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Foreword

Preservation of the linguistic heritage of a minority group is essential to
maintenance C° its cultiiral heritage within a larger society. Larguage
Renewal among American Ir:Jian Tribes: Issues, Problems, and Prospects
seeks t0 present practical experiences with language renewal from various
perspectives. It is concerned with methods and approaches that achieve this
end and their implications for the histerian, the linguist, the language
teacher, and, above all, the speaker of American Indian languages.

One of the activities of the National Clearinghouse for Bilingual Ediica-
tion is to publish documents addressing the specific information needs of
the bilingual education community. We are pleased to add this distin-
guished title to our growing list of publications. Subsequent Clearinghouse
products will similarly seek to contribute information and knowledge that
can assist in the education of minority culture and language groups in the
United States.

National Clearinghouse
. tor Bilingual Education
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Introduction

Both editors of this volume have been active in the area of American
Indian language renewal fcr many years. Each has worked with different
Arerican Indian tribes and tribal organizations around the country in
developing programs for ancestral language instruction, tribal culture re-
tention, and where appropriate, biliteracy. As a consequence, the editors
have come to understand, in part, the kinds of problems facing tribes when
their interests begin to focus on: language renewal. This volume—among
the first to offer an overview of language renewal as it is currently being
experienced by American Indian tribes and tribal communities—is a
byproduct and an outgrowth of ali these considerations.

The essays on Indian language renewal in this collection are all perfor-
mance oriented, because language renewal itself is an action-oriented
undertaking. Indian language renewal borrows knowledge from many of
the professional disciplines as well as from the collective experiences and
individual perspectives of the tribal membership. bus the success of Indian
language renewal efforts is judged in accordance with the needs of the tribe
actually being served. There are many variables which can either con-
tribute to the effectiveness of a language program or detract from its
accomplishments. Thus, the task of language renewal is viewed in terms of
the results of its performance: It does not matter how well a theory or a
model works or has worked in some other context if the tribal membership
does not develop stronger language and culture skills as a result of partici-
pation in the language renewal effort.

The essays in this volume build in particular ways on some facet of this
theme. Each essay was written especially for this collectior by a person
who is actively ir.volved in some aspect of Indian language renewal at the
present time. Some have directed their interests toward historical research.
Others have turned to tl.c design and development of curricula for bilingual
literacy. The scope of interests in the Indian language renewal field and the

ix
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range of skills required for participation in this area are amply dlsplaycd by
the discussions in this publication.
“ The first chapter, by Robert St. Clair, prescnts an overview of language
renewal, especially as the field has become relevant to tribal interests. The
essay brings into focus the social, political, and historical nature of this
unique aspect of language plant.ing. Some of the problems facing those
who wish to revive their language include the creation of special alpha:
bets for a language that was unwritten, development of pedagogical and
reference grammars, compilation of ciassroom dictionaries, and develop
ment of readers and texts for elementary, secondary, and college level ‘
instruction. St. Clair has faced many of these probleras first hand through |
his work with tribes in the U.S. Northwest. Here, based on some of the i
insights he derived from these experiences, he suggests strategies for re |
solving these problems in language planning. |
William Leap describes in Chapter 2 the changing roles linguists can |
play in Indian language renewal programs. He notes that there was a time |
when the codification of a language was the domain solely cf pesons from
outside the tribal speech community—usually, the cultural anthropologist or
anthropological linguist with special training in the study of langu.ge and
in field research techniques. Several ycars ago, however, a movement 1
began among some linguists and anthrcpologists to give professional train |
ing to native speakers of American Indian languages, and then to make
them coequal partners in research and publication. This “development™ of
native speakers who are intimately famihar with the value systems, ideol
oges, linguistic structures, and political realities of their tribal cultures is
Just beginning to become an actuality, and its inipacts on the profession as
a whole are just beginmng to be sensed. But what these Native anthropolo
Jists and hinguists have to say about their own cultures and languages has
already proven far more relevant to the understanding of tribal realities
than has the corresponding work of outsiders or marginal participants with
similar levels of training. What this change of circumstances may mean for
non Indian professiorals working with tribes is unclear, although Leap out
lines some general guidelines to identify alternatives in some nstances.
Clearly, some sense of new professional roles and responsibilities is re
yured, and what might be at stake in such a new definition is an under
lying theme of Leap’s entire essay.
In Chapter 3, Dale Otto provides some insight into how the young child
wan be aided in the acquisition of a target language. He considers the special
environment surrounding the child and notes the important part others
play 1nshaping the child's world. There are special problems with teaching
young children either their native language or a highly valued second
language 1n the more forrnal context of the classroom. Otto aptly highhghts
many of these difficulties. He also speaks of the need for parental =fforts
and the importance of considering social and tribal interests in the language
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renewal precess. Throughout this chapter, Otto emphasizes thc develop-
ment of the child's sclfaonccpt through language. Thisand the concern for
the “psychological parent” are significant componerits of the language
renewal process within any Indian commuinity.

Amy Zaharlick has worked with Pueblo Indian communities in New
Mexco and in the training of Pueblo Indian staff for the biiingual pro-
grams operating within those communities. Much of her staff development
activity has focused on problems of literacy, since ancestral language
lteracy remains a recent innovation for most of the Pueblo communities
along the Rio Grande. In Chapter 4 she explores three perspectives on
vernacular literacy based on her experience. The first perspective raises the
questton whether, if oral language renewal is the issue, Indian languages
need to be written at all. Those who raise this point remind us that they
were able to learn their Indian language from parents in the home without
the need for outside, school based instruction. More than a pragmatic
response is needed when replying to these cencerns. The second perspec
tive on literagy deals with attempts to develop a practical orthography with
the assistance of tribal members receiving linguistic training in workshops
and short courses. The success of this approach is often frustrated by the
fact that the workshop instructor is not a member of the tribal commu
mity and is not familiar with the language being discussed. This leaves the
tribe as its own (and only) resource if literacy efforts are to be mounted.
Hence the final perspective sn vernacular literacy which Zaharlick dis
cusses. literacy programs that come from within the tribe itself and where
the wrniting system and the reading materials are created by tribal members
aceording to their own standards. Educational consultants are needed to
provide techmical skills in these instances, but because of their lack of
famiharity with the tribe’s language and culture their training lacks rele
vance unless mediated by mside authorities and perspectives. Zaharlick has
enwountered all three situations in her own work in New Mexico, and she
refers to many of her experiences in the essay.

In Chapter 5, James Park deals with the historical foundations of con
temporary Indian language policies by looking specifically at the expcn
ences of one tribe— the Nez Percé. He demonstrates how the Nez Peicé did

ot lose therr language by accident, but rather by design, through the
policy of the federal government and various religious and missionary

groups. These outside groups determined that the Indian tribes would learn
English as a replacement for their own ancestral languages. out the process
did nut stop there. Tribes were also expected to supplant one religion with
another, one culture with another, and one mode of subsistence with
another. Nothing can be more informative than to go back in time by read
ing the words of the people who developed those policies. The texts openly
desuribe how the duminant society was wnllmg to use education in the form
of guvernment schools to draw Nez Percé children away from their tradi
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tions. The documents Pdrk discusses are virtually position papers 6n
political socialization dictated by the e.hnocentricity of the social Darwin
ists of the time. Many of the attitudes described still exist. The perspectives
these papers give on the social hisinry of the last century can be highly
nformative and insightful for those who are embarking on programs of
language rencwal Such studies as Park’s velp place contemporary language
policics and “barriers™ in their proper historical context.

No two language renewal efforts are exactly alike, as the chapters in Part.
11 of this volume shiow. Many language, renewal projects could have been
represented here. The editors decided to select projects at various stages of
growth and development, and those which would reflect various
approaches to indian language renewal.

Vi Hilbert and Thom Hess, for example, have developed a college level
course on the Lushootseed language and descrite the program in Chapter
6. Lushootseed is a Salishan language spoken on Puget Sound in the Paufic
Northwest and is itself undergoing the process of language renewal in many
of the tribes where it was once spoken as the first language. The college
based program is unique in many ways. It is also highly successful. Part of
its ungueness (and, the editors suspect, its success) can be traced to the
goab which Lave been set for this course. The instructors see that the
oune must address the language realities existing outside the classroom,
Hence, the course 1s designed to instill in each student a sense of pnde 1n
the language and to provide a working vocabulary for use in longhouse
ceremonies. An equally important part of the project is the “home re
search”™ framework The instructors want to make their students sufficient
Iy curious about the old ways to undertake independent research on their
own This task requires a working knowledge of field methods and some
practical knowledge of Salish linguistics. This report on the Lushootseed
language program provides exampies of classroom texts in wlich expan
ston exeruses are employed, vocabulary s enniched, and language aware
ness s ehanced. The program owes its effectiveness to the dedieation of its
founders and to their strong commitment to the pnnciple of Salish
language renewal.

In Chapter 7 Ralph Coo'ey and Ramona Ballenger discuss the general
mpact of retentiun programs on Amiccan Indian languages and tribal
cultural detaas The expertences of four Oklahoma tribes are used as the
basiy for this Jiscussion. In cach instance, the goal of the retention effort
was tu record as much information as possible in the areas of language,
history, tribal origins, and religion. This was done within a general oral
history frameaork, with the information tape recorded, transaibed, and
placed in archives by members of the tribes themselves. fhe Oklahoma
project differs from the Lushootseed program primarily in the scope of the
effort the OMahoma project assembled data and made them available to
the tribes for their own purposes, while the Lushootseed project was

(1)




ERIC

Aruitoxt provided by Eic:

« . Introduction / xiii
Ty
designed to include an active developmental component as well as a data
gathering component in its activitics. As comparisons of the two essays will
reveal, each strategy appears to be optimally suited for the spcufu local
conditions that formed the context for each project.

Florence Haggerty offers a third example of a languase renewal
project in Chapter 8. A curnculum design specialist, she has been mstru
mental to the development of a language curriculum to teach the Yakima
language n the public schools on that.reservation. She has worked with
Rosalic Basset, Lena Owens, and others in producing many lighly
illustrative and mformative textbeoks and reference works under funding
provided by the johnsonO'Malley legislation. In her description of
language renewal among the Yakima, Haggerty shows how bilingual
education 1n the more traditional sense of the term 1s an appropriate lan
guage arts mudel fur local needs. However, because the dominant language
on the Yakima reservation is English and the ancestral language has been
virtually lost among the younger generations, the heed for a viable pro
gram of language renewal remains cntical. The spectfic ssues discussed in
this chapter are integral factors to be addressed by any attempt at Lainguage
planning on the Yakima reservation. '

Of course, Indian language renewal does notoperate in soctal solation.
It 1s complemented, and at times confronted, by numerous additional
forces. One of those sets of forces has led to the appearance of Indun
Enghsh varieties within many of the reservation commumities, with these
codes serving as alternatives (or, just as often, as complements) to standard
Englsh and the weology that standard Englsh represents. Such nter
actions between hnguistic codes, value systems, and political deologies
provde interesting vanatins on the language renewal theme. Freguently,
they abso provide difficult problents with which Indian language planners
must contend.

Some nught argue that indian Enghish itself s a by product of the tribal
experience with language renewal. Othen take a moure conservative view,
and treat Indian Englsh as an Indian vanant of the nonstandard Enghsh
codes that have appeared among all minonty groups mn the Umited Stales
The oxsays m Part H1 strike a mddle ground posttion on this question In
Chapter 9. for cxample, Sharon Nelson-Barber looks at the English
varieties used by Pima chuldren in a reservation elementary school m
southern Arvona She mvestigates the clam of thuse who find o “defiat™
i the Englsh of these children and through exhaustove documentation
llustrates the wide range of Enghsh constructions these chuldren employ
The situational conditioning factors which govern the presence ur absence
of these furms are emphasized. The chapter is especially tunportant because
it offers a data base upon which further discussions of Indian English can
be built. Too many studies of these themes substitute rhetor for fact, a
situation William Leap explores in Chapter 12

11
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Mary Miller, in Chapter 10, also looks at the use of Enghsh by Pima
Indian children, this time to show how language renewal can involve souial,
economic, and political forces competing with the target language of the
Native community and with the acquisition of English, Maller's discussion
of this problem is based on the hypothesis that the Indian Eaglish forms
emerge under such cirumstances as products of bilingual interference. Not
all Indian English scholars endorse the relevance of the interference model
in these contexts Maler justifies doing so in the present mstance by uting
the increasing differences between the levels of English usage attained by
Pima Indian children at particular points in the developmental process and
the usage levels attainod by English speaking monolinguals fron: the
Washington, D.C. meiropolitan area. There are umique phonetic, syntactic,
and lexical features in the English of the Pima children, and Miller refers to .
some of thesa in he: ¢ssay. Comparisons with the descriptions offered by
Nelson Barber can offer insights in this area. The judgments of student
academic achicvement in Miller's essay ¢yme from the Anglo community
and its value structure. However, because of the continuing dommation of
Indian education by Anglo perspectives, the evaluation system vuthned by |
Miller is poliucally realistic—at least as far as present crcumstances |

. warrant. |

. Not all Indian English varieties have seen as rauch detailed analysts as |
that given Pima Englist. phonology in these two essays. In Chapter 11, ‘
Mark Fleisher discusses one instance where questions about the “Indian |
ness” of a tribe's charactenstic English variety are just beginming to be ‘
raised. The tribe i queston—the Makah of northwest Washington |
State—is located in an area with a long history of wtertribal pdgin and |
creole usage. Flesher raises the possibihty that Makah Enghsh mught |
represent the continuation of an older, nonstandard, "neutral” pudgin  this
time using Enghish rather than Indian language vocabulary m the surface |
structure. Should this prove 10 be the case, arguments that the sentence 4
forms of the codes are to be mterpreted solely by reference to underlying {
ancestral language grammar will need to be carefully re exammed |

The final chapter of the volume 1s by Wilhlam Leap It deals with the ‘
concept of semilingualism as 1t relates 10 American Induan English and i
Indian language renewal. The argument has been made that there are |
many 1n minority speech communities in the United States and other voun |
tries who, for a vartety of reasons, are proficient in nerther their anvesteal
language nor in the national tongue. This leaves them i a state of dual ’
hnguistic incompetence, and equally vuinerable in cconomie and siatal l
terms, as well. The vahdity of this claum, Leap argues, has never been
adequately tested. Descripions of semulingual speech have et to be ‘
advanced. The data used to Jdocument the existence’ of senuhingualnm
remain derived exclusively from standardized test scores These are hardly
adequate means for measuning, much less undesstandag, the sentence
formation skills of any speaker. In spite of these glaning deficiencies 1 the
data base, the concept of semulingualism has been aceepted by thuse who
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apparently feel the need 1o embrace some version of a linguistic deprivation
theory. Leap's essay cites a series of sentences from his Tiwa and Tewa
English field data to demonstrate the inaccuracy of basing assessments of
the language skills of Indian English speakers on ideology rather than
precise description.

In this volume, the editors have brought together several important
perspectives on the language renewal process as it currently pertains to
American Indian tribes and languages. The issues discussed cover a range
of sociopolitical aspects of Indian language planning (including the politics
of dialect, the role of the linguist, and the historical foundations of con
temporary language problems), problems faced by the actual experiences of
Indian language renewal efforts in various contexts, and the relationship
between Indian language renewal and Indian English proficiencies. Not all
of the ssues in this field of American Indian edv-z.ion have been addressed
1n this book. But enough have been explored to suggest to the reader some
of the prospects and directions for action within American Indian language
planhung. It 15 the sincere hope of the editors that this volume will impart
some of the excitement they have found while working with these ques
vions in the field.

A brief note on terminology is in order. Non Indian scholars in recent
years have tended to use the terms Native American and American Indian
as1if they were synonymous. They are not. Native American is an adminis
trative term that includes not only the federally recognized Indian tribes
but also the state recognized tribes and self identified Indians, native
Hawaiians, native Samoans, other native Pacific Islanders under US
dominion, and the descendents of the native inhabitants of Puerto Rico
and the U.S. Virgin Islands. American Indian denotes a subset of this more
inclusive group and refers in accurate usage solely to those people who are
me.ibers of federaily recognized tribal entities, including the Alaska Native
communities identified for the purpose under the terms of the Alaska
Native land claims settlement. The federally recognized tribes have made
their preference for the term American Indian clear on numerous
oceasions, and the editors of this volume have respected that preference
here. Where an author has chosen to use Native American. the editors
have honored that preference, otherwise, in general discussions or in.
instances whare the reference was strictly to federally recognized tribes,
they have substituted the more appropriate phrase.

Robert N. St. Clair
. William L. Leap
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Chapter 1
What Is Language Renewal?

Robert N. St. Clair

Robert N. St. Clair is professor of English at the Univer-
sity of Louisville (Kentucky). He is editor of Technology
and Mediated Instruction, a publication of the National
Association of Learning Laboratory Directors, and editor
of the Language and Literacy series of the Institute of
Modern Languages. He is also Executive Director of the
Forum for Interdisciplinary Research. His most recent
works include Developmental Kinesics (1981), Social and
Psychological Contexts of Language (1980), Language
and Social Psychology (1979), and Applied Sociolin-
guistics (1979).
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4/Sociopolitical Factors

Introduction

After more than a century of witnessing the demise of their native lan
guages and cultures, many tribal groups in North America are beginning to
make a concerted effort to reverse this process. Some of these agents of
social change have turned toward the vast volumes of scholarly research on
their people and have looked for insight in the writings of social history,
cultural anthropology, literary analysis, and social psychology. Others have
placed therr hopes for renewal in the more formal pedagogicai approach
and have learned to develop their own orthograph} grammars, dictionaries,
and classroom texts. They have done this at various grade levels, ranging
from elementary school to the research oriented model of college courses
on their nativ e languages and cultures. What 1s significant about this search
for language renewal 1s that 1t 1s not onlvy authentic but it is also wide
spread.

Although many see language renewal as an amorphous attemp. to
return to the values and the 1declogies of the old days, they !o not realize
that it 1s abo an internationally emerging areca of research among students
of the poltical sociology of language (St. Clair, 1979). It represents, for
example. one of the five aspects of language planning (Nahir, 1977). Hence,
if the renewal of a language and its culture 1s to suceed, tribal communities
«an learn much from others who have ventured 1n this direction. For this
reason, an overview of the literature should prove beneficial.

Language Planning -

The coneept of language planning has always been around, but in 1887 it
came nto prominence when Dr. L.L. Zamenhof constructed an inter-
national language that he called Esperanto, the language of hope (Privat,
1923, What » important about this event is that it drew international
attention «nd soon became a popular movement among the people of
Europe. 1t was a0t restricted to mtellectuals nor to other groups of profes
siwnaly who envisioned « need for this new planned language. but was
adopted by the general populace. Those who spoke this new language were
recognizable by the green star which they wore on their lapels. Today. the
language still survives and 1s no longer limited to Europ.. bv is well known
in China, for example, and 1t boasts of millions of speak=rs world wide.
Since the ume of Zamenhof, scholars have learned a great deal about
the problems of language planning. For years, there was a special journal
dealing with world language problems (La monda lingy o problemo). 1t is
now called Language Problems and Language Planning and is edited by
Dr. Richard Wood (Southeast Missourt State University) and published by
the University of Texas Press. Each issue of the journal contains some
insight 1nto the various aspects of how languages are purified, revised, re
formed. standardized. or modernized. The journal continues to be an
important source of mformation on language change and planning.

it
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There are five aspects to language planning and language revival is just
one of them (Nahir, 1977). First, there is the institutionalized purism in
language that cccurs when people feel that their language is being con-
taminated by too many loan words. This is usually done by prestigious
language academies which comprise learned scholars, and it is their job to
investigate the origin of words and grammatical usage in order to ascer
tain their purity. It1s interesting to note that such movements tend to occur
at a time whén a dominant group in a country uses language to create
social distance from other groups within national boundaries. The purifi-
cation of language, for example, was the concern of Mussolini in Italy
before the Second World War and of Hitler during the rise of the German
Third Reich.

A second form of language planning involves reform. This is usually
motivated by a desire to make the language 'ess complex. It appeared in the
United States, for example, under the name of orthographic reform and
was led by many groups that argued for a simplification of the spelling of
English. This domain of spelling is usually under the control of lexicog
raphers, people who study words (lexemes) and develop dictionaries
(lexicons). During the height of the orthographical reform movement in the
United States several decades ago, various groups constantly attacked the
lexicographers and other custodians of linguistic tradition.

Standardijzation is the third area of language planning and involves a
provess in which the dialect of a region is legitimated and becomes accepted
as the major language. Many times, the problem of standardization be
comes intensely political because the idea‘ity and the cultural heritage of a
people are intrinsically related to their language. Hence, when one dialect is
subordinated to another, this im >lies devaluation of its speakers Consider,
for example, the quest for the legitimation of their language and culture by
the French Canadians of Quebec.

With the advent of technological change and the expression of cul-
tural mnovation, a language needs to be modernized occasionally. This is
the fcurth form of language planning and it tends to be limited to the
creation of new words to fit the new interests of the nation.

Finally, there is the fifth form of language planning, which involves a
people’s revitahization or renewal of their language. The classic casc of lan
guage revival can be found in the rebirth of Hebrew after several millenia
as a dead language. The rise of this language has been well documented
(Fellman, 1973), but in this instance the new concerns are with the prob
lems of standardization. There are other noted cases of language rencwal It
can be found among the Irish (Macnamara, 1971), Welsh, Cornish, etc In
the Pacific Northwest, the concern for linguistic revivalism is currently
taking place 2mong the Salishan tribe (see Chapter Six on the Lushootsced,
by Hilbert and Hess), and the Sahaptian tribe (see Chapter Eight on the
Yakima, by Haggerty).

However, before returning to the concept of language renewal among
American Indian tribes, it is necessary to explore further the sociopolitical
contexts which led to the demise of a language in the first place.

| 2SN
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The Context of Internal Colonialism

Philip Altbach and Gail Kelly (1978) provide an informative commentary
on how education is used to meet the needs of the power elite. In their
writings, they notc how the classic pattern of colontalistn was estabhished in
India by the administrators of the British East India Company and how,
within a generation, the elite of that country became the administrators for
British interests. What is significant about this pattern of oppression and
control is not that it was done by education alone, but that it was also done
through the medium of language.

What, after all, is language? For the linguist it is a symbolic form which
can be analyzed and studied. But language is much more. It 1s a feeling that
people have and that words can express. It is a system of social values that
can be found in the verse and oratory created by the great minds of a
people It is history, imbuing the relic expressions of the past with the form
of metaphor and lexical clusters of meaning for the present. It is sound, for
lar guage provides the verbai play that poets enter when creating new
symbolic worlds of expression. It is growth, as the language of a child
develops into the more complex and sbphisticated adult models of usage.

Language, then, is life. It captures the ideas of a people and the feehngs
and values of their existence. To deny one his or her native language i»
comparable to the more blatant forms of cultural genocide. When the lan
guage goes, so does the culture, to provide a new language 1s tantamount to
creating a new world. Hence, language plays a crucial role in the renewal of
aculture.

A common strategy in the colonization of a people 15 the co optation of
its leaders. In India, this meant that the local anstocracy were the first tar
gets of the colonial administrators. They knew that if these rulers were to
accept the new ways, the people would follow. They knew that if these elite
leaders were to become the managers of British colonial interests, the
people would be under control socially and politically. Hence, it 15 not
surprising to find that within a short time, these members of the aristocracy
became the new managerial elite of the British East India Company. They
learned to speak English with the proper British accent and learned to dress
in European fashions. They learned about the literature of England and
came to hold it above their own, even though they already pussessed une of
the richest literary traditions in the world.

However, they learned the harsh lessons of social disiance. As they
attempted to emulate the colonial adminsstrators, the loval aristucracy be
came alienated from their own past. They no longer knew their traditions
and could no longer feel the richness and the experience of thewr past. They
could not relate to their heritage. Yet they were also alienated from those
whom they sought to emulate. When they attempted to become a part of
British society, they found the latter creating social clubs with special
membership privileges that barred these Indians from partivipation. What
was once a natural bond of solidarity between the iocal rulers of India and
their past had now become a J >uble bind of social distance. They could no
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longer return to the past and they were not invited to participate in the
future. They were locked in the bondage of the present.

How does the case of colonialism in India relate to the needs and con
cerns of Native American tribes in the United States? Although one may
not immediately see the similarities, they are there. The control of reserva
tion life by the federal government has been called “internal colonialism™
(Iverson, 1978). It is a situation in which the language of a people, and con
sequently their culture, has been replaced by a foreign tongue. W here once
all of the members of a tribe spoke their native Indian languages, they now
speak predominantly English. When the government took over Indian
lands, the people lost more than local battles and skirmishes— they lost a
way of life (Tyler, 1973). When the Bureau of Indian Affairs established
local schools, the pupils were taught much more than reading, writing, and
anithmetic. They were taught negative self-concepts and defeatism (Szasz,
1974). Where some see federal programs for Native Americans as mag
nanimous gestures of kindness, political scientists view these as a setting in
which the governinent dictates the needs and interests of a people and
holds them in check by means of a network of financial dependency
{Levitan and Johnston, 1975). Where religious groups and other commer
cially onented organizations see themselves as helping the Native Ameri
cans find hfe, others may view them as bringing cultural genocide when
Native beliefs are stripped of value and recast into commercial terms for
sale on the market place.

For American Indians, then, the last two centuries of internal
colorualism have led to a situation in which the questions of survival and
renewal are of paramount interest (McNickle, 1973). They no longer speak
therr native language. They no longer worship the forces of nature, but
now are asked to dedicate themselves to a bureaucratic religion with all its
formalism. They no longer know of their heritage, and the past has been
recast for them by the interpretations of others. Even their holidays have
become commercial events and the sacredness of their ceremonies has been
either lost or severely attenuated. Much more than a language has been at
stake n the transition. It 1s no small wonder that there is growing concern
for language renewal and cultural revival.

Establishing a Language Program

For those who are action oriented, a viable language program can be
mitiated with the assistance of the elders and those who still cherish the
traditional ways. Such a program usually brings opposition and those who
pursue 1t are accused of “selling the language.™ It appcars, however, that
this 15 not the real 1ssue The resistance to a formal language program can
be found in the traditonal way of teaching. The use of formal education is
not intrinsic to the culture. If one is to leain from another, this is done by
spending many long years in apprenticeship. This 15 the “silent way.”
Learning takes place through participation and the experience of hving. 1t
1> legitimated by thuse who are the mos. respected among the members of
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the tribe for their expeitee and knowledge. With the advent of formal
education, this tradition h2s died among the younger generations. Further
more, there is also a res tion against the print cultuze and its alignment
with the values of technelt,gy. Many elcers see no value in having their
language reduced to print. Tlus process, they feel, robs it of its warmth and
divorces it from its context of usage.

There is one strategy, ncvertheless, which is worth pursuing because it
combines both traditions. This involves teaching the language to the
children at the elementary level. At this grade level, children have no dif
ficulty in learning another language. They are not hampered by the many
problems that are faced by students of a second language at the secondary
and collegiate levels. Once such a program is started, there is a definite need
for reinforcing the language learning process at home. Unfortunately, most
parents do not have a command of the language and consequently may

. even be hostile to such programs in the community. At best, they may

speak positively of such programs, but provide minimal interest in guaran
teeing their success.

If there are any tribal members who can really save the program, they
are the elders. These are people who may be in ths sixty to eighty year-old
range who have actually spoken the language fluently as children and who
fully participated in the ways of the tribe. They still know the ceremonies
and are the most valuable elements in any language renewal program. The
secret is to get them to work with the young children. They can teach them
to speak the language and, if circumstances permit, the children can teach
them how to read and write in the new system. This program, then,
requires parental as wel! as communal support.

The Orthographic System

One of the first challenges to Jeveloping a language renewal program is the
creation of an alphabet for that language. This process is far more complex
than it appears because the writing system must be not only highly
practical but also relevant to the needs of the tribe. In the past, anthropo
logical linguists would work with local representatives of a tribe in the
development of their aative orthography. The result was usually a linguis
tically sound writing system, but it was not always very practical. Many
times, the symbols used by the linguist did not occur in the repertoire of
those who were to use the script, which meant ordering and buying special
typewriters. A practical writing system would make use of the keyboard of
a regular typewniter and would use symbols that are not ton foreign to the
experience of the teachers and the students in the language renewal
programs

An excellent example of a practical orthography can be found in the
system devised for the Yakima language by Bruce Rigsby (1975), an
anthropological linguist currently working in Australia:

1. Underlining for velar sounds
chxaw (fat) Kk 'amkas (shoulders)
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2. Double letters for affricates
chxaw (fat) shiix kinupa (handsome)

3. Apostrophe for glottalized sounds
kayik {colt) £ xwit'xw (sparrow)

4. Hyphen for lateralized fricative
kw'alanj (happy) k'puut (short)

5. Double letters for long vowels
haasht (breath) ki'iis (smile)

6. Hyphenated i for schwa vowel
#im (mouth) tpish {face)

Another problem in developing an orthography has to do with the
reading process. In creating a writing system, one may produce a pattern
that is highly phonetic or one that is far more abstract and morphophone
mic. It would appear that the latter system would be linguistically ideal
because 1t represents the underlying form of the language. However, this is
not the case. If one uses a highly complex writing system, it will make the
learning of grapheme and sound relationships far more difficult for the
child 1n the element: ry classe:. What appears to be systematically simple
and clear is pedagogically complex and difficult to teach. Henze, what is
needed for children in the lower grades is the equivalent of the Initial
Teaching Alphabet (i.t.a) already familiar to teachers of the elementary
grades. This simplified model allows the child to learn the graphemic
symbols with greater ease. Later on, at the collegiate level, the more com
plex writing system can be reintroduced without any difficulty.

St. Clair /9
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The Classroom Grammars

For years, language teachers have attempted to teach their students the
rules of grammar. They have made them recite definitions and fill in work-
books with grammatical terminology, all in the hope that it would make the
students learn to write better. This problem is compounded by linguistic
texts disguised as language handbooks, which provide an array of stiuc-
tural formulas for the language teacher. Karl Diller (1971) makes such
claims for the generative model of language and its effectiveness in the
ciassroom situation. Unfortunately, these are merely reworked versions of
linguistic theory in a diluted form and they appear more to patronize than
educate. They basically show the students how to do linguistic analysis
~ rather than teach them how to communicate better in a second language.

A recent attempt to break away from teaching linguistic analysic as
language learning comes from the research of John Mellon (1975) and
Frank O'Hare (1969). They call their approach sentence-combining and
focus their concerns on improving the student’s writing ability. What is
new about this approach is that it argues against the relevance of formal
grammatical instruction in the classroom. They have completed several
empirical studies on this subject and are convinced that they are not only
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enhancing the writing ability of their students, but that they are also in-
strumental in providing their students with a working knowledge of
grammar in the process. Their students are not given labels to memorize,
nor are they given sentences te parse, they are merely asked to combine
two or more sentences into more complex structures (Rippon and Meyers,

1979. Strong, 1973). The following exercise is representative of their
approach:

Topic Area: Food

1. He eats the food.
2. The food is good.
3. The food is tasty.

Student Responses:

I. He eats the food. It is good and tasty.
2. He eats the good food. It is tasty.

3. He eats the tasty good food.

In sentence combining, there are no correct answers. Every styhstic
vanant is acceptable, and this provides the student with a sense of sy ntactic
fluidity and a freedom of expression. It creates better classroom perfor
mance. Although this approach has been proven to be an effective class
room tool for improving the writing ability of students, it has been apphed
only in English. It has not been used for other languages, much less for the
larguages that American Indians speak. Nevertheless, it could be done, as
the following Yakima example demonstrates:

Topic Area: Description of People

I. Uwinsh iwa k 'puut (The boy is short.)

2. Kaatnaram awa tutanik. (His hair is long.)
3. Chmuk wa tutanik. (The hair is black.)

Student Responses:

1. Uwinsh iwa k'puut ku awa kaatnam tutanik. Awa chmuk tutanik.
(The boy is small and has long hair. The hair is black.)

2. Uwinsh iwa k'puut ku awa chmuk kaatnam tutanik. (The boy s
small and has long black hair.)

When pedagogical grammars are explored further, it is found that they
are comonant with the current research in psycholinguistics and reading
(Dawkins, 1975) in their ordering of gra. natical units from the more
simple to the more complex. Again, the problem with such research 1s that
it s based un English grammatical structures, but it would be informative if
similar patterns of psycholinguistic development could be ascertained
among the languages of American Indian children. Heuce, the creation of
pedagogical grammars that enhance the syntactic and lexical repertorne of
the users of the language could be a highly productive enterprise.

¥
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Classroom Dictionaries

The lexicon or dictionary is a very useful tool for the language learner It
tells how to pronounce a ¥urd, how to spell it, where it came from, what it
means, and how it is used. What is not normally known by language
teachers 1s that the dictionary must relate to the grade level of the chil-
dren who are using it (Braun, 1977a). Although there may be over 4 million
words in the dictionary of a language, only a small number of these are
within the living experience of tt.z child who is learning the native or re
newed language. Only these words are incorporated into the classroom
dictionary (Braun, 1977b).

One of the problems in using a dictionary is that of relating the words
to the proper context or experience. *When certain words are located in the
dictivnary, they may have twenty or more entries. Each involves a legiti
mate use of the word, but the child dees not have enough experience with
the different uses of the language to cope with this diversity. What is
needed 1s an experience-based dictionary, perhaps the most successful
examples of these can be found in the spoken language dictionary series
used by the U.S. Army language school during the Second World War.
What makes this kind of dictiunary unique is that it not only provides the
words and elaborates on the context of usage, but it also provides copious
examples of those words in actual sentences. Consider, for example, the
conversational dictionary used by Oreste and Enko Vaccari (1955) some
decades before the Army language model:

Know: v.t. shiru, wakaru, (in polite speech) zonjiru.
Do you know that man?
Ano kata wo go-zonji desu ka.
[ know Japanese.
Watakushi wa Nihon-go wakarimasu.
Do youknow that la iy
Ano fujin wo shitie irasshaimasu ka.

The word knton can be ambiguous. [t can mean to recognize someone, of
to know a subject of study or a language. If examples of this distinction are
lacking 1n the dictionary, this can lead to unnecessary confusion. Some
times these finer distinctions can be taught by means of a synonym
dictionary such as the one R.B. Farrell (1963) has developed for German®

Know:

|. Kennen: To be acquainted, familiar, with a person or thing.

2. Wissen. To be aware of, to have information of, as a fact. To know

how.

Erkennen: Used in the sense of recognize.

4. konnen. To know an academic subject of study, to know a lan-
guage.

hoad
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Another aspect of teaching the meaning of words can be found in the
study of root forms or morphemes. This approach may be especially useful
in some American Indian languages because of the eéxtensive use of
morphological forms or word shapes that tend to recur throughout the
language. There may be a problem in teaching root forms, as Edgar Dale
and Joseph Q'Rourke (1971) have noted. It is usually assumed that once a
root 1s taught, its recurrence can be readily recognized by the student. This
is not so. It has been found, for example, that in English a child may
recognize the forms photo and graph in some words at the Grade 6 level, in
others at the Grade 8 level. and in some cases may not make the con-
nection until Grade 12:

Words Grade 6 Grade 8 Grade 10’ Grade 12
phptg photograph
graph photograph  autograph  graphite graphic

biography  bibliography
This is another aspect of language acquisition that needs to be siudied in
greater detail Just which roots are immediately grasped by children in the
elementary grade levels and which are not is a matter of empirical research,
and this should be seriously consideged in the establishment of a language
renewal program.

Finally, there is the problem of teaching words that belong to language
families These words are lexically related (Gruber, 1965). They may share
transformationai relationships, occur as opposites, or exist n some other
derivational forms. Czusider, for example, the word die and how it parti-
cipates in a family of related words:

Die:

To cease living

Kill(fo cause one todie)

Murder (to cause another’s death intentionally)

Suicide (to cause one’s own death intentionally)

Assassination, patricide, genocide, etc.

In many American Indian languages, there is only the morphemic form for
die. and the other forms within this semantic family are created by the
addition of causative markers, agentives, etc. These variant forms can be
readily Jeveloped into classroom texts by means of lexical substitution
exercises Other lexical families can be found within the theoretical frame
work of generative semantics. The following provides representative
examples:

Reversals:

To tie/untie

To open/close (un-open)
To send/receive
Torent tolrent from
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Contextual Verbs:
To break—
tear (break paper)
snap (break a twig)
crack (break an egg)
smash (break into little pieces)
Togo—
walk (move on foot)
run {move on foot rapidly)
drive (move ina car as an agent)
ride (move in a car as a passenger)

|
\
Although the nature of lexical relationships is still a matter of controversy,
they do provide an interesting alternative to teaching vocabulary enrich
mentin the language renewal classroom.

Classroom Readers

The use of materials in the classrom provides an interesting exercise in
teaching culture. The selection of appropriate materials presents the
language teaclier with a first-hand experience of which ideas, values, and
beliefs to use in developing a story and which ones to avoid. In political
science, this form of agendd setting is referred to as the use of “heroes” and
“villains.” By selecting the out-group as villains and the in-group as heroes,
one is also socializing the student to communal values. In the case of a
federal school considered in the context of internal colonialism, however,
the American Indians are treated as the villains and called “savages” or
“heathens.” Lee Salisbury (1967) has investigated the Dick and Jane

- readers published by Scott Foresman and provides some insight into how
the tacit culture of the readers produces havoc among the rural Eskimo
children in the English classroom. The bases for these distortions are re
capitulated as follows:

* Dick and Jane play “ogether, but Eskimo boys and girls do not play to-
gether or share toys.

» The children’s dog, Spot, is a pet and a playmate, bur Eskimo dogs are
work animals.

* Father leaves for the office every day and comes home at night without
any food, but the Eskimo man’s work and its products are immediately
visible to the children—he leaves home to hunt or fish.

¢ The children’s grandparents live far away in the country, but Eskimo
families live together and regard any separation as unfortunate,

A similar pattern of bicultural dissonance can be found when the Dick and
Jane readers are presented to Navajo children (Evvard and Mitchell, 1972).
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Language provides values. It is not a neutral medium of expression. As
a consequence, the choice of how something is said is just as imp srtant as
what is said. In the case of classroom texts, there has been a definite bias
agaipst erican Indian students in the value system espoused. The
ideology comes from the dominaht culture and is imbued with White
Anglo Saxon Protestant male ways of thinking (St. Clair, 1979):

In-Group Out-Group
(good) (bad)

intclligént moron, cretin, ‘
pejorative reference to
bodily functions

human animal, savage, bestial,
vermin, microbe

religious heathen, pagan

citizen alien, foreign

4 o e . .
adult ‘ childish; boys, girls, babies
male female, homosexual

This chart provides an account of how nutsiders are portrayed in the
commercial classroom texts. Intelligence is reserved for those in the in
group while the social, political, and ethnic minorities are seen as lacking in
intelligence and are referred to pejoratively by terminology that is char
acteristically associated with bodily functions. The concept of humanity is
also reserved for the insiders and it is common to read in historical docu
ments. law briefs, and classroom texts that American Indians are by con
trast the “savages”™ or “ammals” in the stories. The dominant religion of the
Umted States is Protestant and the sociopolitical impact of this for other
religious groups, such as Catholics and Je'ws, is demorsstrated in U.S. social
history. However, American Indians are treated as complete outsiders.
Their religion is not even considered for its own intrinsic value but iscom
pletely denied through such terms as heathen and pagan. The concept of
citizenry appears to reserve the rights and privileges of the system for in
group members, although the concept of alien or foreigner is not tinged
with the negative connotations it had during the 1920s, when the country
was in the midst of xenophobia.

The most interesting category is that of the adult. This represents
someone who is a full citizen and can Le trusted to act without parental
guidance. Children, on the other hand, do not share this right; they must”
always have paternal acquiescence in their actions. When a Black male is
called a boy, for example, this is a demeaning term. It means, in essence,
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that he has not yet reached adulthood and must be dealt with through
another agentin Joco parentis. Similarly, when a woman is called a giri, this
attributes to her the lack of responsibility that goes with adulthood. Even
more demeaning is the term “baby”, interestifigly enough this is linuted to
females in a maleoriented seciety and connotes an even greater degree of
paternalism. This last term: is implicit in the previous discussion of adult
hood and sets the agenda for stigmatization in the literature of children. As
an exercise in self enlightenment, teachers should be encouraged to
seriously look at the texts they are using in order to ascertain who is
portrayed as the villain and who iselevated to the status of h. -0 or heroine.

One way for teachers to overcome the biases of published textbooks
would be to develop their own classroom readers through oral history
projects with the elders in the tribe. They will have much to say about tie
values and the beliefs of the old ways. By their very speech, they will con
vey insight about their own view of what the insiders are like and how they
differ from the outsiders. They will have their cwn views of wisdom,
humanity, religion, membership in the tribe, initiation into adulthood, and
other communal values.

The Politics of Dialect

As soon as they have begun to develop a writing system for their own
language renew al program, teachers will encounter a common problem of
choosing the proper dialect tur the language. It is during such times of
stress that they may begin to realize that what is commonly called the
language of a nation is really no more than an official dialect. The Spanish
language, for example, has adopted as official the dialect of Castilian and
the German language has adopted the dialect of high German The case of
U.S. English1s nodifferent. What is important about this realization is that
1t forces tribal members to see how all nations around the world share the
same conflict over whose dialect will be representative of the group and
legitimated by the system. Hence, when one dialect is used for the new
writing.system of the tribe, the speakers of the other dialects become disen
franchsed. They complain that their own speech patterns are not being
considered, and their complaints are fully justified. One way to get around
this problem s to provide only one writing system, but to use it equally for
all dialeets. When the Yakima language program was initiated, for
example, some of those who were developing materials used the Mamachat
dialect. But,once it was realized that other dialects could also use the same
writing system and develop their own materials, this conflict was resolved.
In the previous discussion of language planning, it was noted that the
conflict over w hich dialect to use was the probleu., of standardization. This
stage of conflict is a natural part of the growth and development of a
renewed language. However, this problem can be avoided by judicious
language planning from the very beginning. The case of the Yakima, in
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which the same wniting system is used for other dialects, appears to be an
excellent medel of language renewal. There is no need for conflict once it is
known that each dialect is accessible to others through a common writing
system. Where problems with the Yakima program do occur, they result
from a lack of language awareness. This problem, it should be noted, is not
restricted to these Sahaptian tribes. It is also a problem that is endemic to
teachers of English and can best be resulved through occasional workshops
in which diversity of language is demonstraced to be the norm. Teachers,
parents, administrators, and children all need to know more about the
other dialects within the linguistic family system. They need to know that
language can change rather drastically from one con:.xt to another and
this is not a matter of which dialect i form is correct, but one of the ap-
propriateness of the code to the contex! in which it is used.

Conclusion

Although language planning is an international affair, the process of lan
guage renewal is now the dominant interest of American Indian groups in
North America. What was once the quest for a revival of the language and
culture of the old days among the Israelis, the Irish, the Welsh, and the
Cor..ish is now the daily concern of the Lushootseed of the Salish tribes, or
of the Yakima and Nez Percé of the Sahaptians. It is because cf this con
centrated interest that the Native tribes provide a rich laboratory for
language planning. They are involved in a promising experiment in social
change. The challenges that they face are great. Language renewal can
succeed when a nation is free and :ndependent, however, under the guise of
internal colonialism and the multifaceted netw orks of control and depen
dency that were nitiated and maintained by federal interests, the promise
of language renewal appears to be fighting against some very heavy odds.
As a consequence, there is a greater need for cooperation.
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Factors in Language Planning’

In recent years, programs of bilingual instruction throughout Indian
country have taken on a variety of forms. In instances where the students
are fluent in their ancestral language but minimally familiar with English,
Indian bilingual education? involves Indian language arts ins:ruction
coordinated with appropriate English as a second language (ESL) strategics,
to ensure that the students’ development of facility in standard English
does not come at the expense of ther control over ancestral laniguage
codes. The reverse situation may just as readily be found—instances where
Indian students are already fluent in English but mimimaliy familiar with
sentence formation processes in their ancestral language. In these cases,
Indian bilingual education invclves Native as a second language (NSL)
instruction coordinated with meazures to ensure that the students’ facility
in English will not be adversely affected by the acquisition of Indian lan
guage arts skills. At the midpoint between both extremes lie those instances
where students are fluent speakers of the locally appropriate variety of
Indian English (Leap, 1979). In such cases, an Indian bilingual education
program provides developmental instruction in standard Enghsh as well as
in the students’ ancestral language. Depending on local conditions, the
program may also need to ensure that the students’ fluency in vernacular
English is not unduly affected.

Of course this is an ideal typology and several factorsinterfere with the
neatness of its application to the real world. First, there is the recurring
problem of language variability. Undoubtedly there will be instances where
all students within a classroom have nominal familiarity with English or
their ancestral language. It is more common, however, to find varying
levels of student control over each of these codes, such that some students
evince greater or lesser English (or Indian language) facility than others.
Developmental factors, previous exposure to standard English or Indian
language models, inherent diversity in Indian language usage patterns, and
any number of additional influences similarly have an impact on this
situation.

In addition, there are 206 different Indian languages still spoken in the
United States. This further complicates the question of variability —first,
because each Indian language has its own history and usage constraints,
and second, because several such Indian language traditions may be found
within a given reservation or tribal community, or within an Indian class
room at any point in time.

Synchronic and diachronic factors have jointly given rise to a diverse
and complex reahty for Indian language needs in the United States. This
has seriously complicated the efforts of school authorities and language
planners to develop responsive programs that will meet those needs, since
no single type of bilingual initiative can be applied to all Indian contexts.
An additional .oniplication must be recognized. A tribe may not want to
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see a bilingual education program set up in the local school—despite the
fact that a language probiem has been recognized within a given tribal
community, ancestral fluency is retained.solely within the grandparents’
generation, or English language fluency is only beginning to be evident
among the elementary-school-aged children.

Often there are quite valid reasons leading parents and tribal officials
to bypass schoolretaied solutions to language problems, even after the
negative impact of the problem on the children’s educational progress has
been established. Commentaries such as those reported in Phillips (1972},
Dumont (1972), and Wax and Wax (1965) document a common Indian
perception of the school as an alien institution whose very assumptions
about educational processes are sometimes quite contrary to the assump
tions shared by the tribal membership. Then, too, more than 70 percent of
all Indian elementary and secondary level students are enrolled in public
school programs, not in Bureau of Indian Affairs (BIA) schools, tribally
controlled schools, or other private facilities. Non Indian educators have
not always been enthusiastic or supportive of instruction in Indian arts,
crafts, history, or other culture related topics within public schools. Few
school districts are prepared to offer meaningful instruction within most of
these areas to their students. In spite of the decision in Lau v. Nichols and
related actions, special programs to teach Indian language arts or to provide
remedial instruction in English language skills may well be viewed as
secondary additions to the basic curriculum—courses for elective study
most appropriately scheduled during recess, supervised study periods, or
after the close of the school day altogether.

Thus a tribe might not initially prefer or ultimately endorse a school-
based bilingual education program as the solution to its local language
needs. The wise educator will study the local conditions in order to under
stand better the basis for a tribe’s preference. Whatever the plan of action
chosen, the decision of the tribe must be respected. Tradition, treaty agree
ments, court decisions, and congressional actions —most notably the Indian
Self Letermination and Educational Assistance Act (P.L. 93 638) and, with
particular relevance to the present discussion, the Indian Basic Education
Act (Title XI of P.L. 95-56)—have given to the duly constituted govern-
ment of each tribe the authority to make decisions on all matters that affect
the nterests of the tribal aggregate. Since language related 1ssues clearly
affect such interests, the tribal governments have the right to decide
whether ancestral language maintenance or English language acquisition is
to be addressed through programs of bilingual education, or whether the
language question is to become a school-related issue at all.

It 1s always to be hoped that the decisions made on such matters will be
informed and responsiuic ones. But whatever the outcome, the decisions of
tribal governments on language questions are binding on all parties
concerned.
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The linguist who chooses to become involved in programs of Indian
bilingual education—whether as resource person, curriculum developer.
staff trainer, or in some other kind of capacity—must recognize from the
outset that language planning in India~ country is not gcing to be as simple
cor straightforward an activity as methods classes might suggest. The
linguist cannot enter with a set of preconceived options and expect to be
allowed to select the “best” alternative for imnediate implementation once
local needs have been identified. Agreement on the proper course of action
may rot always be so easily obtained. It is the purpose of this paper to
outline some of the parameters of the total context of Indian language
development, then to define certain paths of action that will assist the
movement of the linguist within that domain.

Contexts for Indian Language Development N

The grammar of a given language is a statement of the information a
speaker needs to know in order to form and inteipret sentences in that

" language. Of course, the grammar is not a complete repository of informa

tion to this end. The full range of the information a speaker needs within
conversational, political, ritual, or other contexts far exceeds the scope of
the structural details governed by its rules. The role of such rule governed
creativity within the larger context of speaker hearer discourse has never
been disputed; indeed, it is the acquisiticn of these kinds of contextually
based, linguistically creaiive skills that is often the focal point of Indian
bilingual education programs. For many years, American Indian lan-
guages have been the focus of study by anthropologists, linguists, and other
scholars but truly adequate descriptive grammars for those languages have
rarely emerged from such efforts. Most scholars follow the trend stretching
from the Handbook of American Indian Languages edited by Boas (1911),
to Park’s more recent grammar of Pawnee (1976). Their focus is solely on
phonological and morphemic level details, discussing sentence level con
structions only in terms of their surface level components rather than theu
underlying syntactic constraints. This is a serious omission where the
description of any language is concerned. The very process of sentence
formation, and not merely the use of words or sounds, is the basis of the
umquely human ability to use language, as well as the innate human ability
to acquire language skills in both first as well as second language contexts.
Clearly, acquisition of sentence formation skills must lie at the core of
any language teaching effort, those skills constitute the targets toward
which goals and objectives, materials development, lesson planning, and
teacher training must ultimately be directed. Programs of Indian bilingual
education, in particular, need to concentrate on sentence formation skills at
the ecarliest state of their development. If information on sentence
formation is not available, lesson plans can be designed only in terms of the
learning of culturally relevant terminology (¢.g., colors, numbers, or
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kinship terms) or the memorization of useful, idiomatic expressions (¢.g.,
“May I have some milk?”; “Where is Grandma?”). In this case, the pos-
sibility that the speaker will use such isolated bits of language data to form
more extensive or inclusive sentence constructions is left solely to happen
stance. Language learners often need explicit guidance in making the
transition from word and phrase to sentence. A clearly detailed gram-
matica! description which clarifies the sentence formation processes n the
language is the best source of reference for such purposes.

The nature of the sentence formation process is not always self-evident
to native speakers of the language, just as the full scope of the process may
not always yield to systematic analysjs even by the most highly trained re
searchers. It is tempting under these circumstances to draw whatever
generalizations seem evident .from the available data—the susface struc
tures of sentences, for example—and possibly to frame those generaliza
tions in traditional textbook terminology to highlight the apparent parallels
with standard English grammar. Use of such parallels may be heuristically
useful, but may also lead to particular problems in grammatical descrip
tions of Indian languages, given the unique historical and cultural tradi
tions that underlie their present grammatical details and usage patterns.

Thus, lesson plans in Indian bilingual programs often focus on singular
versus plural distinctions or contrasts among past, present, and future tense
reference, when in reality the Indian language categorizes reference to
number or space time positioning in terms of totally different criteria. (For
an example, see Trager, 1961.)

Appeals to English-language parallels are unnecessary. Each language
has .ts own discoverable set of grammatical rules. Analyzing the speaker's
intu tive patterns can go a long way toward the discovery of these rules,
provided those intuitions have not been undly influenced by the filtering
effects of other language grammatical assumptions. Since the analytical
methods of linguistic science are based on universal language propertics
and not cn language specific facts, formal linguistic perspective has a
critical role to play in this regard. Properly used, a formal analysis can do
rruch to clarify the nature of both particwar constructions in the speaker’s
language and the speaker’s intuitions about them.

Of course, linguistics can bring more than its technical usefulness to
the design and implementation of an Indian bilingual education program.
The several decades of Indian language scholarship have built up an exten
sive resource base—descriptions of language structure, collections of texts,
grammatical paradigms, tape recordings of interviews with fluent speakers,
and the like. The outcome of some of this research may have been pub
lished in the professional journals readily available in college, university, or
public libraries. Equally critical discussions may, however, have appeared
in less accessible sources—publications no longer in print, volumes from
specialized presses, foreign publishers, or other highly localized sources.

oy
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Many researchers possess vast amounts of data from their fieldwork,
materials that may not have been analyzed yet and that, because of time
pressures and shifts in interests, may never be.

Clearly, access to such information will be of value to Indian bilingual
education programs. This is the kind of resource material that curriculum
developers and classroom teachers will find invaluable for instruction and
program enrichment. The perspective on the language and its history,
which may be revealed through comparisons of field materials at different
points in time, may shed critical light on the antecedents of particular con-
structions or seeming “irregularitiés’ within current usage. This will
especially be the case when, as in the instances discussed in Sapir (1936),
the composition of particular expressions are no longer seif-evident. Cer
tainly the mere fact that these matzrials have already been collected will
save countless hours of precious staff time. In these and other ways, the
tradition of American Indian linguistics scholarship offers a wide range of
resources that might not otherwise be directly available to an Indian speech
community or to the bilingual education program.

Linguistic science can offer more than access to data and related
technical skills. The expertise that the profession currently requires of its
practitioners extends far beyond the basic ability to describe and account
for sentence formation processes. Few universities or research agencies can
afford to fund linguistics research totally from internal sources. Linguistics
has, for that reason, become a science largely dependen: on external
revenues to offset the costs of fieldwork, data analysis, and publication.
Traditionally, the agencies and foundations that have responded to these
needs within the profession have not reacted favorably to proposals seeking
support for Indian bilingual education efforts, often such projects fall
outside the mandate governing such agencies’ operations. Basic research
efforts, on the other hand, usually have been viewed in a more favorable
light. The style of argument, the use of documentation, evidence and proof,
and the selection of the appropriate “scientific” terminology —all of which
are characteristic of proposal development and research efforts of techni
cally trained language scholars—can often prove to be invaluable to tnbal
authorities and Indian educators. This is especially the case when tribal
authorities find it necessary to turn tu the traditionally “scientific” agencies

and foundations when seeking outside support for tribally based language
" initiatives.

There is one other way in which linguistics as a science can make signi
ficant contributions to an Indian bilingua! education program. Public and
private agencies have shown themselves reluctant to provide support for
Indian language related efforts unless they have sufficient assurances of the
project’s overall credibility. Too many programs ha ve been funded, started,
and ended wi.hout measurable or demonstrable outcome. Reviewers now
examine project design, statements of goals and objectives, management
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plans, and staff qualifications to reduce the probability that the proposed
effort will not follow a similar path. Few agencies have developed any
formal statement that enumerates the safeguards a proposal must incor-
porate in this regard. To be sure, indication that the project has tribal
backing and full community support plays its part in such considerations.
But a project that includes the services of a trained and experienced
language scientist within its work plan, and that documents the full scope
of the person's scientific background, usually proves able to withstand
reviewer scrutiny on this matter.

American Indian Linguists

Clearly, Indian bilingual education programs can make valuable use of the
findings of linguistic research in every phase of operation Recognizing this
fact now raises an equally critical question. From what source,i.e., through
what personnel, should such linguistic input be provided?

The answer is not as self-evident as it might seem. The experiences of
numerous tribes with these matters have made it all too clear that not every
lingusst can provide tie kind of information and analysis detailed here or
does so in 2 manner that tribes will find beneficial.

Recently, however, new and excitng dimensions have been added to
this issue. A number of colleges and universities report the availability of
courses that offer linguistic perspectives as well as conversational skills in
vantous Indian languages indigenous to their particular regions There have
also been notable increases in teacher training opportunities for persons of
Indian as well as non Indian backgrounds who hope to obtain staff posi-
tions within Indian or Indianoriented schooling programs. Criteria
defining the skills these teacher candidates should master have been
developed n many cases. In most of these and other programs, course work
in Indian language arts, or at least in the basics of linguistic analysis and the
nature of linguistic differences, is now required.

The availability of these undergraduate-level opportunities now lias its
counterpart on the graduate level, as well. Since 1978 the Massachusetts
Institute of Technology (MIT) has granted the Ph.D. in Linguistics to two
Amencan Indian scholars {luent in both their ancestral languages and
Englsh. Additional doctoral candidates in that program are completing’
therr dissertations as of this writing. Indian-oniented graduate programs in
linguistics have already been set up in other institutions—e.g., the
University of Victoria (British Columbia) and the University of Aiizona.

Opportunities for less advanced or less intensive instruction in lin-
guis«s are also available to tribes through less formal means. Of particular
intersst 15 the Summer Institute of Linguistics for Native Americans (SIL-
NA), a traming program in linguistic analysis designed specifically for
native-speaking members of Indian speech communities. In operation since
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1974, SILNA is not a degree-granting program, though students who
participate can arrange to receive college credit from an insutution of their
choice SILNA’s goal is to increase the number of trained native-speaking
Indian language specialists who can be available to meet the demands of
local language interests Thanks to the continuing support given to SILNA
by the Summer Institute of Linguistics proper, the back of the research and
cultural studies section at the Institute for American Indian Arts in Santa
Fe, and the increasing involvement of the program’s participants in the
decisionmaking process, SILNA promises to widen its impact on the
training related needs facing Indian language mairitenance-efforts.

The presence of this growing number of Native language-speaking
Indian linguists has already begun to be felt in various areas of Indian
scholarship. In some cases, these scholars have formulated alternative and
more powerful ways of analyzing details of their native language which
have heretofore only been described by their non-Indian colleagues. The
clarity of these speaker-based analysss has often given rise to some start-
ling results, whose importance reaches far beyond the realms of Indian
language description. For one example, sce Creamer’s discussion of ranking
in Navajo nouns (Creamer, 1974) and the circuitous attempt in Wither-
spoon (1980} to critique it. In response to such exchanges, there are now
non Indian linguists who argue convincingly that the combination of fluent
speaker intuition and sharply honed linguistic technique (possible only
when the native speaker has received training in formal linguistic analysis)
offers the only means for developing an analysis with reliable explanatory
power forany language (see, for example, Hale, 1972).

While it is doubtful that scholars with Indian backgrounds wiil ever
become the majority within this portion of the profession, it is clear that a
new kind { accountability is being introduced into linguistic science (or at
least, into that area of linguistics oriented toward American Indian themes).
Trained, Native language-speaking Indian collcagues now attend profes
sional meetings, publish in journals, and respond in print to publshed
articles and reviews. These linguists now compete for the opportunities to
carry out research activities within tribal contexts and under the sponsor
ship of tribal programs. In sum, it is no longer appropriate to assume that
the field of American Indian linguistics is the exclusive domam of non
Indian personnel, or that it will ever be so again. )

Involvement of Non-¥dian Linguists

This increased participation by American Indian linguists poses a challenge
to non Indian linguists who wish to become invalved, or continue their
involvement, with Indian language bilingual programs. The range of ser
vices that the non Indian linguist might have provided such a program in
previous years may now be made available to the program by tnibe
members Some tribes, it would appear, prefer to turn to their own for such
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services, if only to keep the local language effort tied as closely to the tribal
community as possible. When such an attitude surfaces, an ever-larger
wedge appears to be driven between the non Indian scholar and the focus
of His or her scholarship.

It may seem in order, under such circumstances, for the non-Indian
linguist to retreat from all involvement with the local language effort,
undertaking instead ouly those tasks that inform the scholar’s own research
agenda and making no direct effort to determine what impact.such studies
could have on tribally based bilingual intcrests. There are, to be sure,
linguists who have always operated in such an impartial manner.

Other scholars, however, may prefer a second tactic: to work selec-
tively, but actively, with individual members of the tribal community,
attempting to address the language related needs of the tribe as seen and
defined by those individuals. The scholar may coordinate research with
Initiatives taken by the tribe, though coordination of effort need not be
viewed as a high priority in such cases. There are scholars who have always
operated with this kind of cautious subjectivity.

There is still a third alternative. The concept of tribal self-determina-
tion, as reviewed in the opening section of this essay, is providing the frame
work that encourages and enables these increasing levels of Indian involve
ment in Indian language related activities. The self-determination concept
can likewise provide a ready made framework through which non Indian
linguists can become involved in those activities. The formal mechanism
which could govern such involvements, as specified in the Indian Self
Determination and Educational Assistance Act, is termed contracting.
Recent experience has shown that tribes, acting through their tribal
governments, will contract with non Indian linguists for language related
services provided the linguist is willing to carry out the research initiative in
terms consistent with: the self determination concept. A brief outline of
what would be at stake if self deiermination principles were applied to
American Indian linguistics research efforts follows.

Linguists and Tribal Self-Determination

The concept of self determination can best be understood after three more
basic issues have been clarified:

I. Tribal sovereignty. Tribes are best viewed as politically autonomous,
sovereign nations, and should therefore be treated and responded to as
such by outside parties. The extent to which externally derived Indian
policies have been successfully implemented has always been largely
determined by the extent to which those policies recognized tribal
sovereignty. The phrase government to-government relationship is
often used by the tribes to describe the interaction they have (or desire
to have) with the federal system. This phrase highlights the importance
of the sovereignty concept.

o
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2. The legitimacy of tribal governments. Tribal governments (including
tribal councils, tribal business committees, and equivalently sanctioned
institutions) are the final authority for decisionmaking within 2ach
tribal context—at least insofar as the federally recognized tribes are
concerned. Many of the unrecognized tribes have structured their
internal organization along comparable lines and principles. In these
cases, it is the tribal governments that are empowered to speak for and
make decisions concerning the entire tribe. No other party—neither
group, faction, nor individual tribe member—can preempt this
authority or disregard the government’s legitimacy through self-
initiated action.

3. Theconsultation principle. Where ancestral languag: interests are con-
cemned, tribes, acting through their duly constituted tribal governments
or other delegated authority, are more than adequately equipped to
identify and set priorities for their own needs and Jgoals. If external

- assistance is necessary for such purposes, tribes will request it. But such
requests should never be viewed as open invitations for outside in-
terests to begin bypassing a tribal government’s decisionmaking ability
in the name of expediency, efficiency, or self-interest.

If we start with the principle of tribal self-determination as defined here
and acknowledge the place that tribal suvereignty, tribal legitimacy, and
_consultation have within this principle, several specific courses of action

become both appropriate and necessary where the involvement of non-
Indian linguists in Indian ianguage research and development efforts is
coacerned.

All plans, proposals for projects, and other related items, any of which

will involve aspects of tribal languages or traditional cultures, must be re

" vi¢wed and endorsed by the tribal government or the authority delegated

by tribal government to pass judgment on such matters. To receive funding

fgr Indian language and «culture-related research without having first

rdinated the activity and its potential benefits with tribal authorities

deprives the tribal .membership of its legitimate right to exercise self-
termination in all its tribal affairs.

Pure scientific research, designed to expand or reinforce the goals of
v'hc profession or to meet the needs of some other externally based concern
while leaving tribal interests in the subject unadgressed, has no place in the
contemporary tribal community. There have n t00 many technical
reports,’ written by nonlIndians about Indian “problems,” that detail
aspects of social “reality” in the contemporary reservation context. Such
studies continue to be funded, however, while tribes find themselves in
creasingly unable 0 obtain support to carry out their own tribally based
research initiatives. For a researcher to apply for or accept funding under
such circumstances sometimes attests to the rescarcher’s insensitivity to tne
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self determination issue, the same tnsensitivity is similarly implied through
the actions of the granting agency in such instances.

Non-Indians have no authority to speak about or on behalf of tribal
needs and concerns in the areas of language and culture wunless specifically
requested to do so by tribal governments or their duly appointed delegates.
For a non-Indian to express opinions on such matters, regardless of
context, is a privilege, and that privilege carries with it a responsibility to
make certain that the opinion affirms the principles of tribal sovereignty,
legitimacy, and consultation. Policy recommendations, when advanced by
non Indian “experts,” should also be formulated with these concepts in
mind. Policy can be evaluated in terms of its long range impact on the
tribes by reference to these principles, as well.

Upon first reading, the preceding paragraphs may seem overly
idealistic or naive. In truth, however, those linguists who have established
themselves as Indian language scholars with both the professional com
munity and the national Indian community have operated under compar
able terms throughout their careers.

Still, there may be some benefit in attempting to give formal statement
to what has previously been implicit in their conduct. Indian policy is in a
continual state of flux. Issues and priorities rise to the surface, are dealt
with, disappear, aud reappear at some later time. Non Indian scholars, of
course, do not necessarily have a vested interest in these matters, since non
Indian scholars are not members of the tribal aggregates that produce the
issues or feel the impact of their resolution most directly. This makes it
paramount that non Indian scholars become fully informed on any issue -
language or otherwise —before proceeding with any plan, recommenda
tion, or endorsement. At preseat, given that Indian language issues are self
determination issues, there seems to be no more appropriate framewor for
approaching them than from the self-determination philosophy itself.

Notes-

1. This paper has benefited from the comments provided on the first draft by staff
members of the National Clearinghouse for Bilingual Education, Rosslyn,
Virginia. [ want to thank Forrest Cuch, Director of the Division of Education,
Uintah Ouray tribe of Ute Indians (Fort Duchesne, Utah); ana Lorraine
Misiaszek, Executive Director of the Northwest Affihated Tribes of Indians’
Advocates for Indian Education (Spokane, Wash.), for their reactions btoth to
the manuscript and to the NCBE commients. The perspective outlined in this
paper grew dut of a three-year period of tech...cal assistance and project
development service funded, in part, by a grant from the Division of Educa
tion, National Endowment for the Humanities. My continuing association
with the education offices of the National Congress of American Indians and
the National Tribal Chairmen’s Association likewise helped inform this
position. The statement of this perspective in the present essay 1s my own, and
while I acknowledge the contribution made by Forrest, Lorraine, NCAI ard
NTCA staff, and other parties, | also assume sole responsitélity for the present
form of this argument.
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2. The term Indian bilingual education is used in a very general way within this
paper. It refers to those programs of language arts instruction that address the
Indian student’s ancestral and English language needs and skills. Often—but
not always, as will be noted below—these programs are school/classroom
based. Ip all'cases, however, the bilingual effort is designed to address in a
coordinated and systematic fashion the full range of speaking needs which the
students will ultimately confront as members of the tribal, as well as the
national, speech communities.
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Introduction

This chapter is written with continued reference to the field of early child
hood education. Thus, even though some portions will refer to children
through age eight {or through the primary grades of public school), under
standings of the nature and needs of the child are expressed with reference
to the child’s development, rather than with reference to the requirements
of public schooling.

This essay also blends material from early childhood education and lin
guistics with political and social comment. The Native American child—
any child—lives in a special environment that is shaped by the people
around him or her and by the political restrictions and opportunities that
affect these people. Thus, research and teaching cannot be examined in
isolation from the daily conditions and experiences of the child.

Language Renewal

We know a fair amount about bilingualism and language acquisition in
young Jhildren. We know very little about language renewal. Language
renewal can be defined as an crganized adult effort to ensure that at least
some members of a group whose traditional language has a steadily
declining number of speakers will continue to use the language and will
promote its being learned by others in the group. These others are almost
always the very young, for it is with these members of the group that the
future rests.

This requires us to ask what sort of burden language renewal may
place on young children. Those who grow up ina family and community in
which two languages are used with some equivalence in frequency and
respect will become bilingual with no problem. In contrast, a language
rene./al program may be initiated when there are only a few older adults
who speak the target language. The adults who carry out the re.cwal
program must use these few older speakers of the target language as
resource people in preparing language teaching curriculum materials. They
also of necessity rely on preschool and public school settings for teaching
the target language. Thus, the children may encounter a new language only
outside the home, and only in school settings. This in itself makes learning
the target language a somew hat artificial, academic exercise in contrast to
the conditions of ordinary language acquisition, and affords very few op
portunities to actually use the target language in natural settings. In addi
tion, a language renewal program will most likely be highly valued by the
group, especially those adults who are carrying out the program. Children
will probably sense this feeling, and the consequences of mixed or littfe,
success in their efforts to learn the target language will be likely to increase
a sense of personal failure, we all hate to not do well at something that our
socidl group values highly. Since school based language teaching programs
characteristically have mixed or hmited success (in direct contrast to the
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total success children feel in acquiring a first language at home and in the
immediate community), children whodon't do well in the language renewal
program will most likely experience a double sense of failure: one of a
personal nature and another of letting the social group down.

Language renewal programs may therefore present unique questions to
those individuals who develop and implement them. Among the most
important of these questions will be those having to do with the well b¢ing
of the children upen whem reliance is placed to learn and use the language
to be renewed. It is postulated that for a language renewal program to be
successful, and to include safeguards for the well being of young children,
the following criteria should be observed:

1. The program is dcsigned to enroll and sustain families rather than in
dividuals.

The program has a basic and continuous commitment to home school
integration.

to

3. The program continually provides opportunities for using the target
language which are rewarding, useful, and interesting to those enrolied.

In addition, it is important that the language renewal program include
continuous efforts to both publicize and popularize the program among all
members of the group. Restoring a language to use—natural use—is a
complex, fragile task, one which needs all possible support.

Bilingualism and Language Renewal:
Some Research and Implications

A renewal program is by definition aimed at one language of a bilingual
program. Those people who are enrolled in the program are studying and
learning a language which, to varying degrees, is new to them. For one
person, the target language may be totally new, whereas another may have
some knowledge of it. However, it is safe to assume that the target
language is a second language for all persons enrolled bccause it has
fallen mnto disuse and another language has become the dominaat or only
home and community language.

We can also assume that because the target language was at one time
the group's own mother tongue and still has a high degree of emotional
support, motivation to relearn the language is not a problermn. This s a great
strength for a language renewal program, for both common sense and
research tell us that being motivated to learn a language is of first impor
tance. (See, for example, Gardner and Lambert, 1972.)

The question of motivation in young children presents unique con
siderations. Younger children learn what the other people immediately
around them consider important enough to use. Muc.. .uotivation in older
children and 1n adulis is dependent on how they consciously think and feel
about something. This process largely depends on conversation with peers.
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In contrast, young children seem to unconsciously strive to emulate the
activities and views of adults around them. This includes language, and the
successful language renewal program for young children is likely to enroll
also the adults who are part of the immediate social environment of these
children.

Another aspect of language learning in young children has to do with
the ease with which they acquire cne or more languages. This avility is
especially strong from birth through five years, but then it gradually
declines. Those who are age ten or older seem to have lost the young child’s
ability to learn language almost automatically, and need to approach

’/Icafm’ﬁg an additional language in a conscious, academic manner. There
fore, we can gain knowledge of some aspects of young children’s becoming
bilingual through looking at selected aspects of the general field of research
in language acquisition.

The remainder of this section consists of brief summaries of five types
of research in language acquisition or bil: _ualism, with accompanying
implications for practical application in ~ .guage renewal programs for
young children. The research included uere has been chosen for its
currency and to reflect the breadth of investigation being conducted. It is
not at all an exhaustive report, rather it indicates the richness of help avail
able in the field to the serious language renewal program.

1. First Words. According to Bates (1979), prior to the first birthday,
the infant does not distinguish between objects and their names. Then, he
or shesuddenly realizes that an object is separate from its name, and being
able to name an object (or recognize its name when spoken by another
person) opens new realms of control, involvement, - nd knowledge. Adults
don‘treally know whether the word gives form to the concept in the child’s
mind, or whether the word is aecessary to create the concept. Bruner
{1978) recetiy wrote that the young child learning language needs the
conce)t Tirst, which then waits until the right word comes along. Be this as
it may, the fart remains that for the infant, recognizing that objects have
names that are separate from the objects themselves is of expansive impor
tance.

At first, the infant gestures or symbolizes the object or its use. For
example, when shown or given a spoon, the child will gesture stirring or
eating, when a telephone appears. his or her hand goes to an ear. These first
words are spoken nitialiy only with the action or gesture. Only later does
the infant separate action from the object, and uses the word as a label for
the object—a label that can be used with different verb-type words. For
example, when the infant first uses the word dog, 1t is applied to various
activities of the dog, and often even to animals other than a dog. Later, the
child will combine dog withan action word. “Doggie run” or “Doggie sit.”

The infant’s initial noun type words are the things or people that ace
immediately available, usually tangible, and always important. Similarly,
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the initial verb-type words that are added to noun words to indicate action
are immediately and directly observable, and interesting to the child.

Applications:
A.

Instruction and experience in the target language (the language to be
renewed) should begin very early in the infant’s life and should be a
natural part of home activities. If a care-giving or preschool program is
part of the child’s daily life, its language renewal program should be
integrated with the home.

The target language should be used in playful, tangible, action-based
situations that are interesting to the child, and that involve him or her.
Indian legends and stories are often used in language teaching cur-
ricula. This is a worthwhile and natural source of language for teaching
content and activities, and is one that can be greatly enriched for the
child by the addition of real objects from the legend or story that can
be handled or used while talk about them is going on.

Whenever possible, the parent (or person who nrovides primary care
for the child) should be involved in the story-telling or legend-telling
role. The research and review of literature quoted in this section also
indicates that children whose parents engage in more fantasy and
dramatic play with their infants seem to use more of the language than
those children whose parents do little or no fantasy or dramatic play.

2. Pronunciatien. The teaching of correct pronunciation has been a

primary goal of languege teachers (Exdwards, 1979). However, research has
repeatedly revealed the following:

Child pronunciaticn approximates adult (or “correct™ pronunciation
over a long time span. Certain sounds are not mastered by children
until they are seven or eight years of age, common among these later
sounds are the fricative sounds (fish) and tRe affricative sounds (juice,

chair).

Different children use different sounds at different points in their
language development. All of these children are normal in their
language development.

Theﬁe-v'élopmem of adult like (or “correct”) pronunciation depends on
whether other people can understand what children say, rather than on
pronunciation drills or correction furnished in the classroom. If
children see_that their pronunciation makes it difficult or impossible for
another person to understand them, they will change their pro-
nunciation.

Applications:
A. The language curriculum materials developer should not prepare

lessons whose purpose is to teach pronunciation. Similarly, the teacher
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should not spend time in formal pronunciation instruction or cor-
rection. At their own rates, the children will correct their pronuncia-
tion as they see it interfering with communication.

B. Pronunciation can be “taught” by providing situations in which a
child’s incorrect pronunciation creates a situation that won’t work
because another person cannot understand him or her. The teacher can
and should model the accurate pronunciation in the context in which
the child produced the incorrect pronunciation.

C. There appears to be an inverse relationship between the frequency of
teacher-furnished correction and the willingness of children to talk: the
more the teacher corrects, the less children will say (Cazden, 1979).

D. A classroom pattern often exists in which the teacher calls more often
o those children who ordinarily talk more than on those who are more
reticent to speak (Cazden, 1979). This pattern means that those
children who are already talking in the classroom get more language
practice because the teacher is more likely to call on them. Thus, the
more quict children are offered even fewer opportunities to talk. Since
language development depends heavily on talking and being involved
in conversation, it is important for curriculum materials developers to
ensure that the materials and activities involve all children, and that
the teacher remains aware of the necessity to engage all children in
bothplanned and incidental talk.

3. Vocabulary. Recent research indicates that bilingual children first
develop complementary vocabulary pools with little overlap across the two
languages {Albert and Obler, 1978; Cummins, 1977; Doyle, 1977; Miller
and Lenneberg, 1978; Swain and Wesche, 1975). The vocabulary for the
first language (L,) is for the most part different from the vocabulary for the
additional, or second, language (L.). We can illustrate this as follows:

L, speech-e—L, vocabulary L, vocabulary —= L, speech

Figure 1
Early Vocabulary Development in the Bilingual Child

In this nitial stage, the I vocabulary consists of words that, by and
large, are not in the L, vocabulary. In addition, children may have more
words in one or the other vocabulary pool.

It isonly later that, given the social and daily living situations in which
both L, and L, have natural equivalent usage, children develop separate L,
and L, labels for the same items or concepts. This can be illustrated as
follows in Figure 2.
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Figure 2
Later Yocabulary Development in the Bilingual Child

Vocabulary items unique to L, or L, are stored separateiy, while shared
vocabulary items are given their respective labels appropriate to each
language.

Applications:

This research information is incomplete insofar as being an even minimally
adequate account of vocabulary development in the young bilingual child.
It is included to draw attention to this aspact of language teaching as one
worthy of serious attention from persons developing and preparing curri
culum materials, and from teachers.

It also illustrates the need for tolerance and patience on the part of
those adults involved in a language renewal program enrolling young
children if the children’s vocabulary development appears to be progressing
unevenly. The vocabulary of one language will develop more extensively
than the vocabulary of the other language. It is also predictable that
initially, some vocabulary items of L, will not be found in the children’s L,
vocabulary, and vice versa. This phenomenon can be accounted for in part
by an exam:nation of the psychological aspects of child bilingualism,
whereas another aspect depends on the respective roles in daily living
situations of the two languages as the children experience them. Children
will learn what they hear and experience in valued interactions with im
portant adults. If L, and L, are used in asomewhat equivalent way (equiva
lent n frequency and context as well as value, respect, and power asso-
ciated with each language), it is very likely that the net gain will be the
ability to use L, and L, in a balanced, coordinated manner (Lambert and
Tucker, 1972).
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4. Home and School Language. Little research has been done com-
paring the nature of language used in the Native American home with that
used at school. Some has been done with regard to Anglo American
children and the results are striking enough to be included here —both to
demonstrate their intrinsic value and to indicate the need for similar in
formation in Native American contexts.

Elise Masur (1979) has reported the following concerning the kinds of
language fathers and mothers use¢ with their young children in two parent
families at home:

* Mothers provide basic information and vocabulary, whereas fathers
seem to test and extend children’s understandings and questions.

* Mothers provide more clues to boys, whereas fathers provide more
clues to girls.

¢ Fathers provide more information and interpretation to younger
children whereas mothers provide more to older ciildren.

¢ Most important, the questions, clues, and information of both parents
are strikingly effective in helping their children’s achievement; the
observed success rate is over 90 percent. Parents, it appears, are con
sistently inclined to make sure that their children experience accom
plishment in situations and activities as they come along.

In contrast, the success rate reported by Cazden (1979) in elementary
school classrooms is from 20 percent to 30 percent. In other words,
children in the classroom are likely to experience failure from 70 percent to
80 percent of the time when they participate.

Applications:

The need for language teaching to aim at a high success rate for each child
is clear. Cazden (1979) also reported that it seems necessary for children in
primary level classtooms (kindergarten through third grade) to experience
success at least 30 percent to 40 percent of the time or they won't persist.
Since the neart of child language development is at home, and since
parents apparently and naturally ensure that the child experiences a high
rate of success in language based activities and interactions, there 1s much
the serious language teacher or language renewal materials developer can
learn from the child’s home. This again illustrates the need for a heartfelt
commitment to home school integsation in a language rene wal program.

5. Conceptual Development. The area of how children develop con-
cepts and their relationships with language is both challenging and im
portant. It is surely one of the most complex and unresolved a,cas in the
field of language acquisition. However, it is also one of the more crucial
areas for the person seriously involved in language renewal.
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The nonlinguist can find a door into this area by looking at the re-
spective roles of adult and child languages in the natural setting regarding
conceptual development. Several researchers indicate that for a child aged
five and under, the role of the adult (parent, teacher, or curriculum writer)
should be to elaborate rather than expand the context or situation about
which the child and adult are talking (Bruner, 1978, Cazden, 1979, Dale,
1976, Piaget, 1977). When the adult elaborates on a child’s utterance he or
she may add a bit more information without changing the “here and now"
context. Since the young child's mental activity is so centered on the “here
and now” the adult who adds inforruation that is beyond the immediate
context runs the nisk of losing the child's attention. However, providing
additional information for the child is important for conceptual and lin
guistic growth, and so information appropriate to the immediate context is
needed.

A bnef example will 1llustrate the difference between expansion and
claboration:

Expansion
Child: “Egg.”
Aduit: “Yes! Do you know where eggs come from?”

(The adult has responded to the child’s spoken interest in “egg” but has
moved, or expanded, the context away from the egg to the source, which is
neither present nor observable.)

Elaboration
Child- “Egg.”
Aduit. “Yes! That's a small, blue egg. Look at this big yellow one!”

(The adult has responded to the child’s spoken interest in “egg™ with ad
ditional information that is likely to be of interest to the child, but hasn’t
moved the context away from the objects immediately available to the
child; the adult has elaborated on the same context.)

Applications:

The use of the notion of elaborating on what the child says is clear; the
adult shou! attend to the child's context and respond accordingly. This is
as true for the curriculum materials developer as it is for the parent or other
adult engaged in informal conversation with the child.

The adult who wishes to do this will need to be attentive, because adult
thought transcends the here and now with ease; the expected adult
response 1s to talk about something related but not present. In contrast, the
young child s bound by the immediate situation, it is only later that the
child’s development enables him or her also to reconstruct or imagine
things and wdeas that are not an immediate part of the situation.
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Beyond the Child’s Basic Needs

Central to the general well being of a young child, and certainly central to
language learning, is the relationship between the mother and child.
(Mcther refers to the parent who spends tne most time with the child and
who has the strongest relationship with the child. This person may be the
father, grandparent, or other relative; usually, however, it is the child’s
mother.) .

In the home that isn't preoccupied only with survival and that isn't
pathological in nature, much of initial language learning and attitudes
toward language depend on motherchild interactions and relationships.
The mother has a special relationship with the child. She will maintain
conversation in response to the infant’s burps, smiles, or gestures. She
provides positive success for the infant and child. She maintains a steady
regularity in talking to the child, both in play and while working at home
(Black, 1979).

In school, some 80 percent of teacher-child language exchanges are
procedural and are initiated by the teacher. That is, the teacher seldom
responds to a child, the child seldom initiates a language exchange, and
most of the teacher's talk to the child consists of giving directions or cor
rections (Cazden, 1979). In contrast, mother infant interactions are in the
converse ratio. most of the talk is conversation without correction or
direction.

Motherchild talk proceeds in more complex ways as the child’s lin
guistic and cognitive abilities advance. Important among these abilities are
the child’s intention, specificity, and ability to hold an object in mind when
1t 15 no longer present. The mother apparently senses when the child is
ready for more complexity in language and thought. and leads the child
accordingly.

These and other attnibutes of mother<hild interaction in the sound
home are central to language development as well as to the child’s general
well being, and so are of interest to the serious person involved with
language renewal. It 15 important for the persen involved in language
rencwal to know more about the home conditions that are of optimal
support for the child, and are therefore required for successful language
development and later school success.

Beyond the basic physical needs we all talk about—food, clothing,
shelter we find the mfant’s and child’s need for a psychological parent
(Goldstein, Freud, and Solnit, 1973). The psychological parent can be
defined as the adult who has a loving, nurturant, continuous relationship
with the child over time, and who therefore is the adult from whom the
child receives love, nurturance, and advocacy over time. The psychological
parent may or may not be a biological parent. There is agreement that the
psychologieal parent <hild bond 15 essential for the child’s sense of security
and worth,
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Research and common sense show that the healthy bond between the
child and the psychological parent has these characteristics:

Attachment: Love
Nurturance
Security
Stimulation (learning)

Continuity: Reliability of the four attachment factors (above) gives the
childa home or home-like place where he or she is a member,
where, on a continuing basis, he or she not only rectives
and returns affection, but also expresses anger and learns to
manage aggression.

The child’s sense of time is einotional and nonmathematical

in nature, in contrast to that of the adult, which is rational
and mathematical.

Disruptions of continuity for the child are therefore
incomprehensible regarding duration; anxiet;r accompanies
disruptions, no matter how logical and temporary they
may appear to the adult.

Advocacy.  The child’s interests and well-being are of first importance.

Summary and Conclusions

Language renewal places a special burden on the young child. Since
language is at the very center of the chiid’s development and sense of self, it
is absolutely necessary for the person seriously interested in language
renewal efforts to consider a// major aspects of the child’s growth, develop-
ment, and daily home life. Linguistic considerations alone are insufficient.

Similarly, since most of the child’s experiences with language begin in
and are centered around home, this chapter contains various illustrations of
the necessity for a language renewal program that is built around home-
school (or home program) integration. The importance of language renewal
for the group whose mother tongue was once the language to be renewed
cannot be refuted. However, the fragile nature of a language renewal effort
makes it imperative that those persons involved with and responsible for
the effort recognize and account for all major facets of language, teaching,
and the child's well-being.
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Individuals involved in Native American bilingual education are usually
coencerned with Native American literacy. To date no entirely satisfactory
solution has been found to deal with the cause of this problem, for in all
instances there is little, if any, agreement on a course of action. There are at
least three aoproaches now existing to further literacy among Pueblo
Indians, each approach having major strengths and weaknesses.

Foremost is the question of whether or not Indian languages should be
written at all. On the side of those who argue that the languages should be
written are various educators and a relativel; small number of Indian
people who believe that bilingual instruction is the way to provide an equal
educational opportunity for Indian students. This group is concerned that,
unless written and taught in schools, their languages will eventually
become extinct. They argue that in many instances Indian children are learn-
ing English as their first and only language. This apparently holds true for
children of parents who either oppose or support Indian language literacy.
Proponents of written language forms want to acknowledge openly this
linguistic situation and take measures to change its course by instituting
formal literacy programs. They believe that Native language literacy will
allow for community bilingualism, increased community participation, im
proved academic achievement, and the preservation of the Native
languages, cultures, and traditions.

Opponents of Native language literacy argue that Indian languages
should be taught by Indian parents in the home and community—not by
outsiders in the schools. This group feels that it is the school'’s responsibiity
to teach English and other non Indian subjects so that young Indian people
will be able to compete in the world outside the pueblc. Traditional Indian
beliefs and practices, and the Indian language, are to be taught as they have
always been taught. by observation and participation in the traditional con
text of the home community. The individual learner is given the respon-
sibility for acquiting the necessary motivation and discipliie to learn direct-
ly from those who already possess the appropriate linguistic knowledge.
The traditional learning process 1s not aided by writing or other means of
recordmg. Some people reason that since the Indian language has
traditionally served as the means of communication iui the Indian comn-
munity and has functioned to satisfy community needs, the language
should be viewed as the property of the community. They fear that if it
were laught in the schools, outsiders would learn it and, perhaps, the
closely guarded religious secrets. Another fear, not unwarranted, is that
meanings could be distorted if the language is taught by individuals who
have an incomplete knowledge of the language or culture.

Fur these who advocate Native language literacy, there are several dif
ferent courses of action. Some of these are conflicting, ali have their
inherent problems. One approach is to send native speakers of Indian
languages to collzge and university programs for training and certification
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in the area of bilingual education. The objective of these programs is to
provide a body of certified teachers who know and understand one or more
of the Indian languages and cultures. The hope is that after graduation the
trained individuals will return to their home communities to teach or ad
minister bilingual education programs. One of the problems is that the
student’s home community may not have or want a bilingual education
program. If the new teacher turns to another program that uses a dialect of
the teacher’s language, he or she may not be hired since the dialect may be
different enough from his or her own as to be considered inappropriate.
Generally, the new teacher is not at liberty to start a literacy programin a
public school for, again, approval for such programs must come from the
appropriate Indian community.

Assuming, however, that such positions were available to trained In
dian teachers, some attention must be paid to the term frained. If the
trairing these teachers receive in college and university programs includes,
broadly speaking, the areas of language, culture, and pedagogy, how well
tramncd are they in each of these areas? Often it is thought that since the
teacher trainees speak thewr Indian language and have been raised in a
Pueblo communaty, all they need are pedagogical <kills in order to be ef
fective bilingual education teachers. This is not true and presents a serious
problem in many of the teacher training programs.

Perhaps 1t can be said that coliege and university programs place more
emphasis on pedagogy than on language and culture because they do not
have the resouices necessary to provide the indepth knowledge required in
these areas. There are very few Pueblo Indian people who have the
required qualifications — Master’s or Ph.D. degrees - to teach at a college or
umversity. Even those Indian people who have tlie proper quabficaticns
ai¢ frequently uncomfortable when speakiag their 1anguage 1n a classroom
setting. The situation s compounded by the lack of role models for the
teaching of their language. Often the Indian language may no« contain
vocabulary items appropnate to schools, such as “blackboard,” “eraser,”
“umt plan,” or “lesson,” and efforts to produce such items on the spot are
often distiacting or amusing. The flow of a lecture or discussion 1s often
disrupted because of the need to clear up some misunderstanding due to
vocabulary differences. There 15 also the problem of dialect differences
These same problems are ¢ven more exaggerated when writing the
language 1s attempted.

Lack of resources also poses problems when 1t comes to cultural con
tent. Curriculum guides and instructional matenials with American Indian
content are hard to finc. Those that do exist are mainly single topic orient
ed. For example, mstructional aids depicting the numbers one through teni
or the words fur culor terms may exist for a particular Indian language, but
they will lack anv attention to scope and sequence 13 an integrated
cu rieulum. Most non Indian nstructors in a bilingual teacher traning
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program have only general content to draw upon ar lack the op-
portunities to improve their limited skills by conducting language or
cultural research in Pueblo communities. The result is that the Pueblo In
dian teacher trainees icave these programs feeling that they know Aow to
teach children, but are unsure about what to teach them.

A second approach to attaining Native language literacy is to enroll
native speakers of Indian languages in courses, workshops, and programs to
receive linguistic training. Here, as in the college and university programs,
it is hoped that the students will learn ¢nough about linguistics to develop
orthographies and teaching materials for their own languages. The in
structors for these sessions can usually kelp the students develop a working
orthography for each of their languages, but because the instructors do not
know the languages, they must rely upon the students to construct their
own grammars based on general knowledge provided to them. Frustration
often results, for these sessions are frequently shortlived and too general or
technically oriented to be of much practical value to the prospective or
practicing teacher.

Other advocates of Native language iiteracy have approached the
problem from a third, grass roots perspective. Literacy programs have been
started by hinng respected members of the Indian community to develop
native language materials and act as teacher aides in the schools. The
primary strength of these programs lies in the fact that there is usually
some community support for them. In additio these individuals have ac
curate, appropriate cultural and linguistic knowledge. As active par
tictipants or instructors, they work directly with teachers in the schools to
address specific problems as they arise. Two weaknesses of this approach
are that these community people are not trained or experienced in teaching
literacy nor do they have knowledge in the area of curricalum develop
ment. To compensate, assistance is sometimes sought from consultents in
the form of in service training and summer workshops. Educational con
sultants can piovide technical skills, but because they lack specific lingusstic
and cultural knowledge, they are unable to illustrate pedagogical principles
with culturally meaningful examples. The principles may be rejected as
irrelevant without such examples. When students are faced with varying
opinions frora different consultants as to the appropriate way of Going
things, the choices are frustrating. When available, grammars of the Native
languages writien by linguists are consulted but are usually too formal or
technical in nature to provide much assistance.

No matter which approach is chosen, there are other problems
associated with each. Most of these arc of a technical nature. They involve
such questions as the following:

*  Which orthography should be uscd if more than one is known?
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e Should each dialect of a language group have its own orthography
or should a common one be used? If a common one, which one?
How should vocabulary differences be handled for each dialect?

e How should new words be incorporated into the language? Who is
to decide?

e How should the question of standardization be approached? What
about levels of proficiency? Language tests? Evaluation?

¢ Should teaching materials be produced individually for each dialect or
for a common language group? Who will produce and finance these
materials?

All efforts to develop a successful approach to establishing Pueblo
Indian language literacy will be disappointing unt.! Indian communities are
oconvinced of its need and provide direction and support.
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Historical Background

Among Northwestern Indians, the Nez Percé were an early target for
assimilation into the dominant White culture. They had close and con
tinuous contact with Whites beginning in the 1830s; they were eager for in-
struction by White missionaries, and they quickly acquired a reputation as
an intelligent and friendly tribe. And yet, despite the passage of several
gererations since the first attempts at assimilation, many of these Indians
retain a clear cultural distinctiveness. Many are bilingual in Nez Percé and
English and actively cultivate the old tribal ways.

Research indicates a significant “disparity in language functions” be-
tween Nez Percé and White children in the same classroom (Josephy, 1967,
p. xv; Ramstad and Potter, 1974, pp. 496-97). Nzz Perc€ children have
been shown to have problems in “their learning skills in reading, auditory
discrimunation, visual perception, and in their use of fragmented and con
crete linguistic codes™ (Ramstad and Potter, 1974, p. 491; see also Lowry,
1970). The language barrier thus appears to hay = posed a major obstacle to
Nez Percé assimilation. Several excellent studies of the formulation and im
plementation of the federa! policy of Indian assimilation are now available,
but little 1s known of the relationship between Indian education and
assimilation and, more specifically, the relationship between English
language instruction and assimilation of the American Indian (Fritz, 1963,
Priest, 1942, Prucha, 1976, Leibowitz, 1970). Failure to investigate these
relationships for tribes such as the Nez Percé, which were disposed early
toward assimilation, isstriking.

Knowledge of the last three decades of the nineteenth century is
critical to an understanding of the history of Indian White relations
because the United States reached a consensus on Indian poncy during this
period. Offivial policy became committed to assimilation, and that goal
remained n place until the last decade. The only significant deviation from
the objective of assimilation occurred during the 1930s and early |1940s
when a major Indian reform movement led to passage of the Indian
Reorganization Act in 1934, which provided for an end to individual land
allotments, a reemphasis on tribal organization, and a greater degree of self
government. Experiments i crosscultural and bilingual education also
sprang from the reform movement. Under the heading of “termination,”
assimtlation goals were energetically restored during the post World War 11
period for the purpose of “getting the government out of the Indian
business.” These ubjectives remained in placeuntil the early 1960s whenan
upsurge of ethniw awareness and a growing Indian political force promoted
cultural plurahsm and increased the drive for self determination (Szasz,
1977, Fuchs and Havighuist, 1972).

During the past decade the federal government has adopted a policy of
cultural pluralism, with the emphasis on education for cultural and
ingwstic preservation. The orientation toward cultural pluralism is
sustained by three government measures enacted between 1967 and
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1975—the Bilingual Education Act, the Indian Education Act, and the In-
dian Self Determination and Educational Assistance Act—that provide
support and money for bilingual education and for Indian direction and
responsibility for the design of their own educational programs (Havig
hurst, 1978, p. 21).

Although iniermittent Indian conflicts on the plains and high plains
delayed full implementation of assimilation as a national Indian policy until
the 1880s, it was applied much earlier to the Nez Percé for several reasons.
From the time the Lewis and Clark expedition made contact with the Nez
Percé in 1805, they occupied a prominent position in the history of the
Northwest Lewis and Clark described the Nez Percé as kind and liberal,
placid and gentie, and “among the most amiable men we have seen”
(Hosmer, 1905, pp. 297, 310). During the ensuing years fur traders from
the Hudson's Bay Company and rival American-based companiss
established sporadic contact with the Nez Percé who lived as scattered
groups in permanent dwellings along the St "ke, Salmon, and Clearwater
Rivers and other eastern tributaries of the Columbia River.

Each village maintained its autonomy under a civil headman who exer
cised limited authority, and the Nez Percé enjoyed friendly relations with
most neighboring tribes. Numbering between 3,000 and 4,000 in the mid
dle of the nineteenth century, the Nez Percé were a nonagricultural people
who organized their lives around scasonal food-gathering processes
associated with salmon fishing, buffalo hunting, and the gathering of the
camnas root, a wild lily bulb. They had acquired horses by the mid-
cighteenth century, and their marked success in selective breeding and
maintaining !arge herds greatly enriched Nez Percé culture and enabled
these Indians to become a wide ranging people (Report of CIA, 1357; pp.
353 54; Josephy, 1971, pp. 16-26; sec also Haines, 1955; Chalfant and Ray,
1974; Brown, 1967).

Nez Percé ternitory, situated on a rugged plateau betwsen the Cascades
and Rocky Mountains in northern Idaho, southeast Washington, and north
east Oregon, straddled the Oregon Trail and was thus regularly traversed
by White settlers beginring ir the 1830s. In the same decade missionaries
led by Marcus Whitman responded to the Nez Perc€ call for instruction by
White missionaries who would settle permanently in their territory. In
corporation of the Northwest Territory into the United States in 1846 and
the discovery of gold on Nez Percé land in 1860 led to a large influx of
Whites, the negotiation of :reaties with the Nez Percé, and confinement of
the Indians to a reservation. The outbreak of a series of Indian wars in the
Northwest 1n the late 1850s induced the Indian agent for Washington
ternitury to offer the following persuasive argument for maintaining close
relations with the Nez Percé:

The Nez Percés tribe 1s not only the largest, but most influential and im

portant tribe 1n Washington Territory. They hold the balance of power;

and as long as they remain friendly, the smaller tribes can effect no for
midable combination to make war. (Report of CIA, 1859, p. 416)
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In reaction to continued White encroachment and negotiation nf the
treaty of 1863, which sharply reduced the size of the reservation, part of
the tribe, under the leadership of Chief Joseph, attempted to flee to Canada
m 1877. The result was an epic struggle with the United States Army that
culminated in Nez Percé defeat and submission to U.S. Indian policy
(Brown, 1967). Coercion and the application of force underlay subsequent
efforts to assimilate the Nez Percé.

Initial Atte.apts at Assimilation by Missionaries

The attempt by Whites in the nineteenth century to establish close
relations with the Nez Percé and to assimilate them into the White culture
stemmed from their prominence in affairs of the Northwest, their numbers,
therr strategi. importance, and their initial friendly disposition toward
Whites. A policy of assimilation was thus applied to the Nez Percé much
carlier than to other tribes west of the Mississippi River.

From the 1830s to the turn of the century, the goal of Nez Percé
asstmilation remained constant, but the means employed to achieve it
varied. Missionaries were the first Whites to articulate the goal of Nez Per
¢ assimilauon, and they relied primarily upon religious conversion to
achieve this goal from the time of ther arrival in Nez Percé territory in
1836 until their departure in 1847. ~rom the 1850s through the 1870s
government agents directed the.r effurts towa:d bringing the Nez Percé un
der duect government control through treaty negotiation and confinement
of the Indians vun a reservation. The defeat and capture of Chief Joseph and
his followers in 1877 marked the culmination of these efforts. During the
last two decades of the century, Indian policy formulators shifted their at
tention to allotment in severalty as the most expeditious route toward
assimilation. The Dawes Severally Act of 1887 provided for the survey and
breakup of reservation lands into individual’y owned allotments and the
conferring of citizenship on the lard's occupants. Implementation of this
act, v nich foreed the Indians into individual proprietorship, was completed
on Nez Percé lands in 1893

As a supplement to religious conversion, concentration on a reser-
vation, and allotment m severalt;, , education was the means most con
sistently relied upon to achieve Nez Percé assimilation in the nineteenth
century. Although the emphasis placed oneducation varied from decade to
decade—1t was of little importance during the struggle for treaty
uegotiaton n the 1850s, but it was of central importance in the late 1870s
and early 1880s education was regarded as the ultimate solution to the
problem of Nez Percé assmilation. An examination of the manner in
which the Nez Percé were educated, particularly in th . area of language,
will help explain the failure to achieve full assimilation of the Nez Percé.

The arrival in St. Lows in 1831 of a delegation of four Nez Percé
sparked the effort by Whites to assimilate the tribe. Motivation for this ar
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duous overland trip 1s surrounded by controversy, but the East Coast reli
gious press reported that it was inspired by a Nez Percé desire to seek White
missionaries who would settle among them and instruct them in
Christianity (Josephy, 1971, pp. 85-90). Asearly as the 1820s the Nez Per
cé had received some instruction in Christianity from two Indians from
lower Columbia River tribes who had been brought east by Hudson’s Bay
Company employees and educated for four years at the Anglican Red
River Mission near Winnipeg, Canada. In 1830 a group of five Northwest
Indians, including two Nez Percé, were sent to the same mission schuo! at
Red Kiver (Josephy, 1971, pp. 75-81).

In response to sensational reports about the Nez Percé in the religious
press several missionaries volunteered to work ameng them. The American
Board of Commissioners for Foreign Missions, which represented four
Protestant denominations, appointed Samuel Parker and Marcus Whitman
to make an exploratory trip westward to Nez Percé lands in 1835. After
returning east, Whitman recruited Henry H. Spalding and his wife Eliza to
accompany him back to Nez Percé country the following year (Josephy,
1971, pp. 125-151). Spalding, a Presbyterian missionary from New York,
established and operated a mission among the Nez Percé at Lapwai from
1836 until disturbances by the neighboring Cayuses led to turmoil, threats
to his life, and his forced departure in 1847. Nearly a dozen other
Protestant missionaries worked among the Nez Percé during the 1836
1847 period, most notably Asa B. Smith, who headed an isolated mission at
Kamiah, about sixty miles north of Lapwai (Josephy, 1971, pp. 138 40,
177-82; Walker, 1968, pp. 39-44; Drury, 1958, pp. 16-18).

Despite Spalding’s jealousy, violent temper, and other shortcomings,
he was the most successful of the missionaries Josephy, 1971, pp. 139,
225). His relative success stemmed from his willingness to delay conversion
efforts until progress had been made in educating the Indians and in in
ducing them to settle permanently around the rmission, cultivate gardens,
raise cattle, operate mills, and employ prevailing medical practices.
Spalding directed his instruction and conversion efforts toward the head
men and their families, and about half of his students were adults. He
gained a total of twenty-one converts before his imposition of harsh rules of
conduct and an alien head chief system of control reduced his influence
(Josephy, 1971, pp. 220-225; Report of CIA, 1844, p. 205).

Although the missionaries’ specific goal was religious conversion, they
discovered that most of their efforts had to be directed toward education.
And language nstruction was central to education. Schools were opened, a
printing press was introduced, and instruction in reading and writing in
both Englsh and Nez Percé took place. Asa Smith wrote a dictionary and
grammar of the Nez Percé language and the missionaries translated and
pnnted prayers, hymns, and nstructiona! material in Nez Percé (Drury,
1958, p. 15, Walker, 1968, p. 41). Spalding, who struggled unsuccesstully
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to learn the Nez Percé language and who, according to one scholar, was
“both a poor student of Nez Percé and an unsuccessful teacher of English,”
felt initially that the Indians would acquire English with relative ease
(Josephy, 1971, p. 154). The more linguistically sophisticated Smith com-
pletely rejected this assessment and added the following observations in a
letter to a member of the American Board of Commissioners for Foreign
Missions:

Not a child can be found who can read a single sentence of English in-

telligibly and even those young men who have been at the Red River

School for four or five years, and some of them were not able to speak

ther own language when they returned, undeggtood the Enghish language

but very imperfectly. (Drury, 1958, p. 106) ~

Thus began an extended controversy over language instruction for the Nez
Percé.

This initial, missionary phase of the nineteenth century assimilation ef
fort had important consequences despite its short duration. Foremost was
the formation of a nucleus of Nez Percé who, as converts, espoused
Christianity, were partially literate in English as well as Nez Percé, and
adopted a settled agricultural lifestyle resembling that of White settlers in
the area. Even in the absence of White missionaries during the two decades
following 1847, the influence of this “civilized” faction remained strong
and tended to grow (Walker, 1968, p. 44; Josephy, 1971, pp. 225, 282-283).
The missionary phase thus led to the division of the Nez Percé into two
major factions, the “civilized” and the “heathen,” and subsequent disputes
over issues related to treaty negotiation deepened and perpetuated this fac
tionalism.

One of the lessons learned by the more perceptive missionaries was
that conversion was but one aspect of an assimilation process that required
a strong emphasis on education. The only missionary who had had any suc
cess in converting the Nez Percé was Spaiding, and his success stemmed
from his wiilingness to instruct the Indians in all aspects of White
civilization. His converts came from the ranks of those Indians who
became settled farmers and who regularly attended his school. The general
thrust of assimilation efforts in the following decades was in the direction
of educating the Nez Percé and inducing them to live in permanent, con
centrated settlements. Not until the return of mussionaries in the 1870s did
conversion again become important, but then anly as a supplement to the
more coercive efforts toward Nez Percé assimilation undertaken by the
government.

Early Federal Policy

Despite incorporation of the Oregon Territory into the United States in
1846 and the departure of missionaries from Nez Percé territory in 1847,
the federal government made little serious effurt to assume responsibility
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for Nez Percé education until the 1860s. The federal agent responsible for
the Nez Percé reported in 1857 that they were eager to iave their children
schooled, but disturbances in the area during the late 1850s delaved
establishment of schools until early in the next decade (Report of CIA,
1857, p. 354). At that time a small day school was opened, but the agent
complained that the school could not prosper because the Indians lived in
such widely scattered locations that regular school attendance could not be
maintained (Report of CIA, 1865, p. 238). The principal cause for the long
delay by the government in establishing a sound educationai program for
the Nez Percé was the apparent need to concentrate on the problems of
treaty negotiation and ratification, and to get the Nez Percé to accept
peacefully the limitations imposed by treaty and settle permanently on a
reservation.

Confinement of Indians on reservaticns had long been a cornerstone of
U.S. Indian policy. It was applicd to the Northwest as the territory became
occupied by White settlers and confhcts with the Indians inevitably
mounted. The first treaty with the Nez Percé was signed in 1855. It re-
duced Nez Perce territory very little, but it survived only a few years be
cause the discovery of gold on Nez Perce land in 1860 led to a large, illegal
influx of Whites.

In 1862 the Nez Percé Indian federal agent urged negotiation of a new
treaty “which will secure peace between the Nez Percés and the crowds of
whites who have gone upon their reservation in search of the gold which
there abounds” (Report of CIA, 1862, p. 38). As a consequence of the
government's inability to keep encroaching Whites off Nez Percé territory,
a new treaty was negotiated in 1863 that drastically reduced the tribe's
territory to 785,000 acres or to about 10 percent of the acreage allowed in
the 1855 treaty (Josephy, 1971, p. 419). This shameless pillage was de
fended as a means of opening and securing additional territory for White set
tlement and as a measure necessary to protect the Indians from the evils
resulting from unregulated contact with Whites. The Commissioner of In
dan Affairs argued 1n favor of Senate ratification of the 1863 treaty by
puinting to the near impossibility of controlling whiskey sales unless the
reservatiun area was reduced (Report of CIA, 1866, p. 39). In addition, the
treaties of 1855 and 1863 were based on the desire to make the tribe more
subject to management so that a policy of forced assimilation could be
carried out. The Nez Percé federal agent reported in 1860 that every effort
should be made to break the “roaming propensity™ of the Indians and to
locate them on permanent farms on the reservation (Report of CIA, 1860,
p. 209).

Several events in the mud 1860s combined to induce the government to
formulate a policy of forced assimilation and to begin applying it to the Nez
Percé. Most important were ratification of the 1863 Nez Percé Treaty, con
clusicn of the Civil War, and authorization by Congress in 1867 of a com
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mission to negotiate with the chiefs of Indian bands to remove tt e causes of
war, to secure the frontiers, and “to suggest or inaugurate some plan for the
civilization of the Indians” (Report of CIA, 1868, p. 26).

Designation of a Peace Commission gre'v out of the desire to bring
hostilities on the plains to a conclusion and to open the central plains for
secure White settlement by concentrating the Indians in designated sites us
what became the present-day states of Oklahoma and South Dakota.
Nathaniel G. Taylor, Commissioner of Indian Affairs, chaired the eight-
member Peace Commission, half of whose members were generals; its
report, completed in 1868, analyzed the causes of continuing problems in
Indian-White relations and made recominendations for corrective action.
The commissioners attributed Indian White problems to “the antipathy of
race,” “the difference of customs and manners arising from [Indian] tribal
or clannish organizations,” and “the difference in language, which in a
great measure barred intercourse and a proper understanding each of the
other's motives and intentions.” In conclusion the commissioners asserted
that if the Indians had been educated “in the English language these dif-
ferences would have disappeared and civilization would have followed at
once™ (Report of CIA, 1868, p. 43; see also Prucha, 1976, pp. 18-25).
Although friendly tribes such as the Nez Percé were not the immediate
concern of the Peace Commission, its findings were of such sweep that they
altered federal Indian policy as a whole.

In reading this report one is struck by its optimistic tone and the note
of certainty that pervades it. The problem was clearly analyzed, solutions
were set forth, and assurance was given that the Indians would be
assimilated in one generation if the prescription was followed. And the
prescription focused on the elimination of the two major underpinnings of
Indian cuiture—tribalism and Indian language, on which the drive for
assimilation was to concentrate for the next several decades. The com-
missioniers concluded by recommending establishment of a system of com
pulsory education for Indians.

Education Programs: Early Period

In the same year that the Peace Commission report was completed, the
federal government apponted a Superintendent of Teaching for the Nez
Percé and opened a boarding school at agency headquarters in Lapwar. The
school began with only fifteen students, but when it temporarily closed a
few months later because of a smallpox epidzmic, attendance had risen to
nearly fifty students In describing the low educational level of the stu-
dents, the superintendent reported, “I found a few of the scholars that could
repeat the alphabet, and also some that could spell words with the letters”
(Report of CIA, 1869, p. 283). The academic curriculum consisted of
reading, writing, arithmetic, geography, and vocal music; in addition,
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agricultural and mechanical trades were iaught (Report of CIA, 1870, pp.
185.86).

In 1871 education on the reservation was expanded by the opening of
a day school at Kamiah, an isolated area about sixty miles north of agency
headquarters. Each school had a reported enrollment at that time of about
thirty students. Three years later the federal Indian agent concluded that
the students at Xamiah were making better progress than those at the board
ing school because of therr isolation from the influence of unscrupulous
Whites. “We [at Lapwai]are so near Lewiston that when an Indian wants
money of provisions he has but to catch a horse, take the same to Lewiston,
and sell it for ten or fifteen dollars, and buy what he wants instead of
working for it" (Report of CIA, 1874, p. 285). Twelve years after the
opening of the Kamiah school, it was closed. The reported reason for the
closure was that 1t could not be properly supervised because of its isolation,
the factor which had presumably made it a superior schooi a few years
earlier {(Report of CIA, 1883, p. 57).

Instruction in the schools was in English, and a suggestion of (h=
nature of the language problem is contained in the following excerpt from
the 1869 report by the federal Nez Percé agent. In striking understatement
he noted that the students would be making good progress “were it not for
the difficulty with which the teacher is able to make himself understood. . .
(Reportof CIA, 1869, p. 285). Despite the frustrating results of English in
struction experienced by the missionaries three decades carlier, there was
only a dim awarencss by government agents of the true magnitude of the
task before them.

A rationale for the government's policy of educating the Nez Percé in
Englishis found in the following passage of the agent's report for 1871. He
noted that the young men

are very anxious to be taught the ways of the whites, and are opposed to
having their language taught in the schools, which they were afraid of
when they learned that there had been 1,000 copies of the New
Testament printed in their language. { assured them that it was the policy
of the Government to teach them the English language, also the
agrultural and mechanical arts, so that when the terms Of the treaty ex
pired they could do their own talking with the whites, and by being in
dustrious, cOuld sustan themselves 1n a respectable marner. (Report of
CIA, 1871, p. 537

Although instruction took place in English, the agency made religious
material printed 1 the Native language available to the students in defer
ence to the wishes of mussionaries. The ultimate goal of this educational
program was to prepare the Nez Percé to compete with Whites on an equal
footing without the protections afforded by their treaty. During the
remainder of the century Indian reformers argued that Indians must
become competent in English in order to protect themselves from White
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competition. A noted western editor wrote in 1899, “It is well that [the In-
dian] should learn to read and write, and get what comprehension he can of
this nation’s laws and genius, and acquire our language—all these things
being valuable to him chiefly as some protection against being robbed by
our rascals” (Lurmmis, 1899, p. 334).

From the initial steps in the struggle to bring the Indian into the U.S.
mairstream through educatior, many reformers gave central importance to
English instruction. The 1868 report of the Peace Confmissioners offered
the following justification for the language emphasis:

Through sameness of language is produced sameness of sentiment and
thought; customs and habits are moulded and assimilated in the same
way, and thus in process of time the differences producing trouble would
have been gradually obliterated. In the difference of language today lies
two-thirds of our trouble.

The Commissioners concluded the report by asserting that the Indians’
“barbarous dialects should be blotted out and the English language sub
stituted,” and by arguing that every effort should be made to “blot out the
boundary lines which divide them into distinct nations and fuse them into
one homogenecus mass. Uniformity of language will do this — nothing else
will” (Report of CIA, 1868, pp. 43 44). One experienced teacher of Indians
noted, “The secrets of our knowledge and our power [are] wrapped up in
English language, and [Indians can] not gain their full rights until this [is]
their language also.” He added that Indians must acquire fluency in Enghsh
before they “are really one with us in spirit . . .” (Sparhawk, 1892, pp. 609,
611

When the large scale educational effort got underway in the early
1880s, the Bureau of Indian Affairs (BIA) issued order, that Enghsh alone
was tu be the language of instruction whenever practical. Upon learning
that teachers i one school were giving instruction in both Enghsh and
Dakota, the BIA sent the following instructions.

You will please inform the authoritiss of this school that the English
language only must be taught the Indian youth placed there for
educational and industrial training at the expense of the government. If
Dakota or any other language is taught such children, they will be taken
away and their support by the government will be withdrawn from the
school. (Reportof CIA, 1887, p. xxi)

Resistance to the English-only order persisted and the bureau found it
necessary to offer a more comprehensive rationale for the order which 1t
issued in 1887:

The main purpose of educating [the Indians} is to enable them to read,
write, and speak the English language and to transact business with
English-speaking people. When they take upon themselves the respon
sibilities and privileges of citizenship their vernacular will be of no ad
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vantage. Only through the medium of the English tongue can they
acquire a know!ledge of the Constitution of the couniry and their rights
and duties thereunder.

Every nation is Jealous of its own language, and no nation ought to be
more so 1han ours, which approaches ncarer than any other nationality to
the perfect piotection of its pcople. True Americans all feel that the Con-
stitution, laws, and mstitutions of the United States, in their adaptation to
the wants and requirerients of mian, are superior to these of any other
country; and 1hey should understand that by the spread of the English
language will these laws and institutions be more firinly established and
widzly disseminaizd. Nothing so surely and perfectly stamps upon an in-
divicual a national characteristic as language. (Report of CIA, 1887, p.
L 341]

The drive to obliterate fndian languages and to replace them with
Englisa was thus instilled with a nationalizing purpose. Indian reformers
firmly rejected coexstence of English and an Indian language as in-
compatible with true nationhood. They ‘elt that the substitution of Englisi
for an Indian language wouid fument patriotism 2-d loyalty and facilitate
national integration. Such concepts emanated from the doctrine of Anglo
Saxon superiority—superiority of tace, culture, institutions, and
language—which was so pronounced during the closing decades of the
nineteenth century. The cultural imperialism that shaped policies on Indian
education allowed only for total disdain for all facets of Indian culture.
Reformers were essentially correct in their view of the intimate relationship
tetween language and cultural integrity aad the devastating consequences
to Indian culture of elimination of Indian languages. Their eagerness to
proceed toward the obliteration of ihose languages bespoke an inordinate
contempt for Indian culture. Any humanitarian impulses aroused by the
wrenching expenences suffered by Indians were stlled by the greater good
promised from forced assimilation.

Although the Commissioner of Indian Affairs, JD.C. Atkins,
specifically exempted “preaching of the Gospel” from the English only dic
tate, he made 1t clear that missionanies as well as government-employed
teachers 1N mission or government schools on a reservation must use
Engish in teaching all other material. The rule led to the closure of some
Dakota mission schools 1n which teaching was done by Indians in their
own language (Proceedings, 1887, p. 49). Atkins argued that any exemp-
tion of missionary schools from the English-only rule would prejudice In
dians against government schools and added, “To teach Indian school
childreni their native tongue is practically to exclude English, and to
prevent them from acquiring it. This language, which is good enough for a
white man and a black man, ought to be good enough for the red man”
{Report of CIA. 1887, xziii). In defending the BIA from a growing numbher
of complaints against the English-only rule and from ths charge that it
cruelly viclated Indian rights, he asked, “Is it cruelty to the Indian to force
m {0 give up his scalping knife and tomahawk? Is it cruelty to fores him
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to abandon the vicious and barbarous sun desice, where he lacerates his
flesh. and dances and tortures humself even un:o death?” (Report of CIA,
1887, pp. xxiii-xxiv).

American Indian policy made little distinction among different tribes
in Jetermining the kind of treatment each was o receive. Although the
Nez Percé had traditionally been looked upon as a friendly people who
could be readily assimilated if offered the educational opportunity, they
were treated the same as the more openly hostile tribes of the plains area. In
the Nez Percé case the armed resistance in 1877 by Chief soseph and his
followers to concentration on the. reservation, along with a growing im-
patence with the meager results of the educational effort, cor.bined to
produce a more coercive policy toward the tnibe that differed hittle from
federal policy toward the Sioux and Cheyenne.

One of the most frequently mentioned complaints in educatng the Nez
Percé was the difficulty of teaching them English. The follow ing complaint
is typical of many expressed in the late nineteenth century. “It 1s a hard
matter to get the scholars to speak the English language, although they can
understand nearly all you say in conversing with them. In nine cases out of
ten they will make answer in their cwn language” (Report of CIA, 1876, p.
45) Frustrations resulting from the failure of the Nez Percé to learn
Enghsh quickly led to ever more radical solutions such as extended
separation of the students from tribe and Zamily. In the 1880s the Nez
Percé federal agent commended the Nez Percé children on their aptitude
for farmand garden work,

but in their acquisition of the Enghsh languags they are very slow, for the
reason that they never speak 1t except when required to in school by their
teachers When they do try to use English in the presence of older Indians
their attempts are sure to meet with ridicule, and as they are very sen
sitive. ths effectively suppresses all desire to acquire the language This is
one ,eason why the educauun of Indian youth 1s more successfully carried
on n schoels removed from reservations and from the detrimental in
fluences of tribal associations. (Report of CIA, 1883, p. 57)

Cunditons had apparently not improved by the close of the decade when
the new agent reported that he had tried 0 make himself understood
sc.eral imes “by addressing the scholars in Enghsh, but falled” (Report of
ClA. 1889, p 182).

Fducation Programs: The Forced Approach

A repeated theme in the annual reports by the Nez Per:é federal agents
was ¢hat progress in education could be achieved only through exercise of
tight control uver all aspects of Nez Percé life. Educators were particularly
cuncerned abuut the need to separate students from the nega. ve influences
of off reservation Indians, unscrupulous Whites, and parents. In 1870 the
Superintendent of Teaching recommended keeping the students 1n a board
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ing school year mqnd and placing them completely under a teacher’s con
stant supervision 15 ogder “to render them perfectly subservient™ (Report of
CIA, 1870, p. 186).

The r.utbreak ot the Nez Percé War in 1877 forced the closing of the
<.heols, but the agent's report of that year demonstrates that those respon
sible for Indian education insisted that progress in the schools and in the
learning of Enghsh cuuld advance only if students were separated from
tribe and family. He had planned to keep the schools open throughout the
year “in-order to keep the children away from their parents and the in
fluence of those who do not i.ve 25 the more civilized do. My idea was by
keeping them under the care and influence of the matrons and teachers
continually they might be advanced more rar.diy in speaking English,
which 1s a very difficult thing to do” (Report of CIA, 1877, p. 80) Another
agent candidly expressed his feeling that parents were major obstacles to be
overcome 1n the drive for inculcation of English when he asserted, “The
only way the Indian children can be taught successfully, in iy opinion, is
to take them entirely away from their parents so that they will not hear
their native tongue spoken” (Report of CIA, 1871, p. 538).

Foree was used both directly and indirectly to keep students in school
In the 1870s the Nez Percé agent reported that several students ac
companied their parents to the camas root grounds for harvest and that he
had to go after them and bring them back. Several unsuccessful attempts
by the students to “escape” followed this incident (Report of CIA, 1876, p
45). A decade later the agent applauded the government’s decision tu allow
withholding of annuities as a means of pressuring parents to send their
children to school (Report of CIA, 1883, p. 57). Force was still necessary to
compel regular school attendance in the final decade uf the century as 15
evidentin the agent’s report of 1894:

[ have at all umes assisted the Superintendent in keeping the school filled
up with pupils. and sometmes have had to send the police over the reser
vation to gather up the scholars, also have had to frequently send the
police after the larger boys, who would run away from the schools
(Reportof CIA, 1894,p 134)

<

Another consequence of the difficulty of teaching Enghsh and
academic subjects was the emphasis on practical or vocational education
Beginning in the late 1870s a movement began for the establishment of off
reservauon Indian Industrial Schools for the purpose of providing intense
trade school training for the best Indian students at sites removed from the
influence of ludian culture. Carlisle Indian Industrial Schocl was the first
such school to be founded, but the nearest one to the Nez Percé Reser
vation was the Forest Grove School in Oregon, which opened m 1380
Three years later about one third of the students at Lapwai were trans
ferred to Furest Grove, and transfers of the brightest students oweurred un
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an annual basis thereafter (Report of CIA, 1883, p. 57). This vocational
emphasis given to Indian education was rationalized in the following
mannsr;

The Indian, be he young or oid, is more of an imitator than a student;
hence a practical education is of more benefit to him and more casily at-
tained than a scholastic education. If he can read and write English un-
derstandingly, and understands the first four rules in arithmetic, he is suf-
ficiently educated for all practical purposes for generations to come.
(Report of CIA, 1884, p. 67; see also Kyle, 1894, p. 443)

The argument in favor of vocational education was based, in part, on
the view that Indians were racially inferior to Whites. A writer con-
tributing to The Critic observed, “They are, as a race, distinctly inferior to
white men in intellectual vitality and capability, and their wisest friends
will aldvisc them to look forward to the life of toilers. ..” (Harrison, 1887,
p.32).

The pedagogical problems of teaching English to subject peoples were
enormous. Culturally and psychologically the distances between teachers
and pupils were considerable. Teachers had little respect for their charges
or for Indian culture, they lacked appropriate teaching material, and they
rehed on a methodology stressing rote memorization. For the Indian the
process of education in a mission or government school vas coercive and
often highly traumatic. A noted expert on Indian education in the late
nineteenth century otserved, “English speaking is very difficult to the In
dian because the Indian idiom is almost the reverse of the English. It is very
difficult for the Indian to get his mind twisted around to think in English
Moreover, he is very sensitive and he hates to be laughed at, and so dislikes
to make the attempt 1o speak” (Proceedings, 1884, p. 27" This awareness of
Indian sensitivity was seldom expressed in appropriate teaching techniques,
and it became lost in the resort to forceful methods.

Many of the considerable obstacles to successful education of the Nez
Percé wese created by the dominant “civilizing” culture. They persisted
from the beginning of the educational effort by Henry Spalding in the
1830s until the end of the century. One such pro* 'em was the low caliber of
personnel sent to nstruct the Nez Percé. The Superintendent of Indian Af-
fairs for Washington Territory lamented in 1862, “The chiefs whom I met
in council complained that the employees heretofore sent to instruci them
under the provisicns of the treaty had taken their women to live with, and
had done little else; and they seemed desirous to know if that was the
irethod proposed by the government to carry out the stipulations of the
treaty” (Report of CIA, 1862, p. 303).

Low salaries made it difficult to attract competent teachers, thus fur-
ther hampering the educational process. In 1875 the Nez Percé agentnoted
that pay cuts led to the resignation of a teacher, a bearding house matron,
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and the Superintendent of Education (Report of CIA, 1875, p. 261). A year
later he excused the low achievement level of the students by noting,
“Were | aliowed to pay at the present time what [ was allowed during the
first four years of my administration here, I could make the educational
mai*ers on this reserve a complete success; but I am seriously crippled by
the small salaries [ am forced to pay” (Report of CIA, 1876, p. 46). In the
1890s the School Superintendent for the Nez Percé complained that he had
to replace all but two of his teachers because of their poor qualifications,
lack of interest in the students, and inability to work well together (Report
of CIA, 1891, p. 562).

The widespread nature of this problem was affirmed by a contributor
to The Critic who observed in 1887, “I have examined the condition of the
service on nearly one third of the reservations of the country within the last
eighteen months . . . Some of the industrial teachers sent out in the employ
of the Government to help civilize the red people are themselves less
avilized than the average savage Indian” (Harrison, 1887, p. 322). Not only
were many of the White educators lacking in competence, but they were
also insensitive and undeserving of respect by Indians. These deficiencies in
White tcachers were summarized by an Indian writer who noted:

But everywhere many of ther~ are narrow and strangers. Most of them
are Easterners who do not under..and the frontier; most of them cannot
take or make a place in the Western communities to which they have
come. . .. The tzachers are not always looked up to by either class. They
have not as much respect araong their Own people as we have among
ours! (Lame, 1900, p. 357)

Aside from the lack of qualified tea hers to staff the Nez Percé schools,
other kinds of personnel problems plagued Indizn education. For example,
the Indian agent in 1889 asserted that the school superintendent’s high
degree of independence from his control led to chaos and conflicts among
employees. He complained that the rivalry had a disastrous impact on
education and that “during the past two years the school service at this
agency has been a farce and schools have existed only on paper” (Report of
CIA, 1889, p. 182). Lack of continuity in personnel also caused problems in
the classroom and at the administrative level. The most outstanding exam
ple of _uch problems occurred during 1889 when five different agents suc
cessively had charge of the Nez Percé Reservation (Report of CIA, 1890, p.
80). Other problems that forced closure of the schools for months at a time
during the last three decades of the nineteenth century were lack of money
and supplies, contagious disease among the students, the Nez Percé War of
1877, and the burning down of a school building in 1879, all of which
resulted in a minimal educational offering over a three year period (Report
of CIA, 1870, pp. 185 86: 1877, p. 80; 1879, p. 56; 1881, p. 66; 1882, p. 54;
1885,p. 70).
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The Legacy

Assault on Indiun language and culture produced a legacy of bitterness,
hatred, anomie, and, among the Nez Percé, intratribal factionalism One
visitor to an Ind an reservation in 1892 noted that young bilingual Indians
were careful to a-oid use of English for fear of distancing themselves from
fniends and relatnes. In desciibing her Indian friend this visitor wrote, “If
she should talk English chiefly . . . people would be offended with her, they
would hold 1t a Lne of separatio 1. that she no longer considered herself In-
dian” (Sparhiawk. 1892, p. 614). Of the system of Indian education one In-
dian student lamented, “At school we are unmade as Indians, and not made
into white people” (Lame, 1900, p. 357). Another well-educated Indian
poignantly expressed the consequences of her education as follows:

For the white man's papers [college degree] I had given up my faith in the
Great Spint. For these same papers I had forgotten the healing in trees
and brooks. On account of my mother’s simple view of life, and my lack of
any, I gave her up, also. I made no frienids among the race of people I
loaihed. Like aslender tree, I had been uprooted from my mother, nature,
and God. . ..

But few there are who have paused to question whether real life or long-

lasting death lies beneath this semblance of civilization. (Zitkala Sa, 1900,
p. 386)

Allotment in severalty, imposed on the Nez Percé in the late nine-
teenth century, deepened factionalism within the tribe and sharply reduced
Nez Percé capacity to resist government pressure for assimilation In 1883
the Nez Percé federal agent reported somewhat pessimistically:

I think lthe Nez Percé] have reached a state of civilization where they will
neither retrograde {njor advance until some very important change takes
place in the Indian policy, such as. breaking up the present reservation
system and allowing the Indians to tak. 'ands in severalty, and throwing
the balance of the reserve open to settlement. (Report of CIA, 1883, p. 56)

A key factor in Nez Percé resistance to assimilation had been the
tnibe’s self sufficiency. This enabled it to minimize the impact of govern-
ment measures of economic coercion. But the pressure to strip the Nez Per
c€ of their land was strong, and it was justified as an essential step toward
Nez Percé civilization.

There 15 little or no incentive to prompt the members of this tribe to
become further advanced in civilized pursuits than they have been doing
during the past two years. They have their small farms, market for surplus
produce, large herds of horses and cattle, and enough land for ten times
their number, the latter secured them by treaty, and to be taken from
them only by their unanimous consent, unless some compulsory measure
1s adopted by the Government. (Reportof CIA, 1886,p 112)
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Despite strong opposition by an outspoken minority of the Nez Percé,
allo:ment proceeded and was completed in 1893. Opposition came from the
wea'thier Indians who owned large herds of horses and cattle and therefore
needed commonly held reservation land for pasture (Report of CIA, 1893,
op. 32, 138-39). Allotment, 1n turn, led to the sale of unallotted reservation
lands to Whites and to an increase in White population in the area. In
counties intersecting the reservatiun, the White population grew from
4,000 in 1890 to 32,000 in 1910 (Walker, 1968, n. 78). Shortly after the
turn of the century Nez Percé children also began attending schools in the
predominantly White towns in the area. Passage of the Burke Act in 1906
perrutting sale of allotted lands led to further alienation of Nez Percé land
until about half of the allotments had been sold by 1923 (Walker, 1968, p.
78). By the carly twentieth century the Nez Percé had been forced into
wage labor and menial, dependent positions and had thus lost the ability to
preserve their culture and shape their own destiny.

A majority of U.S. citizens had become convinced by the closing
decades of the nineteenth century that assimilatior of the Indians con
stituted a feasible and desirable goal. The wisdom of such a policy seemed
selfevident to a society convinced of the supenority of its race and culture.
Indidis were thus the victims of a policy shaped bty a society whose pride in
race and culture was near its peak. Whether Indian response to White con
tact was friendly and encouraging as in the case of the Nez Percé, or
resistant and hostile as in the case of the Sioux, a government policy of
forced assimilation was uniformly applied. Forced assimilation was justified
not only on the basis of affording Indians the benefits of the superior
culture but also as a means of securing nation. ' cohesion and integration.
Achievement of true nattonhood required the destruction of Indian culture
and its replacement w.th the White man’s religion, social and economic
systems, and language. The harsh manner 1n which government imposed
this policy on Indiafls in the name of humanitarian reform reflected the
enormous disdain felt toward Indian culture.

The policy of Indian assimilation depenaed heavily on replacement of
Indian languages with English. Consequently the guvernment exerted con
siderable effort to bring this about and encouraged the use of coercive
measures. The task of converting Indhans culturally 1nto W hite men was of
course rapossible in one ur two generations, and the methods followed in
pursurt of this goal did not faulitate the process. Policies that disparaged In
dians. immposed alien standards upon them, and forced separation of
childien from parents induced both upen hostility and subtle resistance.
Under the Englishonly policy the classroom became a battleground be
tween cultures where the Inditiis continued their resistance to dJomination
by White society By mtensifyin,. the conflict between cultures, such
jolicies helped to thwart Indian assimilation
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The Nez Percé case 1s poignant because these Indians repeatedly
demonstrated therr friendluess toward Whites from the time of contact
with Lewis and Clark until a minority faction led by Chief Joseph at-
tempted to flee to Canada in 1877. They welcomed missionaries,
prossioned settlers westward bound on the Oregon Trail, traded with gold
miners, and counseled peace whenever Indian White hostilities broke out
in the area. Despite their trust n White men, most of the Nez Percé lost
their lands, their culture, and their language.

Government adherence to a policy of assimilation until the 1960s has
left a bitter legacy that today fuels the Indian drive for retention of cultural
and hngustic identity. Much assimilation, nevertheless, has occurred. It
h