':~ • ,. • IL 

. ·.:\: .. t ~,::,:,i·;111ia.•:1 )3o'?Uiiq_i ('::illia:.":l 3ill:(ooy' s :'!.shin.; ,1?.lr:.c.e) 

,::, ·: ··,/ : , L~sh\"li :Se?\moi (L2.sh·:::ay sa:a~s fishing i)iace) : 

· ( :,' .. \ , : ,.,_;_;,:, __ · d-:_ • .,,,_.. ~-.. ');.,:o ~ ( !'j.\i,,, 1'!>"-a ·. . . - . • - . . ·Pi ch~...,,.. ·,:."! .,, ~ "'' ) 
"'""- - • ...... t.:.._- •• '-" ,~.i.....,, ·--------------- ·· - - · ·~ 4" • "' ' • ""." ... . 

Alex.is Creek gi,ach •.az (A fishin~ place this side of Ale:ds Cree2~.) 

.. ·_;;:._:'.::_~'.]_~£! .';:?·.~:_i_\: A1::~is Crc~·l, _g1.i.n~'l· (A :fishing place n.cross fron J..l.cx~s. c1.~u~::.) 
Geo~be Coop'Gr B~?U..'1CJ.i (Geo~ge ·coo:per'. s :t:i.sh:i.i1g place,) 

-:_~:({'/·.-... \{I.) .. : ,:,r,,::;, .. ·: . . ','; ~ :, : ·: ,, ,. ,·· ,. ,. 
::. ~,··:-·· :; ., ::,_.: .,.:ti.A.CE l~.~'.~S FOR '.~ot1LP ·T;~ ,u_::1,:}rA~.1 r.iE.~Dor.~s 1~:n1~: Reser1ie ~;~2 

· '!tlir]:r i:~·:~:r:~~:~:~t:::::~::::·~::::::::), t~.'~:~d~~I~ l.-. 

:,• )/;i ))::::;:-;i' iyab,::u:iig.'1'.il (Gr ah.am t~eadcY/) ./ ,>.,. 
';~ :,.) _:.\·., : .. :;-~: : ~i~~gl~~~el (Du~;' G J.,ake meu."1ihg_, · "The_ :tip cf .~- knife") 

~.' : · ·,t· ··; · .. ;~~~~~·.}Pel~~-~:~~i:u~~i'·Lake "- _tl~anin~_, ~:•i1:~re . ~-s .,wa-tpr"} 
•·•• 1.':,;. , · '··( ... Ts'µ Dina~ (Edriard Stump's place by Pelic~.ni'Stu'i.1p I.ake) 

,. . . . . . . . . 

.. ··. 
. '.,. ,'>~·: 

.. ,. 

,· . 

· \.'~ l{-aghat6ne.qecl (:iero:y Petal's plo.c a b~• Pelicel'1/St1.mp La.1;:e) 

. ,::-;, - trus.,Midu (r:ioose r,;"eadow) 

}rorse Shu L~1~e (Ho:r:f;e Shoe Le.Re) 

?A.;ed Bebiny (.A.3ath::.' s ?,foe.dov;) 

Johnny Tl' eda,gh.int' ¼sh (l'fherc Johnny lfarry used to cut hay) 

, ·.· . ?Adihis Tl' cde&;hint' ish ('lihc:co :Bl:.>.ctnose Jr;l':.nny used to 01.,t hay) 
:·;~-... . \ . ... ;;_· 

.. . ·,. ~ •·. . ~ :· ·. : Uaghshel r,iidu (t1e.rshall Me~.tlo\·r) ' . . 



.. 

":,: 
;, ... : •.. 

• 1. /-~~·: ,,:: , . ,. :J 
.:. -~· ·. · . . 

., ... : . 
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(Tony Pctcl' s fainting Place) 

"'-;'1~"'7~~ v ... . __ . \. 

~sii,D. T .. .abiny (:i:'o? of J..le::iz Cree:~ •:,::l<:~ins, !'Pile of ~·c.·c·:,;; 
· • , . · · · l'esicles t>.c l.aka. 11

) 

Tebirlc.1ad 

(Bull Can.yen -!'l-raeaning ":Set,·:ce:~/inside the r:ocks") 

)' .:: '-.·1: 
Tsi Dilhts' ~sh (Past Telford's r~"1ci1. *m·eanin[;, "Rocks 

·._down.") ··::,;; .. 
are sitting 

Gtmish ( *uemlin.; A1 e"':i s Cree}t - d 5.:- .:"!~tion frc,~ · ~~i.a1w:-!l) > (__) 
. Gud~.h (-::•:.:cani."1,; .Lee's ~c1·ncr - cli;:~~ti,>n fi·c:~ J\n:?.ha!a) • · 

, '.. .. ·. Gunnn c,:-ueani;)~ Stone - direction i'ror.1 Anah2..:a) . . . .::I_/ . . : .. •:::! 
.. - ·· t .~.- • j :i :.. . ~· ; .;•, '\ .. ·., ..... ; ..... .: .. • :·: -~ ... .... .-: ... ..,,. .. .. ' .· ~. :·· ~· .... :·-:· .: . ~~>·,; :· 1 

- · · ""· ~-!,•'. · •·· \ . "'· ·. . ' ··.,· !. ; . ;... ~- · .. . ... .. , ........ .... :',• l. ♦ ...... 1--, • °'C • • • • • • • -~ 

L~i~ .• ~~;-~~~~.:.;;; .. :J:,~~~-:~~:~~~,~~~i~:,)J.:~~:;:~~~j:;::.~: ... i-. ~::~:.=~:/:: ~~L.:1:·~t-~~ {i.~i.~::;_~:t.:±iJ 



.. ,: ..... ,. 
....... : .-

. ·: .. · ·, :•'\ 
·~. ·:'' .( _,. .. 

·. :··· · 
'f' ' • . , · • 

... . ,. ... :.·· 

. , . . ; .. : :. 

:~·:{/ .. 

; ·. 
, ....... , , 

:vo1•-..,,..~.,.. S1s.._,..,... , .i::-.....J=~": - - v,, .- • 
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Fathe_t: 

..... -

sadi (:~:i· oldei~ sister) 
n h~l.· (vot~ ola·o- c: ~~c-\ 

_....., V •- -- -•• .;.,..,.__, 

b:adi (hio/1:~l"' older si3";er) 
n e,.,.,.,,,~: (•.~,,.,.;.. (-1) oi~,,,..~ "'l',-.,-r...-) ..... - -~ "\.,I ILL.;.. 1-·-- ---- ..... .~ ._,.;._ 

e;ebadi (th.eir oldar si$tGr·) 

.Qld~r Sisters: 

.9]&£r Brother: 

· · · sechel (my :.\'CU."lger brother) sunai;h fo,~· older brot:1er} 
.nenchel (yo,u· younger brother) nuna<;h (your •old~r: .. : b.:: othe!') 
bechel (his/1:e'l:' ymm::,;er brother) ·o\maGh (his/her elder ore-the:-) 
nexwcchel. b ·otu- (pl) yoi.1!'l.6el"' 'broo:.;her) ne:nnmagh (::.·our {-::,:) old.>:'r " 
gcbechel. (their yo1.L"lger .brotherJ gebuna.:;h (their oldei.· c :cothe::.-) 

.. ! ·.:-. · . 

...__,• '· · , . · :·,:•secheliqi (ray younger brothers) 
· .. ·. < ·. ·' ... nei1cheliqi (yo1tr yoU11$er " ) 

:·'·., -··~: bcche'.!.iq_i (his/her ~,ounGer " ) 
. · : ,.:' : . nex,·:echeliqi (~:our (pl.) you,.3cr ") 

.. ;.•·.:..:.: ... •.: ';..{ i<':',.;.l" .. i.;.:•--,-: ............ ... ..... i .•. ,. / ; .. ,. ... ::.. : ... . ;:-~:.,..J -•·.• --- .. -.~•' , .. \ 

sunaghqi (m~• older brothers) 
nunnzhqi (your older · ... " ) 
bU!l~ :l!qi. (i;lis/i1e:- old Qr " ) . 

. nC.{\.'Ul , aql. l '-'!• -:., · ,.:.l.1,,-. " ) 
• I • • ' .--. ,1-.:~. , ... - • ~, ... 1 ·., ... ..-"'- ... • . • J . .-.,.,.,,u ... ,, \• ·!._: .. ,, .... ~; 



.i_.: .-,' ; 
. -~ .. ,. 

. ·•\· 
· ... _;I· 

..... ,:;· ,·: :?-~:· f .... ·:;· . • 
. , ,. ,. : -- . : . ··~.~ . 

~ ... : .. ••• • • ,9. ·-~ . 

?esqi (c1!ild/baby) 
ses0_i (~::y chi!-:\/~?;?:':'} 
nes\!i (you1.· c nilu/ .:..),:wy) • • .. . 
'bes; i t::i 0/-..1.ei.~· ci1i2.d/b::1b~•t) 

.. ne:~\:~cqi (:,·cur (pl) · cl:i:!.:1 'b:::by) 
. ge1:>es::i (·t;i.1.eir child/be.by) 

. . ~: ... ~--~ 
., .... ; 

'i · ·: ·,_ ........ ·,~: . ••• 

Qs3-1.:;}}·:;(;:-~ i 
• ••• ;.♦ 

.. . ( '.·le:~~) 

(Woman) 

seya~ '(n:')• sor:.) 
'- .;-. .. neya:; (you:.· son) 

beyaz (her son) 
ne:>rneya~ (your (}?l) 

. gebeyaz. ('i;hsir son) 

(\'l' 0 r.:.11) 

son) 

Uncie: 

se·~?i 
nci?i 

··\··•.., :-· 
.:·. -; ... 

.~ ... ,. 
•'! ' · 
'·'.' 

-'):.··~· 

Children: 

. . ,. 
~~~\t.~· . ' 
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.. • , ,_. < 

- ec;-~ax (ci~:1.ldren/o=.·::, i c.~) 
::.esiqi (:;::I' chilw..·G~:/,;~-:.,~i·,, :..: ) 
nesiQ.i (~'ou~ chilc..::--::.r~/0~·0 io::::) 
besic.i (hi:;/he:c c:1~::..d:::·(~:·,/ :• ~) 
ne✓.wcsiqi (:.roi..·r b~.) " ") 
gebesiqi ( their cI,i1,:1•c;1/ " . 

~evi {:.~~- -~0:1) 
ne~,i (yo\.lr son) 

·, beyi (lli~ son) 
nexweyi (yo\tr (1)1) 
gebeyi (their ~on) ·. ·.~. 

son) 



I 

.C 

: :··~. : ••♦.:. · • 

~· ··. ~.~ _: . . :, 

•,• 

... c· 
. ••. ,r .. 

........ 

{~.!an) 

Cousin: 

selhtGs (nf ·c·ou:::;in) · 
nelhte-s: (yocr co1.u;in). 
b~J.htes (r.is/her cousi11) 
rie:c·reD:.tes (your (-rl) cousi:l) 
gebelhtcG ( -t;1~ir cousin) 

::·~:·:•:):: :' •.~. '..:~.•.; 
• ·". \' ' , , t 

rii:fe1 

Wives: · --•,. 
•. 

::e·?a.Co i · (!:!~" ··,•i·.tes) 
:?e.?..a~i~ (~~?~ :iiv~s) 
·oe?a,~g:i. (m.s wives) 
ne:,.:\·:e?ac1ui (vour bl) 1·1h•c5) 
geb~?aclqf· (t1iei:c ,-:lves) 

sets' iya., (n{y mother-i!l-lr::i:) 
nents' i;ran (your r:o-ther-5.2:-l.a,;:-) 
• • I • (• • /• , • • 1 ) oe-cs iyaa ~-.:i.g ,,e::.' ;;:01:.:.10:::--:i..'"l- ~w 
ne:tv:e·cs' iya.~ (.:;•ot•.r (pl) " ti ti ) 

gebets' iyan (th:air rJother-in-lav1) 

Da\1.<J:hter-in-lay:;: 

s eyas?.?.d (,:iy cb.\lC~htcr-in.:. :..n.•:1) 
ney::-.s?~.a (:,·cu?.~ c..o.u.;htcr-5.!~-l:i~·;) 
beyas?ad (hiz/hc:c d:i.u~trter-in-lm:} 
nexweyas?ad (rour {plJ " " . 11

) 

gebeyas?ad (th~ir daughtcr-i."\-law) 
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_Com:~: 

selhtesici (r::y co1.,s;_ns) 
nelir~eo~.•'.!~ (:'~,u:::·_ co·,:sins~ . 
belh-.;csi-:ii (:~is/.~_.,!' cou~:::!'.:') 
ne:>:\'/clhtesiq_i (~,c~~ 'bl) ,, . ) 
gcbelh·i;esiqi (i:h0ir cous.:.:~~) 

ill'sbanr\ ~ ~ 

s-eqen (my husband) 
nenq en (:•,'Ottr irnsb:r::d) 
beqon (her i.us:>c-.r~:.:.) 
11ex,;r0qe;1 (yo'.tc (:):.) hi1::f::>2-~d) 
nebe" S'l ( ·:- ,. ,,.; r , .. ,, ,-·-,..,,.,,,) 
C• . \i ii. "'• • '- - • • -~~..., ;... . .. -

S o·•·~ (· ,y f<>-i''~r.:: ·, • :., 'r --•} ,.-1,_ a:. ~-"' · "'-" ... :.- .~.;.. •. 
ne:?1ti (you!' ;fs.tl12:r-in-l!t77) 
be·a (his/hel~ i·ut:,c:.--in-1.r:x,) 
ne:meti (j·ot~ {pl) " - " ) 
gebeti (their fat~er- in-l:::1) 

.. 
. · . 

' se:~h::u1d3.11 (:;iy so~-.tn-J.:,,;.,, 
no;h:-.:,d.::;1 (ye~!:.· :-.:.:-!:-L'\ - '.L:. ·} ·­
bebh~n.J.311 (his/h~!.' s,m-::.~-la·,7~ 
nexwc~hill1da.'1. (yo-.:r (!)l) " 11

} 

_gebegh~dnn (thou- ::;or.-i::.-law) 
• • • , · •, •• -•• ' ·. ' •• • .·'. , ··~ t • ·,• : ,. ~ • c':-: :. .. .. •. • ' 

• .•,•,~~ ;•.,,•:•c', •'••; ,.:•,,,•~••::.• :•,••,••.~• • -~•~• • .-,,•_•_~. ~~.:·~"t• .. ; ;;,.,, •. ,~:,.;;:.,;j.3!; - ..;.. ,,. ..... ~ .... - -

',: • · '! 

, . t: :, ... ~::.~.-~--~,:~;. .,~.is.:~~:~ .~1-;ii~.:~.:.:· .... ~~-~~~ .... ~:l :;,_,,:· 1-l:i.,~;~~;..~: .. :~~2 ~. 



I · . . . 

' . :-. 
·' ..• ; ;••··· . ,:;) ·/;: ... :•· 

: :,·, f . . . 

I,: f-}-('.tf. ·.' ;,_ 
;.,fi·t :~\'/•:, .. ... . '.,. ~ ~ . . .. 

' -

• .: •• - ♦ ♦ 

'•· ;-,--
• ~-) ~ 1• ~ · ·: 

' ; . 

'' 

. ·,· . 

.. .., J: 

.... 

... ~ -· ; .'~\ '~ .. 
.. ··•::· · .•. '. • •; . 

· ... 



I 

• 

gho~~1-:•., ( 0PM 5,.,.;.-1,--i'Y'IC" } ..,...., ... ---•- .. ..., "-·-·---o• 
gh.5..ra1bilh (You I re s·:ri::i.:.-:i::i.g.) 
~'-c-:-..; 1'' (""e/c:hp, i c:- s··d ,..,:-.,;.,..,,. ) 
('.'...).• IJ- •• .L -., •• _, -oJ U -••---•~,;;> O 

ghi"bil}! (".7e ~e; _s-=::i2~-:1il:1r::,) . 
gh.c:·:biJ.!1 (You· \pl) cr_e s·r:ir~.r:iing,) 
jabil~1. {~hey ~e s-;-;i;.Etl~g~) 

i:12.. 
iha 
lha 
1.ha 
lha 
J.ha 

's'itin (I' ;j sleepinG.) 
-sinti!\ (You're sleepin;:;.) 
Setin (He/she is slee:::iing.) 
~itiz (\'le 2!"'e· slGenins.) 
s:::.htis (You (:.Jl) :-~"e ::::::!..2G::_)~n;;.) 
jo~ti~ l~·tw:; .T.. .. e sleepi!1~. J 
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I 

... 

"'~stlnl'' (T•~.., -:ro:..,... r to -;,-:u,· ..... /..,..m, ~t"r~·--) 
\,._ -V ll - 1.• Q .!.~J. .~ u\. ••,:;!1 • ----~~,.•~,) I 

tagh:2ntlelh (You 2.re ;:;oin~ to jur:ro/ru.!'1. away.) 
tatl0lh (He/she is going to jump/run r:.:11ay. J 
tahtlelh (You (nl) are :;oi.rig to jwon/nm o.nay.) 
t2.,:;hatlelh (r:e "a.re going to jtl1:}?,ir1.:!l 2.,\·19.:y.) 
jetatlelh (Tirny are goin;;: to jump/run away.) 

?es}:;,, ez (I 1 n ct1ttin~.) ' 
9.1·1·,,.·,·:-·,", 1 •"'-:-. ,....,-~,~ ... - ... e c•1--'-~~.,.,, .... ) - c:~ \~V-.t c:.-!. -. ~11.:.. • .1.G,• 

?elhkrr' ez (fi.e/ zi.ie is cutti~~. ) 
?clhk'a' ez (You {:plj . 3-rc cuttiTI5 .. ~ 
?ilt.rr' oz ( rre are cuttin.g. ) 
?ejelh1cr11 ez (They are cutting.) 

nasesdl~,;h (!' r.i cold.) 
nasindl&sii (You are cold.) 
nasdl&oh (He/[::,c io cold.) 
nas~'ilidHsh (You (pl) are cold.) 
nasidHsh (:-:e are cold.) 
najes·dlf:sh (They are cold.) 
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C 

.lha 
lha 
lha 
lha 

hust • in ( I den' t lili;:e him/her.) 
hu.11t' in (".:'.'ou don't li1;:e }:im/her.) · 
~1.rl;' in (jte/s!:.e doesn't li1:e hin/her.) 
hu.ht I il1. (Yc"..l (nl) do:1 1 -t li'::c !1i:1/:!c:r,) 

;lha 
·_lha 

l'll.1.. 1 .;n (:·•e rio·11 .!.. 1 1,. G i..,; =/}· CY' ) · 1 \, .._ ,. ..., l U --·• .,_;.; •• J. - • 

J"ivu+' .;n (r;;·, .... ":r don•-:- 7;1:-e 11.;:-:"/'·e·~ ) 

qwen 
q\':en 
qY:8~ 
qwen 
q,wn 
q,·:en 

' . 

-'II v ...,_ -1 .. c;;.,) ,. V --·· • ..... U .I. I 
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.•. 

• ,1 , ; 

FUTtmE, PAST 1.'ERTIS: 

··:·,'• ?ech'ccle'ie::.ijez (I wrote.) 
, 

4
'··.• ~ ·, -: , _?ech'ede?ezin;ie:: (You ;-,.cote.) 

: .,, ·. · '?ech' cd.~?e:; ~s~. (l!e/~li.0 ,:ro.-,;e.) . 
,. .. ,.-,":/-,_:;:,:r:.: ?ech' ede?e:.nitjez (Ycu. {pl) r;2.•otci.) · 

· ··· ·•···· ?cch' et'l,e?e:.i.," ~:°z ( ·::e. w.cote.) ... Q · :•::::···;' .. ?e~-~•ede jezjez (They wr~t.e.). · ,.-.• ~ 
·-:·, ~·:.:~-::,~t...;:·* .. -U--;:. .. ~*:~•i:•!·*·:!•{.}*-~•::-•::-:.:.•~·~·-~**.;$':i"·;;•::·-~••::•*~:-:}-~·*~<"~:••;:•::¾:W·H-i~{;ti.-..•::----:!-*-r.•~-r.-*•X·~·-::• 

C,. 
, ._ 
l · I . ,_, ,· 

?.igwede",;as?a~ (I't1 coing to taacl'1/le~.rri.) 
?igwede"!:;2.r;'hal'?a'( (You 21:'e g,oin;; to te!!.ch/le=u-n,) 
'?i&'7edet~l ?ro: (Ee/si1<') is z~:~11; to tce.ch/le~:1.) 
-?igrrede"tali1?0...~ (You (?l) c..!'e r;oing to tcach/lc~.;1.) 
,,:.~ c-.-::-cdr.-··-., ""11_,l,;,,, •• (''"' .,,~o rc·i ~""" .:..o , .,.,.,.,.,.,-, ) -•o•· v"e.-~-(,..., . '-,,.., , . .... .,;..-..., '-' --~ u -~.._._"'• 

1ijegwedct~l?a:c (~hey ru:-a go~g :to learri.) 

"" ~(!' d -? • ., (T' ,~,, Y¥"'\~-,..--~l~.,,...~ , ... ;, (1" ) .. ....,6,.e C..:,. ?.._. .!. m ---.l: -••••.::;," vw...:.C,!-•1o• 
'7ig:;edi.l?~ (You a2.·e le=.u:ning.} • -· ·. 
'?it;,1edel.?rut (lie/she is le~11ing.) · 
'?lr;wedcJ.1l?~;, (Yoi~ (pl) 2.'!:'e learni11g/t0aching.) 
?ig\7edil ?a,: (We ::?.r~ le:--.:,1in~/i;e:?.ching . ) 
'? i j egrtedel ?a.~ (They are lean1in;;.) 

Pasts 
r 

?irri1ed~s?il1 (I le:.".rn~c1 .) · 
"?itFied,.,l?i11 CHe/si1c lo,n:ned.) 
?it;r:eci.at;-;,1il ?in (~cu lc~~!:;~l.) 
?iQ'!ed~lh?in (You (cl) :cm.-i1ed.) 

· ?i~edachil ?in (':ie ic::trned. ) 
· ?ijcgm~dn.l?in (They lem-ned.) 

.l . . . , . :.•., ·• • • • t. .... . -. . .. , 
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I , 

. ' 

Fwture t 

~ ,·. .. ; . .. 

~: 

tasdluy (I l~'ttGhed.) . 
taghindluy (Y->u l<'-u:;hcd,) 
tadluy (lie/ she l~u5h~d.). 
to.hdl\ty (You (?.l) lat,;:-:hed.) 
t .... c1,~ -,i,1v ('.··,,, ·-·· ····1,ec·1 ) , • ., .L-.:.,-, . ., •• -- ••.••. ;_;,.. . • 
jGtadltiy (~:i1e:1 laush.cd.). 

··••/ : •, ; .. -; .. . . .. .. ·.- ... 
... .. 

~- .-. ..;. :·~::._~~: ; .. ~..;~;.·:,~·~ .• ,1.4-.;;__ ... ,~ ... i:.~.-;.,i: 

,., : 

•. : ~t 
',.: ··~ 

'' 

·: •._. ··:··/ ,~ 
•• : ·1 , · .... .j 

·· ·: ·: : } > . ..;· •• · •. . ; 

. .; i;. :,.,L,,_:::~.,; ... ~ ~: . .;.~: ... ~·:.:::.1 



I 

.. .. 

. . : .. • . ' •·,. 

:r:.es2in. 
tilS..11. 
;!.e~ir., 
n?.lbir: . ~ 

Lh2. Tl' etinc~t• in 
.Lh:1 '21' e~.;il1io't''. n. 
Lha ':'l' etino::..,t' in 
Lha Tl' eti:r..iot' in 
Lr.a ~l'etin;c-;'il~ 
Lha 'l'l' ~tir~.o't' in 

(! becar:12 ~ 9hilcoti li.) 
(Ycu bcc:::.~.~c a C:1i:•.cotin,) 
(He/she heca,::.e c C.:hilcoti1"!,) · 

(:t."ou (1)1) bec::?.::,e C?lilco-t:i:,s.) 
{ ..• ,.. ~-.:-c--,·e c·-,~1c,-,+.; , .. ~ ) ·•- ....,..,. , .... ~ ·'--- ~. v-~•.:::-• . 
(~·he:,, cocn~e ~hilcot ins. )'" 

~ ·J 
·~. ' 

·,, .. .. 

<_,1 
' •. : •.':•:·i.·:·· • 

• .;, 

"~"~~:~,;;~2~1'.:::~Lf ~.:~;,,,=.:,;;_,:~:,•si.;~~:,.,Li,,.;_\;,i~, .. _;,,~.;C:,.::.tt.:.,:lf j.::~ 



LEA RN I NG :::HGLJS! I !1 S .'I SSCOI-.! D L/\NC U/\GE 1 / ,_ , 

an lntrocl u <.: tion lo the 

Contrastiv,! Ana lvs is o f Chilcotin and E nglish Sounds 

Quindc l King John Hothjen 

By the tirne you and I we re five years old we had learned a langnage almost 

perfectly. We learned th e l anguage most use fut to us in comrnunicating wi th our 

family anci fr iends . No one gave us lessons : our na tive l anguage was sQme thing 

w e le a1· ned by listening and imita t ing ur,til.we ccu l d understand an<l spe;,k as wel l 

as those around us. 

Success in school depends on languaS!: 

I! your native l ang~agc was Eng~i sh, yo u had few p r oblems whe n you went 

to s c hool. The r e the te acher b egan to teach you ho w to r ead and wri te the 

langua ge you al r e ac.ly knew. But i f your language w as no t. E ngli s h, yo u probably 

soo.n found yourself in tJ·ouble , because the teacher tried to teach you to read 

and wri te En glish before yo u h ad lcarnec to speak i t fluently. By listening and 

imi tating you prob ably did l ear n a lot of E:1gli s h very quick ly. Yet soon you 

found o u t you were a " s l ow" re ader and began bringing home reports that said 

you were "working at the bes t o f your ability at a low grade ave rage " . You may 

have believed your teacher's j udgme nt lhat you were slow, and quit t rying . O r 

you may have kept trying but become vc ry frustrated because r ead in g was so 

difficult. In either case, the c ha n ce s are that yo u gave up before G i·ade Twe lve -

unless you h a d unu sual drive and abil i t y. 

The re arc many reasons why Ind ian students drop o ut of schoo l. Language 

and r eading problcn~s are only two of those reasons . But they are more i mpo rtanl 

than most people realize , and should be looked a t very carefully. 
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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 

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

written work, When students with language problems do poorly, we blame them, 

rather than ourselves. If we could find other ways for students to show their 

knowledge I think~w_e would find that many do much beller in school. 

Another way in which our schools cause problems to students frOJn a non-

English background is.by failing to teach English as a language. In Grade One 

we begin by teaching reading. But the language is what we speak, and reading 

is just a way of "free zing" speech so that we can store what we have said for 

later use. Students who speak English as their first language are usually ready 

to start learning i:eading when they come to school. But for students from a 

non-English background, there is no point teaching reading until they have learned 

at least the basics of the English language. What is the point of learning to sound 

out or 11 recognize 11 words that you do not understand? 

How do we learn a language? 

Most teachers recognize a language problem when they see one. Very few, 

however, know what to do about it. Usually the student is left to "pick up" the new 

language in the same way that he learned 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. Our ears are trained to hear certain sounds which are 

important in our native language. When we listen to the sounds of a new language 
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we cc1n easily hear Lhe sounds ,11,.•hich are like those ,ve are used to. But any :itt·ange 

sounds are very difficult to pick out. Oftgn we cannot hear then1 al all: or when we 

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

sounds causes the san1e problem. We will either leave them out altogether, or 

change them to the .!:!Ollnds that are closest to then'l in our own language, Chilcotin, 

for instance, has no /.r/ sound. Someone who has not learned to n1ake /r/ will 

have trouble with such words as 11 red11 and 11 rose 11
• He will probably say 11 led lose 11

• 

Two other consonants which are in English but not in Chilcotin are /f/ ar;<l /v/. For 

a Chilcotin-speaking pc rson, hearing and making these sounds will cause 1nuch 

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 11 dog 11 , /?.iin/. The /)£/ sound (a voiceless /1/ made 

by holding the to.ngue in .the. /1/ position and blowing air out the sides) does not 

occur in English. 

A child has no trouble learning the sounds of hi.s first language. It is only 

after he has praC:ticed those sounds for several years that new sounc5cause problems. 

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

Why do we co1npare 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 lo\ver 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 l~no,v exactly what they are. 

Describing the rules of two languages may seein like a lot o( work, but. it is 

reaJly a short-cut for effective langu-:1-ge teaching. Such comparison enables us lo 

pinpoint the special problen1s a person will have changing fron1 one set oi language 

habits to the other. ·. Tcac~ers who know what those specific problerns are can 

concentrate on them r.ather 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 \vill arise. 

Each system of a language (phonology, n1orphology, and syntax) can be 

studied scientifically and con1pared with other systems. In the "Comparative 

Analysis" to follow this paper we will look at the lowest level of comparison, 

phonology. Higher levels are much more difficull to con1pare. Before narrowing 

down to the sound sys terns, let's have a quick look at how our language8 affect us 
.• 

at a 11 high11 level. 

Our 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 see and hear the same things. But how we 

understand what we experience is directed by our language. A few examples will 

help to explain. In English we have many words for flying things: airplane, aviator, 

rocket, bird, and so on. In the Hopi Indian language, however, Lhere is only one 

word for all flying things except birds. 
1 

Because traditional Hopi culture never · 

experienced modern flying 1nachines, the Hopis use the same word for planes and 

pilots as they do for insects. A n1ore common exan1plc is the many words in 

Eskimo for the one English word, 11 snow11 • N~turally snow is less important to 

people at our latitude than it is to the Eskimos. It was even less important t:o the 
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Aztecs in South America, who used the same basic word for ''cold11
, "ice: 11

• and 

"snow11
• 

2 ChilcoLin and English divide living things differently. In Chilcotin, 

the word 11 nu\1l 11 includes all living things, while English separates thein into 

11 animals 11 , 
11 birds 11

, and "fish". 

There are some very irn.portant differences between Indian languages and 

English in classi!ic~tion of 11 things 11 (nouns), and "events" (verbs). In Hopi, for 

instance, "cloud" is a ndun, while 11 1ightning11 is a verb. A cloud lasts long enough 

to be thought of as a 11 thing 11 , 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 Noolka world view. In 

their monistic view, there are no 11 things 11 • Even a 11 house 11 is an event. The way 

of saying 11 house 11 is to say 11 A house occurs 11 or "it houses 11
, just as you would say 

11 fr burns 11 of a,,flame. The Nootkas use suffixes of the word for "hou~e 11 to make 

it mean long-lasting house, future house, and so on. 3 
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In Chilcotin, physical objects are classified by shape and texture. An English-

speaking person might simply say, 11 1 picked it up. 11
, 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-textured, in a cont:liner, alive, plural, and 

so on. Chilcotin verbs change, too, to show whether a person travelling is going 

on foot, by horseback, by boat, etc. 

From these examples it should be clear that learning a new language requires 

much more than 1nastering new sounds and rules. To move fron1 one language to 

another we n1.ust learn to look at the world ·differently. Our old language habits 

often get in the way causing us to 11 see 11 the new· language and culture through the 

eyes of the old. 



People fron1 one culture oftr;n criticize the actions of those fron1 another. 

They think of themselves in the srtrne situation and say, "l woulcln 1 t do that." What 

they do not realize is that in a different culture, the same behaviour rnay have a 

different meaning or "intention, just as the same objects may have diffc rent narnes. 

Linguists can show us where some of these differences are and help us toward a 

genuine tolerance of cultures differe_nt from our own through respect uf other 

people's ways of looking at things. 

One language is not 11 betler11 than another one, 

One very itnportant 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 child knows 

best the language whit.:h is 1i1ost important-lo hi1n. He learned that language as 

quickly and as thoroughly as anyone else learned his, and it is as useful as any 

other language. Linguistics has taught us that all languages can express the 

experiences con1n1on to their cultures, and deal with new expe ri~nces as they occur. 

Yet many teachers still consider Indian languages to be 11 prin1ilive 11
, and some even 

discourage students from using them. Others present English as if it were the 

only language, and treat students new to it as if they had never learned to conu11uni­

cate before. All these attitudes reflect a lack of respect for the child himself. We 

must ren1ember that a person 1 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 con1n1unicating will be damaging to his self-respect and hinder his 

learning of new skills. The Second Language Teaching approach is built upon the 

kind of understanding that encburagcs respect because iL works fron1 knowledge 

about the languages it deals with. 
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What i1hould a teach,ir know ~~!?ul \angi~?~'? 

How much sho11 lcl a tc ache1· oi En!!lis·h as a Sccund Languagf: knuw ablJ\1t 

Chikotin'? Bash-ally, he ~hould know enough o! Lhe pronundatir>n and gramma. r 

of the la"guage to he, able to pinpoint its major di ffc n:nccs from En~lish. When 

he knows these differences he will be able lo drill his stucl~nt.s url the: diflicult arP.as, 

and not waste their time on the areas that cau,;e no problems . So far , then· is no 

official source of the informalion nee<led for cornparison of Chikotin and Englh;h. 

An alphabet has bee~1 worked oul and mu ch of lhc grammar has been analy?..cd. 4 

But the job i s far from done. T he study which follows is only the beginning of the 

first stage - a comparison of the sounds of the two languages. It will show L<!ad1e rs 

whe:rc to e~l)ect p1·onunciatio11 problems andhuw to go ahout drilling to ovcn:omc 

the m. 

While knowlc.dge about the "new" language is important , a teach~r uf English 

must also know a g1·eat deal about his own language. Speaking his nalh-e language 

is an unconscious proces s , but leaching it must be very conscious and systc1natic. 

He cannot plan to help a studcn L ovc r trouble points unless he knows e:xac.ll y what 

happens i.'t those s pots. At the same time, knowledge about the language cannot 

take the plac:c of fiuency with it. The teacher o f English is the m()del for his pupils, 

and must s peak the language with the naturalness of a native speaker. In th<! earl y 

grades children learning Engl.ish should not: be expose d to lead11• 1·s who arc nol 

pedectly fluent themselves. 

Learning the sounds is nl<~S t impo rtanl. 

Our study may be only the "beginning of a he ginning", but it <.:overs ave ry 

important aspen of learning English. Learning the sound system is the (\S!hintial 

first s lcp in mash: rinA the lang)lage. Linguistic analysts gt•ne rally agree that. a 

• ?. 
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persl1n 11 knows" a language- when he has cffoctive!y rnasl.ei-ed: 

a. 90% of ils phonology 
r-----

b. 50% of it:-; structu l'e or g rarnma r 

c." 2% of its vocabulary 5 

Front the forinula it is clear lhal we approat:..h language leaching backwards \',,'hen 

we en1phasize the least important aspect, vocabulary. 

Earlier, l criticb.ed the idea that a second language can be mastered solely 

by hearing and in1ilating .il in a natural situation. Let rnc qualify that judgment nu\V. 

ThP classrooms and playgrounds of integrated schoois arc ")angua.gc-ricl1 11 euvirun-

ments where childron have English around them all the time. Such exposure can 

li1! a very valuable part of L11eir education - if they have been trained to hear aJl 

the suu1uJ:; of English. A good example is the /d/ ending which is u:::;cd lo show pa:-;( 

tense with h"':ni.'.li.;h vc rb::; (e.g. Lry, tried). Sinc.e their language docs not pul /d/ 

at th~~ end of words, ChikoUn children often have trouble hearing it in that posilion. 

With son1e training, howcvc r, a student would notice the sound when it is used by 

his school-n1ates and soon learn to say 11 He tried. 11 instead of .,He try. 11 • A little 

sound t1·aining can go a long way! 

Some general applications 

l have tried to outline the Second .Language approach to teaching English in 

general terms. The "Contrastive ~nalysis_1
_
1 will ~nable us to prepare son--e specific 

drills and techniques that can be used in the classroom. In conclusion here, let rnc 

suggest a few practical applications of the Second Language app1·oach. 

Te ache rs who have students learning a second language will find 1nuch of the 

prescribed curriculum unsuitable. They will often have Lo prepare n1aterial of 

their own, or screen comn1ercial material on U1e basis of what they can learn about 
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their students' particular problems. Wben evaluating books for the classroo'n or 

~::. ~:. ::·,: : :· ::: :.:::.: :· •• "'"°'' .. ,,. .. • ,, .... , • , .. '"" '"" ... , '""" • , 7. ""b,, 
The general principles being applied to Chilcotin in this studi• app/to teaching 

students from any language background. The charts that are being prepared could 
' / 

be used in reverse to.-help an English-speaking person learn Chilco~i(. They 1night 

also be used, tentatively, for predicting language learning proble0s of Carrier­

speaking students since Carrier also belongs to t,he Athabaskan family of languages. 

- the beginning -

Footnotes: 

1 Benjamin Lee Wharf, "Science and Linguistics", in A}?plied English 
Linguistics, ed. Harold B. Allen, Appleton Century­
Crofts, 1964, page 65, 

2 Wharf, "Science and Linguistics",' page 65. 

3 Wharf, 11 S cience and Linguistics", page 65. 

4 Quindel King, Alexis Creek, has worked on analysis of the Chilcotin language 
!or eight years. His formal analysis o! Chilcotin phonology was sub1nitted 

5 

to the National Museum in 1968 and he has continued working on the gramn1ar 
since then. Mr. King is providing the phonological material for this study. 

Carson W. Martin, 

. . 

Canadian English, Teacher's Handbook, Book 1, 
New Canadian Publications, 1963 . 
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I • Eli~bcth Carrow, Ph.D. 
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·11 When do ycu sleep? 
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P?VT 
Sti::mlus iter.i ·. 

Y\,l Ct .t p . 
Bee-

Wfu'ler 

Envel-Jpe 

Dial 

Hive 

CeremonyJidol 

Filing 

Har8esting 

Stadium 

Erecting 

Meringue 

Che:1ist 

Cbservations made~• the Chilco:i~ teacher ai~es 
at both sites o~~ tl.e stucy descr ibi!!g pO!iSi'.l:!.e 
stimulus bias in the Peab)ci~: Pictu:·e Vocabukry '.i'est. 

Chil~otin P?VY g:.il-::otb 
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Inter ore ta ti on ~.il:t!> item i "' t:!'-r orr u•,ti~n 

Insect ;,e·,1ing ;-1el"\.rii!"'.g· 

Hot aog Caboost1 Train 

Lett.er Capt.ain !:river 

'Phone Caps:1.le Pills- v:!. tn:,i!"lS 

Box Gnawing Chewi!"":g 

Rarel y used Pod Peas . 
Dra·,1er Lectur~r ?.a:rel;t used 

Picking/Gathering Archer ~ow 

Rarely used Excavation Digging 

Buildfag 3t:mt Circ·1s 

Pie AppliunC9 Iro:1 

Dr"'.lg store. 



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-CARIBOO 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). 
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3. Ethnographic information given by Mr. William (Bill) 
Christie (retired Indian agent) in inter.view with 
the investigator in June, 1981. 

4. Ethno.graphic 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 Dube 
(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. 



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: 
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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 hcmse belonging to the 
Oblate Father and the Indians had build another little 
log house on the side. This house had only three rooms. 
In 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 for.ty--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 Reds.tone 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 to ,,read 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 



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 c.ame 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 Ceola 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 
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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 the 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 . 
. . . I 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 Canoe Creek . 
. . . The Sisters looked after Anaham Reserve ... we got 
education going in the fifties. (Interview with Mr. 
Christie in June 1981, at Williams Lake) 



.. 

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 
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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 Depar.tment 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. 

I 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 Anaharn (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-ondinator 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 Dubt (Missionary Sisters of Christ the King) 

Sr. Dub~ who is the Gradel teacher at Chilcotin Indian 
Day School on Anaharn 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 ·theJ.leanning 
of English in the Gradel 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 iri 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 giscussed 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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