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voices

EDITORS’ VOICE
Eunhee Buettner

The world is getting smaller and the 
borders between countries are becom-
ing indefinite due to globalization. 
We, as educators and EAL teachers, are 
living witnesses of this phenomenon 
since we encounter new immigrant 
students from other countries in our 
everyday life. On account of this glo-
balized borderless world, our major 
task as educators and teachers has also 
changed. Supposing that our job was to 
teach English to those new immigrant 
students and help them to adjust to 
Canadian school life in the past, our 
job today is to teach all the students 
to respect other languages and cultures 
which new students bring with them 
into their classrooms and to help all 
the students to appreciate this richness 
of diversity in linguistic and cultural 
experiences. In short, it is significantly 
important to help students to become 
global citizens by raising awareness 
of different languages and cultures, 
teaching them to respect diversity, 
and furthermore, growing cultural and 
linguistic sensitivity. The theme of this 
issue is, therefore, global citizenship. 
We are hoping that the articles in this 
issue provide a deep insight into how 
to foster and practice global citizenship. 

The opening piece by Naghmeh Ba-
baee, “an Investigation into Aboriginal 
Language Rights in Canada: Implica-
tions for Mainstream Teachers”, dis-
cusses Aboriginal language rights in 
Canada. She argues that the dominance 
of the official languages in Canada 
such as English and French may violate 
minority language rights including 
Aboriginal languages. She, further, 
contends that it is important for main-
stream teachers to facilitate Aboriginal 
ancestral language maintenance in an 

education context. This article gives 
a great lesson that we should respect 
other minority languages as global 
citizens, even while we teach English, 
because language is one’s culture and 
identity, that is, one’s life.        

Another feature article by Kristy 
Zabowsky and Mark Reimer, “Mani-
toba to Ecuador: So Many Dreams, So 
Many Realities”, shows us how to prac-
tice global citizenship by narrating their 
eye opening experiences in Ecuador. 
More specifically, Kristy and Mark did 
not only talk about global citizenship 
but they also practiced it. They volun-
teered to help a boy’s soccer club in 
Ecuador and gave their students a great 
opportunity to join them in becoming 
global citizens. It is also very touching 
to see that their volunteer work gave 
those boys great hope for their future. 
This is very true global citizenship 
which we should practice in our life and 
teach our students in our classrooms. 
We believe that many people will be 
encouraged to foster global citizenship 
and exercise it through this article.

The remaining articles regarding global 
citizenship were written by Kevin Cart-
er, an EFL teacher in a South Korean 
elementary school, and his students. 
Kevin’s article gives us insight into how 
to help our students to foster global 
citizenship through English education. 
He introduces his elementary school’s 
special English class which enhances 
students’ cross-cultural awareness 
and fosters global citizenship through 
various programs and activities. His 
students also raise their voice on global 
citizenship through their writing activ-
ity. By listening to their voices, teachers 
could have feasible ideas of how to 
encourage their students to be global 

citizens. 

Besides many articles with respect to 
global citizenship, this issue also pro-
vides a book review and some activities 
which can be used practically in EAL 
classrooms. Kevin Carter introduces a 
textbook, “More True Stories” by San-
dra Heyer. He recommends this book 
since it is interesting as well as efficient. 
EAL teachers may want to check this 
book if they are struggling to choose a 
textbook. Eunhee Buettner provides a 
couple of easy and handy EAL activities 
through the Activity Box, a new section 
in the TEAL Manitoba journal. In this 
issue, three easy activities for young and 
beginner EAL learners are provided. 
We hope that the Activity Box can 
become a great resource for teachers. 
In addition, the Activity Box is a new 
venue for sharing resources with one 
another. Thus, your contribution is 
always welcomed and would be very 
much appreciated as well.   

Thank you to all of our contributors. 
Your contribution always means a lot 
to EAL educators and teachers. Please 
remember that your voice can make 
a great impact on our EAL education 
and EAL students. If you would like 
to join and become a global citizen 
and help our students to foster global 
citizenship, you might want to start 
telling your experiences with EAL stu-
dents in your everyday life. The TEAL 
Manitoba journal is the right place to 
share your voice with the public.
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PRESIDENT’S VOICE
Kim Hewlett

As the end of the school year draws 
near, the TEAL Manitoba Execu-
tive is in the process of organizing 
the TEAL Manitoba Conference 
2012 program. This conference 
will be held on October 19, 2012 
at Sturgeon Heights Collegiate. We 
promise participants who are think-
ing about attending this special area 
group that it will be a very exciting 
day! 

Following the key note presentation 
from Judy Haynes, Everything ESL, 
there will be a number of break-out 
sessions to reinforce the theme of the 
conference for kindergarten to adult 
teachers. We would like to encour-
age you to mark this conference day 
on your calendar and come! 

On behalf of the TEAL Manitoba 
Executive, I wish you a relaxing 
and rejuvenating summer! We look 
forward to seeing you in the fall!

voices

Teachers, did you know that TESL Canada has an 

educational fund for students?

Purpose of the Funding: 

Funding is available for different educational purposes: 

•	 To	assist	ESL	learners	in	continuing	their	education,	either	by	taking	a	
course that assists other ESL learners in some way, or by working on a 
project that is useful as a learning resource for the ESL community.

•	 To	assist	ESL	organizers	working	on	a	project	with	ESL	learners;	the	
project should create a useful learning resource for the ESL community.

•	 To	sponsor	a	speaker	at	TESL	Canada	conferences

•	 To	assist	learners	at	the	Learners	Conference	in	a	way	decided	by	the	
Learners Conference Chair. 

Criteria: 

Applications are evaluated according to the degree in which they comply 
with the purpose of the Foundation and purpose of the funding. Only one 
recipient can be awarded in a fiscal year, between Oct.1 and Sept. 30. 
Funds can be awarded annually, preferably beginning October 1st. 

Eligibility: 

Any ESL learner currently in an ESL school or in a volunteer ESL organi-
zation	who	is	recommended	by	the	board	of	a	provincial	affiliate	of	TESL	
Canada. 

Value: Funding is available up to $500. The amount mayvary. 

Time Frame: 

The project should be completed within 12 months after the funding. 

If you have any questions, please contact the TESL Canada office at:  
admin@tesl.ca 
604-298-0312. 

Encourage interested students to visit www.tesl.ca for application details.

TESL Canada Educational 
Foundation
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Abstract
 The widespread use of English 
across the globe has been a matter of 
concern to some scholars because it 
might lead to “linguistic imperialism” 
(Phillipson, 2009, p. 336). In a bilin-
gual or multilingual context such as 
Canada, linguistic minorities’, that is, 
immigrants’ and Aboriginal peoples’, 
language rights need to be observed for 
their children’s cognitive (Toukomaa & 
Skutnabb-Kangas, 1977), personal (Ba-
baee, 2010) and familial (Wong Fillmore, 
2000) wellbeing, among other reasons. 
Focusing on Aboriginal students who 
speak English or French as an additional 
language (EAL/FAL) in Canada, this 
paper first reviews the historical, socio-
political and educational contexts where 
they live. This is followed by investigating 
their language rights and the potential 
challenges Aboriginal EAL/FAL students 
might face in learning or using their 
ancestral languages at provincial schools. 
Implications for mainstream teachers are 
provided in the end. 

Key words: Aboriginal, language rights, 
public schools

 The widespread use of English 
across the globe has been a matter of 
concern to some scholars. Phillipson 
(2009) explains, “When English sup-
plants another language, what happens 
is that users of English (whether as a 
first or second language) accumulate 
linguistic capital and others are dispos-
sessed of their languages, their territory, 
and their functioning (p. 337-338). 
The consequence is “linguistic imperial-
ism” (p. 336), which occurs when “one 
community or collectivity dominates 
another, as in colonialism, imperialism, 
and corporate globalisation, and … 
the language of the dominant group is 
privileged structurally in the allocation of 
resources and ideologically in beliefs and 
attitudes towards languages” (Phillipson, 
cited in Skutnabb-Kangas & McCarty, 
2008, p. 6).  

 Linguistic imperialism could 
also exist within a bilingual or multilin-
gual country such as Canada, where two 
official languages (French and English), 
many international languages, and more 
than 50 Aboriginal languages (Larocque, 
2010) are spoken. The dominance of 
the official language(s) might violate 
minority language rights. Minority 
refers to “[a] group which is smaller in 
number than the rest of the population 
of a State, whose members have ethnic, 
religious or linguistic features different 
from those of the rest of the population, 
and are guided, if only implicitly, by the 
will to safeguard their culture, traditions, 
religion or language” (Skutnabb-Kangas, 
2000, p. 489-490). In this paper, lin-
guistic minority includes Aboriginal 
and immigrant groups in Canada who 
speak a language other than French as a 
first language in Quebec and a language 
other than English as a first language 
in other provinces. Language rights 
refer to “rules that public institutions 
adopt with respect to language use in 
a variety of different domains” (Arzoz, 
2007, p. 4). Two different dimensions 
to language rights include “the regime of 
linguistic tolerance [….] and the regime 
of linguistic promotion” (Arzoz, 2007, 
p.5). The regime of linguistic tolerance 
is related to protecting minority language 
speakers “from discrimination and as-
similation” (p. 5) while the regime of 
linguistic promotion includes granting 
linguistic minority groups the linguistic 
rights in public situations for example 
minority language medium instruction. 
These two dimensions are also regarded 
as negative and positive language rights. 
Aboriginal refers to earlier inhabitants of 
Canada before the arrival of Europeans, 
including First Nations, Métis and Inuit 
peoples (Statistics Canada, 2010). 
 Minority language rights would 
be violated by, for example, depriving 
linguistic minority students from receiv-
ing “at least basic education” in their 
mother tongues (Phillipson, Ranuut 
& Skutnabb-Kangas, 1995, p. 2).  Lin-
guistic minority groups’ mother tongues 

are referred to as ancestral languages 
in this paper. In other words, ancestral 
languages include all languages spoken 
in Canada except English and French. 
Language right violation, in turn, could 
bring about language loss, subtractive 
bilingualism (Skutnabb-Kangas, 2009) 
and linguicide (Skutnabb-Kangas, 2001). 
That is, if minority language rights are 
violated, linguistic minority children 
might discontinue using or learning their 
ancestral languages, and in extreme cases, 
their ancestral languages might die out. 
Many studies have revealed that language 
maintenance, or the ability to use or 
continue using one’s mother tongue in a 
bilingual or multilingual context (Rich-
ards, Platte & Platte, 1992), is important 
for cognitive (Toukomma & Skutnabb-
Kangas, 1977), personal (Babaee, 2010; 
Kouritzin, 2006) and familial (Wong 
Fillmore, 2000; Kouritzin, 1999) reasons. 
 Ancestral language development 
is necessary for learning subject areas 
that require abstract thinking. Linguistic 
minority students whose first languages 
stopped developing before reaching the 
abstract thinking stage tend to “remain 
on a lower level of educational capacity 
than they would originally have been able 
to achieve” (Toukomma & Skutnabb-
Kangas, 1977, p. 70). 
 Moreover, ancestral languages 
and ethnic identity tend to be interwo-
ven. In her study on Aboriginal language 
and culture maintenance, Babaee (2010) 
discovered that if an individual loses his 
or her ancestral language, it was as if 
part of his or her identity is lost. Some 
individuals who had lost their ancestral 
languages reported feeling shameful and 
guilty because of it (Kouritzin, 2006; 
Kouritzin, 1999). 
Finally, language maintenance might 
influence family relationships. One of the 
immediate consequences of language loss 
is observed in children’s relationship with 
their parents that cannot speak the domi-
nant language (Wong Fillmore, 2000; 
Kouritzin, 1999). Since they are equally 
incompetent in the same language, it 
might be hard for parents and children 

features

AN INVESTIGATION INTO ABORIGINAL LANGUAGE RIGHTS IN CANADA: IMPLICATIONS FOR 
MAINSTREAM TEACHERS

Naghmeh Babaee
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features
to communicate, and share cultural and 
familial values. In addition, the family 
structure starts to change as children 
and parents talk less and less (Rodriguez, 
1982), and a greater generation gap will 
be created (Wong Fillmore, 2000). 
 Therefore, it is important to 
investigate minority language rights 
and language maintenance and loss 
in bilingual or multilingual contexts. 
Many studies have been conducted on 
language rights and challenges of mi-
nority language speakers in Canada (for 
example, Cummins, 1997; Cummins, 
1995) including Aboriginal students 
(for example, Babaee, 2011b; Babaee, 
2011, May; Babaee, 2010; Leitch, 
2005). However, few of them took into 
account historical, sociopolitical, and 
educational contexts where immigrants 
and Aboriginal peoples reside. These 
contexts tend to affect these minority 
groups’ language maintenance and loss 
and language rights; therefore, in-depth 
analysis of each context is warranted. 
Focusing on Aboriginal students who 
speak English or French as an additional 
language (EAL/FAL) in Canada, this 
paper is an attempt to bridge this gap 
in literature by investigating historical, 
sociopolitical and educational contexts 
where Aboriginal peoples live, and the 
potential language rights challenges 
many Aboriginal students face in main-
taining their ancestral languages in 
provincial schools. First, each context is 
analyzed in detail, followed by a discus-
sion of potential language rights chal-
lenges of Aboriginal students in learning 
their ancestral languages. Conclusion 
and discussion follow, and implications 
for mainstream teachers are provided in 
the end.

The Historical Context
 Before the arrival of Europeans 
in what was later on called Canada, the 
land was populated by “thousands au-
tonomous” Aboriginal “bands”, which 
were later on preferably called “nations” 
(Waldram, 1997, p. 170). Scientists 
estimate that these peoples emigrated 
from northeastern Asia between 30,000 
and 100,000 years ago while Aboriginals 
themselves claim that they have been in 
North America since “‘time immemo-
rial’” (Carter, 1999, p. 17, quote origi-

nal). Nevertheless, these peoples were 
very diverse regarding language, culture, 
and life style. Ten Aboriginal language 
families, around fifty different Aboriginal 
languages, and about one hundred dis-
tinct Aboriginal cultures existed in pre-
European contact era (Larocque, 2010). 
Based on the geographical location where 
they lived, Aboriginal peoples were en-
gaged in fishing, hunting, or farming. 
For instance, Inuit people in the Arctic 
region were mainly fishers and hunters. 
Dene and Algonkians people populated 
the subarctic area, and were primarily 
engaged in fishing and hunting. Farm-
ing bands, such as Iroquoian-speaking 
ones, resided in eastern regions, and lived 
in villages. Other fishing and hunting 
peoples lived on the Northwest coast, 
and finally, bison-hunting bands were 
settled in the plains (Waldram, 1997). 
Aboriginal peoples’ life was based on 
sharing food, collective decision mak-
ing, working hard, and at the same time, 
having leisure (Leacock & Lee, 1982). 
Moreover, they would make songs and 
stories, and develop certain rituals to 
celebrate “birth, puberty, marriage, and 
death” (p. 1).
 Aboriginal peoples’ population, 
lifestyle, language, and culture have gone 
through drastic changes since Europeans 
came to Canada. Early politicians such 
as Sir John A. McDonald, the first Prime 
Minister of Canada in the 19th century, 
and later on, Duncan Campbell Scott, 
the Deputy Superintendent General of 
Indian Affairs (1913-1932), and Walter 
Harris, the Minister of Indian Affairs 
(1950-1954), argued that Aboriginal 
peoples should assimilate into the 
mainstream society (Cairns, 2000) “to 
get rid of the Indian problem” (Mc-
Donald, cited in Cairns, 2000, p. 17). 
It was believed that the assimilation of 
Aboriginal peoples would enable them 
to support themselves (McDonald, cited 
in Cairns, 2000, p. 17) independently as 
other Canadian citizens; therefore, the 
government of Canada would not have 
to take care of them as distinct peoples. 
Therefore, many Aboriginal peoples 
were made to assimilate into mainstream 
society by giving up on their traditional 
beliefs, lifestyles, values, and in most 
cases, even languages. 
 Historical events such as resi-

dential schools, where using Aboriginal 
languages were strongly prohibited, also 
led to Aboriginal language loss (Norris, 
1998). Research indicates that many 
Aboriginal languages are in danger of ex-
tinction (McAlpine & Herodier, 1994). 
McAlpine and Herodier (1994) state:
The viability of Aboriginal languages 
in Canada can be judged along a con-
tinuum (Bauman, 1980; Pelletier, 1990) 
with six stages: flourishing, enduring, 
declining, becoming obsolete, dead, and 
extinct. It is likely that no Aboriginal lan-
guage in Canada is flourishing, a few are 
enduring, many are becoming obsolete, 
and already a number are dead or on the 
edge of extinction. (p. 129)

 “[O]f Canada’s 53 native languages, all 
but three, Cree, Inuktitut and Obijway, 
are extinct or will soon cease to exist un-
less they are taught to the children and 
grandchildren of the dwindling numbers 
of people who still speak them” (Leitch, 
2005, p. 7). As of 2006, only 207,205 
people of the total of 1,172,790 Aborigi-
nals (around 20%) spoke an Aboriginal 
language as their mother tongue while 
851,500 ones (close to 80%) spoke 
English as their mother tongue (Statis-
tics Canada, 2006), which shows a huge 
language loss. 

The Sociopolitical Context
 The sociopolitical context af-
fecting language maintenance and loss 
includes family and community (Guar-
dado, 2010), school misconceptions 
(Xie, 2010), and the governmental policy 
with regard to ancestral language teach-
ing (Cummins, 1995) at school. These 
factors will be examined in detail below. 
 Many Aboriginal communities 
seem to “support the maintenance and 
transmission of Aboriginal languages, 
as evidenced by sizeable mother tongue 
populations and high continuity” (Nor-
ris, 2004, p. 6). 52% of registered Indians 
on reserves and 67% of Inuit most living 
in communities in the north reported 
using an Aboriginal language as their 
mother tongues, while only 18% of 
registered Indians off-reserves, 7% of 
the Métis, and 6% of non-status Indians 
spoke an Aboriginal language as their 
first language (Norris, 2004). Reserves 
refer to lands “set apart for the use and 
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benefit of a band, and for which the 
legal title rests with the Crown in right 
of Canada” (Core Learning Resources, 
2005). Registered, or status, Indians refer 
to First Nations peoples in Canada
who are legally entitled to the benefit 
of programs under the Indian Act and 
under various treaties. The names of 
the original holders of this status were 
recorded with the federal government 
and the lists are kept up to date by the 
bands (Burnaby, 1982, p. 9-10). 

 
Non-Status Indians include First Nations 
peoples in Canada who claim to be of 
Native ancestry but who do not have 
Indian status.  In some cases they did not 
get status because their ancestors were 
not recorded on the federal lists at the 
time when the original lists were drawn 
up. … [L]egally the important factor is 
that they are not entitled to the benefits 
of the Indian Act and are 
treated by the government like 
any other citizen. (Burnaby, 
1982, p. 10)

 Although language 
maintenance tends to be im-
portant to many Aboriginal 
families on reserves and in 
communities, their children are likely to 
lose their ancestral language when they 
grow up and immigrate to major cities. 
In other words, language maintenance 
of Aboriginal peoples off-reserves seems 
to be less likely than those on-reserves 
and in communities. In 1996, only 20% 
of Aboriginal peoples living in major 
cities reported speaking an Aboriginal 
language as a first language. Moreover, 
only 3% of Aboriginal peoples in cities 
use an Aboriginal language at home while 
this amounted to 41% in the case of 
those living on-reserves (Norris, 2004). 
Language loss in this case might occur 
because many Aboriginal peoples, like 
other members of linguistic minority 
groups, have to learn English or French 
to work and live in mainstream society. 
Moreover, “[w]ithout the support of a 
closely knit community, and immersed 
in the language and culture of the domi-
nant society, language [loss] becomes 
difficult to resist” (Norris, 1998, p. 14). 
 School misconceptions might 

also affect language maintenance and 
loss (Xie, 2010). Various Aboriginal 
language projects exist at on-reserve and 
provincial schools. However, in many of 
them, an Aboriginal language is only the 
subject of study, and students learn it as 
an additional language. In other words, 
these language programs tend to focus on 
literacy, rather than use of language for 
daily communication (Hebert, 1984). A 
major reason for this could be the mis-
conception that using a language other 
than that of the school would interfere 
with Aboriginal students’ educational 
achievements (McAlpine & Herodier, 
1994). Therefore, many Aboriginal par-
ents, community members, and educa-
tors might discourage their children to 
use their Ancestral language at home. 
 With regard to policy, accord-
ing to the British North American Act 
and the Indian Act, the federal govern-
ment of Canada was responsible for the 

education of Aboriginal children (for 
example, Burnaby, 1982). In the late 
1940s, however, it was decided that 
Aboriginal students receive education 
similar to non-Aboriginal children. As 
a result, they had to attend provincial 
schools (Burnaby, 1982) along with 
non-Aboriginal children. In 1972, the 
National Indian Brotherhood issued a 
policy statement, The Indian Control 
of Indian Education, demanding that 
Aboriginal peoples take direct control 
over the education of Aboriginal children 
(Barman, Hebert & McCaskill, 1987; 
Burnaby, 1982, italics in originals). This 
position paper was “accepted in principle 
by the federal government” (Barman et 
al., 1987, p. 2); however, no law has been 
passed “recognizing the right of [Ab-
originals] to educate their own children 
in their own languages” (Leitch, 2005, 
p. 4). Instead, Aboriginal school boards 
have been allowed to have more control 
over 515 (Indian and Northern Affairs 
Canada Website) on-reserve schools 

(Leitch, 2005). Bands take varying de-
gree of control over Aboriginal students’ 
education, ranging from “minor aspects 
of school administration” to “the ini-
tiation and development of special pro-
grams involving [Aboriginal] language 
and culture” (Burnaby, 1982, p. 12). 
 Provincial governments may 
promote the learning of Aboriginal lan-
guages at various levels. For example, in 
areas “where a critical mass of” Aborigi-
nal students seek an Aboriginal language 
program and a qualified teacher is avail-
able, Aboriginal language courses might 
be offered at off-reserve schools near 
these students’ communities (National 
Friendship Centre Survey of Aboriginal 
Language Programs, 2007, p. 11). 

The Educational Context
 Aboriginal students attend 
either on-reserve or off-reserve schools 
(Barman et al., 1987; Burnaby, 1982). 

On-reserve schools are 
“operated by bands, 
usually for their own 
[status-] Indian chil-
dren” (Barman et al. 
1987, p. 6). They “are 
under the direction of 
a local school board 
of elected representa-

tives of parents and other Indian com-
munity members” (p. 7). Curricula in 
these schools are determined by either 
provincial ministry of education or 
federal department; however, textbooks 
representing Aboriginal views have 
started to appear (Fulford, Moore Daigle, 
Steveson, Tolley & Wade, 2007; Barman 
et al., 1987). These schools provide stu-
dents with elementary and sometimes 
secondary education (Burnaby, 1996), 
“comparable to those that are required in 
provincial schools in the same geographic 
area in which the reserve is located” 
(McDonald, 2007, p. 15). 
 Depending on factors such as 
the dominant language on the reserve 
(Fulford et al., 2007), ancestral language 
medium instruction might be offered 
in dual track or transitional bilingual 
programs in on-reserve schools (National 
Friendship Centre Survey of Aboriginal 
Language Programs, 2007). In dual 
track programs, French in Quebec or 
English in other provinces, and a minor-
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ity language, in this case an Aboriginal 
language, are both used as the medium 
of instruction at school. Daily time ex-
posure to each language depends on the 
type of program. In transitional bilingual 
programs, minority language speaking 
students learn subject areas in their an-
cestral languages for certain years. Then, 
they will receive dominant language 
medium instruction. In early-exit pro-
grams, students switch to the dominant 
language medium instruction usually 
“after one to three years”.  In late-exit 
programs, students continue receiving 
mother tongue medium instruction “up 
to the fifth or sixth grade; sometimes 
the mother tongue [that is, the ancestral 
language] is taught as a subject there-
after.” (Skutnabb-Kangas & McCarty, 
2008, p. 11). After transition to the 
dominant language (English or French), 
Aboriginal students might still continue 
studying their ancestral languages in core 
language programs (Fulford et al., 2007). 
The length of these programs varies from 
school to school. 
 Off-reserve, or provin-
cial, schools are for non-status 
Indian, and status-Indian students 
that live off-reserves (Burnaby, 
1982).  These schools are oper-
ated by school districts, and 
receive funding for educating 
status-Indian students from the 
Department of Indian Affairs (Barman 
et al., 1987). In provincial schools, many 
Aboriginal students enter mainstream 
classes where they study subject areas in 
a dominant language, French in Quebec 
and English in other provinces. How-
ever, attempts have been made by some 
schools divisions, for instance, Winnipeg 
School Division Number 1 in Winnipeg, 
Manitoba, to incorporate Aboriginal per-
spectives into curricula (Silver, Mallett, 
Greene & Simard, 2007). In provincial 
schools where a significant number of 
Aboriginal students study “and a quali-
fied teacher can be found”, Aboriginal 
language classes might exist (National 
Friendship Centre Survey of Aboriginal 
Language Programs, 2007, p. 11). The 
length of these programs varies from 
school to school (for a comprehensive 
overview of some available Aboriginal 
language and culture programs in band-
operated and provincial schools, see 

Fulford et. al, 2007).   
 Some band-operated or pro-
vincial schools follow a “‘hybrid’ model 
in which the band authority [contracts] 
certain infrastructural services from 
the adjacent provincial school district” 
(Fulford et al., 2007, p. 298, quotes in 
original). 

Aboriginal Language Rights in 
Canada
At an individual level, language rights 
imply (Phillipson et al., 1995), 
the right to learn the mother tongue, in-
cluding at least basic education through 
the medium of the mother tongue, and 
the right to use it in many of the (official) 
contexts … . It means the right to learn 
at least one of the official languages in 
one’s country of residence. It should 
therefore be normal that teachers are 
bilingual. (p. 2)

At the collective level, language rights 
imply the right to enjoy and develop 
their language and the right for minori-

ties to establish and maintain schools and 
other training and educational institu-
tions, with control of curricula and 
teaching in their own languages. (Phil-
lipson et al., 1995, p. 2)

In light of these implications and based 
on the reviewed literature, Aboriginal 
language rights are discussed below.  
Based on the reviewed literature, observ-
ing Aboriginal language rights in Canada 
tends to depend on certain factors. A 
major factor tends to be the type of 
school Aboriginal students attend. In 
some band-operated and hybrid schools, 
Aboriginal students might learn their 
ancestral languages and study cultur-
ally relevant materials in dual track or 
transitional bilingual programs. How-
ever, these programs are non-existent in 
provincial schools (National Friendship 
Centre Survey of Aboriginal Language 
Programs, 2007). Moreover, a survey 

on Aboriginal education with all reserve 
schools and about 500 provincial schools 
(Kirkness & Bowman, 1992) indicated 
that around one-third reported teach-
ing an Aboriginal language, with higher 
levels in reserve schools and lower in 
provincial schools depending mainly on 
the Aboriginal students’ population in 
the school. 
 First Nations students’ Indian 
status and their place of living also tends 
to affect their language rights. Many 
status-Indian children on reserves are 
more likely to receive ancestral language 
medium instruction and for a longer 
period, compared to non-status Indian 
students or status-Indians off reserves.  
 Therefore, protecting or violat-
ing Aboriginal language rights in Canada 
could not be generalized to all types of 
schools and students. Depending on 
factors such as the type and location of 
school and the Indian status, Aboriginal 
students might or might not receive at 
least basic education in their ancestral 
languages. Nevertheless, it might be con-

cluded that to a 
great degree, Ab-
original language 
rights protection 
pertains to the de-
gree of Aboriginal 
peoples’ control 
over Aboriginal 

education. The more Aboriginal peoples 
have control over their children’s educa-
tion, the more the opportunity of receiv-
ing ancestral language medium instruc-
tion and studying culturally relevant ma-
terials. In some band-operated schools, 
Aboriginal control over Aboriginal 
education tends to be more as a result of 
the policy statement of National Indian 
Brotherhood (Barman et al., 1987), com-
pared to provincial, off-reserve schools. 
Therefore, many Aboriginal children 
studying at band-operated schools tend 
to be more likely to receive ancestral 
language medium instruction, compared 
to those at provincial, off-reserve schools.  
 This, however, does not imply 
that Aboriginal language rights enjoy a 
satisfactory status in Canada. The major-
ity of Aboriginal peoples are First Na-
tions (60%), most (81%) status-Indians, 
and more than half of the status-Indians 
(60%) live off reserves (Statistics Canada, 
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2006).  Because Aboriginal control over 
Aboriginal education seems to be less 
off reserves, it might be argued that the 
language rights of the majority of Ab-
original children, who attend provincial 
mainstream schools, tend to be violated. 
Provincial schools with significant Ab-
original student population in larger cit-
ies might have Aboriginal core language 
programs.  However, “Aboriginal people 
living in urban areas tend to be widely 
dispersed, and even in neighbourhoods 
where enough Aboriginal students can 
be found, students may not all originate 
from the same language group” (National 
Friendship Centre Survey of Aborigi-
nal Language Programs, 2007, p. 11). 
Therefore, they might have less chance 
of benefitting from ancestral language 
medium instruction or Aboriginal lan-
guage programs. Finally, “no [bilingual] 
programs appear to be supported in 
off-reserve settings” (p. 11), which could 
further minimize ancestral language 
learning opportunities in these contexts.

Conclusion and Discussion
The dominance of the official languages 
in Canada, French in Quebec and Eng-
lish in other provinces, has marginalized 
and endangered Aboriginal languages. 
Moreover, a lack of ancestral language 
medium instruction and ancestral lan-
guage learning opportunities in many 
schools, especially provincial ones, have 
tended to violate Aboriginal language 
rights.
Presently, some band-operated schools 
offer bilingual programs on reserves. 
Ancestral languages might also be stud-
ied as a subject area in provincial and 
band-operated schools. In spite of these 
ancestral language learning opportuni-
ties, many Aboriginal students might 
face challenges in learning their ancestral 
languages at band-operated and provin-
cial schools.
Overall, band-operated schools which 
provide bilingual programs tend to 
protect Aboriginal language rights more 
than provincial schools do. This happens 
through providing ancestral language 
medium instruction, which allows using 
a minority language in public situations.  
According to Phillipson et al. (1995), at 
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the individual level, linguistic minority 
students should benefit from ancestral 
language medium instruction, and at 
the collective level, they should be able 
to study in their own schools. In general, 
Aboriginal language rights in Canada 
tend to be protected at an individual, 
rather than at a collective, level. Through 
transitional bilingual programs, Aborigi-
nal students might receive at least basic 
education in their ancestral languages; 
however, they are not allowed to have 
their own schools where all subject ar-
eas and culturally relevant materials are 
taught in their ancestral languages in 
K-12 educational contexts.
Finally, protecting minority language 
right implies that linguistic minority 
children should learn at least one of the 
official languages of their country as an 
additional language (Phillipson et al., 
1995). In Canada, English or French will 
be eventually learned at school because 
these languages are a/the medium of 
instruction. However, developing the 
additional language proficiency depends 
on ancestral language proficiency (Cum-
mins, 2001). In other words, the more 
Aboriginal students know their ancestral 
languages, the better they might be able 
to master an additional language such as 
English or French. On the other hand, 
receiving insufficient ancestral language 
instruction could result in imperfect 
learning of English/French as an ad-
ditional language. In cases where the 
official language is fully learned, it might 
soon replace the ancestral language (see, 
for example, Guardado, 2010) if the 
latter is less frequently practiced and 
undervalued. In other words, although a 
new language is learned, the other one is 
lost, which would violate language rights, 
instead of protecting it.  

Implication for Mainstream 
Teachers
Given the importance of observing 
minority language rights and ancestral 
language maintenance, it is important 
that mainstream teachers try to facili-
tate ancestral language maintenance for 
Aboriginal students. This might happen 
through encouraging translation, intro-
ducing bilingual educational resources 

such as books and websites to Aboriginal 
students and similar strategies which pro-
mote ancestral language use. Moreover, 
teachers could facilitate cooperative and 
collaborating learning opportunities 
among Aboriginal students through 
pair and/or group work. Working with 
other Aboriginal students who speak the 
same ancestral language might facilitate 
learning subject areas while maintaining 
ancestral languages for these students. 
Finally, teachers could encourage group/
pair work between Aboriginal and 
non-Aboriginal students, asking them 
to relate a lesson to their own ethnic 
background and compare and contrast 
it with other group member(s). 
Moreover, learning at least one official 
language is important for Aboriginal stu-
dents for communicating with non-Ab-
original peoples and seeking employment 
opportunities in mainstream society in 
the future. Therefore, teachers must also 
try to facilitate English/French learning 
opportunities for Aboriginal students 
who speak an ancestral language as a 
first language. Integrating language and 
content learning could happen through 
providing Aboriginal students with a 
list of some key words in a given subject 
area and their meanings, and simplify-
ing instruction by, for instance, using 
pictures, explaining key terms, and using 
a simplified language. In addition, teach-
ers, especially those who complain about 
a lack of time and resources to integrate 
language and content instruction, could 
promote autonomous language learning 
through language learning strategy train-
ing. Metacognitive, cognitive and socio-
affective learning strategies (O’Mally, 
Chamot, Stewner-Manzanares, Russo 
& Kupper, (1985b), for example, might 
help Aboriginal students monitor the re-
sults of their own language learning, use 
their background information to learn 
new materials in English or French, use 
available resources to infer the meanings 
of new words and work with their peers 
to perform a learning task, to name a few.
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MANITOBA TO ECUADOR: SO MANY DREAMS, SO MANY REALITIES.

Kristy Zabowski with Mark Reimer

It all started a year and a half ago 
when a colleague of mine (Mark 
Reimer) returned from a leave in 
South America with a fantastic idea 
and incredible opportunity, “want 
to join me in putting together a 
group to go down and help a boy’s 
soccer club in Ecuador next sum-
mer?” How could I respond with 
anything other than, YES! I have 
to admit that my desire to help 
organize and chaperone a trip such 
as this was to selfishly fulfill my 
desire to travel and see the world. 
As I became more involved in the 
organization of the trip I began 
to realize the amazing experience 
this was for me. At the time in my 
career I had just moved into the 
role of EAL teacher for my school. 
What better opportunity to under-
stand the complexities of English 
as an Additional Language than to 
become the student and learn in a 
similar role to which my students 
do in Canada by learning a new 
language AND culture far removed 
from my home comforts.

Our project revolved around the 
town of Puerto Lopez, Ecuador. 
Puerto Lopez is a small fishing 
village about half-way down the 
Ecuadorian coast. It contends with 
issues related to poverty, malnutri-
tion, alcoholism, drug abuse and 
domestic violence. The social order 
(and decay) has normalized a status 
quo that is not enviable anywhere. 
Boys usually quit school between 
the ages of 10 and 12 to start fishing 
(leave for the sea between 1800 and 
1900 hours and fish until between 
600 and 800 hours, return to shore 
to clean and attempt to sell the 
fish until between 1100 and 1300 
hours, then drink themselves into 
oblivion and get a bit of sleep and 

sex before starting all over 
again). Most boys and girls 
marry around 15 and have a 
family very soon. It is quite 
common for a man to father 
between three and five chil-
dren with up to four or five 
different women by the time 
they are in their late 20s or 
mid-30s. This is the lifestyle 
our contact in Puerto Lopez, 
Freddy Soto, wants to chal-
lenge; he wants very much 
for the young boys and men 
to see alternative lifestyles and 
the results of better choices by 
older people.

He is beginning to do so by 
operating a futbol (soccer) 
club. Freddy now has four teams 
that he runs along with the admin-
istrative assistance of his wife, and 
club president, Raquel. The teams 
consist of a U12, U14, U18 and 
U25 teams. There are anywhere 
between 12 and 14 boys on each 
team. Freddy pays for all team and 
league expenses from the little sal-
ary he earns by running a language 
school. The only condition that 
the boys must commit to is that 
they fully complete the education 
requirements of Ecuador, refrain 
from drug and alcohol use and 
demonstrate respect to all, team 
members, coaches, family, friends, 
community and beyond. 

Mark met Freddy in PL during his 
leave, became overly inspired by 
the dreams that Freddy was setting 
forth to achieve and returned to 
Canada overfilled with ideas on 
how to help. This initial excitement 
regarding the program is not new 
to Freddy. Many visitors come to 

Puerto Lopez, like what Freddy 
is doing for the community and 
leave with promises to return to 
help, never actually doing so. Not 
surprising then was Freddy’s lack 
of commitment to “put into stone” 
volunteer plans for Mark, myself 
and our planned group of 11 other 
Canadians. During the course of 
planning and preparing when asked 
what specifically we would / could 
expect to be doing in PL Freddy 
was always vague in his response…
work with the teams, teach English 
to the teams, help with community 
clean up, help with community 
projects, and the list went on. Al-
though Freddy was gracious enough 
to make all our accommodation 
arrangements in PL and set up a 
schedule for a couple of helpers to 
assist in daily Spanish lessons for us 
he still wasn’t 100% confident that 
we would arrive. His fears and angst 
were lightened when late in the 
evening one Sunday in July rumour 
quickly spread through town that a 
group of 10 touristas and a touristo 
stepped off the bus and trekked off 
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to one of the hostels down the main 
road. Bright and early Monday 
morning Freddy walked over to 
said hostel, saw a group of young 
ladies (our collection of volunteers 
this first year was solely female stu-
dents), Mark and myself and his lips 
parted into a smile that it may be 
an exaggeration to say, it was a mile 
wide, it definitely was the length of 
a soccer pitch!

And from there it began. Each 
day we woke to a day of new ad-
ventures, life lessons and dreams 
began to churn. For the next three 
weeks we became immersed in the 
culture and language of PL. We 
were taught Spanish in the morning 
and we taught English in the early 
evening. Between the formal lessons 
we worked with the U12 and U14 
teams in various events. We worked 
together to clean up the soccer field, 
they provided us with a tour of the 
town and a glimpse into the lives 
of the locals off the malecon (beach 
district) and we “let them” pummel 
us on the soccer pitch daily. Our 
group trekked up and down muddy 
roads to the government daycare to 
assist the 4 women care for the 20+ 
children (from ages 4 months to 4 
years) that attended.

One weekend while we were in PL 
we had the opportunity to cheer 
on the U12 and U14 at a “home” 
game. PL does not have an adequate 
soccer pitch so the teams must travel 
by bus (paid for by Fredy) to nearby 
Jipijapa. The boys were ecstatic to 
have us there, not only because of 
the friendly bond that had grown 
between us all but also to relish in 
the experience of having fans in the 
stands cheering them on. Parents 
cannot afford to travel along with 
the teams and some unfortunately, 
could care less to attend. Although 
“our” boys lost their games against 

a much stronger and well-nourished 
Manta team, their smiles showed 
that they were the winners of the 
match. On our way home I had the 
bus pull over in a small town for 
dinner. These boys are lucky if they 
get at least one meal a day in their 
homes and these meals are small 
and lack the proper nourishment 
any growing child needs. After a 
long and exciting day I couldn’t let 
them go home with empty bellies so 
I paid for the meals of all players. 
This in itself was an experience as 
I had to explain several times that 
we were pulling over to eat, not just 
us Canadians but there was to be 
a meal in front of everyone there. 
The boys were flabbergasted with 
this offer but repaid me by leaving 
their plates void of a single scrap of 
food at the end. Mark and I made 
a conscientious effort to welcome 
all the boys to dinner at a local 
restaurant each remaining day after 
soccer practise and English classes.

Needless to say, the entire trip was 
an eye opening experience, one 
that makes a person truly humble 
for the graces they are given to live 
such a luxurious life here in North 
America. Mark and I would reflect 
on this nightly with the girls and 
then together we would sit and 
ponder the possibilities of what to 
do post PL. Each night we came 
up with more and more ideas and 
dreams. One participant, Miriam 
Reimer, hearing our dreams and 
ideas (and sharing in them too), 
finally stopped Mark and said, 
“Stop dreaming, start doing”. So 
upon leaving PL and landing back 
on Canadian soil we have.

Upon our return Mark was kept 
busy with media requests – three 
radio stations, the local CHSM 
and Mix 96 in Steinbach, and then 
CBC wanted to know what had 

happened. Steinbachonline.com 
carried the story, and then The Car-
illon carried a front page story let-
ting many people know about Los 
Canarios and our volunteer work 
with them. And then there were 
the scarf sales. Mark came home 
with 240 scarves from the Otavalo 
artisans market. We hoped to have 
them sold by spring break or early 
summer so we could bring down 
some extra dollars for Los Canarios. 
When the scarves were delivered at 
Hostal Tuzco, our “scarf runner” 
joked that when these were sold and 
more were needed, he could always 
mail them to us. Well, the short 
story is that he’s made quite a few 
trips to Otavalo to buy scarves and 
more scarves and to the post office 
to mail them. To date we have sold 
close to 3000! We have had sales at 
various towns’ summer fairs, sales 
sponsored by MCCs Ten Thousand 
Village store in Steinbach, sales 
sponsored by the student council 
at the high school where we teach 
and others sold by people from 
Iowa City to Winnipeg through 
Dauphin and soon more places 
too. The support for the scarves 
and for the Manitoba to Ecuador 
project has been incredible! From 
the proceeds of the scarf sales, we 
were able to send enough money 
to provide Christmas food hampers 
for all the players and their families. 
We are hoping to be able to repeat 
that gift in the near future. As our 
dreams for this project expand 
so to do our fundraising efforts. 
Manitoba to Ecuador along with 
the donations of several amazing 
local artists have begun a series of 
concerts of song and dance in and 
around the Steinbach area to raise 
funds to support the teams and their 
families in Puerto Lopez. We hope 
to have a table at a local farmers 
market this spring to sell various 
baked goods, frozen delights and 
scarves to assist in the fundraising. 
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Along with raising monetary funds 
we are looking at clothing dona-
tions and soccer equipment (new 
and used) to take down with us this 
upcoming summer.

The project has grown from an 
idea of helping out with the players 
directly in PL through food dona-
tions and our yearly trip down but 
with the kindness of the Hanover 
School Division, we have now set 
up a scholarship program with Los 
Canarios senior teams. 

In early September Mark spoke with 
Randy Dueck, one of the assistant 
superintendents of the Hanover 
School Division (where we work), 
about the dream of eventually 
bringing young boys from Puerto 
Lopez to Steinbach, Manitoba for 
one semester of their high school ex-
perience. If those boys learn English 
really well, they have job opportuni-
ties that will enrich the lives of their 
entire extended family. When Mark 
told Randy he hoped we could have 
this in place for September, 2013, 
he said that gave him all the time 
he needed to approach and talk to 
the superintendent, a particular 
social justice concerns committee 
and the school board, to work on 
setting up the possibility. Well, the 
Hanover School Board put their 
money where their mouth is; they 
not only speak about global citizen-
ship and responsibility, but they are 
now or perhaps again, sponsoring 
it. Hanover has waived tuition fees 
for two people associated with Los 
Canarios for one semester of high 
school every time Manitoba to 
Ecuador takes students from Ha-
nover there in the summer! We have 
names, documents are being pre-
pared, and it appears that two boys 
from Puerto Lopez, Ecuador will 
spend the fall semester as students at 
the Steinbach Regional Secondary 

School (SRSS). Our soccer coach 
is not the only one excited by this 
news. We will also have a volunteer 
in our Spanish program for three 
months, so it just gets better and 
better. (Along with the note above 
about collecting clothing to take 
down to Puerto Lopez we are also 
on the hunt for clothing to keep 
these boys warm this upcoming 
Manitoba fall and winter.)
If you are at all interested in becom-
ing a part of this project in some 
way, want to learn more or have 
ideas about what those of us already 
involved might do to help this 
project develop and keep working 
toward transforming dreams into 
reality, please contact me by one of 
the following ways:

KRISTY ZABOWSKI
204-792-9738
389 TWEED AVE. WINNIPEG MB

KZABOWSKI@HSD.CA
Centre for  
Canadian 
Language 
Benchmarks

www.language.ca

Keep up with all 
things CCLB by 
visiting the Centre for 
Canadian Language 
Benchmarks’ website 
on a regular basis
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student voices
PREPARING STUDENTS TO TAKE THEIR PLACE ON THE WORLD STAGE: 
FOSTERING GLOBAL CITIZENSHIP THROUGH ENGLISH EDUCATION 
I have been privileged this past year 
to be an EFL (English as a Foreign 
Language) teacher at Cheon Cheon 
Elementary School in South Ko-
rea. This school strives to promote 
global citizenship and cross-cultural 
awareness through many programs 
and activities. The advanced spe-
cial English class fosters a global 
awareness through correspondence 
and joint activities with their sister 
school in London, England. In 
addition, every month a speaker 
from another country comes to 
our school to share some of their 
culture and language through the 
cross-cultural awareness program 
(CCAP). In this way the students 
have been exposed to the language 
and culture of such places as Fin-
land, Mexico, and Indonesia, with 
English being the common mode 
of communication. The students 
in the special English class are from 
grades 4-6 and their enthusiasm for 
the World they live in is truly infec-
tious. Inspired by the appointment 
of Ban Ki-Moon as Secretary 
General of the United Na-
tions, many of these students 
aspire to become politicians, 
ambassadors, or activists. We 
sometimes forget that students 
this young are capable and ea-
ger to discuss a wide range of 
complex topics and therefore it 
is beneficial for us, as educators, 
to step back and listen to what 
our students have to say. They 
are learning English in part to 
become world leaders and the 
programs at Cheon Cheon El-
ementary school is helping them 
to develop their ideas and think 
about issues on a global level. 
Following are four short essays 
on Global Citizenship by students 
in the special English class. Their 

interest and focus are on such top-
ics as discrimination, politics, and 
environmentalism. If we continue 
to foster a global consciousness 
within our English programs, these 
students will continue to develop 
their ideas surrounding these topics 
and become active global citizens, 
prepared to tackle many of the 
World’s problems. They are prepar-
ing to take their place on the World 
stage and the future never seemed 
so bright.        

ALL OF US ARE THE SAME
Kate (Jang Won-Young)
 Global citizenship means 
that all of the people in the World 
are the same. So we have to under-
stand other cultures and be good to 
foreign people.
 When I lived in China my 
kindergarten teacher and my Chi-
nese friends were very kind 
to me 

even though I was the only foreign 
person in that kindergarten. How-
ever, my younger brother’s friend 
and his family was not kind to us. 
They thought that China was better 
because it is bigger and their popu-
lation is larger than Korea’s. Also 
recently, there was a story about a 
Korean person who went to a coffee 
shop in America and the workers 
there referred to her strangely on the 
receipt. So from that day I started 
being concerned about global citi-
zenship.
 All of the people in the 
World are the same and we have to 
help each other. So Green Peace is 
working to protect the World’s envi-
ronment. Green Peace is a national 
environment protection group that 
was made in 1971. Green Peace was 
made to protect the Earth’s environ-
ment by objecting to nuclear tests 
and promoting many programs 

Kevin Carter
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to protect the environment. The 
branches are in 40 countries and the 
main office is in the Netherlands, 
Amsterdam. 
 I think protecting not just 
our country’s environment but also 
another country’s environment is 
very important so I want to be in a 
group like Green Peace. I will have 
to do small things first, like picking 
up trash on the way back home.
 My dream is to become the 
Secretary General of the United Na-
tions and I think it is very connect-
ed with global citizenship because 
the Secretary General’s job is to help 
solve the problems of the World. If 
I become the Secretary General of 
the U.N., I will work hard to make 
all of the people in the World un-
derstand global citizenship.  

WE ARE ALL A FAMILY
Choi Ju-Young
 Global citizenship is the 
rights, thoughts, and duties for all 
of the people in the World. We all 
have rights for ourselves, but we 
also have laws about things that 
should be illegal when people do 
something without concern for oth-
ers. Everyone can live together like 
a family through global citizenship. 
For example, we have a duty to save 
our environment because we use 
it together. We also shouldn’t hurt 
others because everybody is special 
like my family. Global citizenship 
is therefore valuable for all of the 
people throughout the World.
 Until the 1900s, few people 
knew, or cared, about global citizen-
ship. Therefore there were many 
problems such as heavy pollution, 
no rights to vote, etc. Now we 
know about global citizenship and 
we live in a better civilized World 
where people know that we should 
care for each other. Thanks to these 

changes, every person can become 
a neighbor and part of a family. I 
think that global citizenship is our 
duty which needs to be done under 
no conditions. So it can be a gift 
for the poor hopeless ones and a 
pleasure to keep in mind for a long 
time.    

GLOBAL CITIZENSHIP IN 
KOREA
Jermain (Kim Won-Jung)
 These days, the world is 
changing rapidly. It is globalized 
and therefore global citizenship is 
more important than ever before in 
the history of the Earth. Then what 
is global citizenship? Let’s give an 
example of a person who has global 
citizenship. That person is someone 
who is thinking more widely and 
logically.
 In Korea, how is global 
citizenship working? These days, 
the boundaries of countries are 
fading and people are becoming 
global citizens but Korea has some 
problems. Korea is separated into 
two parts, North and South. The 
North is under the dictatorship 
of Kim Jung-Eun, the son of the 
dead Kim Jung-Il. North Koreans 
can never become global citizens 
because North Korea is making 
weapons and they don’t let North 
Koreans be globalized. They just 
have to do what their leader says.
 Another example is about 
Dok Do. The real meaning of global 
citizenship is that every country 
comes together as one World. But 
Japan is making up evidence and 
keeps saying that Dok Do is theirs 
because of the resources in Dok Do. 
The problem is that two countries, 
Korea and Japan, are fighting for 
Dok Do. It is of course Korea’s ter-
ritory but if we think globally all 
problems can be solved.

 In conclusion, global citi-
zenship is now just a thought but 
it can become more in time if the 
world continues with globalization.

THE EQUAL SOCIETY
Cindy (Kim Chea-Won)
 Hello, I am Cindy, the 
future president of South Korea. 
When I grow up I want to be a 
global citizen. I also respect Abra-
ham Lincoln because he liberated 
the blacks from slavery. I think 
inheriting his mind will be very 
good for creating an equal society 
and also being a good global citi-
zen. However, there are still some 
problems we must overcome, such 
as discrimination against women. 
There are some foolish men who 
don’t believe in an equal society 
and say things like, “Ha! She’s just a 
woman. She can’t do anything!” But 
I don’t agree. There are many things 
that women can do better than 
men. In addition, the old prejudice 
against blacks is still present. There 
are a few people who still don’t agree 
that blacks are equal people. These 
fools don’t know that if blacks and 
whites combine their efforts, they 
will have a better society. If we can 
admit that other people are equal 
to us then we can reach our goal of 
becoming global citizens.

student voices
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March is the start of a new school 
year in South Korea and with it 
comes the challenge of choosing a 
textbook for the advanced English 
class at Cheon Cheon Elementary 
School. Students for this program 
are chosen from grades 4-6 and 
while they are the most advanced 
English speakers in the school, 
there is often a large gap in their 
abilities. Some of the students have 
extensive overseas experience while 
others have never left Korea. The 
chosen textbook therefore must be 
easy enough for the least advanced 
member of the class but still be a 
valuable resource for the more ex-
perienced learner. A solution to this 
conundrum is the textbook, “More 
True Stories” by Sandra Heyer. 
 This textbook is comprised 
of 22 true stories that are engag-
ing to a wide range of students. 
Each reading is short enough and 
interesting enough to keep the at-
tention of the students. There are 
also vocabulary, comprehension, 
and discussion activities accom-
panying each reading. While these 
activities are very easy for many of 
the students, the idea is not for the 
textbook to be the sole instructional 
tool. Rather this textbook, in my 
opinion, is best served as an intro-
duction to a thematic unit. 
 To illustrate how I use this 
textbook, consider Unit 1, the story 
about a dog who swims 2.5 miles 
every day to see his girlfriend. This 
is a story about an amazing animal 
and therefore an appropriate the-
matic unit is one on amazing and 
incredible animals. In addition to 
the textbook activities, teachers can 
have students review animal body 
parts, present about an amazing 
animal of their choosing, discuss 
environmental issues to protect 
animals, and/or write a fictional 
story about an amazing animal. In 
this way, differentiated instruction 
is possible while every student is 

working out of the same textbook. 
 One of the pleasures inher-
ent in the teaching profession is 
the ability to modify instruction to 
the needs of our students. When 
textbooks are too dense, there is 
a feeling by both the teacher and 
the students that we must struggle 
through it. This situation does not 
lend itself to a dynamic and fluid 
classroom where ideas are shared 
and creative energy is released. Use 
of a textbook, such as “More True 
Stories”, does not try to be the star. 
Instead it acts as the inspiration and 
a base from which the creative ener-
gies of the teacher and the students 
synergistically come together to 
create a fun and authentic learning 
environment.

Reference:
Heyer, S. (2009). More true stories: A high-

beginning reader (3rd ed.). White Plains, NY: 
Pearson Education, Inc.

THE CHALLENGE OF CHOOSING A TEXTBOOK

Kevin Carter

review
s
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ACTIVITY PACKET

Eunhee Buettner

ACTIVITY 1: COINS IN THE 
JAR

PURPOSE/AIM     
To develop students’ cognitive 
skills by using math.
To learn English numbers and 
the phrase “there is _______.”/
there are
________.”         
To learn how to work in a group.              

TARGET AGE      
5 – 9 ( Beginner )

LANGUAGE
English numbers, “There is/
There are” phrase.

PREPARATION     
Some coins and jars 

INSTRUCTION     
1. Ask students how many coins 
there are in a jar.
2. Have the students guess and 
answer how many coins are 
in the jar without counting the 
coins.
3. After the students answer the 
question, ask them how they can 
know.
4. Count the coins with the 
students to determine the number 
of coins.
 

VARIATION
1. Students can do this activity 
with group members by asking 
and answering the questions by 
themselves.
2. Students can use other things 
such as small rocks, beans, and 
candies instead of coins.  

DESCRIPTION
This activity is good for children 
to develop their cognitive skills 
by using math and English. 
When young children learn 
English numbers, they need 
to practice it a lot, hence, it is 
also effective to teach numbers 
and make them practice it. In 
addition, guessing the numbers 
and talking about how they 
know them would help them to 

develop their cognitive skills.

SPECIAL POINT
It is good for young children and 
beginners. Group work is better 
than peer work because it would 
be more interesting if many 
people guess numbers. 

ACTIVITY 2: TPR 
(TOTAL PHYSICAL 

RESPONSE) 

PURPOSE/AIM  
To improve students’ English 
listening skills.
To help students to think and 
guess in context.
   

activity box
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TARGET AGE
All ages (Beginner, Intermediate, 
and Advanced)

LANGUAGE
Any English expressions, words, 
and grammar

PREPARATION
A story, papers, crayons, scissors

INSTRUCTION
1. Divide students into groups of 
four.
2. Ask each group to make a 
story for a TPR activity (Set up).
3. Have two students read the 
story and ask the other two 
students to act it out (Model). 
5. Choose two students from 
another group and ask them 
to model the action again 
(Volunteer Model).
6. Let the students practice 
pronunciation and have the 
other groups do the live action 
(Pronunciation practice and 
Group live action).
7. Have them to do work with 
their group members (Pair work/ 
Group work).
8. Let them reverse roles (Role 
reversal).  

VARIATION
1. Students can use TPR 
songs and finger plays, TPR 
storytelling and TRP drawing.

DESCRIPTION
TPR activity is concerned with 
learning English physically so 

it is very effective for beginners 
since they cannot speak English. 
They can use their imagination 
in order to guess. The reason 
why it is a great activity is that 
it utilizes the auditory, visual, 
and tactile learning channels 
(Linse, 2005, p.29). It is great 
for students who are afraid of 
speaking English as well. 

SPECIAL POINT
It is very successful for 
beginners who speak no English 
at all.

ACTIVITY 3: 

READER’S THEATER

Purpose/Aim 
To help students to improve their 
reading skills.
To make students enjoy English 
reading.
To make students practice 
writing.
  

TARGET AGE
Over 8 (Intermediate, Advanced)

LANGUAGE
Reading and writing skill

PREPARATION
A story or script for Reader’s 
Theater, Puppets
 

INSTRUCTION
1. Divide students into groups 
and ask each group to choose 
one previously prepared script.
2. Ask each group to rehearse in 

their group.
3. Have each group read and 
perform the script by using the 
Reader’s Theater in the class.
4. Let them reverse their role and 
perform it again. 

VARIATION
1. Teachers can have their 
students find a piece of literature 
and then adapt it into a Reader’s 
Theater script. 

DESCRIPTION
Reader’s Theater gives children 
a purpose for writing and reading 
and for sharing their learning by 
bringing others into the joyful 
“imagination space” they create. 
It brings not only opportunities 
to write, read and perform but 
it also brings lots of fun. Thus, 
most students would enjoy this 
activity. 

SPECIAL POINT
It is a simple, effective, and risk-
free activity which helps young 
children to enjoy reading.

activity box
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