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ABSTRACT

It is a constant challenge for kindergarten teachers to create learning experiences
and find materials to meet curriculum objectives, in addition to their other daily duties.
Therefore, [ have developed a thematic unit for kindergarten, which stresses early literacy
and integrates all the subject areas.

The unit, Going Places, explores the social studies topics of transportation and
safety. This curriculum package includes a theoretical framework on the functions or
uses of language and discourses on early literacy and how the kindergarten child learns,

as well as detailed objectives, lesson plans, resource lists and documented copies of

toi a th-long thematic unit.

Going Places is based on a functi ications perspective for learning

language. The theoretical information comes primarily from Allen, Brown and Yatvin's

(1986) book, Learning Language Through C: ication: A Functional Persp

Much of the theory included here can be credited to Michael Halliday (1969, 1975, 1994)

and others such as Frank Smith (1977). The icative functions ized are the
ive, affective, imaginative, ritualistic and p ive functions. The research
outlines the i perspective and the unit, Going Places, is built around

this perspective or framework.
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FOREWORD

Kindergarten teachers in the province of Newfoundland and Labrador have had
little curriculum guidance to help them effectively do their jobs. Until this year, the

il i guide that the D of ion provided for teachers

was outdated and insufficient. Education has taken many turns since then with such

notions as whole language learning, based learning and cooperative learning.
The Government of Newfoundland and Labrador (1997) has recently provided teachers

with a new ki guide, Early innij ‘While this resource is more current

and informative, some teachers prefer to have a curriculum guide that integrates all the
subject areas into thematic units that they can easily use in their classrooms.

Kindergarten cannot be broken down into subject areas. Children’s perception of
the world is whole . They are not aware of subjects or subject changes. They will not
understand why they must put away the writing that they are enjoying to do mathematics.
As Law (1966) pointed out, children come to school whole, with no way to slice them
into parts. Why would we try to compartmentalize their curriculum? Therefore, most
kindergarten educators choose to teach using thematic units.

While the resource, Early Experiences (Eden, 1983) provides mini-themes, they
are primarily fanguage arts-based and are not sufficient to cover the whole school year.
Therefore, in implementing the curriculum by a unit approach, it is primarily the

responsibility of each teacher to develop their own units.



Goodman (1986) advocated using units with children. He proposed that a unit
provides a focal point for inquiry, for the uses of language, and for cognitive
development. It should involve pupils in planning, and give them choices of authentic,
relevant activities within productive studies.

Obviously, it is a constant challenge to create learning experiences and find
materials to meet the curriculum objectives for kindergarten children, besides the other
daily duties a teacher must face. Therefore, I have developed a thematic unit, which
stresses early literacy and integrates all the subject areas. Any kindergarten teacher in this
provinee could use this unit.

The unit, Going Places, explores the social studies topics of transportation and

safety, an appropriate theme for kindergarten children. This curriculum package includes

a ical perspective on the functions or uses of language, early literacy, and how the

kindergarten child learns, with detailed objectives, lesson plans, resource lists and

d copies of toi a th-long thematic unit.
THEORETICAL FRAMEWORK
Going Places is based on a functional communications perspective for learning

language. The theoretical information comes primarily from Allen, Brown and Yatvin's

(1986) book, Learning Language Through Ce ication: A Functic Persp
Much of the theory included here can be credited to Michael Halliday (1969, 1975, 1994)

and others such as Frank Smith (1977). The sections below outline this perspective and



the unit, Going Places, is built around this basic premise.

Communication
Communication has been around ever since early humankind’s attempt to share
meaning with others. Whether through a series of grunts, hand signals, or a structured

language, human beings have spoken with each other, expressing their feelings,

ideas, giving i ion or dictating orders. One could say that
communication is one of the most important processes known to humankind. As social
beings, the ability to communicate allows people to work together and live harmoniously
with each other. It also enables them to pass on culture and make technological and
scientific advancements that separate humans from the animals. Therefore, it seems
appropriate that formal education would stress teaching children how to communicate
more effectively with each other.

According to Hennings (1994), the word “communicate” comes from the Latin
commimicare, which means “make common or make known™; commnicare derives from
commimis, which means “common” (p. 87). This suggests that communication is a social
process whose ultimate purpose is a common understanding -~ a unity within the social
group. The school classroom is a social arena in which children will participate for many
years. Teachers must foster their students’ growth in communicating with each other and
prepare them as communicators in the school, the community and society itself.

For the most part in our society. language is the mode of communication, whether



it is verbal, nonverbal or written language. Allen, Brown and Yatvin (1986) defined
language as “the system of signs and symbols that enables us to make sense of our world
and interactions with others” (p. 11). Language, then, serves many purposes that

motivate its acquisition.

Purposes of Language

Children learn language naturally (Allen er al., 1986; Goodman, 1986). They
have a communicative purpose in mind. The purpose for communicating provides the
motivation for learning. This purpose might be to give and receive information; to
express feelings or empathize with the feelings of others; for the creative and appreciative
joy it brings; to understand and participate in society; to influence others and to respond
as others seek to influence them (Allen et al., 1986). While achieving their goal, children
often employ all the language modes -- reading, writing, listening, and speaking.
Children have learned language skills, that teachers so often stress and teach in isolation
in school, when they need them to accomplish their communication purposes (Allen et
al., 1986). It is the job of teachers to provide the opportunities and experiences which
give children the motivation they need.

Halliday (1969) pointed out that “language is, for the child. a rich and adaptable

for the realization of his [sic] i i there is hardly any limit to what he

(sic] can do with it” (p. 27).

Goodman (1986) spoke about language in this way: “Language enables us to share
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our experiences, learn from each other, plan together, and greatly enhances our intellect
by linking our minds with others of our kind” (p. 11).
Obviously, children begin their language experiences long before they enter the

school doors. They learn about spoken and written language by watching and listening to

role models who are using language as a tool to ish particular and self-evident
ends (Smith, 1982). Parents serve as models at home as they read the newspaper and
wwrite the grocery list. At school, teachers must meet their students where they are and
cultivate their language use and develop literate beings. The children’s teachers then
become their literacy models.

Hennings (1994) stated that children become more effective language users
through natural social interaction in which they create and express meanings and actively
use language in all its forms. She went on to say that this occurs in classroom
communities in which students interact and collaborate naturally with one another as well
as think, write, and read independently. Children make meaning with language as they
study science, mathematics, history, and music. These content area subjects become the
purpose and motivation for using and learning language.

According to Frank Smith (1977), there are obvious implications of this
functional approach to language learning; firstly, language is unlikely to be learned in
situations where it has no apparent utility, and secondly, mastery of some uses for
language does not entail familiarity with all its uses, and conversely that inability to

employ language for some purposes does not necessitate a lack of competence in



language itself (p. 638).

Allen, Brown and Yatvin (1986) stated that there are five main purposes of
language. These are informing, expressing feelings or affect, imagining, ritualizing, and
persuading. These purposes of communication are common in everyday life. Since they
are used by and are important to children, as well as to adults in a communicative society,
they should all be reflected in the school curriculum.

Before outlining the five purposes of Allen er al., it is interesting to note the
models of language that were proposed by M.A K. Halliday in 1969, nearly two decades
before:

Instrumental model (the “I want” function): the child becomes aware that
language is used as a means of getting things done (p. 28).

Regulatory model (the “do as I tell you™ function): the use of language to
regulate the behaviour of others (p. 29).

Interactional model (the “me and him” function): the use of language in
the interaction between the self and others (p. 30).

Personal model (the “here [ come” function): the child’s awareness of
language as a form of his [sic] own individuality. Through this function,
Halliday suggested that children are enabled to offer to someone else that
which is unique to themselves, to make public their own individualities;
and this in turn reinforces and creates these individualities (p. 31).

Heuristic model (the “tell me why” function): language as a means of
investigating reality, a way of learning about things (p. 31).

Imaginative model (the “let’s pretend” function): the child uses language
to create his [sic] own environment; not to learn about how things are but
to make them as he [sic] feels inclined (p. 32).

Representational model (the “I've got something to tell you™ function): a



means of icating about
33).

It is easy for adults, when attempting to formulate ideas about the nature of
language, to be simply unaware of what language means to children. This is not because
they no longer use language in the same variety of different functions, but because they

often only it attend to the i function. Ci , the

corresponding model is the only one to be externalised. But from a child’s point of view,
this is an unrealistic picture of language, since it accounts for only a fragment of their
total awareness of what language is (Halliday, 1969). Teachers need to be aware of all

these language models or purposes so that communication does not result in a constant

ided I of i ion in the

It is interesting to note that Halliday also mentioned a “ritual” model of language,
but did not include it in his list of functions. He felt that it plays no part in the child’s
experience at all. He said this model is “the image of language internalised by those for
whom language is a means of showing how well one was brought up; it downgrades
language to the level of table-manners™ (p. 33). However, as proposed by the ritualistic
function of language (Allen et al., 1986), it has a greater role than initially suggested by
Halliday.

Frank Smith (1977) adopted Halliday’s seven models of language and added three
of his own to define his “uses” of language. He contended with Halliday that in order to

understand language and teach it, teachers must first understand the mind of the language
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learner. These lists of language uses or functions attempt to define how children naturally
use language. The three extra uses which Smith included are:

Divertive: “Enjoy this.” This use includes puns. jokes, riddles.

Authoritative/contractual: *How it must be.” This includes statutes, laws,
regulations, agreements, contracts.

Perpetuating: “How it was.” This contains records, histories, diaries.

notes, scores (p. 640).

Smith (1977) stressed that this list cannot be considered complete. “indeed such a
catalog would have to cover all of human psychology” (p. 639). As well, he suggested
that the categories are not exhaustive and are probably overlapping.

These categories above by both Halliday and Smith can be compared to those
proposed by Allen et al. (1986) which are dealt with in more depth here. since this is the
specific framework chosen to be applied to this curriculum unit development. Thus, each
of the five communication purposes are outlined in more detail below, including ways in

which each can be integrated into the school curriculum.

Communicative Purposes
Informative Communication
Informative communication is at the heart of the entire school curriculum.
Through reading, writing, listening, and speaking, children process information across the

curriculum. As children learn about science, mathematics, and social studies, they may



also grow in informative communication skills (Allen et al., 1986). Kindergarten
children must realize that they can find out things by reading. Much of the real “reading”
will be done by the teacher, however. the children should have access to sources of
information including books (fiction and nonfiction), children’s magazines. reports,
announcements, book reviews, textbooks, and encyclopedia entries. In addition, maps.
charts, graphs, globes, posters, radio and television programs, films, dictionaries,

and informal are all sources of information they can use

(Allen et al., 1986). The section Learning Materials (under The Learning Environment)
includes a much larger list of possible sources of information.

Listening is difficult for five-year-olds. Their behaviours when listening suggest
having short attention spans. When presenting information orally about social studies.
science, and other subjects, therefore. teachers should help children to listen effectively

and should seek that the i jon is being und d (Allen et al., 1986). It

is the teacher’s responsibility to present information in creative and varied methods to
captivate their interest. Allen er al. (1986) suggested vibrant and interesting ways,

including animated physical delivery, expressive vocal i to student

interests, intriguing questions, and izati Children do not need to know how to

read to actively find out about things. By using their listening skills, kindergarten
children can do simple research when given the opportunity and the resources.
Teachers can include three types of informative messages in their curriculum:

and

(Allen et al., 1986). Directions can take such



diverse forms as checklists, travel itineraries, recipes, how-to books, maintenance
manuals, and computer-assisted instruction. The ability to compose and comprehend
descriptive messages should be fostered across the subject fields. Descriptions need to be
accurate, complete and they must have unity. The teacher might ask a kindergarten child
to describe his or her pet or house to the rest of the class, then ask the class to draw a
picture of what was described. Young children can also compose explanations. The
teacher may ask a child to explain why it is important to wear a seat belt when riding ina

vehicle. Some expository devices that can be used in explanations include: definitions.

examples, statistics, visual materials,
restatements, and quotations (Allen er al., 1986).

According to Allen et al. (1986), among the informative books that interest young
children are those dealing with games, animals, hobbies, jokes, riddles, jump rope jingles,
nature, people, and places. Thematic units should be planned around information that
interests the children. Again. interest will create motivation to learn and motivation to
learn will promote language use and the acquisition of literacy skills.

Allen, Brown and Yatvin (1986) gave some exhortation for teachers who seek to
develop the informative communication skills of children: teachers should (1) emphasize
the role of reading and listening in classroom learning, (2) encourage students to write
and speak about information, (3) recognize the importance of attention in informative
communication, and (4) develop the student’s appreciation for the importance of

ini i ication (p. 240). The first three are most relevant in
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the ki i ication will play a major

role in their school career, possible at the expense of some of the others.

Affective Communication

Simply defined, affective ication means ges or that
have as their primary purpose the expression of feelings” (Allen er al., 1986, p. 245).

To enhance affective ication, the ki must be a

comfortable environment in which children feel safe and free to talk about how they feel.

to such an envi is a teacher who believes children have worthwhile

and interesting things to say, who listens attentively to what they say, who finds ways to
help them say what they want to say, who provides models of language used with power
and skill. and who creates opportunities for them to use language for meaningful and
varied purposes of their own (Preece, 1992). Teachers must be sensitive to the affective
messages they send to children. They need to communicate respect for students and their
feelings and genuine enthusiasm for reading, writing, listening, and speaking (Allen er al.,
1986). The way that a teacher reacts to children’s work, influences how children feel
about themselves as learners.

According to Allen ef al. (1986), to share feelings and emotions with each other,
children require two conditions. First, they must trust the person with whom they are
communicating. Second, they must be willing to engage in self-disclosure. It is the

responsibility of teachers to create this secure, free environment. When children do open



up and let them see their raw emotions, rather than judging their affective messages,
teachers should help students to understand and to experience (rather than block) their
feelings. Many of these expressed feelings will be negative. Allen et al. (1986) also
suggested that school may be seen as a laboratory for teaching children to cope with their
negative feelings toward others and the negative feelings of others toward them.

Experiences with stories, poetry, journal writing, and story films and videos help
children to become more sensitive to their own and others’ feelings (Allen et al., 1986).
To promote the growth of affective purposes, teachers must make an effort to include

activities p ing affective ication in their

Samuels (1992) believed that by building positive attitudes and feelings of
confidence in students, almost all of them can become skilled in reading and writing.
Self-confidence creates motivation to learn. Teachers should need no other incentive to

encourage affective communication.

Imaginative Communication

In play and language, children d their creative imaginati Teachers

need to cultivate this to encourage language use and growth. According to Allen ef al.
(1986), imaginative communication should be taught so that all children will be able to:
(1) derive emotional satisfaction and aesthetic pleasure from works of the imagination;
(2) learn and retain subject matter more effectively; (3) improve their verbal and social

skills for everyday interaction; (4) gain greater understanding of human behaviour and



greater control over their own behaviour (p. 279).

Literature, the traditional mainstay of the language arts curriculum, is the primary
source of imaginative communication in school. Without the stimulation of finely-crafted
fiction, many children’s imaginations would be shallow and dull; without school to bring
great literature into their lives, many would never find it on their own (Allen er al., 1986).
Thematic units, therefore, should be based primarily on good children’s literature. The
library corner should be filled with books that will stimulate children’s imaginations. The
listening centre will have exciting stories on tape for children to listen to without pictures
to look at. Teachers will read, read, read to their students.

A common extension to good literature is creative drama. This activity allows
them to express feelings, play out fantasies, and explore their practical need for social

interaction. As a regular classroom activity for children of any age, drama contributes to

the growth of k ledge, language social iour. and
development, thereby, furthering the basic aims of education (Allen er al., 1986).
According to Allen ez al. (1986), the curricular/instructional framework suited to
imaginative communication has three main components: (1) the availability of materials
conducive to imaginary play, (2) time and opportunity for exploration of these materials,
and (3) the teacher’s approval which is displayed through praise and encouragement of
their imaginative interactions.
Allen, Brown and Yatvin (1986) listed the functions of imaginative

communication as personal and utilitarian functions. Within the personal functions,



children can live and experience beauty vicariously, thus learning to better understand
human behaviour, and are able to participate more fully in a culture and find a sense of
meaning in life. The utilitarian functions include the opportunity for children to rehearse
unfamiliar roles and situations as well as explore and plan the future.

Kindergarten children can be involved in various forms of imaginative
communication including stories, drama, poetry, mixed media, story cartoons,
filmmaking, and puppetry, to name only a few. However, children’s play is most
effective in the development of the imagining function. Children pretend alone, with
peers, or with toys. They use words to symbolize inner fantasies, images, thoughts, and
feelings. They begin with solitary imaginative playing of a role such as a mommy or
daddy. Then, to see what it is like to be someone in relationship to another person, they
get others to join in their role play (Allen ez al., 1986).

It is important for teachers to realize how children’s development can affect their
growth in imaginative communication. Up to five years of age, they show progress in
marking their stories with formal openings (“Once upon a time™) and closings (“and they

lived happily ever after”). Five-year-old children begin to absorb common story

into their own storytelling, and six-y Ids can explain their expectations
about witches, fairies, wolves, lions, and other worrisome creatures. Younger children
(up to six) have difficulty distinguishing between what is real (fact) and what is not
(fiction) (Allen et al., 1986).

Teachers need to take their students on imaginative journeys to faraway lands,
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pretending to be other people or creatures. Not only will chiidren use the experience to
communicate orally, they have something to write about in their journals. The

imagination can be an excellent diving board to literacy.

Ritualistic Communication

Ritualistic communication may be defined as “those messages and
communication exchanges that are strongly regulated by audience expectations regarding
the range of appropriate behaviours” (Allen et al., 1986, p. 351). Nine common types of

ritualistic communication may be identified: everyday speech acts, social amenities, print

stylistic ions, written ities and formats, interviews, small group
discussions, parliamentary debates, and public ceremonies. By participating in all of
these forms, students learn about their major aspects and the social norms regarding the
behaviours of participants (Allen e al., 1986). Most of these activities would be suitable
for kindergarten children to a certain degree, except parliamentary debates.
Teachers should involve children in such written social amenities as thank-you

notes, invitati and the ions of letter writing. And

whenever they write messages that are to be read by others, they should be encouraged to
consider the physical appearance of the message. Following the editing stage, they
should rewrite their messages, being conscious of the social norms established for the
particular message form (Allen et al.. 1986). It is not too early to introduce this in

However, ing children to write is much more important than the




conventions.

In the primary grades, everyday speech acts and social amenities are easily
integrated into the normal school routine (Allen er al., 1986). Through constant reliance
on polite forms of communication, courtesy will be an integral part of the classroom
environment and it will help to control discipline at the same time. Students will pepper
their conversation with “thank you,” excuse me,” and “you’re welcome,” modelling their
talk and behaviour after a teacher whom they respect and who respects them (Hennings,
1994). To ensure that children grow in social awareness skills, teachers should discuss
social expectations whenever the children are about to encounter a new social context
(Allen et al., 1986). This might include the pre-talk before going on field trips or

participating in a school assembly.

As children develop language and i i i social i ion, they
learn to follow conversational rules. For instance, between three-and-a-half and five
years of age, in informal peer conversations, they learn that only one child should speak at
a time, that a question should be answered before a new topic is introduced, and that a
child who asks a question must wait to talk after the other child answers (Allen et al.,
1986). If these conventions are not learned before starting kindergarten, children are
informed and reminded of them each time they speak in the classroom.

In their reading development, kindergarten children progress from holding a book
upright and reading left-to-right, top-to-bottom, and front-to-back to using different parts

of i i books and sources, and iating poetic and story forms.




They will be i to writing ions ranging from capitalizi

and spelling to the different written forms, such as invitations, letters, announcements,
stories, verse, and reports (Allen ef al., 1986).

Since ritualistic communication is so important in establishing and maintaining
social relationships, children should have frequent opportunities to develop and practice

the relevant social skills.

Persuasive Communication

Persuasive communication involves “the attempt to influence the beliefs or
behaviours of others through written or spoken language™ (Allen e al., 1986, p. 387).
The ultimate goal of this form of communication instruction is to help children influence
others in socially acceptable ways and to respond critically to messages that seek to
influence them (Allen et al., 1986).

Growth in persuasive communication competence is a lifelong process. However,
there are many ways that kindergarten children can begin this process. They can compose
written persuasive messages: they write notes to friends urging them to come over to play,
they write letters to grandparents hinting for gifts, and they write letters to Santa Claus
affirming their good behaviour and promising cookies and milk in return for presents
(Allen et al., 1986).

There are developmental considerations, however, for this age group. According

to Delia and Clark (cited in Allen ef al., 1986), children of kindergarten-age fail to
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perceive individual listener characteristics that call for message adaptation. Up to age six
they tend not to adapt their messages at all. They cannot identify with the perspective of
other people. Thus, the Golden Rule is hard to enforce with kindergarten children. As
well, they will often speak to adults the same way they speak to their peers, appearing to
the adult to be disrespectful.

The failure to adapt to the listener’s perspective affects the child’s persuading
techniques. The child might state an unelaborated request (“Could you keep this
puppy?”) or state a personal desire or need without elaboration - including pleas,
bargaining, repeated requests (“I want you to keep this puppy. Won’t you, please?”)

(Allen et al., 1986). Teachers must help children learn other effective ways to persuade.

THE COMMUNICATION ENVIRONMENT
Through studies with preschool children and their language environments at
home. Gordon and Jan Wells (1984) described the expected school classroom:

... a place where they had opportunities to exercise and increase their
linguistic resources by using them in collaboration with the teachers and
other children to explore ideas, tackle problems, exercise their
imagination, and reflect upon their own and other people’s experience to
gain greater ing of and of their i ip with the
world around them (p. 193).

Unfortunately, they found that the linguistic environment in the schools they
studied provided much less opportunities for language leaming through talking (Wells

and Wells, 1984).
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To enable children to use language productively, teachers need to consider how to
improve the communication environment. They need to become aware of the degree to
which they dominate the classroom by analysing their own verbal behaviour and monitor
their talking time. They should try to keep away from the “centre” of the classroom.
Teachers, often unknowingly, isolate themselves from children, elevate their status, and
protect their control. Teachers can use child-initiated topics and activities, instead of
always dictating instructions. In addition, teachers need to encourage children to direct
their comments and responses to each other so that their peers can hear them (Allen ez al.,
1986).

While the authoritative teacher assumes responsibility for the classroom, speaks
as an experienced adult, and retains ultimate decision-making power, he or she also
solicits suggestions from children, achieves consensus, and ensures that students
understand decisions and reasons behind them (Allen et al., 1986). The children in the
kindergarten room need to feel free to communicate. When children try to share their
ideas and feelings, teachers must join them in their outward projection and help them to
carry their meaning forward (Allen et al., 1986).

To use language productively in both spoken and written discourse children need
flexibility of style. This might include an intimate style, a casual style, a consultative
style, formal style, and frozen style (Joos cited in Allen et al., 1986). Teachers should use
the different styles and encourage their students to use them.

Teachers can combine evaluative comments with personal responses and
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recognition of the substantive qualities of children’s work (Allen er al., 1986). Itis
important for the teacher to learn about his or her students and to share affectively with

them.

Environment for Language Variations
Classroom teachers will encounter children who vary in their communication
behaviour in several ways. Some children reflect language variations; they speak English
as a second language or they speak a nonstandard dialect. Other children show signs of
communication apprehension. Still others reflect articulation, fluency, and voice
disorders. hearing or visual impairments, or language disabilities. Each variation has its
developmental origin, but all converge in the classroom. This convergence can blur

important distinctions among these special populations. Teachers need to be mindful that

language variations among children are i matters of school
whereas communication apprehension is a limiting affective state, and communication
disorders represent disruptions in the child’s learning to communicate normally in his or
her native language (Allen er al., 1986). Understanding the nature of these variations,
teachers can better detect them, seek help from specialists and adjust instruction.
These children with language variations need a classroom environment that

encourages a great deal of verbal and nonverbal interaction, one-to-one talk with adult
speakers of English, feedback based on meaning rather than form, and opportunities to

engage in meaningful tasks about concrete topics (Allen er al., 1986). Activities such as
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Informative

Affective

Content
Theme
Transportation
and
Safety
Imaginative | Persuasive

Ritualistic

Figure 1. A model for planning the unit around communication purposes. Adapted
from Dorothy Strickland’s (1989) Core Experience Curriculum. Each box would contain
learning activities that foster the growth of the communicative function above it, while

relating directly to the content theme, transportation and safety.
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day. These experiences include inquiry activities, shared reading and writing,
independent reading, independent writing, listening and participating in read aloud
sessions, and sharing (Strickland, 1989). These core experiences include all subject areas
in the curriculum.

This particular curriculum unit is unique in that it is based on communicative
functions. Therefore, in each lesson plan in Going Places, a “communications box” will
appear beside each activity to indicate which purpose or function of communication the
activity serves.

(1989) that organization and are key concems

for teachers who attempt to put a holistic literacy program in place. The goal is to offer
students a comprehensive program in which the learning objectives for listening,
speaking, reading, writing, mathematics, the social and physical sciences, creative
expression, and thinking can be clearly identified and accounted for. Yet these curricular
objectives must be presented to the students in an integrated and meaningful manner, not
treated as specific skill objectives or organized around materials designed to teach a
particular subject. The objectives for the Going Places unit were taken from the

Kindergarten Curriculum Guide (1985) and Kindergarten Guide (Draft) (1994)

li: by the G of’ and Labrador, as well as the new
documents, Primary Language Arts Curriculum Guide (Draft) (Atlantic Provinces
Education Foundation [APEF], 1996) and Early Beginnings! Kindergarten Curriculum

Guide (] D of ion and Training, 1997).
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There were other i ions as well as jectives and

communication purposes in planning the unit. Watson (1994) advised that teachers must

consider what experiences will ensure student choices and which curriculum will ensure

that they have a chance to work i and within a ity of learners.
Activities must be chosen which are appropriate for the developmental level of
kindergarten children. They must be varied and exciting to capture the interest of five-
year-olds. These were only a few pre-planning contemplations.

Welton and Mallan (1988) stated that the planning of a unit is an interactive
process. Once the instructional intent (the goals) has been identified, the balance of the
planning can be dealt with as an interactive system. The objectives will suggest certain

teaching activities; the activities will suggest other possible objectives; the objectives

(and activities) will be i d in relation to ion, and a cycle of planning and

teaching will be created. This is primarily the way this unit was developed. They also

d that objecti: do not cause children to think; a teacher’s questions
posed in the course of a lesson or activity do that.
With the theoretical framework for this unit in place, the following sections
attempt to define kindergarten -- the grade level for which this unit was developed. It

provides a brief overview of the kind child, iate learning activities, the

parental ii i concerns with an emphasis on

early literacy, and




THE YOUNG LEARNER

By the time they walk through the schoolhouse door for the first time, children are

learners - i and School is merely a

continuation of learning in a more explicit, formal setting (Allen et al.. 1986). What
makes the kindergarten child unique from other children in the school? Why does the
kindergarten curriculum look so different from that of other primary grades? The five-

year-old needs i ion that is

Gordon Wells (1983) found that preschoolers learned language actively in the
home with no formal curriculum and little that was recognisable as direct teaching. All
the children he observed made great progress in learning their native language and
simultaneously in learning through language about the world in which they lived. All
were noticing features of interest and asking questions about them, meeting problems and
trying to find solutions to them, sometimes on their own; sometimes by enlisting adult
assistance. Wells also found that for a high proportion of the time, the parents treated the
children as equal partners in conversation, encouraging them to take the initiative and
helping them to extend the topics they proposed. The implications of Wells’ study
include the notion that teachers make space and time for children to talk, and listen

carefully to what they have to say without immediately imposing an adult point of view,

as well as asking questions which foster i . This also means that the
kindergarten classroom cannot be a strict, quiet, regimented arena where children cannot

speak unless spoken to and must sit at their desks all day, working quietly and
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independently.

Developmental Characteristics of the Child
Allen, Brown and Yatvin (1986) suggested that there are four major forces that

affect children’s icati These are biologi i social

interaction, self-generating activity, and culture. Interaction in the family stimulates their

innate capacity to learn language and i to indivi variation in
At the same time, children actively seek to discover language on their own by employing
creative strategies. Culture further influences development so that the code, style, and

strategies leamed provide an ethnic identity that converges with the identities of others in

the iological ions and self- ing activity help to account for
similarities in development among children, while family interaction patterns and culture

to variations in

According to Piaget’s four stages of mental development, kindergarten children
are in the pre-operational stage (2-7 years) (Piaget, 1970, 1973). Developmentally, this
would mean that while children cannot perform operations, language is developing. They
are egocentric and do not decentre, showing nonreversible thinking and mainly acting on
perceptive impulses. They think of present, future, and past, but this is limited to a short
duration. The perception of environment for children in this stage is their own houses,
yards, and neighbourhoods (Carin and Sund, 1989). These characteristics have

for teaching ki children.
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During the pre-operational stage, children’s language learning explodes (Allen et
al., 1986). They increasingly use symbols and signs to deal with reality. They think with
words. Like other qualities - size, shape, texture. and colour — words at first are bound
up with objects. Thinking is based on what the child perceives. With maturation and
experience, children use words to represent objects, actions, and events (Piaget, 1970,
1973; Allen et al., 1986).

Left to their own devices to play, discover, and explore, children expand their
vocabularies at an amazing rate, gain control over the grammatical system, and use
language functionally in more complex ways. The direct requests and demands of a
previous stage are transformed into simple appeals and primitive arguments. Questioning
strategies become more varied. Dramatic play expands enormously. While rapid
development of oral communication skills typifies this stage, children between three and
six gain early concepts of reading and writing if the opportunity exists. They pretend to
read print, and some actually read words in a favourite story or picture book. They draw,
scribble, label their artwork, discriminate and name most of the letters of the alphabet,
print their names and some alphabet letters, and recognize road signs and labels on
commercial products. Toward the end of this stage, the child learns to rely more on logic
to solve problems involving concepts of length and number (Allen et al., 1986). Many of
these developments hinge on the home environment; the communicative patterns of
family members and the value placed on reading and writing in the home. Nonetheless,

the ki i is ifically implied in these developments.
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Another consideration, already mentioned is that young children have trouble

taking into account other people’s information needs, feelings, and positions as they talk,

so they are often mi d. In fact, the child shows little awareness that
other perspectives exist, but the six-year-old has some awareness that other people’s
perceptions, thoughts, and feelings are different from his or her own. Five-year-olds
recognize some of the more obvious attributes that they can see (for example, that a
person is older or younger, male or female) but not hidden ones (such as motivations)

(Allen et al., 1986). Kindergarten children range in their ages, from four to six.

Therefore the teacher needs to ize di in pi and alter
expectations accordingly.

From a developmental standpoint. younger children have more difficulty than
older ones distinguishing words from the cbjects they represent, differentiating between a

particular object and others in the display, showing awareness of the listener’s

needs, i ificati icting the i of
and p dditional i when Younger children can understand
adequate messages from adults, but their y, role-taking skills, and dge of

another person’s needs are limited (Piaget, 1970, 1973; Ferreiro and Teberosky, 1982).
Teachers must work on these areas but not feel discouraged if it seems there is a mental

block to making progress. It might be the case that they are just not ready.
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Learning Styles of the Young Learner

Discovering how people learn has never been more relevant than today. The goals
of education centre on creating “lifelong learners.” This suggests that teachers expect
their students to continue to learn after they have received their high school diploma,
whether they continue on with post-secondary training or not. Their educators want them
to take advantage of learning opportunities for the rest of their lives.

Students respond differently to various ways of teaching. Some students learn
effectively through silent reading, others do not. Some benefit from direct instruction,
others seem to learn more from inquiry methods. A teacher much show a degree of
sensitivity to make provisions for a wide range of learning styles (Post, 1988; Ellermeyer.
1988). This would naturally lead to variety in instruction. This unit attempts to provide a

wide variety of teaching methods which incorporate the five communication purposes.

DEVELOPMENTALLY APPROPRIATE PRACTICES FOR KINDERGARTEN
The “pushed-down curriculum” is what happens when professionals teach
kindergarten children as first graders and expect them to act like first graders and when
the kindergarten curriculum resembles that of first grade (Morrison, 1995). The

should challenge all children to do their best and provide them

with social and cognitive skills they need for success, but it should also be appropriate for

them.
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Patterns of instruction
Inappropriate methods of instruction result in curricula that promote passivity
instead of activity, creative expression, and critical thinking. In classrooms where
quietness is stressed and much seatwork and workbook pages are pushed, production

takes d over ion (Harste and , 1989). Many teachers, and

even students, feel that without a pile of worksheets as proof, they did not do any ‘work’
today.

The common use of worksheets which keep things quiet and simple may help
children master a particular rule quickly. However, this type of instruction does little to
help children understand and use communication systems in the complex world outside of
school (Harste and Woodward, 1989).

Allen, Brown and Yatvin (1986) suggested that there are three patterns of
instruction that school teachers use. These are the presentational, the exploratory, and the

g ive patterns. The i pattern is a formal lesson structure used for

teaching small, fixed pieces and sequences of knowledge, such as the spelling of words or
how to use a dictionary. The exploratory pattern, usually less formal and less structured,
is an exploration of larger, more abstract pieces of knowledge, such as a topic, a theme, a

genre, or a piece of literature, intended to help children internalize meanings and ways of

working. The generative pattern is less an act of i ion than a way of
developmental learning, suited primarily to the creation of original products.

If the knowledge is wholly new to children, it probably demands a presentational
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approach. If children have aiready had some exposure to it and are ready to make it their
own, then an explorational pattern seems right. If children have integrated it thoroughly
with all the other things they know and can do, it is time for original creation through the
generative pattern (Allen et al.. 1986).

The usual classroom interaction pattern is teacher question/student
response/teacher judgment. However, this type of limited interaction need not be the
norm. When children interact among themselves in small groups or in a class discussion
led by a facilitative teacher, their use of hypothetical language, prior knowledge, and
questions increases (Smith-Burke, 1985).

The teacher’s primary concern is to increase the child’s ability to use language to
seek and interpret information, to convey and respond to emotions, to sustain social
interaction, to persuade and respond critically to the persuasion of others, and to engage
in imaginative activity (Allen et al., 1986). The pattemns of instruction should be chosen
carefully to best meet these communication goals.

Hennings (1994) agreed that children become more effective language users when
their teacher has planned ongoing, cohesive blocks of instruction that enable them to
function at their own level and pace, communicate actively with one another, make

connections among ideas, and think critically and creatively.

Organization of the Curriculum

As mentioned earlier, young children have short attention spans and need a wide
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