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Introduction 

We are the People of the Book, but we cannot read the book in its original 

language. The vast majority of the American Jewish community cannot read a Hebrew 

text, much less understand its meaning or conduct a conversation. 

While some educators might not be alarmed by this, I believe that Hebrew is a 

cornerstone of our identity. In cultures around the world, language is a key aspect of 

identity. Without knowing a culture's language, one cannot fully understand that culture 

or truly feel part of it. Hebrew is no different. Hebrew literacy is an essential part of 

Jewish literacy. By encouraging Hebrew literacy, therefore, we will strengthen Jewish 

literacy, and ultimately foster the development of more committed Jews. 

The revival of Hebrew as a spoken language over the past 100 years is one of the 

great contemporary creative achievements of the Jewish people, albeit one in which few 

American Jews have participated. Yet the need to study Hebrew extends far beyond the 

link to the modem state of Israel. In fact, relegating Hebrew to that realm may have been, 

and continue to be, a strategic mistake by limiting the symbolic scope and importance of 

the language. 

Hebrew is the only language that all Jews have in common. Neither Yiddish nor 

Ladino, nor English for that matter, can make that claim. Of course, the issue of Hebrew 

language goes far beyond cultural identity. Hebrew is the entry point for a genuine 

understanding of Jewish tradition. It is the language of our ancestors and the language of 

our prayers. Competence in Hebrew is fundamental to Jewish life. 

Despite the importance of Hebrew, the study of the Ianauage is rapidly 

disappearing in our congregational schools and summer camps. Among the many reasons 

for this phenomenon is the lack of time available for Hebrew studies. Learning a language 

is time-consuming and requires discipline and commitment. In modem society, parents, 

children, and many educators just aren't committed to serious Jewish learning. They 

1 



prefer a quick fix - Holocaust studies to foster Jewish identity and a rudimentary 

knowledge of Hebrew phonetic sounds to get through the bar or bat mitzvah .... over the 

bookish demands of learning a language. As a result, very little Hebrew is heard in our 

communities: 1111:iVJ :11)111 has become "Friday night." The 11)ln" has become known as the 

cantor. Rosh Hashana is New Year's. 

One of the leading forces in reversing this trend is the Jewish day school. The 

Jewish day school, both liberal and Orthodox, is virtually the only institution in 

contemporary North America that tries to teach Hebrew as a live language. The Hebrew 

curricula vary among schools, based on their ideological leanings, locations and goals. 

But bolstered by a strong commitment by educators. parents and students, nearly all day 

schools aim to enable their students to reach a certain degree of knowledge in Hebrew, 

both ancient and modem, at various stages of learning. 

Bernard Spolsky gives a number of optional rationales for teaching and learning 

Hebrew in the Diaspora: 

1) It is valuable for maintaining Jewish values and heritage. 

2) It is needed for religion and religious life. 

3) It is a symbol of Jewish ethnic and national identity. 

4) It is associated with Zionism and aliyah, going to live in Israel. 

S) It is useful for visiting Israel. 

6) It is required for some useful examinations. 

7) Knowing any second language is valuable. 

8) You need Hebrew to take part in a bar or bat mitzvah ceremony. 

9) Yau need Hebrew to prepare for a professional career as a rabbi or Jewish teacher .1 

1 Bernard Spolsky. Conditions/or Second Language Learning: Introduction to a General 
Theory, (Oxford, U.K., 1989), p.67. 
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Each of these rationales would influence the way a school chooses to teach 

Hebrew. For instance, a program that emphasizes Jewish religion and religious life might 

emphasize reading and comprehension, the skills associated with prayer. A school with a 

focus on Zionism and Israel might put more weight on communicative goals. 

·' In this paper, I have chosen to study curricula that make the ability to 

communicate in modem Hebrew a main priority. I made this decision because I believe 

that communication is the highest level of second-language acquisition. The ability to 

communicate does not preclude other fonns of understanding, such as reading 

comprehension. If anything, it only enhances them. Through the study of these curricula, I 

have attempted to do more than gain a better understanding of their effectiveness. I 

looked for strengths in these approaches that might be incorporated in the next generation 

of Hebrew instruction. After all, Hebrew instruction must be like Hebrew itself, vibrant, 

interesting and relevant to modem life. 

3 



Teaching Hebrew in North American Jewish Day Schools: General Terminology 

and the Dilemma Between Second-Language and Foreign .. Language Acquisition. 

North American Jewish day schools almost universally strive to teach their 
' 

students to reach a certain level of proficiency in Hebrew, the language of their tradition. 

But schools, and researchers, are divided over the best way to do this. Even the term 

"bilingualism, n popular among researchers and curricula developers, has taken on 

different meanings. In their book, "Bilingualism in Education, 11 Cummins and Swain 

point out that the definitions of bilingualism vary considerably in the academic literature.2 

For instance, Macnamara defined bilingualism in the l 960s as possessing at least one of 

the language skills -- listening, speaking, reading and writing -- in a. second language, 

even to a minimal degree. At the other end of the spectrum, Oestreicher defined 

bilingualism as complete mastery of two languages. Other definitions have been based on 

the age at which the second language is learned, the context in which the two languages 

have been learned or the domains in which each language is used. There is little 

consensus, therefore, on the definition of bilingualism, and the term is used to describe a 

wide variety of phenomena. 

Additional confusion occurs around the terms "second language," or L2, and 

"foreign language." Both terms typically refer to a language that is learned after the 

mother tongue, or LI. Patricia A. Richard-Amato offers a way to distinguish between the 

two. "Second language teaching usually refers to a target language that is being taught in 

the country where it is a dominant language. Foreign language teaching, on the other 

hand, usually refers to a target language that is being taught in a country where it is not a 

-·------------
2 Jim Cummins and Merrill Swain. Bilingualism in Educa_tion: Aspects of Theory, 
Research and Practice.(New York, 1986) p. 7. · · 
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dominant language. "3 

Since Hebrew is not the dominant language in North America. it is treated as a 

foreign language by Jewish day schools. Students learning a foreign language face several 

significant obstacles: The environment outside the classroom usually does not provide the 

opportunity to be immersed in the target language. Since the classroom may provide their 

only exposure to the language, they are in special need of meaningful interaction.4 

From a professional point of view, Hebrew instruction in the Diaspora should be 

seen as foreign-language acquisition. But a group of educators prefer to view it as second­

language acquisition. Their argument is mainly ideological: Hebrew cannot be seen as 

foreign to a Jewish student since it is an inseparable part of his or her heritage and 

religion. When the Jewish students learn Hebrew, they are being connected to their own 

culture, rather than being introduced to a new culture. Tova Shimon, the developer of the 

popular Tai Am curriculum, which will be reviewed later, prefers to call it nv.i,u:i nnw, or 

a heritage language. 

I tend to see Hebrew learning as lying between second-language and foreign­

language acquisition. While I accept the view that Hebrew cannot be seen as foreign to 

the Jewish student, we cannot escape the reality that it is being taught in an environment 

where it is not the dominant language. This situation calls for special consideration by the 

teacher a11d the curriculum planner. 

The last notable distinction to introduce here is the theoretical contrast between 

"acquisition11 and "learning." Acquisition usually refers to L2 proficiency through 

naturalistic, non-classroom exposure. Leaming is the conscious study, usually based in 

the classroom, of 12. In most cases, Hebrew instruction in the Diaspora is the learning, 

rather than acquisition, of a second language. 

3 Patricia A.Richard-Amato. Making It Happen: Interaction in the Second Language 
Classroom, from Theory to Practice. (New York, 1996) .. p. 4. 
4 ibid, p.4. 
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Theories of Second-Language Learnln1: Approaches to Seeond-Language Tea,:hing 

The field of second-language acquisition has seen many philosophies, movements 

and methodological ·trends over the past 200 years. The pace of change has only increased 

over the last 40 years, especially in the era of globalization, with various schools of 

thought promising a better solution to the ancient problem of linguistic divisions.s 

A few theories have been established to answer the question of how second 

languages are most effectively learned. Most of the research in this area was done by 

second-language acquisition (SLA) theorists. SLA research is a branch of applied 

linguistics whose main concerns are: to investigate similarities between the Ll and L2 

acquisition processes; to explore whether a natural sequence is followed by all L2 

learners, regardless of their Ll; to detennine the effect of the learner's aptitude, 

motivation, age, personality and cognitive style of their acquisition of L2 grammar; and to 

determine the role of input, interlanguage and learner processes in SLA. 6 

Research in SLA shows that learners follow a largely similar route in developing 

I.2 competence, especially the sequence in which morphology and syntax are acquired. 

This phenomenon usually is seen as a result of universal learning strategies common to 

every learner's innate language faculty. Much of the work in this field has been influenced 

by Chomsky's notion ofa 11language organ,11 or Language Acquisition Device (LAD),7 

Chomsky's theory established the idea that language development is too complicated to be 

explained on the.basis of behaviorism alone. The fact that children master their first 

language by the age of S proves that language acquisition is innate. Children's minds are 

' John Klapper, Foreign Language Learning Through Immersion: Germany's Bilingual­
Wing Schools, (Lewiston, Maine, 1996), p. 15 
6 ibid, p.15. 
7 Richard-Amato, p. 14. 
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not simply 11tabu/a rasa. 11 They are born with a highly complex structure that seems to 

come into operation through an interactional process.8 

Chomsky claimed that learners only learn in reaction to stimuli from the linguistic 

environment, that language learning processes cannot be influenced from the outside, and 

that therefore the natural route of language acquisition cannot be changed by formal 

instruction. As a result, many SLA theorists believe that the second-language teacher 

should provide opportunities for authentic communication by creating the conditions of 

natural language learning in the classroom.9 

A second thinker who has influenced current SLA theories is Vygotsky. Like 

Chomsky, Vygotsky didn't focus directly on second-language acquisition. But he did 

formulate ideas regarding learning and development in children that had significant 

implications for second-language acquisition. Vygotsky said the individual has two 

interacting developmental levels. The individual progresses from an 11actual 

developmental level" to a "potential developmental level." Between the two levels is the 

"zone of proximal development," which he defined as "the distance between the actual 

developmental level as deteID1ined by independent problem solving and the level of 

potential development as determined through problem solving under adult guidance of 

and in a collaboration with more capable peers.1110 

Vygotsky saw society as a key determinant of development. He therefore placed a 

great deal of importance on instructional games because, like society, they involve human 

interaction and are governed by rules. Vygotsky was convinced that learning is a dynamic 

social process. Through dialogue, he said, the teacher can focus on a student's emerging 

skills and abilities. 

In the field of SLA, Krashen followed Vygotsky with his formulation of the i+l 

8 Richard-Amato, p. 15. 
9 Klapper, p. 15. 
10 Richard-Amato, p.39. 



concept. Like the zone of proximal development, it refers to the distance between actual 

language development (represented by i), and potential language development, 

(represented by i+l). 11 In Krashen's theory1 the crucial factor is "meaningful input." In 

order to obtain successful acquisition of the target language, we should introduce 

materials, known as target-language inputs, that are relevant to the learner's interests. 

These materials should be novel and contain linguistic structures that are a little beyond 

the students' current level of competence (i+ l ). The key element is that meaning is more 

important than form. Input does not necessarily have to follow a specific order. Instead, it 

should be comprehensible and relevant to learners. New forms can be understood and 

acquired through context, background knowledge and nonverbal clues.12 

One of Krashen's achievements is the development of the "Monitor Model. 11 This 

model predicts that when roles are formally taught and learned, they merely serve to 

monitor the acquired L2 system and block the students' fluency. The monitor can be 

effective in situations when a leamer focuses on fonn and has sufficient time to apply it, 

such as when the learner takes a grammar test,, writes papers or prepares for a speecb.13 In 

the flow of normal discourse, however, it is less useful because the speaker does not have 

the opportunity to monitor the output to any great extent unless he or she is a 11 super 

monitor user. 11 This tenn refers to one who can adapt to apply rules and communicate 

simultaneously .14 

Despite his reservations about formal foreign-language instruction, Krashen 

believes it can be appropriate in some instances. He mentions beginners who are not yet 

able to W1derstand L2 input outside the classroom, or learners who lack any source of 

comprehensible input, such as an opportunity to mix daily with native speakers of L2. In 

11 Richard-Amato, p.42. 
12 Klapper, p, 16. 
13 Richard-Amato, p.31. 
14 ibid, p.31. 

8 



these cases, acquisition needs to be promoted by providing large amounts of 

comprehensible inpuL 1s 

(Learned Rules) 

I 
The Monitor 

Acquired Competence-------•+------: ___ _ 

Performance Model (Krashen) 

Output 

Krashen's views have attracted a great deal of criticism in recent years, especially 

his minimizing the effectiveness offonnal teaching of the linguistic structures. Some 

researchers even suggested that fonnal instruction might help increase the rate of second~ 

language acquisition.Iii 

In 1991, Ellis introduced the "Variability Model" as an alternative to Krashen's 

11Monitor Model. 1117 Mindful that many individuals manage to acquire L2 through 

traditional grammar teaching, Ellis put a greater emphasis on the role of learning. Unlike 

Krashen's theory, which assumes that the learner has ~ homogeneous rule system upon 

which all communication depends, EIiis's model takes learners' inconsistent style of 

speech as its starting point. Speakers adapt their speech to different social contexts, and 

depending on the social context, place varying degrees of attention to their speech. They 

range :from the 11vemacular,11 everyday speech that requires minimum monitoring of 

language, to careful, where speech is well thought out and deliberate. The learner's L2 

· is Klapper, p.16. 
16 ibid, p. 17. 
1' ibid, p.17. 
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competence should be seen as a continuum, characterized by degrees of automatic and 

nonautomatic language, and analyzed and unanalyzed knowledge. 18 

Analyzed rules involve formal instruction of grammar, while unanalyzed rules 

involve the acquisition of grammar skills through evecyday use of the language. 

According to Ellis, L2 perfonnance varies depending on whether the learner uses 

unanalyzed L2 rules in unplanned discourse or analyzed rules in planned discourse. Ellis 

also distinguishes between non-systematic variability, which is connected to 

unpredictable factors such as the learner's emotional state, and variability resulting from 

the learner's knowledge of proper use of the language. Ellis claims that the latter is central 

to communicative competence.19 Ute "Variability Model" views performance in terms of 

commwtlcative, not linguistic, competence. In other words, it emphasizes the ability to 

communicate an idea over strictly following grammar rules. Variations in a speaker's 

styles, depending on the social context, should be considered an integral part of 

competence.20 

Eilis's model promotes both accuracy and :fluency, emphasizing the joint role of 

fonnal and infonnal teaching approaches. Formal teaching can help to develop a learner's 

careful style by providing automatic and analyzed knowledge through carefully planned 

activities and discourse in the classroom. SLA also can acquire a more casual style when 

learners have opportunities to engage in unplanned and unanal~ed communicative 

interaction, both inside the classroom (for those in a foreign-language· learning setting) 

and outside the classroom (for those in L2 leaming settings). 

As learners acquire a larger range of contextual forms, from formal to informal 

styles and from simple to more complex contexts, interlanguage variability steadily 

11 E. Bialystok. On the Relationship Between Knowing and Using Forms. Applied 
Linguistics, Vol. 3, 1982. pp.181-206. 
19 Rod Ellis. Understanding Second Language Acquf~ition .. (Oxford, U.K., 1985), p. 77. 
20 Klapper, p.18. 
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decreases,21 The theories presented here have influenced a wide variety of approaches to 

SLA. In the next section, I will examine these approaches in depth. 

Approaches to Second-Language Acquisition 

Bilinaual education is not a recent phenomenon. It likely bas existed since the 

very beginnings of fonnal education. Extensive contact between different language 

commwiities in the ancient world created the necessity for bilingual schools. For 

example, tablets engraved with bilingual texts have been found in modem Syria. They 

apparently were used to teach children to read and _write in Sumerian and Eblaite. Use of 

a non-home language as the sole or major mediwn of educational instruction was 

common in the times of the Greek and Roman empires. Imperial Greece did not require 

the use of Greek in schools. Nonetheless, it was widespread and desired in the colonies, 

where it was viewed as a necessary skill for those holding important administrative and 

political positions. Among the Roman elite, instruction in Greek was seen as more than a 

matter of practicality. It was viewed as the cornerstone of the Roman child's education. 

Latin was used as the dominant school language throughout the widespread Roman 

Empire as a way of promoting unity among diverse ethnic and linguistic groups. Latin 

continued to be the dominant language of education in much of Western Europe until a 

few hundred years ago. With the rise of nationalism around the 16th century, Latin was 

slowly replaced by local national languages, such as English in England and French in 

France. 

In the United States, bilingual education dates back to the mid-19th-century 

establishment of German-English parochial schools by German communities in Ohio and 

Missouri. These were followed by Spanish schools in California, New Mexico and 

21 ibid, pp.18-19. 
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Florida, and Noiwegian schools in the Dakotas toward the end of the 19th century. In the 

early 20th century, Italian, French, Spanish and Oennan schooling took place in San 

Francisco. Most of these schools were established by newly arrived immigrant groups, 

who felt the need to preserve their heritage, languages and cultures.22 

Grammar has been the traditional focus of second- and foreign-language teaching 

for generations. It is not surprising, then, that many teachers still believe that grammar 

should play a central role in modem language instruction. Many language teachers 

continue to stress fonnal grammar instruction. They also may have the student 

concentrate on one aspect of the grammar system at a time, such as teaching present tense 

before past, first-person singular before third-person singular an~ so forth.23 Some·ofthe 

common grammar-based approaches that I will review are Grammar Translation, 

Audiolingualism, Cognitive Code and the Direct Method. 

Grammar Translation 

The Oram.mar-Translation approach, often known as the. "Prussian Method, 11 aims 

to enable students to read and write in the target language by teaching them rules and 

applications. This approach was the most popular method of foreign-language teaching in 

Europe and America from about the mid-19th to the mid-20th century. Versions ofit still 

exist around the world. 

In a typical Grammar-Translation lesson, directions and explanations were always 

given in the first language. Each lesson began with a reading, which was translated into . 

the first language and then followed by an exercise demonstrating the grammar rule 

illustrated in the reading. Other unrelated sentences were often added to these exercises to 

-'2 Fred Genesee, Beyond Bilingualism: Multilingualism and Multilingual Education, 
(Clevedon, England, 1998), pp.1-2. 
23 Richard-Amato, p.10, 
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demonstrate how the rule worked. New vocabulary was presented in a list along with 

definitions in the native language. These new words were often included in the reading, 

which more often than not, was syntactically and semantically far above the students' 

level of proficiency. Reading topics might include a trip to the library, shopping 
, 

expeditions or a train trip. Lessons were grammatically sequenced, and students were 

expected to produce errorless translations from the very first lesson. Little attempt was 

made to communicate orally in the target language.24 

The Grammar-Translation method teaches how a languaae is built, rather than 

actual comprehension or usage. Students tend to acquire knowledge of the language. but 

not the ability to communicate directly. The language•teaching classroom is similar to 

other classrooms, with the lessons revolving around the teacher's instructions. The 

Grammar• Translation style is appropriate for an environment with a traditional view of 

the classroom and of the teacher's role. Although this style strives to build relationships 

between the vocabulary in the text, it has no consistent way of doing so. It also pays little 

attention to components of language beyond grammar, vocabulary and pronunciation.25 

Audio lingual ism 

Audiolingualism became the dominant method for teaching language in the 1950s 

and 1960s. Developed by a number of linguists, notably Fries, the method originated in 

the U.S. Army during World War II and was designed to achieve oral fluency in a L2 in 

nine months. The technique began with linguists drawing up descriptions of the patterns 

of the L2 after closely studying native speakers of the language. Next, applied linguists 

outlined contrasting descriptions of the learners' Ll and the target language. These served 

24 Richard-Amato, p.l 0 
25 Vivian Cook. Second Language Learning and LangJ,fage Teaching, (London, 1996), 
pp. 177-178. 
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as a basis for selecting and grading the patterns that were to be taught. The applied 

linguists then prepared teaching materials to practice the patterns. While the Grammar­

Translation method, which the audiolingual method replaced, had emphasized intellectual 

and literary study, the new approach rested on techniques of mimicry and memorization 

(mim-mem) designed to develop oral-conununication skills. Since Audiolingualism 

adheres to the theory that language is acquired by forming habits and associating 

responses with stimuli, it is often seen as being based on Skinner's behaviorist 

psychology.26 

In Audiolingualism, structures of the target language were carefully ordered and 

dialogues were repeated in an attempt to develop correct speaking habits. Sentences in the 

substitution, mim-mem and other drills were often related only syntactically. (11I play ball. 

You play ball. He plays ball.11) They usually had nothing to do with anything happening in 

the classroom. Rules were presented but often not formally explained, and activities such 

as 11minimal pairs" (i.e. seat-sit, yellow-Jell-O), were commonly used in an effort to 

overcome the negative interference ofLl sounds. In most applications, there was very 

little use of creative language, and a great deal of attention was paid to correct 

pronunciation. Practice sessions often took place in language laboratories.27 

Ellis notes that the Audiolingual approach makes several assumptions about L2 

leaming.28 

1. Learning a foreign language involves the same skills as other types of learning 

and can be explained by the same laws and principles. All other assumptions accept this 

premise. 

2. All learning is the result of experience and is evident in changes in behavior. 

26 Rod Ellis. Instructed Second Language Acquisition: Learning in the Classroom, 
(Cambridge, Mass. 1990), p.20. 
21 Richard-Amato, p.11. 
28 Ellis, Instructed Second Language_ Acquisition: Learning in the Classroom, p. 21. 
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All behaviorist theories were based on observable behavior. Leaming, therefore, 

consisted of changes in behavior that were brought about through experience. It followed 

that learning could be affected by manipulating the environment. The Audiolingual 

techniques attempt to alter the environment for the language learner. One of the results of . 
treating learning as behavior was that 11meaning11 was excluded from consideration. This 

was considered particularly important in the early stages ofleaming. 

3. Leaming a foreign language is different from learning the first language. 

Comparisons between LI and foreign-language learning were made with two purposes in 

mind. The first was to emphasize the relative ease of Lt learning and to make a case 

for commencing foreign-language instruction as early as possible in order to tap the 

natural language-learning capacity of a young child. The second purpose was to dispute 

the view that the classroom should try to imitate "real life." L 1 learning takes place 

successfully in real life, but foreign-language learning requires the establishment of 

"optimal conditions" for learning. 

4. Foreign-language learning is a mechanical process of habit formation. In order 

to ensure effective learning, each step in the learning process must lie within the 

capabilities of the teamer. In L2 teaching, this was reflected by designing drills that 

exposed learners to minimal differences between patterns. In particular, it developed 

exercises aimed at leading the learner toward a goal in an optimal fashion. 

5. Language learning proceeds by means of analogy rather than analysis. The 

Grammar-Translation method emphasized the value of deductive learning through formal 

explanations of L2 rules. In contrast, the Audiolingual approach emphasizes inductive 

learning through pattem•practice. This contrast is often referred to as analysis vs. analogy. 

Analogy is the central process in fanning habits. The learner needs to identify the 

underlying structure of a pattern by perceiving its similarities and differences with other 

patterns. Also, the lea.mer was expected to produce a pattern in similar but not identical 

situations. The use of vocabulary, substitution and cue.drills was intended to foster both 

IS 



discrimination and generalization. 

6. Errors are the results of L 1 interference and are to be avoided or corrected if 

they occur: The goal of language teaching was to develop the foreign language as a 

coordinate system, independent of the learner's L 1, rather than a compound system, in 

which the mother tongue accompanied and dominated attempted behavior in L2. To 

achieve the coordinate system, it was necessary to prevent learners from speaking their LI 

in class -- although they might occasionally hear it. Furthermore, the central goal of 

avoiding errors in Audiolingualism necessitated massive pattern-practice by means of 

mechanical drills, which had a low probability of error and could thus ensure use of the 

L2. 

Despite all the preventive measures, some errors were bound to occur, ~d they 

had to be dealt with. Students weren't allowed to discover and correct their own mistakes. 

The recommended method was immediate correction by the teacher followed by further 

opportwtity to produce the correct response. This approach was compatible with the 

central element in behaviorism, namely that correct responses received positive 

reinforcement and negative responses received negative reinforcement29 

Textbooks in the Audiolingual style mostly see structures, phonemes {sounds} and 

vocabulary items as the sum total of language. Although based on the four skills of 

listening, speaking, reading and writing, the style pays surprisingly little attention to the 

distinctive features of each skill. More crucially, its view of language use now seems 

naive. The communication situation is far more complex than the style implies. If 

communications is the goal of language teaching, its content needs to be based on an 

analysis of commwiications itself, which is not adequately covered by the Audiolingual 

approach's focus on structures and vocabulary.30 

29 Ellis, Instructed Second Language Acquisition: Learning in the Classroom, pp.21-25. 
30 Cook, p. 183. 
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The Cognitive Code Method 

One of the contributing factors to the rejection of Audiolingualism was the 

emergence of new theories that directly addressed how language is learned. The impetus 

for the LI acquisition research that took place in the l 960s and early 1970s came from 

Chomskyan linguistics, which provided a radically different view of language from the 

conventional wisdom of the time. Rather than emphasizing the differences between 

languages, Chomsky emphasized the idea of "universal grammar," the common abstract 

infrastructure that all languages share. He also differentiated between competence and 

performance. Competence (i.e. language) was equated with explicit knowledge of 

grammatical rules, while performance (i.e. speech) was equated with practicing their use. 

Leaming proceeds from competence to performance. The learner's first task was to lay the 

foundations of linguistic knowledge. Only when this has been achieved can the learner 

"perform." 

Chomsky has consistently said it is impossible for a child to anive at the rules of 

the target-language grammar solely on the words spoken around him. Everyday 

conversations wouldn't include enough data for a child to fully understand the "hidden11 

linguistic rules of the Ll. Thus, the child's task, according to Chomsky, was to devise an 

appropriate grammar given imperfect primary linguistic data. This was possible only if 

the child was credited with a Language Acquisition Device (LAD) consisting of innate 

knowledge of grammatical principles. 

Cognitive Code-Learning theory saw conscious grammatical knowledge as 

essential to the learning process. This assumption derived in part from the distinction 

between competence and perfonnance. In this respect, this method differed most sharply 

from Audiolingualism, which paid little attention to grammatical knowledge. Presentation 

of grammatical rules should precede the opportunity to practice. Whereas Audiolingual 

learning theoty emphasized inductive learning, the Cognitive Code Learning theory 

17 
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promoted deductive learning, at least as a basis for practice. 31 Subskills in listening, 

speaking, reading and writing, such as sound discrimination and pronunciation of specific 

elements, needed to be mastered before the student could participate in real 

communication activities. 

Generally speaking, it was felt that phonemes needed to be learned before words, 

words before sentences and phrases, simple sentences before complicated ones and so 

on.32 The linguists who supported this approach were careful to emphasize that they were 

not advocating a retum to the Grammar Translation method. They argued that learners 

needed to understand what they were learning and that they ought to be allowed to use 

their cognitive skills to help comprehend grammatical structure. Lessons were usually 

highly structured through a deductive process, and the 11rule of the day11 was practice. 

While creative language was used only at advanced levels, students were expected to 

produce correct sentences from the beginning.33 

The other major difference from Audiolingualism was the recognition that 

language learners needed opportunities to use the language innovatively and creatively. 

One of the main objections to the Audiolingual theory was that its emphasis on 

memorizing a fixed set of patterns failed to account for innovation and stimuli in 

language use. 

The Cognitive Code Leaming theory was problematic in a number of respects. Its 

advocates were too ready to extend tenns like 11competence11 and 11performance11 beyond 

the theoretical boundaries in which they were fonnulated. Equating an understanding of 

grammatical rules with competence and speaking with perfonnance was a distortion of 

Chamsky1s position, Ellis claimed. Another problem concerned the sequencing and 

grading of linguistic tenns. In Audiolingualism, there were clear criteria, such as level of 

31 Ellis, Instructed Second Language Acquisition: Learning ln the Classroom, p.38. 
32 Richard-Amato, p.12. 
33 ibid, p.12. 
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difficulty, for detennining the order of presentation. Cognitive Code Leaming theory 

continued to view L2 learning as an incremental process, but offered no rationale for 

deciding in which order items should be dealt with-34 

The Direct Method 

The Direct Method derived from an earlier version called the 11natural method11 

and was developed by the mid~ 19th centwy. This method makes an extra effort to 

11immerse11 the students in the target language. Its advocates believe that students learn to 

understand a language by listening to it in large quantities. They learn to speak by 

speaking, especially if the speech is associated simultaneously with an appropriate action. 

The Direct Method, which is still practiced in "Berlitz" schools. sees second­

language acquisition as essentially similar to the way children learn their native language: 

through direct association of words and phrases with objects and actions. It does this 

while avoiding the use of the native language as an intervening variable.ls 

The direct method has a few characteristics: 

1) Language learning should start with the 11here-and-now,11 utilizing classroom 

objects and simple actions. Eventually, when students have learned enough language, 

they move on to common situations and settings. 

2) Use of translation is strictly forbidden in the classroom. Therefore. lessons are 

often developed around specially constructed pictures depicting life in the country where 

the target language is spoken. These pictures help the teacher to avoid using translation. 

Defmitions of new vocabulary are explained in the target language, or by miming the 

action or manipulating the objects to get the meaning across. 

34 Ellis, Instructed Second Language Acquisition: Learning In the Classroom, pp. 39-40. 
35 Alice Hadley Omaggio, Teaching Language in Context, (Boston. 2001), p. 41. 
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3) Students should hear complete and meaningful sentences in simple discourse. 

This interaction often takes place in the form of questions and answers. 

4) From the beginning, an emphasis is placed on correct pronunciation. 

Transliteration is often used to achieve this goal. 

5) Students are encouraged to fonn their own generalizations about grammar 

through inductive methods. Grammar rules are not explicitly taught. Rather, they are 

meant to be learned through practice. When grammar is explicitly taught, it is taught in 

the target language. 

6) Students are expected to comprehend the vocabulary in written texts based on 

the context of the reading, without the use of dictionaries or translations. 

Critics of the Direct Method question the expectation that the students will 

express themselves freely in the target language from the beginning. These critics say the 

technique can lead to inaccurate fluency, when LI structures are used with L2 vocabulary. 

Another point of concern is that students often don't grasp the whole meaning of an input 

due to the lack of translation and the sometimes inadequate attempts to explain it in the 

target language. These drawbacks have led some Direct-Method classes to incorporate 

short translation exercises and to occasionally use native-language equivalents to clarify 

new vocabulary or concepts,36 

The Communicative Apgroach 

The Communicative Approach emphasizes communicative competence in the 

target language. While acknowledging the importance of structures and vocabulary, 

adherents of this approach believe focusing only on these areas is inadequate. Students 

36 Hadley Omaggio, pp.58~60. 
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may know the rules oflanguage usage, but they will be unable to use it,37 In addition to 

form and meanings, Communications Competence promotes knowledge of the functions 

that language is used for. For example, the learner must also consider the social situation 

to convey his intended meaning appropriately. 

Culture is the everyday lifestyle of native speakers of the language. The 

Communicative Approach pays greater attention to cultural aspects that enhance 

communication, such as the use of nonverbal behavior, than other approaches. The most 

obvious characteristic of the Communicative Approach is that all actions in the classroom 

have a communicative intent. Activities. such as games, role playing and problem-solving 

tasks, .are introduced to enhance commwtlcations. Activities that are truly communicative 

have three features: infonnation gap, choice and feedback.38 

An information gap exists when one person in an exchange knows something that 

the other person doesn1t. For instance, "Ifwe both know that it is Tuesday and you ask, 

'What day is today?' and I answer, 'Tuesday,' the exchange cannot be considered 

communicative. 1139 

In free communication, the speaker also has a choice of what to say and how to 

say it If the exercise allows for only one correct answer, the speaker has no choice and 

the exchange is therefore not communicative. 

Finally, authentic communication is purposeful. Speakers can evaluate whether 

they have achieved their purpose based on the feedback they get. Fanning· questions as an 

exercise cannot be seen as a communicative activity if the speaker does not receive a 

response from the listener. 

In their book "Languages and Children, Making the Match, '1 Curtain and Pesola 

31 Adina Ofek. Class Handout for "Teaching Hebrew in the Diaspora: Theory, Methods 
and Practice,11 Jewish Theological Seminary, Spring 2000. 
38 ibid 
39 ibid 
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refer to communication as the motivator for all language use. 11Communication results 

from the need to bridge an infonnation gap or opinion gap.1140 

Another important component of the Communicative Approach is the use of 

authentic materials. Language is always presented in the way it is used by native speakers. 

This enables the students to develop their own strategies for understanding the language 

in the form that it is actually spoken. 

Activities in the Communicative-Approach classroom are often carried out by 

students in small groups. This helps maximize the time allocated for each student to 

create meaningful communication with his or her peers.41 

The Communicative Approach emphasizes language functions over forms. and a 

variety of forms are introduced for each function. For instance, in learning to make 

requests, the students will learn both "Would you ... " and "Could you ... 11? More complex 

fonns are gradually introduced as proficiency improves. 

The approach advocates work on all four communicative skills, reading, writing, 

listening and speaking, from the beginning. While other approaches focus on speaking 

and listening, the Communicative Approach acknowledges that reading and writing are 

also ways to negotiate meaning. While the feedback in these skill areas usually is not 

immediate, meaning is still negotiated between the reader and wrlter.42 

Students are viewed as communicators trying to make themselves understood, 

even with their incomplete knowledge of the target language. The teacher is seen as the 

facilitator of such learning. The classroom is student-centered, but the teacher plays many 

roles. The teacher is a manager of classroom activities, responsible for establishing 

40 Helena Curtain and Carol Ann B.Pesola. Languages and Children, Making the Match; 
foreign Language Instruction for an Early Start Grades K-8, (White Plains. New York, 
1994) p. 83. 
41 Adina Ofek handout. 
42 ibid 
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situations that can promote communication. During the activities, the teacher acts as an 

adviser, answering questions and monitoring performance. Students interact a great deal, 

working in pairs, trios, small groups or as a whole group. Since the teacher's role isn't 

dominant, the students are seen as more responsible for their own learning processes.43 

The· target language is used all the time in the Communicative-Approach 

environment, even in everyday classroom management. Errors of fonn are tolerated and 

are viewed as a natural part of the development process. Students can have limited 

linguistic knowledge and still be successful communicators. 44 

Motivation is a key component in the Communicative Approach. Adherents of 

this method claim that students are more motivated to study a foreign language when they 

feel that they are learning something useful In addition, the students get an oppommity to 

express their own ideas and opinions in the target language on a regular basis. Helping 

students to integrate who they are with the target language will give them a greater sense 

of security with it.45 

Evaluation can be done informally and fonnally. As an adviser, the teacher can 

infonnally evaluate his or her students' perfonnance. The teacher can also choose to tum 

to more formal written evaluations. The evaluations, however, should not measure 

students only on their accuracy, but also on their fluency. The student who has the most 

control of the structures and vocabulary is not always the best co~unicator, and 

therefore, accuracy as well as fluency need to be taken into consideration.46 

One of the greatest contributions of the Communicative Approach was that it 

asked teachers to look closely at communication. It reminded linguists that language is 

first of all a tool for communicating and negotiating meaning between hwnans before it is 

43 ibid 
44 ibid 
◄s ibid 
46 ibid 

23 



a linguistic structure of grammatical rules and vocabulary. 

81.l11}1ll§D! 

Approaches to second-language teaching and learning have varied over the years. 
, 

The shift has mostly moved in one direction, from grammatical to communicative 

approaches. Second-language acquisition is very complex, and every learner takes a 

different route to get to the goal of fluency. Still, research has shown that people who 

struggle with a new language often go through some common processes. Understanding 

these common threads helps us, as teachers and researchers, to develop the means to 

make a language and a culture more accessible_ to foreign-language students. 
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Hakol Chadash 

Hakol Chadash is a curriculum that was developed in 1990 in Israel and published 

by "n-,:mn n,::11'.m:,"~ t:i,r.m -n""r.>" at Tel Aviv University. 

This curriculum contains a series of books intended for second-grade to fifth­

grade students who are new immigrants in Israel. In their introduction, the authors state 

that their goal is to enable young: immigrants to learn basic communication in Hebrew so 

that they will be prepared to enter Israeli schools and society in general. In order to gain 

these basic communication skills, the immigrant child needs first to gain control in 

listening and speaking skills. But in order to be fully integrated,_ the students must also 

acquire reading and writing skills. The authors believe that their program is uniquely 

designed to equip the learner with all four skills at the same time. 47 

1. Exterior 

Hakol Chadash books have illustrations that are partially colored, and they use 

large, clear Hebrew fonts 1 which makes Hebrew reading easier and more attractive. The 

books are full of illustrations1 such as comic strips, as well as graphics and directions to 

instruct the student (who doesn't know how to read yet) what he or she needs to do. An 

arrow sign, for example, indicates a reading activity. A magnifying glass signals a visual 

exercise, in which the student is asked to identify a certain word among others. The 

layout is clear, but the pages are usually too busy. A page often contains three to five 

activities, which may be overwhelming for a young student. The cuniculum does not 

provide any auxiliary teacher aids or materials, such as posters or flash cards, beyond 

specific instructions on how to use the material. 

41 Hakol Chadash, First Book, p. III 
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2. Table of Contents and Introduction 

Each book of Hako/ Chadash has several units. Each unit is based on a list of 

vocabulary words. Almost all of the units follow a similar structure, and some contain 

review exercises. The progiam developers appear to have made a special effort to create 

an environment that reflects the reality and culture of the lives of new immigrant kids in 

Israel today. The curriculum centers around three characters who appear in every unit: 

Ram, Nira and Robo. Ram and Nira are children who go to school. The students get to 

know these characters, as well as their families and friends. They learn that Ram and Nira 

are neighbors who live in an apartment building on Tzabar Street in Jerusalem. Ram _and 

Nira's grandparents live in Ashdod. Nira has an uncle Sammy who lives in Ramat Gan, 

and Ram has a younger sister, Liat, who attends kindergarten. Robo is a computer robot 

who lives with Ram and is the kids' friend. He asks questions and makes silly mistakes 

that provide some comic relief. His character is meant to make students feel secure 

enough to ask questions and to make mistakes themselves. When I taught Hakol 

Chadash, the kids loved Robo and laughed at his antics. 

Every unit begins with an instruction page for the teacher, which introduces the 

new contents as well as suggestions for learning activities and practice. Each page also 

contains detailed instructions for the teacher, which appear in a separate bar at the bottom 

of the page. 

Instructions for the students appear only in the advanced books. As noted earlier, 

the first book uses graphic symbols to instruct the student. Units one through eight use the 

print font of the Hebrew aleph~bet. In these units, the students are rarely asked to write. 

Instead, most of the Mitten activities concentrate on drawing lines or circling the correct 

answer. The script letters are introduced at the end of unit eight, and are taught gradually 

in units nine through 13. The book usually uses full spelling (N,tl .:i,n:,), and the voweling 

(iip,l) is functional. Dageshim appear Of1:1Y if they change the way a word is pronounced. 
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In their introduction, the authors state several guiding principles: 

(1) Listening and speaking skills should be taught before reading and writing. This 

ensures that when students begin to read, they will have a sufficient vocabulary for the 

reading to be significant. 

(2) Emphasizing the communicative aspect of the language. Even in the first 

stages of the program, the Hebrew conversations are written as much as possible in 

11natural, 11 or authentic, language. 

(3) Meticulous grading of the linguistic elements, and keeping with the principle 

of teaching only one element of the language at a time. 

( 4) Recognizing diversity among the students, which is demonstrated by the 

varied activities geared toward learners with different abilities and different needs. 

Reading, for instance, is taught through the 11whole language" approach, but the reading 

exercises also use the analytical and synthetic approaches. There is an emphasis on 

motivating students. Since successfully accomplishing a task helps encourage effective 

learning, many exercises are relatively simple and have little chance for error. Other fun 

activities, such as luck and competitive games, have been added to help practice linguistic 

skills. 

The introduction reveals how carefully planned and theory-based the program is. 

Still, the curriculum sometimes falls short of its goals. While the authors state at the 

outset that listening and speaking will be a priority, the first unit also introduces reading. 

Similarly, the authors state their intention to utilize different approaches to reading in 

order to accommodate varied learning styles. In practice, the curriculum emphasizes the 

11whole language11 approach to reading. The phonetic approaches are used much less 

frequently, appearing only as one exercise in each unit. The authors do a better job at 

keeping their promise of making gradual progress in the linguistic content. Each wtit 

introduces a new concept while building on the material that has already been acquired, 

following Vygosky1s zone of proximal development or Krashen's· i+ 1 idea. 
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The curriculum lacks any Jewish content. Jewish values, history and holidays are 

not even mentioned. However, the characters clearly live in a typical Israeli setting. 

Teaching Jewish content wasn't one of the goals of the developers. Their ultimate concern 

was teaching Hebrew to young immigrants to help ease their absorption. 

3. Samples of Readings and Exercises 

Hakol Chadash uses an eclectic approach that incozporates elements from several 

theories of second-language acquisition. The focus on listening and speaking skills over 

reading and writing seems to be influenced by audiolingualism. Audiolingualism also is 

presented in the repeated dialogues in Hebrew at the beginning of every unit. The gradual 

progress from simple concepts to more complicated ones appears to be borrowed from the 

cognitive-code approach. However, the most influential theory seems to be that of the 

whole-language approach, which is not a second-language approach per se, but a reading 

method. It views language acquisition holistically rather than a mastery of isolated parts 

such as vocabulary, grammar or spelling. 

First• and second-language acquisition is seen as a process that evolves gradually, 

fueled by the intent to communicate, the desire to convey meaning and to understand. 

Proponents of the whole-language approach advocate using natural language in the 

classroom, and providing natural reasons to write, such as writing a letter o~ making a list. 

The Ha/col Chadash cwrlculwn follows these approaches because it teaches all four skills 

of second-language acquisition simultaneously. It uses authentic, uncontrolled language 

taken from the world of a young new immigrant. The students are encouraged to 

participate in different activities geared toward speech enhancement. 

I have chosen three units of Ha/col Chadash to demonstrate the curriculum's 

approach: 

Unit One introduces the three main characters in the program, Ram, Nira and 
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Robo. At the beginning of the unit, the teacher is given the vocabulary: 'lN, nnN, l"IN; N, 
and ol,'U. The program also provides the teacher with a few students that can be built 

with the students: ... l.ll1 0,,10 ... n,,l N7 'lN ... 10, nnN ... l:llim,,uo, 'lN 

The teacher begins the lesson by introducing a set of pictures without text that 

appear in the book. He points to each picture and introduces the characters' names. For 

example, a picture of Ram and Nira shaking hands is used to teach 110,,\!.I." The children 

then repeat what the teacher says. Between the pictures, the teacher also presents a few 

exercises, such as a role-playing game in which the students introduce themselves to one 

another: 

In another exercise, the teacher asks students: "tci n.r,N" or 11 m,,l 11N 11 They are 

supposed to respond: 11 ____ ,lN .N!," 

In the following pages, the curriculum concentrates mainly on reading. First, the 

students are taught to recognize the written words "lJli,n,,l,01 and 01,'ll. 11 The words are 

initially presented as a whole, but then are broken into syllables. In the next stage, the 

words, "m-<" "nN11 11nnN" and 11N!,11 are introduced as part of short sentences sµch as 11 'lN 

The unit is full of activities meant to help the students to memorize the words. For 

example, they need to connect two identical words in different colwnns, or link a word or 

sentence with the cotTesponding picture. The unit ends with a short comic strip, a word 

search and a "T-shirt activity11 in which the students can express themselves on a picture 

of a blank T-shirt in the book. As an extension of the unit, the authors suggest that the 

teacher help the children fonn letters with their bodies and spell the words they have 
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learned, a "live" statue. 

Unit S, in the middle of the book, introduces new vocabulary words: in~i\!J, No:i, 

",p.,,, 1.DO, n,m and ,N:>. The sentences that are modeled in this unit are: .01 .,w 1!>0 m 

.,no m .,n.,1\!m .,)l "li'~>n 1\?lp.,,n n~,N The teacher is instructed to point to pictures of a 

table, chair, backpack and book and say the Hebrew words while the class repeats after 

her. The0:t the teacher points out these objects in the classroom. The students then give 

their names, before the class plays a game in which a student points to an object and the 

children say its name or vice versa. 

In the next activity, the teacher introduces pictures. He points to a picture of a 

book and says, 111!>0 m 11 • Then, the teacher points to a picture of a book with the name 

Ram printed on it and says, 11.01 .,\!.I i!:lon m 11 • Then, the teacher moves to other objects in 

the class. ( ... .,\!.I \?lp.,,n m .\:lip.,) m). The teachers are advised that some languages, such 

as Russian, don1t have m,,,m NM. But they are instructed not to explain what it is at this 

stage and to continue using it in natural sentences. 

The following concept is 11 ~lJ1'. The teacher asks questions such as 11 ?1,,')lp~m n!:l'N.11
1 

and the students are supposed to try to answer 1'N.t1::>l)n~nwn 1:,.)1 o,p~m,11• The teacher also 

introduces ,,:i,nn n without explaining it just by using it in a sentence and then helping 

the children practice it. The approach here is clearly inductive instead of deductive. 

Grammar rules are not explained, but rather introduced in natural sentences so that the 

students can understand their meaning by themselves. After conversational introduction 

of the words 11ni,n 11 and "it<-t:>4', we start with the reading. As in Unit One, the student is 

expected to read the new words as a whole. Only later does it break down the word into 

phonetics. At the bottom of the page, the teacher can find detailed instructions for the 

exercises as well as ideas for other games and activities, such as card games and memory 

games. 
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The books' exercises go beyond decoding and actually measure the students' 

reading-comprehension level. The children are asked to differentiate between 11,.)111 and 

11 ... ~ 11 , for example, or to circle the sentence that describes the picture next to it. The 

children read a comic strip and enact a phone conversation. The unit ends with the list of 

new words as well as a T-shirt activity. 

Toward the end of the book, Unit 11 presents feminine and masculine verb forms. 

The new vocabulary is o,,~,, m-t.,>, pn!>, pniun, ,l11-r:,, \:>10, :un:, and 11.:i1n:,1 c,zi,:, and 

rn~m:,, c,N,1p and 1'1lN1lP, and 0'll01l and llll'Oll. 

As in the previous units, the lesson starts with the introduction of the new words 

along with pictures. The 1eacher is instructed to use pantomime to help the children 

understand some words. Script Hebrew writing is introduced in Unit 8 and is practiced in 

the following units. Unit 11 also has a script-writing exercise. 

The written words, D'"D', rni,,, p1'l!l1 pnwr.l, ,l11,~ and "10 are introduced 

attached to pictures. The words ~.m:,, Nilp, )to,l, C)J, ~:,, :m, and ,,it,:,y are introduced as 

part of a sentence and sometimes with a picture too. The subsequent exercises emphasize 

the difference between male and female verb forms. The students are asked to fill in the 

correct fonn in a chart or as part of a sentence. Since one of the new words is pn!:1, there 

is a note in the book from Tammi to Nira. The teacher is instructed to read the note with 

the class and then ask questions such as "n,:,;m ,,:::,n 1N' 1pn!:ln l"lN :in:, 'r.l". In the next 

section, the students are asked to read sentences and attach them to the right picture or to 

put scrambled sentences into order. The unit ends, like all previous units, with a comic 

strip that contains the characters, the list of new words and another T ~shirt activity. 

In summary, the authors follow their guidelines carefully. Every unit starts with a 

conversational section that strengthens the student's ability to comprehend spoken 

Hebrew and to use it. After the words have been acquired, the teacher moves to reading. 

The fact that all of the units follow the same structure can be seen as an advantage 

because it avoids the need to spend too much time teaching 1nstructions in the target 
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language. But it also runs the risk of boring the children by doing the same exercises over 

and over again. The language in this unit, as in the curriculum in general, is authentic. It 

is not modified to serve educational purposes. The dialogues flow and sound natural. 

Linguistic concepts are introduced not through explanations, but by using them in an 

authentic context, allowing the learner to figure out by himself how to use them. 

4) The Leamer 

As noted earlier, the cuniculurn was written for elementary school students who 

are new olim. The assumption is that these kids face tremendous difficulties following 

their aliyah. In school, they must struggle with a new language on top of their regular 

academic requirements. In their introduction, the authors state specifically that many 

exercises have been written to allow for a little error in order to strengthen the students' 

sense of success and motivation. The program, therefore, puts an emphasis on improving 

children's confidence and self esteem. 

5) The Teacher 

The curriculum does not state any assumptions about the teachers. The program 

was written for Israeli public schools, and the authors may have assumed that all Israeli 

teachers meet certain basic requirements. My conclusions about their assumptions, 

therefore, are based on my understanding of the text. 

Hakol Chadash lays out very detailed instructions for the teacher. It also offers 

extra activities for each unit. The detailed instructions indicate that the curriculum 

assumes that teachers may not be experienced in the techniques and theories of second­

language acquisition. Since these instructions are in high~level Hebrew, the curriculum 
.. 

also assumes that the teachers are native Hebrew speakers. For instance, when I used the 

32 



curriculum, my American colleagues needed help understanding the directions, despite 

their relatively strong knowledge of Hebrew. Thus, we can assume that the program was 

not written for use overseas. The additional activities indicates that the developers 

understand the need to give teachers flexibility to design their own lessons and to 
' facilitate their own classroom, even in a program as detailed as this one. 

Conclusion and Personal Comments: 

Even though Hakol Chadash was written in Israel for local use, I used it to teach 

Hebrew to first graders in the Solomon Schechter School of Manhattan. The program was 

partially successful. It provided a springboard to many activities in conversational 

Hebrew and gave me some direction on how to proceed in teaching reading skills. The 

students were enthusiastic. They liked the comic strips and the familiarity with Ram, Nira 

and Robo. However, in the middle of the school year, I found out that my students knew 

how to read and comprehend all the words that we had studied, but couldn't read new 

words. Decoding unfamiliar Hebrew text is essential since we also teach Torah and 

Mishnah. I started to supplement our Hakol Chadash sessions with materials borrowed 

from other, more phonetic-based curricula. My conclusion is that using whole language­

based curriculum outside of Israel and for L2 instruction can be problematic because the 

students rarely encounter Hebrew, spoken or written, outside their classroom. This makes 

it harder for them to memorize the words that they have learned to read. Using the whole­

language method in the Diaspora will require phonetic supplements. This point should be 

considered by teachers who think about using Hakol Chadash in their classrooms. 
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Nltzanim 

Nitzanim was developed in the late 1990s by the Melton Centre for Jewish 

Education at the Hebrew University of Jerusalem and produced by the Centre for 

Educational Technology in Tel Aviv. CET used to be known by the Hebrew acronym 
' """7.3· The program was written specifically for Hebrew instruction in the Diaspora and is 

aimed at students at Jewish day schools - kindergarten through second grade. The 

curriculum is constructed in three levels: Each level includes seven booklets, each 

containing one short stoiy, a teacher's guide and an audio cassette. In addition, a student 

activity book, a large booklet of illustrations--along with dialogues and texts in basic 

Hebrew .. -are still in development. The booklet is called "rn,:rro :,,1u:iri. 11 

1. Exterior 

Nitzanim's booklets are bright and colorful. Each contains a different kind of 

illustration, varying from clay puppets to photos and drawings, which make each story 

unique. The teacher's guide is easy to follow. The layout is clear, and the fonnat is user­

friendly. The curriculum doesn't provide external teacher's aids, such as cards or games, 

although the program calls for many activities that require them. However, the teacher's 

guide offers instruction on how to create these aids in class. Unfortunately, most of these 

suggestions are expensive or time~consuming. 

2. Table of Contents and Introduction 

In their introduction to the teacher's guide, the developers state that the curriculum 

was written with three aspects of current Hebrew instruction in mind; 

1) Modem approaches to second-language acquisition, especially the 

communicative approach. 
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2) Theories that emphasize the centrality of the child's world in education. 

3) Emphasis is put on the sociocultural background of the Jewish child. 

The focus is on stories as a means for Hebrew acquisition, since children are most 

familiar with this genre and prefer it over other techniques. Furthennore, the narrative is a 

form of expression that comes naturally for young children, and the content comes from 

their immediate environment. The stories of Nitzanim reflect the children's daily lives and 

Jewish holidays. 

The stories in the first level are intended for children who don't know how to read 

Hebrew and those who are beginning to reaci. The vocabulmy is basic (90-100 words), 

and there are a limi.~ed nwnber of basic sentences. The first appendix in the teacher's 

guide provides the teacher with a list of words that are introduced in level one. The . 

developers note, however, that in a few instances they use words that are not on the list. 

They do this in order to tell the stories in natural fluent language and to avoid creating 

artificial sentences that can be used only in the classroom. 

The curriculum emphasizes all four language skills: listening, speaking, reading 

and writing. The stories are therefore read to the students, or they can listen to the stories 

on the audio cassettes that accompany the program. After the students have listened to the 

story, they are asked to talk about it. The developers encourage the teachers to expose the 

text to the children, even those who do not yet know how to read. They argue that early 

-exposure to the tex:t will help them recognize different patterns in written Hebrew. 

The teacher's guide offers three steps for teaching each story. The first is 

"prereadiog.11 This stage is important because it helps the learners acquire all of the 

linguistic elements that are needed to understand the text. This process prepares the 

children to develop a general widerstanding of the story without disrupting the reading for 

translation or explanations in their native language. The activities in this stage are geared 

toward vocabulary acquisition. They consist of games with objects or cards, modeling by 

the teacher and physical activities. 
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The second step is the 11reading11 stage. At this stage, the story is read while the 

students participate in the parts that are repetitive. They can either repeat what the teacher 

has said or read aloud. In the subsequent activity, the teacher asks the students to find 

certain sentences in the story, which they try to locate using the text or picture in each 

page. 

The third step is called 11postreading. 11 At this stage, the story is used as a basis 

for conversing and thinking in Hebrew. In addition, the story comprehension is 

manifested through a variety of activities, such as role playing, art or creation of a new 

text that is built on the model of the old one. 

There is an abundant numbe~ of activities in the teacher's guide. They are varied 

and reflect different levels of difficulty, which enables a variety of learners to benefit. In 

addition, some of the stories, such as o,,,~ i;,'tl m,n 1l, and 

,i-t,,N :non~,:, are offered in two different versions in ascending difficulty. The teacher is 

instructed to choose the version that best suits the class. The curriculwn suggests that the 

teacher create a visual environment in the classroom that reflects what they have studied. 

For instance, the teacher might display illustrations or characters from the book, sentences 

or words from the text, or an exhibit of children's works based on the story. 

The adjacent 11r,11:i10 nmon" booklet is to be published in a wide format and is 

full ofiIIustrations and texts in basic Hebrew. The illustrations describe situations from 

daily life in the· classroom, at home and outdoors, as well as scenes that reflect the Jewish 

holidays. Benveen stories, the authors suggest that the teacher present one of the 

illustrations in class in order to stimulate a conversation in Hebrew. The booklet is meant 

to reinforce vocabulary that does not appear in the stories, but is still needed in the first 

stages of second-language acquisition. 
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3. Samples of Readina and Exercises 

The developers of Nitzanim state in the introduction that they have relied heavily 

on the communicative approach to second~language acquisition. This approach 
' 

emphasizes the function of language as a means to achieve commwiications between 

people. Moreover, the way we commwticate varies from one social context to another. 

Since communication is a process, it is not enough for students to master the target 

language's forms, meanings and functions. They also "must be able to apply this 

knowledge in negotiating meaning. ''48 

In order to provide a deeper analysis ~f the Nitzanim curriculum, I will present 

three units from the program. One is meant for the beginning of the year. The next is for 

the middle, and the last is designed for the end. 

The unit "')N 0111 includes a story about a girl named Tamar who wakes up in the 

morning, does her usual morning activities and is ready to go to school. Her younger 

brother tries to imitate her, but he is not always successful. The teacher's guide provides 

the teacher with a list of eight verbs: nr.>p1op; n11JiNntm'(; ru,n,., ~mi;nw:n~uw::n,; 

n~:nN/,:m~; nnp,,mr.n,; r,:,!,in11,,n; n:,1::im:,il. 

However, only some of the words are actively taught in the following activities. 

The guide also lists nine nouns: 'lN, ,p,:i, m,,r.,, a,,,,. o,,,, o,,~. ,i,,:i nn,1N, p>n and )l 

. There is one adjective, n>nP/\\?P, the word 01, and the linguistic structures 

In the first stage of the unit, the guide instructs the teacher to use the verbs in 

different tenses, but not at the same time, unless the kids are already familiar with some 

of them. the introductory games offered here include "tnp,11 , 1111:1.w~" and "c,:,~nn, 

c,:1~,n N,11 -- activities that are similar to "Simon Says." 

48 Adina Ofek handout. 
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The teacher is then instructed to put objects that are connected to washing, clothes 

and foods around the classroom. When the teacher asks, 11 10,·o "(mi ,r.,11 the children 

pretend to wash their hands. 111~:m•it ,r.,11 The kids need to get a food item and pretend to 

eat. At a more advanced stage, the teacher can use only the masculine or feminine form of 
, 

the verb and have only the boys or only the girls react. 

The next activity is a movement song that follows the tune of 11Here We Go 

Round the Mulberry Bush." Bach verse includes a morning activity that is sung and 

followed with movement exercises. The guide offers nwnerous games that are intended to 

evaluate the children's comprehension of the verses that appear in the song. The next 

activity is aimed at teaching the phrase, "1>N Cl. 11 The teacher asks a student to perfonn an 

activity, such as "lin:,~11 or "71:,N-,. 11 The teacher then imitates the student and says," 01 

The guide says not to spend too much time teaching the nouns because these 

words will be understood through the illustrations. In the final activity before moving into 

the story, the children look at the book1s cover and based on its name and the illustration, 

try to predict what the story is about. The guide encourages the teacher to emphasize the 

story name, and permits the discussion to be in the children's native tongue. The rest of 

the lesson, however, is meant to take place in Hebrew. 

In the second stage, the teacher begins by reading the story to the children. Then, 

the children join the teacher in repeating the words 11'lN Ol. 11 This activity repeats itself 

every day for a few days until the children can tell the story almost completely. The 

teacher will then ask the class to find certain sentences in the book. Children can also 

assume the teacher's role and ask the rest of the class to find the right page. According to 

the guide, this is not a reading exercise, but rather a listening exercise that asks the 

children to understand a Hebrew sentence and connect it to the right picture. 

In the postreading stage, creative activities are offered to e~ce the students' 

understanding of the story and provide ample opportunities to interact in Hebrew. The 
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activities include acting out the story, drawing a scene from it, creating a model of 

Tamar's home, a memory game and creating an altema.tive story in which Tamar imitates 

her brother getting ready to go to bed in the evening. 

The second unit, 11 10,N.n~ 13 m1N11 , is a Chanukah story about Bobo, a boy who 

has received a menorah as a present and searches for a candle that fits it. Bobo examines 

a variety of candles before finding the proper one. The teacher's guide offers eight 

prereading activities, but tells the teacher teacher to choose only the activities that are 

appropriate for the class level. 

The first activity instructs the teacher to present the combinations 

"l1l'l' ~'l' 1l11 mid "ni~m or) ~VJ ,,, 11 as well as names of colors such as 110,1N 1)" or 

11,J~ 1311 a few weeks in advance. The second activity involves having the children 

classifying the candles according to different criteria that they have chosen. · 

In the third activity, the students are asked to classify the candles according to 

color. The teacher is asked to put four circles on the floor: red, white, yellow and blue. 

The children will have to pick up candles from a sealed box and place each candle in the 

correct circle, according to their colors. While doing so, the child is to explain what he or 

she is doing in Hebrew, saying, for example, 11n!l Ol"TNn ,m nM C'lJ 'lN". 

The fourth activity is a game that is intended to teach the words 11,rTl" and "WP"· 

The teacher will point to two objects, one big and one small, and the children will 

describe them by saying, for instance, 11,1,l 1n,1'011 or 111t1P 1lT.)". In thls exercise, a child 

can take the teacher1s role and point to objects. 

In the fifth activity, the children pass two balls, one big and one small, to one 

another. Each time a child catches a ball, he or she says, 11,l"Tl/'I\Ji' ,,,:, ,1, >tJ~0 • The rest of 

the class will respond by saying the child's name. 11~l'T)flUP ,,,, ---'' vn11 • 

The sixth activity presents the expressions, 11,11.l ~,il", ",,r.i 1cip11 and 

111,11~ 'ln". The teacher is instructed to bring boxes and jars to the clB;Ss with covers that 

fit or don't fit. When putting a large cover on a small box, the teacher says. 
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11 • o,Nnn N, no:,nn . ,,.o .,,,:. no:>>Jn .No£npn ?}.I no:,n nn'l' 'lN 11 • She can also use the 

word 11nt11 in place of the word "no::in." Similarly, she can put a small cover over the box. 

After the demonstration, the children play with the boxes, the jars and the covers while 

repeating the sentences that have been introduced by the teacher. 

The seventh activity teaches use of the adjective 11m:il" and the combination 

11m:ll ,:in 11 • The teacher can bring tall objects to class, such as block towers or ladders. 

She can also take them outside and ask them, "m,l>.n "<)li1 n~\N" or "1m:un :rr1:in n!mt". 

The children respond by saying, 11nl::&l ,::,n '(Yn m" or "mll ,:,r, 11,!ln m 11 • The teacher can 

follow this activity with a worksheet in which the children must find the tallest of four 

trees pictured on the page. 

The final activity in this section is a dialogue in which the teacher describes a 

situation such as "qn,l'l'n ~Y o>\!I~ ,,,~ no .n-om 0,, ttn". The children respond with 

In the reading stage, the children are exposed to the text. The guide suggests that 

the teacher create a 11big book" by photocopying it in an enlarged format and putting the 

photos on construction paper. At first, the teacher does not give the children their own 

book. Instead, she will read the story to them from the large-format book while showing 

them the pictures and following the text with her finger. Then, the teacher will read the 

story, with the children joining her in repetitive parts. The teacher is instructed to read the 

story several times until the class knows it almost by heart. Children can participate by 

reading the different characters' parts. In the last activity of this stage, the teacher asks the 

children to find certain sentences in the text. 

The third and final stage of the lesson follows the story. Here, the teacher can 

choose between acting out the story, creating a puppet theater, an art project or even a 

new story based on the text. The children can also bring different menorahs to class and 

compare them using the vocabulary that was introduced in the story. . 

The last unit to be described is 11 m:iw, n:inr., lll'lJ n~~". It is the last unit in the 

40 



curriculum's guide. The story tells us about Einat, a girl who goes to school every day 

during the week but always looks forward to Shabbat, which is a special day for her. This 

unit follows the same format of the previous lessons. It starts with a list of verbs, nouns, 

adjectives and linguistic structures that will appear in the story. The preparation stage 

includes activities such as a mime game that introduces the verb 11C1)) npn\!J)'.)fi'nitit.l". The 

children are divided into pairs. Each pair will demonstrate in mime a certain kind of 

game. The rest of the class must guess what game it is in Hebrew. For example, 

110">?-0:lnr.>:i. ____ Ol' r-,n\lJD n:nM". In another activity that illustrates the verb 

11m\!Jl"WJ", the teacher asks a volwiteer to leave the classroom. Then another student starts 

to sing. When the volunteer returns to the class, be or she must guess who sang: 11 __ _ 

"l\!J, II Or 11i11\!J ____ 11 

An interesting activity is used to demonstrate the words, 110,, ~:,0 • The teacher 

prepares pictures of scenes taken from the students' lives. Some scenes describe daily 

activities, such as a boy brushing his teeth, Others describe activities that aren't as 

frequent, such as a girl swimming in a pool. The teacher will put the pictures on the floor 

with a sign that says "C)" ',:,". The children are asked to take pictures that describe their 

daily activities on the sign and explain their choice in Hebrew. For instance, 

The story stage follows the same routine of the previous lessons. The teacher first 

reads the story, then reads it together with the children, and at the end, the students need 

to find specific sentences in the book. The third, postreading stage offers more creative 

activities, such as preparing a personal book with each child titled 

11 m:iw~ n:,nnm:,no ____ no~". Another activity asks the children to draw 

additional pages for the story, which describes what Einat and her family do on Shabbat. 

The story concentrates on Einat's activities during the week but interestingly gives few 

details of what she and her family do on Shabbat. This seems to be a s.hortcoming since it 

would be an easy and useful way to make the connection between Hebn::w and Judaism. 
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A handout given to me by Adina Ofek describes several principles of the 

communicative approach. This section will ex:amine to what extent these principles are 

manifested in this unit of Nitzanim.49 

1. "Authentic language," language as it is used in a real context, should be 

introduced "whenever possible.11 The language in this unit, as well as in the rest of the 

program, is authentic. Except for repetitions, it does not appear to have been modified for 

second-language learners. 50 

2. "The target language is a vehicle for classroom communication, not just an 

object of study." It is interesting to note that the guide never instructs the teachers to 

speak only in Hebrew or even give directions in Hebrew. It is possible that the developers 

thought this was clearly understood and didn't have to be mentioned. Furthennore, all of 

the communication between the teacher and the class that is demonstrated in the guide is 

in Hebrew. 

3. "One function may have many different linguistic fonns. Since the focus of the 

course is on real language use, a variety of linguistic fonns are presented together." This 

principle appears to be only partially employed in Nitzanim. While the unit does not 

provide the learner with different ways of saying 110,z.mn N, 1ln11 , it still introduces many 

words, sentences and figures of speech instead of concentrating on one linguistic element 

at at time. the way more traditional approaches do. 

4. "Games are important because they have certain features in common with real 

communicative events -- there is a purpose to the exchange. Also the speaker receives 

immediate feedback from the listener on whether or not she has successfully 

communicated. Having students work in small groups maximizes the amount of 

communicative practice they receive." Nitzanim offers an abundance of games that are 

49 ibid 
50 ibid 
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aimed at fostering interaction among the children, and between the children and the 

teacher. 

5. "Students should be given an opportunity to express their ideas and opinions." 

Most of the activities for the final stage of each unit, which follows the story, are aimed at 

helping the students express themselves in Hebrew through various art activities that were 

introduced earlier by the teacher. 

6. "Errors are tolerated and seen as a natural outcome of the development of 

communication skills. Studenm- success is determined as much by fluency as it is by their 

accuracy. 11 The Nitzanim guide provides no guidance on how to deal with students• errors. 

However, it still states that success and pleasure in accomplishing educational tasks help 

to achieve effective learning. s I This statement can be understood as supporting the 

communicative approach's claim that success in second-language acquisition can be 

measured only by the grammatical skills of the student. 

7. "One of the teacher's major responsibilities is to establish situations likely to 

promote communication." Nitzanim's activities. such as role playing, puppet shows or 

class discussion in Hebrew, encourage communication in the target language. 

8. "The teacher acts as an advisor during communicative activities. 11 Although the 

guide doesn't discuss the authors' view of the teacher, the curriculum seems to see the 

instructor in a more active role than that of an advisor. The teacher reads to the children 

and communicates with them more than they communicate with each other. This most 

likely is because of the young age of the target population. Students from kindergarten to 

second grade usually experience more difficulty working independently than students in 

higher grades. 

9. "In communicating, a speaker has a choice not only about what to say, but also 

how to say it. 11 Nitzanim offers activities that do not restrict the learners to one kind of 

si Nitzanim Guidebook, p.7 
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response. Instead, they allow the students to express themselves in a variety of ways. 

Some activities, such as role playing or class discussions, give the children many ways to 

express themselves. Others, such as the game with a large and small ball, are meant to 

elicit a very specific answer. 

10. "The grammar and vocabulary that the students learn follow from the function, 

situational context and the roles of the interlocutors. 0 The teacher is never expected to 

explain a grammar rule to the students. Instead, the students leam the rules deductively. 

Overall, it appears that the authors have tried to follow the basic principles of the 

communicative approach. However, it seems that the young age of the learners has 

forced the developers to make some adjustments. For instance~ the teacher plays a more 

active role than typically offered in the classical communicative approach. 

As noted earlier, the language is always authentic, and the skills that are 

emphasized are mostly speaking, listening and reading, although it does not teach how to 

read Hebrew phonetically. There are few writing activities. The authors never say why 

they have done this, so their reasons are unclear. Finally, grammar, while playing an 

important role, is introduced deductively, allowing the learners to reach the conclusions 

about the structure of the Hebrew language by themselves. 

The Leamer 

Nitzanim was written for students in kindergarten through second grade in liberal 

Jewish day schools. (The boys in the the pictures don't wear k.ippot.) It talces into account 

the different levels of Hebrew in each class, as well as the multiple intelligences that the 

learners possess. Therefore, some stories have more than one version, and the preparatory 

and follow~up activities engage the students in a different task each time. 

The developers of Nitzanim state that they want the ch~dren to enjoy themselves 

because they believe that when the students are having fun, their learning is more 
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effective. Therefore, games and fun assignments are an integral part of the program. 

The Teacher 

The teacher's guide offers no direct insight into the authors' view of the teacher. It 

does not specify the expectations for the teacher's training and experience. However, 

since the guide is written only in Hebrew, it seems that the authors expect the teacher to 

be, at the minimum, a fluent Hebrew speaker. The material does not require the teacher to 

have experience in any prior pedagogic methods or linguistic knowledge. It appears to 

view the teacher as an independent improviser, rather than an executor of a detailed plan. 

The teacher's guide seems to be seen as a suggestion on how to teach the material. Often, 

the authors call on the teacher to decide whether a certain activity or linguistic element is 

appropriate for their class. While the teacher is not expected to carefully control the class, 

he or she still plays an active role within it 

Assessment: 

The program doesn't have any kind of assessment. 

Conclusion and Personal Comments 

I have used the Nitzantm curriculum with first and second graders and found the 

program to have tremendous appeal to the students. They loved the booklets with the 

colorful illustrations and the accompanying activities. The broad appeal of the 

cuniculum, and its consideration of multiple intelligences, allowed me to teach it to the 

whole class while still enabling children of different skill levels to improve their Hebrew. 

Another advantage is the program's ability to present Jewish subjec~ in a way that is 

attractive to the young learners and connected to their world. Not all of the units deal with 
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Jewish subjects, which sends the message that Hebrew is very much connected to 

Judaism but also is a modem live language that can be used in nonreligious contexts. 

Still, there are disadvantages. One of the most pressing is that the curriculum does 

not seem to follow a straight line of progression. Each unit presents a new set of 

vocabulary that usually is not connected to the vocabulary from prior lessons, There is no 

repetition or review built into the program to help the children memorize the words. This 

element is crucial since children have very limited exposure to Hebrew outside the 

classroom. It also has been difficult to teach without supplemental material from other 

Hebrew-acquisition curricula. In a Jewish day school such as the Solomon Schechter 

School of Manha~ where Hebrew is taught daily, there simply is not enough material 

to cover a whole school year of learning. Furthermore, the program does not teach 

Hebrew reading as a skill. The developers acknowledge this. "The program is not 

intended to teach reading by a systematic, graded method,11 they write. 11Its uniqueness lies 

in its ability to support the acquiring of reading in addition to other methods that are 

taught in the schools."52 The guide offers the teacher a short appendix with suggestions 

on how to promote reading through Nitzanim, which all include word and sound 

recognition. This appendix is presented separately from the rest of the units. 

Another disadvantage of the curriculum is the lack of any assessment. The 

program does not offer built-in tools for the teacher to assess each child's individual 

program or the progress of the class as a whole. Despite its disadvantages, Nitianim is an 

appealing and effective program that promotes verbal communication and comprehension 

of Hebrew among young learners. 

s2 Nitzanim Teacher1s Guide, p.10 
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Saf Madregot 

Sa/ Madregot was developed between 1983-1986 by the Department of Education 

of the World Zionist Organization. Dr. Asher Rivlin led the project, and it was tested by 

94 teachers in 32 schools worldwide. In their introduction, the developers state that their 

intention is to teach Hebrew as a live language. They note that Madregot is not intended 

to replace other Jewish-studies programs, but to strengthen and broaden them. The 

authors aimed to create a Hebrew cuniculum to be taught only in Hebrew (lvrit B'lvrit) 

with "interesting and not too difficult texts, a variety of questions, linguistic exercises in 

varied difficulty leve~s and easy to follow educational methods.11Sl All of the above, they 

claim, will enhance the students' motivation, enjoyment and success. 54 

Exterior 

Madregol books are clear and bright. The pages are not too busy, the print is large, 

and the illustrations are partially colored. The curriculum offers only audio tapes as a 

teacher's aid. The tapes contain a recorded version of the stories in the book. 

Table of Contents and Introduction 

Mad,:egot is ambitious and wide-ranging. It is intended to be taught for seven 

years, beginning in elementary school. It includes five books that contain 17 major 

sections, which are called "gates," with a total of 120 units of study. The cuniculum also 

offers a dictionary that contains 1,250 basic words commonly used in Hebrew. Each book 

53 Madregot Teacher's Guide, p.3. 
S4 °b'd 3 1 1 . p. . 
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can be used in two grades. For instance, there is a book designed for second and third 

grade, followed by a book for third and fourth grade. Each book was published in two 

versions. One is for countries in the Northern Hemisphere, which start the school year in 

September, and another version for Southern Hemisphere countries, which start the 

school year in February or March. 

Structure 

Each book contains four sections. Three of them follow the order of the Jewish 

holidays and the seasons. The fourth c~ can be broken into units that can be taught 

throughout the year as complementary material. Each section contains six to eight units of 

. varied lengths. It opens with a 11gate page" that includes an illustration hinting at its 

content Every unit contains a literacy text, such as a story, poem or fable, a collection of 

questions intended for reading comprehension and creative thinking, and a combination 

of grammar exercises - functional grammar, linguistic structures, common phrases and 

so forth. At the end of each unitJ there is a list of all the new words, along with the words 

that were taught in previous chapters. In addition, each book concludes with a list of all 

the new words that appeared in it and the vocabulary that was taught in previous books. 

The Madregot authors state that they followed several methodological principles 

as they developed the curriculum. 

a) Each book should be taught in one year. The developers even calculated that a 

short unit should be taught in three or four lessons, a medium•size writ in five or six 

lessons, and a long unit should be taught in seven or eight lessons. 

b) Texts were selected based on their literary, linguistic, Jewish, psychological 

and educational value. 

c) The topics are meant to reflect the children1s daily li~es in !lChool. at home, 

among friends and with pets, as well as hobbies and deeds of loving kindness .. Every book 

48 

I 
f 
i 

I 

l 
! 

' i 

I 
l 
I 
l 
I 
! 

I 
I 
I 
I 

l 
l 

I 



also contains Jewish topics of the past and present, Shabbat, holidays, the state of Israel 

and universal fictional stories. 

d) All the stories have been rewritten for educational purposes. 

e) All the texts are presented in a sequential order according to their linguistic 

complexity. 

t) Many texts were written as a dialogue to enable acting out of the text. 

g) The layout for each text was chosen in a way to ease the reading process: Each 

line contains one sentence, the page is divided into small paragraphs that are given a 

subtitle or number. The location of each illustration was selected carefully, and there is an 

abundant use of punctuation marks. 

h) The number of new words and phrases in each unit is limited and coordinated 

with the level of the class. 

i) The reading-comprehension questions are aimed at learners with varying levels 

of writing skills and linguistic knowledge. Many units offer the students the opportunity 

to write their own questions. 

j) Formal grammar is never taught, but functional grammar is studied gradually 

throughout the program. Every book presents different grammatical aspects along with 

exercises to practice them. For instance, there is a gradual transition from present tense to 

the past tense and then to the future. Linguistic structures are also presented gradually, 

from short simple sentences to more complicated ones, such as compound words 

(rn:,,~o) and prepositions (on, l1l~'tJ). 

k. Vowels, or ,,p,.l , appear in all the books. But their use is reduced as the 

program. progresses. 

1. The program uses N'.:i~ :i,ri:,, even in words that are not usually written that way, 

such as 11mn,N 11 instead of" n!l,N 11 and '1\:>!)'i!nn" instead of 11"!l\!J}:] 11• Asher Rivlin~ the 

program developer, calls this ''didactic vocalization" and says it is intended to make 

reading easi~r. 
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Unit Structure 

Each unit begins with a prereading activity, such as a class conversation, that 

connects the new material to the previous unit. This conversation provides the students 

with the content and linguistic background needed to m1derstand the new unit. The 

preparation discussion typically contains games and audio or visual aids. such as pictures, 

card, posters, music, shcirt movies or even a trip. During this conversation, the new words 

are introduced and written on the board with their definition in the native language. The 

authors suggest practicing the new words in different contexts and urge the teachers not 

to proceed to the new text without teaching the new words first. 

After the prereading conversation, the class can move to the reading stage. The 

teacher reads the text, then the class listens to a recorded version of it. Afterward, the 

children read it on their own. The reading part is followed by another oral exercise aimed 

at improving the students1 ability to express themselves in Hebrew. This conversation 

concentrates on the main ideas in the text. The discussion is stopped from time to time, 

and the teacher gives the students short writing assignments. The authors put an emphasis 

on developing Hebrew writing skills and offer a variety of strategies to provide the 

students with more opportunities to express themselves in writing. 

Samples of Readings and Exercises 

Throughout the curriculum, the Madregol developers never refer to any particular 

second-language acquisition theory as the sole influence on their work Instead, Madregot 

seems to utilize an eclectic approach, using elements from various approaches, including 

the Direct Method. 

Following is a description.of three units from the curriculum1s third-grade book. 
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The first, "n:no o,,-o 0,,!,,11 , appears in the first section. The text, based on a story by A. 

Ben~Shazar, is divided into four paragraphs. It tells the story of Noah and Sima, an 

elderly couple who live in a small house. Every year before Sukkot, Noah builds a sukkah 

next to his house and invites the children to come and visit. When the children come, they 

say the m:J-1:i, and are given candy and cake. One year, one of the children tells his :friends 

that his father, a doctor, told him that Noah is sick and cannot build a sukkah. The 

children then surprise the couple by building the sukkah for them. 

In the prereading stage, the teacher is encouraged to visit the school's sukkah with 

the class and to talk in Hebrew about Sukkot and its customs. After teaching the new 

words, N!:»t,,n~,n. 1Pl, nlpl and :n~», the teacher can ask the children what their fathers 

do, how adults can help other people, and how a child can help an older person. The class 

then proceeds to reading the text, one paragraph at a time. After each paragraph, the class 

pauses and discusses its content: How do we know that Noah and Sima love children? 

How do the children know that Noah is sick? What do we need for a sukkah? After 

reading the last paragraph, the class can discuss the story as a whole. 

In the next exercise, the children take turns reading the story. This is followed by 

13 questions and exercises that require writing. The students need to provide full answers 

to a question, such as "?N!3ti ,1:1" or 1110,,,,n ,\/J n:,,,o::a iu, n~11 • In others, they need to 

complete a sentence( ... ,:, n:m, nv.>N Nm m:,,o). Then, on the blackboard, the teacher 

writes names of the characters in the story, and the students fill in what each of them said. 

The authors recommend ending the chapter with a role play of the story. 

The second unit to be presented is the unit for Yam Haatzmaul. The unit presents 

a poem called 11,Ni\!n~ n:Jil 11 by R. Shilav. The poem describes how Jews all over the 

world celebrate Israeli independence day by raising the blue and white flag, sending Israel 

blessings and prayers for peace, and singing Hatlkva and Yerushalayim Shel Zahav. The 

program's guide encourages the teachers to decorate their sch~C?ls and classrooms for Yom 

Haatzmaut and to open the unit with Independence pay songs that the children are 
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familiar with. 

The new words introduced in this unit are 1nN, ,Niw, l1l'1D,mND:il', o~n)l, Ol-1, !,N, 

w, and nnr.iw. The guide, however, doesn't offer any creative ways to help the children 

memorize the words. The teacher is instructed to write at the center of the blackboard the 

Hebrew date and then 11 • oi)\!.I _ n:i Nm ~n'(1\!.I' nl'1il .,Niw, r1l,i>:l, rt)Nr.l~l.ln :i.n ". Since 

the main theme of the poem is that Jews all over the world are celebrating Israeli 

Independence Day together, the teacher raises the question: 

11mm 01.,) 0)\!1)).1 'lnlN n.r.>". 

After discussing the question with the students, the teacher slowly reads the poem 

twice and writes the children's answers to the question on the blackboard. Then, the class 

looks at the main illustration to the poem. It shows a map of the world with Israel in the 

middle. From all over the world, there are arrows pointing to Israel. After the illustration 

is explained, the children are asked to pick up phrases and words from the poem that fit 

the illustration. 

In the next activity, the children write greeting cards to the State oflsrael in 

Hebrew and share them with the rest of the class. The last activity is another list of 

reading-comprehension questions and a small letter-search game that creates the words 

11i~, )::i>::1 11 • As a conclusion, the authors suggest that the teacher lead a discussion that 

compares the costumes of the local independence day with those of Yom Haatzmaut, 

The third unit to be described is the last unit in the book. The unit, called 

"'('i' ~v c,,, 11 starts with a discussion in which the children review each season and its 

distinctive characteristics. (The seasons were already taught in previous units.) The 

teacher presents summer pictures as well as objects that are associated with summer, such 

as sea shells, sand or a beach ball. 

The prereading conversation introduces the unit's new words: O'l 'T>.:l, ~,nJ )'Y.l1N, 

~!:np1 itin, ,,,, rp, nn,:in, '(1nJ and "{lii11n',. The discussion should include questions such 

as: How do we know when it is summer? What do we do in the surnn;er? Why is it good 
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to go to the beach? What are children doing on the beach? Children should be encouraged 

to share their own experiences. 

In the next stage, the poem is read by the teacher, and then by the students. The 

guide suggests that each time a few children read parts of the poem in a certain order. 

Afterward, the children need to answer the questions at the end of the unit. As in the 

previous units, some of these questions ask for information that is found in the poem. 

Others require a closer look at the text, such as "Find words that appear four times in the 

poem. 11 The unit concludes with another reading of the poem and an exercise in which the 

children are asked to draw a pictw'e that is related to the beach during the summer. 

Through these units, we can see how Madregot is influenced by the Direct 

Method approach. They all follow the same fonnat, beginning with a preparatory 

discussion, introduction of text and subsequent questions and exercises. 

Although the authors made an effort to introduce the students to famous Hebrew 

and Jewish stories and poems, the language of these texts is not authentic. In some cases, 

they altered the language for educational purposes. In many cases, the language seems 

artificial, even forced, such as the story for Y om Kippur when a child tells his mother: 

11::1,n nm~, m,v ~~iN ,,N lN. nss Most native speakers would say the sentence in future 

tense: 11:it;,n nnw~n nl)l,I ~~lN 'lN." Another example is the sentence, 

"~N~ n,m o,,rm ci;,,:, 11S6 in the Yom Haatzmaut poem. Native Hebrew speakers would say 

11~N~ o,,1r., 0::n:,. 11 This reflects the curriculum's graded approach, reinforcing what has 

already been taught and not adding concepts that have not been introduced yet. 

While grammar rules are not formally taught, each unit has a strong grammatical 

component. In many units, students are expected to work on a grammar exercise after 

they finish studying the text. In addition. the book contains 11yellow pages" between ~e 

ss Madregot, Second and Third Grade Book, p. 25 
s6 ibid, p. 153 
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units. These pages contain a list of words that illustrate a specific grammar rule, such as a 

list of present-tense verbs in feminine and masculine forms, or singular and plural 

fonns.57 Since the children learn the grammar rules inductively, and a strong emphasis is 

put on oral discussion, the unit appears to be influenced by the Direct-Method approach. I 

observed "Madregot" being taught in two classes in a Modem Orthodox day school in 

New Jersey. In one class, the children were focused on answering the questions in the 

book. In the other, teacher tried to engage them in a review discussion of a unit that they 

had just completed. The students were not very cooperative, and not everyone was 

involved in the conversation. 

In my experience, long exchanges in Hebrew often involve only a few students 

because they require a long attention span and a high level of concentration and 

knowledge. Unfortunately, Madregot does not offer any alternative. The program might 

be more effective if the conversational sessions were shorter and supplemented with more 

games and visual arts. Games in small groups also increase the students• opportunities to 

converse in Hebrew. 

The developers' decision to provide definitions of new words in the students' 

native language runs contrary to their aspiration to create a classroom in which only 

Hebrew is spoken. A better solution would be to convey the meaning of new words 

through illustrations, mime or role play, and resort to the native tongue only if all other 

methods have failed or if the students have reached a mistaken understanding of the word. 

4. The Leamer 

As noted earlier, Madregot has a wide scope and is intended for use in all grades 

in elementary Jewish day schools. While a big portion of the program is devoted to 

s1 Madregot Teacher's Guide, p. 23 

54 



Jewish subjects, the authors state that the curriculum is not intended for teaching only in 

Orthodox schools. Attention is given to the students• developmental stage. As the books 

progress, the texts and the illustrations mature as well. 

Since all units follow the same format, it seems that not enough attention was 

· given to multiple intelligences and the various types of learners. The program does not 

offer enough physical, musical and dramatic activities to address the learning skills of 

students with kinesthetic or musical intelligences. 

5. The Teacher 

The developers note that their suggestions for teaching materials should be seen 

only as guidance tips, and encourage the teacher to use his or her imagination and 

creativity. At the beginning of the guide, they offer a few general strategies for the 

teacher, such as 11n:n,:,n w1il'.l11 -- developing a conversation around the illustrations in the 

unit. They recommend questions such as: "What is everyone in the picture doing? A 

second technique is 11n1ni:> \!>,in11 -- asking the students to guess what the text is about 

based on its title; or asking students to tell in their own language the story that they have 

just listened to or read.58 

The teaching strategies in the guide are explained briefly, without detailed 

guidance on how to execute the activity. The Madregot guide appears to make a few 

assumptions about the teacher, although they are not stated directly. First, it appears to 

assume that the teacher has some experience teaching Hebrew or other subjects, but is a 

novice about second-language acquisition theories in general. Since the authors never 

refer to research or theoretical background in the field of second-language acquisition, we 

also can assume that it is not necessary for the Hebrew teacher to become familiar with 

ss Madregot Teacher's Guide, p.17 
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the subject. While the guide encourages the teachers to be creative in their teaching. it 

also conveys the sense that all the units should be taught by following the format of 

preparation discussion, reading the texts and a concluding conversation. This reflects the 

carefully graded nature of the program. The teacher also is seen more as carefully 

controlling the classroom than as a facilitator. Most of the activities that are suggested 

place the teacher in the center. The students work individually in their books or 

participate in class discussion. The cuniculum offers few activities that involve work in 

small groups, which put the students at center stage. 

Assessment: 

Madregot offers a short test at the end of every section. This test seems to be 

intended to help the children memorize the vocabulary. It contains a list of all the new 

words that were studied in a certain section, and the students are expected to write the 

definition of each word in the native language. The curriculum also developed a model 

for a full-length exam, which is designed for reading comprehension. The exam contains 

four sections. Three are in the fonn of a closed test, with a list of words at the end to 

answer the questions. The fourth contains two to four open questions. The developers 

even offer guidance on how the teacher should grade the exam. The program even has its 

own exam handbook, which the teacher can use as a reference. 

Madregot is a school .. wide curriculum that attempts to cover all bases: different 

age groups and secular as well as religious students. Their activities are varied enough 

that all subskills of second-language acquisition ... writing, speaking and listening -- are 
.. 

practiced. However, the activities tend to focus on traditional methods that don't take into 
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account the variety of learners and multiple intelligences. The fact that the guide instructs 

the teacher on several occasions to teach a certain wtit in two or three sessions59 is a 

strong indication that the developers did not consider that each individual and each class 

might learn at a different pace. 

The guide states that the cuniculum's goal is to motivate the learners to use 

Hebrew. In reality, many of the activities are not inspiring and lack any element of"fun.11 

I commend the authors• decision to use a variety of texts that include classic Hebrew 

stories and poems. This gives students a glimpse into the rich world of the Israeli and 

Hebrew culture. It is disappointing, however, that the texts are not presented in the 

original form, but instead were altered for educational purposes. The language of these 

texts often is not authentic and lacks the natural flow of native Hebrew. 

In conclusion, while this ambitious project was much needed during the 1980s, 

when Hebrew curricula were almost nonexistent, it now seems out of touch with modem 

methodologies and research in second-language acquisition. 

s9 ibid, p. 22 
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Ta/Am 

Tai Am (11W1ltl1 1''1!1)1 0,1,D~ n,3::,s,) was developed by the Jewish Education 

Council of Montreal in the mid• l 990s. Unlike other Hebrew·leaming curricula, this 

program cannot be purchased in bookstores. A school that wishes to use the curriculum 

needs to send its teachers to a five-day seminar. These seminars are conducted throughout 

North America by the program's head designer, Tova Shimon, and its coordinator, Drorit 

Farkash. In addition, the school has to buy the curriculum's materials directly from them. 

Tai Am and its sister curriculum for higher grades, Tai Sela, are very popular and widely 

used in North American Jewish day schools. 

Exterior: 

All of Tai Am's materials for the student are bright and colorful. The print in the 

curriculum1s booklets is clear, and the layout is not too busy. The teacher's guide also is 

easy to follow. The program offers an abundance of teacher's aids: students' booklets, big 

format books that include songs and stories, audio tapes with songs and teacher's guides 

designed specifically for each wu.t. The program also includes picture cards for 

demonstrating voc·abulary, games for different skill levels, dolls, big colorful boards for 

display in the classroom and a series of small reading books in Hebrew, 

Table of Contents and Introduction 

Tai Am was written specifically for first.grade students in Jewish day schools. Its 

content can be divided into three subsections that should be taught simultaneously. The 

main part of the curriculum contains nine units, each with its own books and other 

teacher's aids. Each unit is centered around one theme, general or Jewish, and a few 
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linguistic structures. For instance, the first unit, "N nr,:, 01,'t', 11 is built around four 

linguistic structures: "mn:,.:1,n" 11 mr1::,:1 N) 'D" ltmn::,~ ~' nn" and 11 mn:.,:a o,w,.)J nn11 • 

The teacher's guides offer very detailed lesson plans for each stage, as well as an 

introduction to the unit as a whole. The curriculum does not offer a general master 

teacher's guide for the entire program or any written materials explaining its theoretical 

and empirical background. 

Another part of the program is the Arlot (111N,1N) books, a set of stories about a 

friendly lion. It contains four units (Ariot 1-4), and a book called ":in,:, l11N'1N11 • This part 

of the curriculum was designed to teach reading and writing skills. The lion, Ariot, tells 

the children stories as he introduces new letters and vowels. TI1ese stories are essential to 

the program because they bring in an element of fun. Indeed, the first unit's guide 

encourages the teacher to have a member of the school's staff to dress up like Ariot-­

there are even instructions on how to build the costume -. and to come to class to 

introduce himself. (The name Ariot can cause some confusion because it is a combination 

of the words n>iN and rnN. Because of its ending, the name sowtds feminine, while Ariot 

is a male.) 

As noted earlier, the Ariot books are taught in conjW1ction with the other Tai Am 

units. The last section of Tai Am is designed to teach parashat hashavua in Hebrew. This 

section contains three books: Breshit, Shmot and a joint book for vayikra and 4amidbar. 

Every week, a specific unit introducing a parasha is taught along with the previously 

mentioned sections of Tal Am. 

Tai Am's developers haven't left any place uncovered. The lesson plans in the 

teacher's guide give a step-by-step description on how the lesson should look. The guide 

descn'bes activities and directs the teacher how to organize the room in preparation for the 

lesson. Bach lesson plan also displays a 11window," or a sidebar, that provides the 

following facts to the teacher: time (how long the lesson should take); participants 

(class, _group or individual); activity goals (acquisition, learning, internalization, 
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creativity or memorization) ; and communication channels (listening, speaking, singing, 

writing or reading}; body and language (ways to physically demonstrate new vocabulary 

and concepts), and connections (other curriculum books that can be taught in connection 

with this unit). 

The body of each lesson plan is divided into the following stages: 

I) Preparation: Introductory activities that include opening questions, usage of the 

boards, opening music. 

2) Demonstration: Activities that introduce the new vocabulary and linguistic structmes 

in class. 

3) Comprehension evaluation: Activities that are intended to measure how much the 

class has wtderstood the demonstration. 

4) Internalization activities: A series of activities to help the student internalize, 

memorize and master the material in the lesson. 

5) Summary: Suggestions on how to wrap up the lesson and make the connection to the 

new material. 

6) Homework: Some sessions include optional homework. The suggested assignments 

are always very light, such as singing a song or reciting a certain blessing at home. 

While general content is introduced, Tai Am puts a stronger emphasis on Jewish 

content. Of the nine main units of the program, only two have general appeal. It appears 

that the developers wanted to create a program that will introduce Judaica through the 

study of Hebrew. Tai Am seems to concentrate on teaching vocabulary and linguistic 

structures, while grammar plays a smaller role. Grammar is always taught inductively, 

often conveyed through Jewish themes. For instance, the Chanukah book teaches 

numbers wing the menorah, and verbal and nonverbal sentences ( o,,!,,\l'l!l O'tl!:l\!.lY.l 

O"lY.lY.11) using the holiday story: o,:i.:))~ ilnlN (nonverbal) and !lJYJ □'1):)1\IJ ilmN (verbal). 
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Samples gf Readina and Exercise!f. 

The three units from the Tai Am book to be presented include 0 0,,w." the unit for 

the beginning of the school year, the Chanukah book and the Ariot book for reading 

acquisition. The program advises the teacher to complete the 11oi,w11 unit as the High 

Holidays approach and to start teaching the next unit, titled '1nJl" illW." But if Rosh 

Hashana comes during the first week of the school year, the authors recommend to start 

teaching the 110,::iw11 unit after the High Holidays. The 110,-,v,11 unit introduces the children 

to 11hamorah Shira11 and her class. The authors state that in creating Shim's classroom, 

they have tried to reflect the environment found in most North American day schools. 

The students also are introduced to Shachar and Sharona, children in Shira's class. 

Shachar is presented in the lesson called 11,nw 'JN 11 , According to the teacher's 

guide, this lesson has two main goals: 1) acquisition of the question structure, 

11 m11:,:i ___ 11 (mn,1,n'l.l); and 2) Introduction of the nonverbal sentence, 11 ,1N 

___ 11 (nn:,J 'lN). 

The next section in the lesson plan provides the teacher with a list of materials 

that need to be prepared before teaching begins. The list includes three sentences written 

on the board: 1) N nn:, 01,w 2) ,nw 'lN 3) nn:>j 'lN. In addition, there is a Shachar doll 

and a card with his picture; Shachar's ulollipop,1' a round picture of him glued to a stick. 

(Each child receives a lollipop with his or her own picture on it); an audio tape with the 

songs 11 011;:lv 11 and "-in\!.I 0)1;1\!J"; students' booklets and the large format book. 

At the beginning of the session, the teacher greets every student with 

"---o,,\!)." After listening to the song, 11 N mi:, tn,~" everybody sits in front of the 

board, with the words 11 ?i1n:JJ '>>J11 written on it. The teacher starts by asking: "mn::>l __ " 

Then she will display this child's lollipop, and ask the student to get up and stand next to 

him or her. 
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The teacher then reads from the board: 

3) "nn:o 'JN11 

The class then answers 11 ___ opw11 , This activity is repeated with the 

assistance of other students. After each child introduces himself or herselt the class 

answers " c,~w" ---
The gwde recommends introducing shy children at the beginning, with the 

teacher's help. and then to let the more confident ones introduce themselves. After all the 

students have introduced themselves, the teacher introdw.:es "Shachar" by displaying the 

Shachar doll and Shachar's lollipop. The class then answers. "inv, o,~w". The teacher 

then uses the large format book and the audio tape to teach the song "inw 01!,v.,." The 

children can also find the three sentences that are introduced here in their booklets. The 

instructions in the booklets are very clear and simple. They always come in two to three 

words, and the first word is always 11n'Yp:i.:i 11 as in 11N1,p~ nwp:c" or 

11,,,~~ nYJr,:u".The sidebar attached to this lesson plan indicates that this lesson should 

take no longer than 10 minutes, and that listening, reading and speaking skills are being 

taught. 

The second lesson to be described here comes from the Chanukah unit. The lesson 

is called 111cm,, 1N. c,,,n,'t, The main idea of the lesson is that the Jews wanted to stay 

Jews, despite the Greek oppression. The lesson introduces a variety of sentences: 

nonverbal (0,,,,,., unlN); infinitive sentences (c,,,n, rnm'.::I o,~,, un.,N); and verbal 

sentences (11:1\!I o,,n,iti \JnlN). The new vocabulary words are: a,ir.n'tl, o,~::)lN, o,-a,r.:i, 

o,,,.,ti, c,»!:lm~, n~w. ,~:,. n,,:i)J, n,,n, o,p,,N. The unit aims to develop reading, 

listening-comprehension and observation skills. 

The guide instructs the teacher to prepare the following -- a '~nnv, n:>un" board, 

cards with all of the new vocabulary words, the song II mt.), ,n:mnl O'r.l' miov., 11 on audio 
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tape, the large fonnat book, game cards, and a puppet of Antiocus, the Greek king, made 

out of construction paper. The body of the lesson starts with preparation activities, such 

as letting the students browse through the Chanukah story in the big book and playing the 

Chanukah song on the tape. The teacher reads the story from the big book but does not 

finish it. The teacher then displays cards with pictures of Jews keeping Shabbat, studying 

Torah and eating kosher food. She asks the children, 1110rr,n,n n!:l'N,11 and answers with 

them: 11,n:i ,niYDl ,c,~v,,.,,:i N~ ,,,~ N~ ". 0 0,1,n,n nN D''tl!lnll ,o,,nn '!:il' ?o,.,n,n n~'N" 

The guide then offers a few activities to help the students internalize what they 

have just leamed. The teacher gives the children cards containing the new vocabulary: 

C''Tln,, C'ln'>, l'1lVJ o,ikll~, mm o,,n,~ and so forth. Before she reads the story, she asks 

the children to raise their hands if they hear a sentence that matches their card. In the next 

activity, the children divide the cards into two categories: O'lll' and c,,.,n,. The children 

read the cards before they place them into the right column. The class is then divided into 

o,.m, and c,,,,n,. The teacher then reads sentences from the book, like '1l'D iiDV~ ,ioN or 

n:i~ c,,01t1 ,ln)N, and the correct group has to raise its cards. 

In the next activity, the teacher explains the Oreek prohibitions, while the children 

answer as Jews. For instance: 

Teacher: ,~:, ,,:iN!:7 111:1N 

Children= i'D:, o,~:m" i>ruN 

The guide suggests that the teacher make a doll of a Greek person that will recite 

all the prohibitions. This is so that the children won't identify with the Greeks. 

The last activity is a role play. The class should again be divided the Greeks and 

the Maccabim. The Greek group will get game cards carrying sentences like: ",,oN 

n~'tl i1r.>v,,11 or 11n,,:1)11::i.1~ 1lON". The 11Jewish11 group will get cards with sentences such 

as 1111l'l1 o,,miti lln)N11 or "n,,:i)I c,,:i,n un>N". The. Creek group then displays the Greek 

dolls and one sentence at a. time. The Jewish group answers with their own sentences. 
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For instance: 

.1l'i:l)' ,:i1!;1-,ioN­

.n,1:ilJ o,,:i.,n '>)nlN~-

The groups change places after a while so that the students will have a chance to 

participate in both roles. This exchange reflects the ideological tone found throughout the 

curriculwn. In addition to teaching Hebrew. Tai Am aims to foster strong Jewish identity 

and pride by telling stories in stereotypical bold strokes. In this instance, the Greeks are 

portrayed as thuggish evildoers, and the Jews are innocent and heroic. 

The sidebar attached to this lesson plan indicates that it should take about 20 

minutes, and that reading. demonstrating and listening skills are being practiced. It is 

important to note that a large part of the Chanukah unit is devoted to teaching the children 

the blessings for lighting the candles. It is clear that Tai Am is designed to teach not only 

language, but religious content as well. 

The last part of Tai Am to be presented here is one of the Ariot books. These 

books are designed to teach reading in connection withthe other units. The children can 

also write and draw in the books. The first book introduces the letters N, :i, l, ,, n and YI 

and several vowels.The book start by introducing the letter N and the word 0,,w. The 

children sing a song that contains the words Cl~'tl. nlN>1N and the consonant N. Then, 

they are asked to read a line of Ns with the vowels '<fli' and nm> "l"n and to find the N 

consonants in a picture. The students fill in the missing N to create words like taN and 

"lN and cnN , which they must read afterward. In other exercises_ they are asked to 

connect words to the correct picture, to read a short story with Ariot that contains all the 

new words and to practice writing the letter N. 

The activities that teach the other letters are very similar. The series combines the 

two main approaches to reading acquisition: phonics and whole language. Each letter is 
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introduced separately and combined with a vowel. Following the phonics approach, the 

children are asked to read the letter on its own. and not as part of a word. The curriculum 

sometimes uses N!>>l :am:,, even if there are vowels in the text, to clarify pronunciations. 

For example, the word mn is spelled mm. At the same time, they are introduced to each 

letter as part of a word and need to read these words, which contain other letters and 

vowels that they are not familiar with. For instance, the consonant :i is taught on its own. 

then presented as part of the word ,,~~- Children who are not familiar with the other 

consonants and vowels need to memorize the entire word, a standard technique in the 

whole-language approach. 

Overall, all of these units demonstrate how tightly structured and detailed the Tai 

Am curriculum is. It has an abundance ofteacherts aids, as well as suggestions and ideas 

on how to run the Hebrew classroom. It was difficult to assess the type of Hebrew used 

by Tai Am because it is full of repetition and never presents more than one or two 

sentences at a time. In addition, the sentences have very simple structures, which iss 

understandable in a program designed for first graders. Still, the language in these units 

seems to be authentic. The sentences do not have artificial structures, and while the 

program has its own songs that teach phonics, it also incorporates common Hebrew 

songs. Tai Am does not seem to follow any single language-acquisition technique. It 

incorporates some elements of the Direct Method, such as the centrality of the teacher, 

fonnal questions and responses, direct repetitions and the effort to "immerse" the student 

in Hebrew. 

Tai Am emphasizes almost all of the language skills. Nonetheless, reading 

comprehension and listening comprehension seem to take precedence over speaking and 

writing. The children are asked to speak only within the structures that the teacher 

provides. For instance, the teacher says, 11 ... ~, nll:>~11 , and the children are expected to 

complete the sentence with one of the new vocabulaxy words. There is no real interaction 

among the students, or between them and the teacher. Similarly, writing in Tai Am is 
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limited to copying the letters' shapes. There is no exercise that requires the students to 

write their own sentences based on the structures they have learned. 

In general, the classroom atmosphere seems to be tightly controlled. There is little 

room for students to express themselves. It is true 1hat in the first grade, children's ability 

to write or speak in full sentences in a foreign language is limited. But I believe that 

students should be encouraged to express themselves and communicate in Hebrew from 

the beginning. Whlle I did not study the second~pe Tai Sela program, a colleague who 

uses the curriculum in Florida told me that there is a big gap between the first-year and 

second-year programs. Tai Sela introduces vocabulary and structures that aren't presented 

in Tai Am, forcing the teachers to create materials to fill in this gap. 

The Learner 

In the teacher's guide, the developers do not indicate what assumptions they have 

made about the learner, except that the cuniculum is designed for the first grade. 

However, it is clear that such a rich and time-consuming program can be taught only in a 

day school. They have created a classroom in which boys and girls study together, but the 

boys always cover their heads and the girls and the teacher always wear skirts. These 

details were probably intended to make the program acceptable in Orthodox schools. 

The variety of teacher's aids help to address the diverse needs and skills of 

learners with multiple intelligences. The program offers many songs, games and colorful 

visual objects, such as boards and dolls, in addition to the books. This abundance makes 

it easier for the musical or kinesthetic child to relate to the Hebrew classroom almost as 

well as the child with linguistic abilities. The program's visual and musical attractiveness 

also helps motivate young learners. 
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The Teacher 

Tal Am's curriculum does not provide a profile of the target teacher. But its 

structure conveys a few strong underlying assumptions. The highly detailed nature of the 

program leaves little room for teacher creativity, indicating that the developers see the 

teacher as an executor rather than an improviser. The teacher is expected to closely follow 

the lesson plans, and the success of the program depends on it. Every minute of the lesson 

is described in the guide, there is little room for free input from the children. This is 

additional evidence that the program views the teacher as carefully controlling the 

classroom, rather than a facilitator of activities. 

The curriculum does not indicate any requirements for the teacher's prior 

knowledge or training. However, it seems that even a novice teacher who has no 

experience teaching a second language can execute Tai Am thanks to its level of detail 

and control. This can explain why Ta! Am is so popular today among Jewish day schools. 

Most Hebrew teachers in these schools are Israelis or Americans who learned Hebrew as 

youths. While most of them possess some training in education) they often lack 

experience in the field of teaching Hebrew. The high rate of teacher turnover in Jewish 

schools adds to the problem, creating the constant need to train new teachers. Tai Am 

provides answers to this problem with its intensive seminars for new teachers and through 

a program that does not require expertise or knowledge of second .. language acquisition. 

Assessment 

Ta! Am does not include a large-scale assessment at the end of each book or at the 

end of the year. However, almost every lesson contains activities that are specifically 

designed to assess the students' comprehension of the material. 
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Ap,peal of the Text 

I had a mixed reaction. The text is very carefully thought out, addresses a variety 

of learners, is gradually structured, colorful and attractive, and offers lots of help to the 

novice teacher. On the other hand, it blocks teacher and student creativity, and does not 

offer enough opportunities for real, significant communication in the classroom. I also 

would have liked to see more general content in the program. While Hebrew is taught as 

part of limudel kodesh in many schools, there is a need to present it as a live modem 

language in which one can express himself or herself on secular subjects as well. 

Conclusion 

This survey has examined four major curricula used in Jewish day schools, but it 

is far from comprehensive. While many North American day schools use these or other 

commercial programs, others are trying to write their own curricula, tailored specifically 

to their own needs. None of the programs that exist today seems to address all of the 

needs and goals of the contemporary day school. Some rely on outdated linguistic 

theories, while others lack coherence and gradual dev~lopment. Some rely almost solely 

on Jewish content; others have none. Some use unauthentic language, and others have no 

visual appeal. 

While we are far from creating a curriculum that will satisfy everybody in our 

community, we can still try. Efforts to improve our Hebrew curricula will create a change 

in the way we teach Judaica in general. Revitalization of the field will bring more 

enthusiasm into the classroom, helping to create a community whose members are literate 

about the language of their heritage. 
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The Importance of Authentic Language in the Communicative Classroom 

In many Hebrew curricula, we can find texts like the following: 

11N ')~ 11'13 T1llN1 , ,,,::in TIN ,'., ,m, 'lN ,41,~nrt, mn, nnN ,'.,,N .n~, 1'"' l\:>Utn : '"''"' ,1.nN l'T" 

11• l'-'lNn JtN ,~ ,nu 'lN1 1 ,rr::>n nM ,, ,,m nnN ,:nt> : ,o,M ,~,p, . '\\:>lNn60 

The language presented here is not authentic. It was constructed especially for its 

teaching potential. Native speakers of Hebrew would use the future tense instead of the 

present tense in this exchange. 11'\\.')U(n 3'1N ,; lr.lN 'lN. '' In addition. native Hebrew 

speakers, like native speakers of other languages, do not answer questions so explicitly 

and speak in full grammatical sentences.in real-life conversations. Until recently, teaching 

provided students with specially adapted language, not only simplified in terms of syntax, 

vocabulary and structure. The belief was that such nonauthentic language was vital to L2 

learning. Language adaptation is necessary to overcome gaps in knowledge in different 

linguistic fonns, such as tenses in this case. · 

With the advent of methods that simulate typical communicative situations, 

educators began to realize that students were handicapped by never hearing natural and 

diverse speech. Thus. there has been a proliferation of materials that tum away from 

specially constructed classroom language to language that is really used by native 

speakers. They may include tapes of conversatiOilBt advertisements from magazines, train 

timetables and other sources. 

60 Madregot, Third and Fourth Grade Book, p.102.· 
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In the book, "Second Language Leaming and Language Teaching," Vivian Cook gives 

three reasons for the use of authentic language: 

1) Motivation and Interes!: Students will be better motivated by texts that have 

served a real communicative purpose. 

2) Acguisition-promotin~ content: Authentic texts provide a rich soW"Ce of natural 

language for the learner. 

3) Filling up Gaps: Designers of course books and syllabuses may miss some 

aspects oflanguage used in real-life situations. We must tum to outside sources of 

language, such as office chatter or newspaper articles, to give students the appropriate 

real-life language taken from situations appropriate to their needs.61 

Ju.st because language is authentic does not mean that it is more difficult than 

specially written language. Difficulty depends partly upon the amount of material that is 

used. A recording or a text does not have to consist of many words to be authentic. 

"Exit, 11 "This Door Is Alanned, 11 and "Ladies" are three authentic signs. A recording of 

people on the streets of Israel saying 11014;,w" is authentic. Difficulty also depends upon the 

task that is used with. the material. Beginners can listen to two professors discussing a 

topic in the target language if all they are asked to do is to identify who is 11\!nzr.< 11 and who 

is 11nwN,11 who is 110).11:,11 and who is 11).lil1 11 or who says the word "i:, 11 more often. 

While using authentic language in the classroom has many merits, it should not be 

forgotten that authentic language by definition is not normal classroom language. It is 

used for purposes quiet different from those of its originally speakers, however well­

intentioned the teacher may be. 

61 Cook, pp. 123-124. 
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Three Units of Study of' Hebrew Curriculum 

To conclude this paper, I have developed three units of Hebrew curriculwn 

designed especially for the first grade. The units are based on the principles of the 

Communicative Approach, putting a strong emphasis on the children's ability to negotiate 

meaning in Hebrew. In an effort to introduce as much authentic material as possible, I 

have chosen three popular Hebrew children's songs as the main theme for each unit. 

The units assume that the children have some decoding skills. They are built 

around the following structure, which was common throughout the different Hebrew 

curricula and which I fowtd to be very effective: 

Stage 1: Prereading -- Introduction of the units' new vocabulary and linguistic structures 

through a variety of activities. 

Stage Il: Reading - Introduction of the text with or without the music. 

Stage III: Postreading--Intemalization of the vocabulary and the linguistic structlll'es 

through drama and art. 

Stage IV: Assessment .. 

The units have not been divided into lessons and no time boundaries are given 

because I believe that every teacher and every class moves at their own pace. Giving 

respect to individual learning styles will enhance the effectiveness of the Hebrew­

acquisition process. During Hebrew instruction, only Hebrew should be spoken in the 

room. The teacher should make an extra effort to explain new words in Hebrew. If there 

are children who still don't understand a word, as a last resort one of the children who do 

understand can be permitted to say the definition in English. Art activities, such as 

making puppets, should be kept short. It has been my experience that during art activities, 

children tend to converse in their native tongue, distracting from the 11Hebrew-only" 

environment in the classroom. 
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This unit is based on the famous Shabbat song by Ehud Manor, which was written 

for Yitzhak Damiel's children's musical, n~nun ~v, 11:iwn 11,.o'll. I have chosen to 

introduce the chorus of the song alone, without referring to the story of Chanaleh. I have 

done so because the text of the story contains advanced vocabulary and linguistic 

structures that will be ineffective for our learners without altering them. 
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u,~w a,, ,:,, 20 np~ 

111:IWn l"IN !:lnUI( '>'l 

JO.Nl NrJN 

· 111:iwn nN :iniN '>'l 

.N:ltJl NJ1:l.0 

• n:iwn 1'1N ::imN 'l'J 

.nNl nnM I 'lN 

\:>)J.D:) C'.,l)'M 1,:, 

111::iv, 0,, ;:, N1, nn, tN 



Unit Vocabulary: 

YD: Question words: 

'lM nr.imN m:1 

nnN 

J'll~ 

nn!l~tl 

o,~ !,:, 
Jl.:lVJ 

NON 

N.lN 

N:&1' 

NJ'l.lO 

Things that need to be prepared in advance: 

1) Ask the children to bring in pictures of their parents and grandparents. 

2) Have your own pictures of parents and grandparents, as well as a picture of yourself. 

3) Write on the board II mnnivt.>:i '>=l" and draw a basic family tree and attach a picture of 

yourself at the bottom. 

4) Cut out pictures of certain kinds of foods, such as chocolate and banana, sports, like 

baseball and football, and the family members (Nnlo, NlO, NlN and N)lN). 

S) Prepare pictures of daily activities and pictures of Shabbat activities and signs that 

read, n:i\!J and o,, ,,. 
6) Prepares signs with the words NlN, NllN, Mrl!tO, NlO, .lMiN, n:&niN. 

7) Get an audio tape or CD with a recording of the song. 
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Stage I: Prereading Activities 

1.Nr.,N, NJN, l'OD, Nri.::n,. 

Ask II inn!:IYJ):Jl ,n" and display the picture of N.DN. Show the picture and say 

11Nt,N11 , then attach the picture to the board on the family tree and say, 11N.DN11 • Then, 

display the picture ofNlN and say 11NlN 11 • Repeat the word 11NlN11 again as you attach it to 

the board. Do the same with the pictures ofNltl and NJ1lt1. The teacher may decide to 

present two sets of grandparents. 

Give the children their pictures and ask, "? ___ ~VJ nru>VJD:J '1J11 Each student 

should then point to his parents and grandparents in the picture and say" N!Jtl ,Nr.,N,NlN 

and Nnlo'1. 

2. lMlN, J'l!JMlN 

Spread the pictures that you have prepared on the floor. (Note: Except for the new 

words about the family members, it is preferable to use cognates, such as banana or 

baseball. This avoids burdening the children with new vocabulary words that are not 

necessary for the lesson topic). 

Pick up one picture from the floor and say, 11 ___ nr.imN 'JN 11 Make sure that 

you demonstrate dramatically the word ":imN" or 111llMU1e11 • Let the children follow your 

lead and pick up one picture from the floor, saying, " ___ .tlllil1N ,m". Make sure 

they understand the difference between ohev and ohevet. 

Put the pictures back on the floor and say, " ... 31.f.lnlN 'lN11 then demonstrate what 

you love in mime. The children should guess what you love. Try to get full sentences 

from them instead of one-word answers. Let the children follow you, Each one should 

say, 11 ... r,r.imN >lN 11 and then demonstrate what he or she loves in mime. The rest of the 

class will say, 11 __ __.ri.t.:1niN Nm1Nm11• 
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3) 1 ____ .:mlN ,r.i 

Spread the cut-out pictures on the floor again. Ask the children, "r_ :inu-t ,r., 11 

and name one of the pictures on the floor. The children that raise their hands should say, 

11 ____ .nr.in1N 'lN" adding the name of the object. Then, let other children ask the 

question, 11 1 ___ .,..:iniN ,r.i" and gather answers from the rest of the class. 

4) 'lN, n!'IN, l'lN 

Continue to play the game of 111_=an,N ,r.," But now, after a student says, 

11 ___ 11t.:1nlN 'lN11 the class should answer, 11 _____ 11.r.in,N n.mN". Make sure that 

the child widerstands the difference between nl"IN and l"lN. 

S) Ol' 1;,:,, !'ll\!.I 

Display the pictures of 11:aYJand 0,, ):,. Pick up one of the daily activities and say, 

11 ___ ,JN o,, ,:,". Then pick up a Shabbat picture and say, 11 ... , 11:imN >lN 11:a\!.l:a 11 

Display the signs of Cl' 1,:, and ri:iw. Ask the children, 11 ?.Tl:J\!.l:J C''tlll' nr.i" The children will 

. have to divide the pictures between Shabbat and daily activities. 

Stage II: Reading 

1) Read the song to the children. 

2) Give the children the signs with the new vocabulary words. Ask them to raise their 

sign if they hear the word that is written on it and read the song again. 

3) Give the children a paper with the text. If possible, try to decorate the text with 

Shabbat symbols. 

4) Ask the children to take turns and read the song. 

5) Ask the children to find the new vocabulary words in the text: 11 m:iw nn,N", 

11 ?NY.>N n~,N 11 

6) Play the song to them and teach them how to sing it. 
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Stage Ill: Postreadine 

In this section, each teacher can design his or her own creative activities, as long 

as Hebrew is the only language spoken in class. The following are my suggestions: 

1) Ask their children to create their own family tree and share it in class. Emphasis should 

be given to the variety of families we see in our contemporary society. 

2) A group of children can create a dance to the music. 

3) The class can create a different song based on the structure of 11 u,:atti o,, ~:,, JO n~~11 

.4) Children can create a short Shabbat play that describes what they do on Shabbat. 

S) The song can be incorporated into the Kabbalat Shabbat service in school. 

Stage IV; Assessm;nt 
Ask children to interview another student and ask in Hebrew for the names of that child's 

family members. 

Unit Two: rnn nn,n r,1411, ,,~ 

This unit is centered around the song, mn n11m nvn ,11~, and uses it as a vehicle 

to teach the vocabulary offann animals as well as the verbs "n,n" and 11nri,n. 11 The song 

is actually a translation of the English-language children's song, "Old McDortald Had a 

Fann." But since it was translated long ago and it is now one of the most popular 

children1s songs in Israel, it can be treated as authentic material. 
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n,,, nn,n n"'" 1r1> 
1N M'N "'N • n,n n.nm nttir.l 'Tl1~ 

1N n,N n'N - n1!> n.nm mn:n 

~1:3 ~1:3 0,m ~:, Nm ,~r., ~r., nitJm 

1N n,N mN - mn nrim nYJn 1117 



Unit Vocabulary: 

Nouns 

mn 

ni!l 
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1N mN n,N - nm n11,n M\!1.1::> ,n, 
iN n,N M'N - nw:i:, nn,n n,~, 

:in ~r., ni!:ln, ,n1:l nr., nv.,:i:,m 

iN n,N n,N - ;nn m,,n nv,r., ,,,, 

iN M'N n>N - mn nn,n n\!J'-3 -r11' 

1N n,N mN - ,113111 nm mn:n 

~p ,, :ip :ip 01,n ~:, Nin ,:JP ,, :ip ~p ,lllinn 

U3 ~r., n1£1m ,nn nr., nv,:i:,m 

iN mN i1'N - mn nn,n M\!J'-3 ,,,, 

1N n,N M'N - mn nn,n n\!.l.tl ,,-ti 
1.N n>N n>N - non, nn>n n,n:11 

>N 'N c,m ~::, ,'N 'N no,om 

ll.tl ~D n,!.')n, nr., nr., nw:a:,;n ,lli' ,, ~p ~" !:'llll111in 

1N mN M'N - mn m,m n\!.lr.> -rn, 

lN ,ml( M'N - mn MJ'l'n M\!.ID ,n, 
iN il'.N n>N - 1!:IW "'" mnll 

no no c,m ~:, Nm ,no no )£1ium 

~P ,-i ~1' :ip ~1lli11m , 'N 'N no,on, 

UJ :ir., ni!:lm ,nn nr., mu:i:,m 

iN mN mN - nin nnm nYJr.> ,,~ 



Note: The word, ,0\!.I, in Hebrew refers to guinea pigs. but most native speakers use the 

word to refer to rabbits. I have decided to adopt this "mistake" because it is so common. 

Things that need to be prepared in advance: 

1) Prepare or buy masks made out of cardboard. or any other material, of a cow, sheep, 

rooster, horse and a rabbit. The total number of masks should cottespond to the number 

of children in the class. 

2) Get a toy model of a farm. Make sure that it includes all of the animals mentioned 

above. 

3) Get an audio cassette or a CD with the recording of the song. 

4) Prepare an 11album11 for each student by folding 8-1/2 by 11 paper in half, and writing 

the word, D1!1~N, on the cover. 

5) Prepare cut-out pictures of each of the farm animals in the song. There should be a set 

of five pictures of each animal for each student. 

6) Oet a piece of cloth. 

Stage I: Prereading 

1. n,n 

Display the toy fann model in front of the class and say, "n,n11 Write the word n,n 

on the board, and ask the class to repeat it. Then ask, 11 m,n::i w, nn" and pick up one of the 
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animals. Say the animal's name, then write it on the board and ask the class to repeat it. 

2)mn 

Mark a big circle in the room with chalk or tape, and tell the children that the 

circle is the nm. When you call, 110,,~, ,o,t:,,,n the children should walk around the 

circle. But when you say, "mn ,nm." the children should enter the circle and pretend to be 

the farm animal of their choice. 

3) n,n, no,o, ~,»-in, n'ct:i:>, l!>'tl 

Bach child will get an anim~ mask and imitate the animals's voice and way of 

walking. The other children will say what animal it is. 

4) n,.o, mm,, ,m,n, ,!:lw, nv:,,:, 

Call out the name of an animal, and the children will imitate that animal. For 

instance, the teacher will say "n1!I, 11 and the children should start 11chewing grass" and 

mooing. 

5)nm, nnm. 

Show the children the toy fann again. Point to each item and say, 11 ... ,, 'I!>'" adding 

the names of the animals and objects. "nw:i::> ')~ v.n '(mn '] \!1'>11 and so forth. Then, cover 

the farm with a piece of cloth, and take away one of the animals. Let the children observe 

again and say, 11 ___ '>, n:rrmmm" and indicate the name of the missing animal. Repeat 

the exercise several times using different animals. The teacher can also choose to take 

away more than one animal at a time. Let the children take away animals too. The rest of 

the class can say, 11 ___ ,, nm," or "-n, mw,11 after they observe which animal is 

missing. 
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Stage Il: Reading 

1) Read the song to the class. 

2) Read the song again, asking the children to make the noises of the animals every time 

their names are mentioned. 

3) Give the children a sheet with the text of the song. Try to have the paper decorated 

with the animals' pictures. 

4) Ask the children to take turns and read the song. 

S) Ask the children to find the new vocabulary words in the text. 

6) Play the song for them and teach them how to sing it. 

Stage Ill: Postreading 

1) Divide the class into pairs that should sit opposite each other. Each child will get an 

11album" and five randomly chosen cut-out pictures. The goal of the game is to get all five 

pictures: a cow, sheep, rooster, horse and rabbit. In order to do this, one child should say 

to his partner, 11 ,, n11,n 1nm 11 and indicate the animal that he needs. If the partner 

has the animal, she has to give it away. Then, she can say, 11_ ,!, nnm I nm" and try 

to get the animal that she needs in order to create the complete set of five animals. 

2) Have a group of children choreograph a dance to the song. 

3) The class can create a puppet show of a day on the fann. The puppets can be made out 

of brown paper bags. 

4) The children can create a new song based on 11mn nr,,n M'llf.3 ,.,,,." They can change 

the name and the place as well as the animals. For instance, it might be, 

11rmn nn>n pm,, ·n,,11 • After they have completed the song, they can sign and role-play it. 
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Stage IV: Assessment 

Create a worksheet with pictures of each of the animals and some of their names 

in Hebrew. Ask the students to write the name of the animal next to the picture or draw 

the animal next to its name. 

Unit Three: ,,,,,tt~ 

This unit is based on the song 1,,,,N~ by Hinga Smiler. The song will be used to 

introduce a group of words connected with the sky, as well as verbs in the future tense. 

This unit is more difficult than the others. It presents more verbs than nouns, and they are 

all in the future tense. 

,,,,,,c!:, 
q,,,1N I i))~N i, 

1 c,,n, ,m,N. np 

c,,n ,),In or.inn:, 

.o,,i!)!:i:> n,rm 

,O'l:,,:,, n,),I) 

,o,ll11 ,,::i ")ni3 

n,2-u,n!:i Ni:m 

.n,m,v ln'll 

,rmim ,, 0n1.3w, 

, 1>1U C\!11.l C'l.:n:, 

,o,,).I,,, o,p,,:i0 
.c,,,,, 11m,1.3 
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Unit Vocabulary: 

Nouns Verbs 

)l1'lN n,)IJ 

o,,n '}nil 

c,,,!)~ Nll) 

C'l:,1::::, t,)\!Jl) 

0')))1 .,,,u 
n,, 
C"1:3'tl 

:nl)rlJ:3 

Things that need to be prepared in advance: 

1) Create a 11magic box" -- a box with° an opening or sleeve leading inside. 

2) Get pictures or little toy figures of an airplane, mountains, birds, starts, clouds, the 

moon, sky and presents. Put the objects in the "magic box." 

3) Get large pictures of all the new vocabulary words and hang them around the 

classroom. 

4) Create airplane wings from Styrofoam 

5) Create a big "moon, 11 11clouds11 and many stars from cardboard and attach them to the 

classroom walls with tape. The stars and the clouds should be located in two separate 

areas. 

6) Create a sign that says: 

,,1,1Nl ,1,0 

1. cn1:3YJ; n,)IJ 

2. O'll)I ,,:i ciniJ 

' : 



3. n,,; Nlll 

4. cn.Dv.,, ,, "'YJll 

5. 0,:1:,~::, ,,·m 

The verbs should be written in a different color than the rest of the text. 

Stage I: Prereading 

l)Newnouns 

Hold the magic box in your hands and shake it. Announce to the class: 

110-op no~li' ,, ip,11• Let each student pull one item out of the box. Pronounce the name of 

the item. Write it on the board, and ask the class to repeat it. 

2)Newnouns 

Ask each student to look at the item that he or she picked and come up with a 

movement that describes it. For instance, the movement for 0'>~:,1:, can be the opening 

and closing of the hands. The class then imitates the movement while repeating the word. 

After each word is associated with a movement, the teacher should be able to give a word 

and have the class repeat the word and perform the movement. Children may replace the 

teacher as the announcer. The teacher can also announce three or four words in a row. 

The class should then follow with the movements without getting confused .. 

3)Newnouns 

Show that pictures that have been hung around the room to the children. Ask them 

to walk to the picture that describes the word that you have chosen. For instance, if the 

teacher says 111l7')Nri the children should go to the picture of the airplane. 



4)Newverbs 

Dis.play the sign that says .. ,,,.,n-t:i :m"11 to the class, and say: 

111,,,,N:i ,,'t>~ O'>Nj,, ,mlN." Then. read each of the sentences and demonstrate them in 

mime. Read the sign again, and ask the children to repeat after you. Leave the sign 

hanging on the board, so that children can see it. 

5. New verbs and nouns 

Ask the children to stand in line. This line is the airplane. Two children in the 

middle of the line can hold the wings. The teacher is the pilot: Take the children for a trip 

in the classroom, visiting the moon, clouds and stars, while following the instructions on 

the sign and asking the children to repeat the sentences. When the plane gets to the stars, 

let the children take them off the wall. Let other children be .the pilot. 

6. New verbs 

Divide the class into groups. Each group gets a verb. When the teacher says a 

verb, for instance, 111'> t:l'>'Vll 1lnlN11 , the group should perfonn the correct movement. 

Stage II: Reading 

1) Read the text to the children. 

2) Give the children the pictures and toys used in the magic box activity. Read the song 

again to them, and ask them to raise their picture or toy every time they hear its name. 

3) Give the text of the song to the children. Read it again, and ask them to follow with 

their fingers. 

4) Ask them to take turns and read the songs. 

5) Ask them to find words from the new vocabulary in the text. 

6) Play the song for them and teach them the song. 
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Stage III: Postreading 

1) A group of two children can create a dance to the song. 

2) Freeze Frame: Divide the children into groups. Oive each group a sentence from the 

song, and ask them to create the scene described in the sentence and to pose for the 

camera. Take pictures of these scenes, and put them together with the sentence into a 

11 story in pictures." Display in class. 

3) Ask the children to create an alternative song or story that will describe a future plan, 

such as 11,,n:1 ~"l't>.11 

4) Ask the children to draw a picture based on a sentence in the song. Each child will 

share his or her drawing, and the class will need to find out what sentence it was. 

S) Children can dress up as one of the things described in the song, such as a star or a 

cloud, and stand in front of the class and describe themselves. For example, 

11 ~nn:>/p, 'lN , iopbiil 'lN11 and so forth. 

Stage IV; Assessment 

Ask the students to create a picture of the sky. They can use various art methods, such as 

drawing, painting or creating a collage. Then, ask them to write the name of each item in 

their picture. 
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