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I The author reviews the anthropological, psychological and

educational research pertaining to the frequgg&}y reported, quiet manneﬁ ,

v

_ ‘ ‘ . ,
of, American Indiam students ifi classroom situdations. Two ‘research

o perspectives which have been used to gxplain this phenomenon are ' /

‘ _ C T,

‘ / presenteds the learning style and interference theoriess The influence
v - . : N \/ ’

of inteliigenée test results on models creat®d to explajn the verbal-

nonverbal béhavior of Native Americans 1s discussed. Finally,'fifteen

3

5

teaching guggestions are offered to instructors who encounté; Native

American students, . - ) }
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‘THE NONVERBAL AMERICAN INDIAN CHILD IN THE CLASSROOM: A SURVEY ,

-
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W

; \ The'purpose of this literqtqre survey 1is t? review the anthropo-

iogical; psychological andheducational research pertaining to the

frequently repbrted qdieg mannex ovamerican(indian students in classroom

VRN

situations.1 Twé research perspecgfves have been used to explain this
phenoméno;. Let us’ call these pé;spectiyes-the learning Btyie énd 1;ter—
Terence Eheorieé\_ Learning style the;ry states that India; children ‘
behave quietly in school because at home and 1n'\hgir cbmmunity they learn

to learn primarily through nonverbal mechanismq such as observational
LY

N ¥

. \ R . - : .
*and triat—and-error learning (Cazden and John, 1971; John, 1972; Scribner

and Cole, 1973; Wernex and Bedishe, 1968 Rohner, 1965). Accofdiné to .
. .
this view, Ihdian children bring their traditional style of learning with
- -
%
them into the classroom context. These children are thought. to attend

readily to the nonverbal behavior of teachers and other students because

this is their culturally appropriate mode of attending. This nonverbal °

1

mode is thought to bé continually reinforced in the home;and community by
. ‘ . t
the instructional styles of parents, 'siblings and peers.
a ‘0 r .
Interference. theory proposes -another cause for American Indian quiet-

ﬁes§ in school. Interference theorists argue that Indian students are
_ ) g x .

quiet because the classroom situation is not structured in a way that

‘ . : ' ' - 1
permits these students to display theiy existing varbal tompetence (Dumont,
. o ' ’

1972; Philips, 1972). This view maintains that Indian children. frequently

S
»

\uhe speech in learning conte&ts in their communities. However, upon

. 24 . )
entering sc%pol each child must begin to learn a new set ,of skills using
. , \ : o
unfamiliar_materigls_from a foreign instructor who displays a diﬁferenp
language, te&ching style and persohality'in an unusual social and physical
. ™ )

s
>
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environment. Thus, the cause of Indian quietness in schools 1is attributed

to the mismatch between-the context and function of- speech in the child's

" +

home and community and the context and function of speech he/she encounters

-

v x

in the classroom situation. The.Indian child who speaks, a native language

at home but must communicate in English in school. experiences this mismatch

' . ~
-

most acutefy.

¥

Tﬁere ds a region 'of agreement betneen the learnihg style and inter-
ference perspectives. Bothjattribute classroom st?Ence to ;ome extent tos,
cultural factors. Viewed from the learning style perspective, the Indian
student is culturally oriented towards ‘visual attending (Cazden and John,
1971). Viewed from the interference perspective, the Indian child-is y

cuituraldy disposed to quietness in unpredictable social situations (Basso,

1970). . S -

i ' : \ -
The course of this paper will be as follows. .First, we will consider

the influence of intelltgence test pesults on models created to explain

. the verbal-nonverBal behavior of Native Americans.. A representative, but‘

. /
by no mea exhaustive, sample of the old and new testing literatUﬁp

relevant to Native Americans will be éritically evaluated. Second, the

differences and similarities between the Yearning style and interference

perspectives will_be discussed, Finally, the-author will suggest fifteen

teachirig techniques which appear to be advantageous in enhancing the verpal

- performance and classroom participation cf American Indian children,

7

N

INTELLIGENCE TESTING . ‘ - 8

¢ , *

N

Intelligence test iesqlts ha%e influenced researchers who are

concerned with the cogriitive style of Native American peoples. Some .
' N\ " o . . .
researchers have aesumeé the cpgnitive style of Indian peopies to be

N\
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peEcebthal, figural, spatla\ and visual because of two factors.

-

-zﬁlndian cnlldren'score nigh on standardized nonverbal tests which do not

-

require reading or woid_knowledge. In contrast, Indian children score

low on tesfa requiring,reading or word knowledge in English. In\order to

i clarify the above assumption, a selective review and critique Jf sgpe of

N
L J

the major intelligence -test results among Noxrth American {ndian peop‘ﬁf

éill now be given see Guilmet (1975) for an exhaustivd\ieview and .
critique of the cognitibe research among the Eskimo. ,

Early Results

StandardiPed performance tests of intelligence exist which do not

v

require reading or word knowledge. Some oft the earliest testing'found'
that indians performed better on nonlanguage testsiof intelligence than
on language tests. Indeed, a series of sucn findings led Snider to
conclude that éith regard to the dif(erences between Indian and standafd-
ization ?amples the ''greatest ditferences exist.in the cases of the tests
with the highest verbal saturation" (196l;422. " For e;anple,~the Grace
Arthur Performance Test of Intelligence was given by Havighurst and his
colleagues in 1942 to a sample of Indi;n students aged six te sixteen v
representing .sixteen tribes EHavighurst and Hilkevi'tch, 1Q44). Tne
average I.Q. score bflthis gsample was 100.2, slightly above the national
average for whites. As part of this study, a group.of thirty Sioux pupils
on thw Pine Ridge Reservation- made an average I.Q. score of 102.8. The

’

exact same group tested a year later with the Kuhlmann-Anderson, a verbal
N .

test requiring English reading ability made an average .I1.Q. 'score of 82.5.

Havighurst (1957) reviewed the studies of intelligence of Indian children ’

up to that date and concluded that all recent studies show thgt on

nonverbal intelligence tests Indian ch&ldren have: (1) the same average
[ ’ - . e

- ~

<

»

s
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. ' scores as white children, (g) the same'ranga of performance between tribes
\ . : . !
. and between communities within tribes as white children show between and
~ . ' / ‘ N

4,

yithin'compunities.

Indian children from many tribes have excelled on Draw-a-Man (DAM) ’

tests scored for accuracy in proportion and datail (Rohrer, 1942; Russell~

» o
1943) .. Havighurst, ;Gunther and Pratt - (l946)‘adm1nistered the DAM test to
- 1,000 Hopi /Navajo, Papago, Sioux, Zia and Zuni chi'ldre.n. The averqge I Q.
" . ) , / [N
' scores ‘ranged from 117 for Hopi children to “102 for Sioux childreh.

, ‘/ The children of Indian tribes which have kept close touch
with the world of nature and their indigenous cultures are
gpecially stimylated to observe accurately, to organize their .
observations an -express  them aestt&tically, and thus may be - .
expected to do well on the DAM tes White children, and .
—~2% urban white children especially, may have much less chance to
form concepts from firsthand ovservation, but must rely more .
upon books and words (Havighurst, Gunther and Pratt, 1246:61).

- Dennis’ (1940, 1942) gave the DAM test to 152 Hopi children with similar
results. The group 1.Q. score vas lOB.S:Dennis and Havighnrso; d;nther
and ?rattxfoqu that Hopi boys agg;ed higher.than Hopi girls on the DAM
test.' Dennis‘believed the latter result is explained by the faet that

‘ . . > ~ ,
"graphic art is almost entirely d@ masculine activity in Hﬂpi cultureg"

L)

(Dennis, 1940:242). Thus Hopi males prattice drawing skill much tmore often

ﬁhan do Hopi fenales. Simil;rly, "frea\drawings" of ninety Hopi children

N * ’\ v .
- were comparéd with drawings of 1,400 Cleveland school children (Havighurst

and Neugarten, 1955).'“Even though mapy ofvbhe Cleveland children at ten¥ed
\ y
art classes, the investigator found that the Hopi and Cleveland children

-

"exhibited a similar developmental sequence toward realism and spatial
4 ‘l 1 1 4
representation. Two exceptions to thia general trend were noted (l) the
- +
d!pi children achieved the first, second third, and fourth stages, as

defined by the researcher; a year or two earlier than the Cleveland sample,

»
L

and.(2) af}er age twelve the finhl developmental patterne of the two’groups

~ ‘ | [
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. departed, At this age' the tribal greferenca for stylized Katchina forms
: | ' _ r
- shifted the Hopi pattern away frqm the Cleveland children's preference

for spatial r'epre*ion. S

Later Results

_ | v
Coleman (1966) adminiétefed’the folfoéiné tests to a Fg{;e sample of ° ,
- e J

first-grade Indian children» Lribes Pnspecified, as part of the Office of
Educafkon-sponséred study of educatﬁaﬂgi oppor tunify : (a) a nonverbal class-
.ifiqatién'test on wﬁfch the child is asked to select one of four pictures
that goes with an 1n1tiall§ presented She, (b) a nonverbal association tesé
on whigh the chjld is asked to select the one that is Qo? like the othé;s,
4 : ' h !
and Nc) ¥ picture Vocabulary test. Séoreﬁ'were converted to a sca}e on
which the nationql median for all childré; is 50. Scores for firstgrade
. indian,r‘hack; 4nd majofity Whifé children are givefl’ below (Coleman,1966:

N s l . . -
0): L . .
. \

National First-Grade Test Scores

) 2 Y . Indian Black White
+» Nonverbal - 53.0 43.4 54.1 '
. Verbal ’ 47.8 - 45.4 53.2

>

This result confirmed the earlier fipdings that Indian children performed .
much better on nonverbal tasks than on verbal tasks.

Cundick (1970) found that 72 Southwest Indian elementary students,
. N - A“ N s 3
largely Navajo with some Utes, achieved "reletfvely normal" performance

1.Q.s on the Wechsler Pre-School and Primary Scale of Intelligence (WPPSI),

; v ) ) _
Draw-a-Man Test. Iﬁg above tests and subtests are primarily nonverbal in

( .

: |
orientation. In contrast, these same children received much tower I1.Q,

scqres on the verbal subtests 6f the Wechsler Scales and the Peabody Picture

Y

S

1

.

" ¥ the Wechsler'Intelligqnce Scale for Children (WISC) and the Goodenough-Harris
] ~ . .

- A



L4 .M\ . :
Vocabulary Tests (PPVT), a series of yerbal‘taqks(- . - \
The Illinoiq Test ‘of Psycholinguistic Abilities was administered to

.eighty Papago. children in the first and third grades in and around Tucson
t »
Arizona (Lombardi, 1970). In comparison with the group on which the test

-

was standardized the Papago children generally received lower scores.

However, on the 'visual sequential memory" task, one of the twelve subtests,
N . - . « R \ '
the Papago children received significantly higher dcores than the comparison

group. In this subtest the examiner arranges a set of small geﬁ&etric shapes
in a certain order, leaves them before the child for five seconds, then

rearranges them in.a random way and asks the child to arrange them ih the
* b . N »

A

A
original order.

-

- The National Study (Levensky,Kk970) tested 867 Indianm and Eskimo
children between the ages of six and 8.5 years in twenty five elementary

schools using the Draw-a-Man test. " At the same time one hundred Cauctsian
children were testéd. These Caucasian children appeared in the same
- * . , i

{

. *
-clagsrooms as gome of the Indian and Eskimo children,
G

for the entire Indian sample was_103 for boys and 108 for girls. Both are

The average IiQ.

.

. )
well above the Q?tional average for Caucasians. However, Thurber (1976)

indicates that Navajo children who have subséantial contact with the -
"#Hminant white culturge" show ahmarked decline in DAM’scores in compay{:on
:to their more traditional counterparts in previous studies. Thprber v
attributes this finding to two factors: (i) comparatively impoverished
living conditions of the children in his study, leading to limited exposure
to sources through which the representational art of the dominant culture |
is presented (teLevision afld other visual media} and (2) the ostensive
detachment of these'children from”NavaBo values miﬁh a concomitant leséen-
,ing of traditiqpal artistic stimulation. " : )
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In the late 1960's several studies demonstrated that - Canadian Yndian
\ \
e
-~

: M ) . . .
and Metis peoples frequently achieved higher or equivalent scores 4han .
Y s X

. whites .on nonverbal and spatial tests (MacArthur, 1968, 1969;_Ve;non,’i969;
Gaddes, McKenzie and ‘Barngley, 1968). These same studies made it clear that

on verbal and scholastic tests whites score higher. More recently, Wilson

(1973) found that thirty Canadian Indian children, agad six to twelve
years with little or no formal educatipn, achieved scores on the Raven .

Progressive Matrices and the performance portion of the Wechsler Intklligénce.;

.

. Scale for Children (WISC) very similar to thirty non-Indian gchool children
of the same age and similar "socio-intellectual" background. Finally,

Cropley and Cardey (1975) noted that Canadian Indiaﬁs and whites did not

v .

7
! : differ in their me@n gcores on the Goodenough>Harris Drawing Test § but §

whites surpassed the Indfans on a combination of the following verbal tests;

-

the Pintner-Cunningham Prima}y Test and the Alpha Test (Form A) of the Otis

. Quick—Scoriﬁg Mental AAbility Test. ‘Thé authors suggest that these two

& _ ,
intellectual mecasures represent two opposing kifids of cognitive tasks; the
Pintner-Otis tests emphasizing verbal-abstract skills, the,poodenough~Harris

Drawing Test reptesenting nonverbal-concrete skills. SThus, we see clearly

[ Fl

. - - . [ : i .
‘. the process through which cognitive tests are used tao attribute a nonverbal-
concrete cognitive style to Indian peoples. Whether the recorded perform-

ances of Indian peoples is due\EP a cultural preference for. visual attending
b Y . /

or to the fact that-verbal tests ‘are conducted exclusively in English, a
- - ' o
. recently introduced language, is an;Opgﬁ question. Not one reéearcher, to

A : ;Ey knowledge, has publisbe@/??e re?ults of a vkrbal 1nte11;gen€e test
. administered in_an Indian language to compétent Native speakers. o N

¥ ’

Criticisms of Test Results

Within' the anthropological communtty standardized tests are viewed as e
| y;

L4

x

Q .._ - | \ -_' 10




i !
' '~ being séverely cwlture-bound. Indeed, the search for a culture-fair or

culture-free intellectual test has been almost abandoned. Criticisms of
/ standardized tests are many. We will briefly mention only a few. First,
the content ?f such ‘tests can not be directly transferred from one culture

to another: Activities, concep¥s and artifacts gresent in one culture
. . » s + ‘

-~

are not predictably présent in ahother. Since words function as labels for
: , . \

activities, concepts and objects, it follows that word inventories vary from

one culture to another. In thé case of the testing of Native Americand, z-

-

r r .
relevant Indian languages are not evén used’_as the test languages. This

. - .

! problem is further complicatgg,by the falM that most Amerizpn Indian groups

are undergoing rapid linguistic change frdh aboriginal languages to a
v )

complex set of English dialects. Thus, Indian students may be exposed to

[ g

LI a Native Ianéuage in the home but Errglish in school. ~As you can vell

-

-
-

imagine a large variety of othe;nfociolihguistic combinationq occur within

and between individual tribal groups. T ,

A} - v

4 . ¥ .
Second, thg pchess thréugh which intellectual skill and knowledge are

L)

agsegsed, if they are assessed at all, varies greatly from culture to culture.
The one means of assessment that is never practiced Yn aborigin¥l comtexts

is the use of.the analytic rule-set (Coﬁen, 1969) in the context of formal
. f :

[ -
’ v

and espeéially written tests. Also, as we will discuss later,* the indivi-

dual's willingness 8 openly compete with peers-varies. from oﬁe Native
. ‘ L -

American group to another. Further, Native American students are not always.
J ! ' . g .

receptive to strangers, especially Caucasians, who gttempt to interact

with them on an Lnstruq;orJBtudent or researcher-sfudent basi’s. Besgides
- i - . .

ﬁaving historical justification for being suspicious of styangers,

\ L ‘

stratified adult-child interactions of this form are not falways culturally

appropriate. . ' . . . )




Iy
o+

repregsentations and object shapes between cultures, Restated in ang®hy

a ; 9
[N : A Cr . . .
Finally, many anthropologists hold the view that human 1nte}lectqar- ’
- i)
knowledge and skill is ékpressedxin a large number-of quantitatively non-

-~

comparable, ways. For example, it seems Impossible to .assess cognitiva

« 7 Py .
knowledge and skill related to hunting in an arctic environment (Nelson, . +
1969) on the game numeri cal scale used to nssess nav}gatiqn between distant /-

)

. atolls in the South Seas (Gladwin, 1970). This ﬁroblém has led Berr& (1972),

a noted cross-cultural psycﬁoldgist,'to conclude that there is no universal

1ntelligencefwhich simply manifths itself in different ways according to

_environmental demands. Rather, there are many "1ntelligences ﬂualitatively

¢ _
differént from each other. Viewed from this perspective, i elligence

‘ tests primarily funqgidn as a measure of acculturation to the mainstream

s

western-intellectual traditidn. . ‘
S S / . -
- The reason that verbal tests are more culture-bound than nonverbal

tests is clear. Linguistic forms vary muc¢h more arbitrarily than do graphic

way, 11ngufsti¢iexper13nces are less shared between divergent social groups
. o ) .
than-are nonverbal-perceptual experiences. AsJa congsequence, cross=cultural
ve. '/ * f / AN
tests which are dependent upbn lnnguage competende in English will show

'greater variablility in their results than cross-cultural tests based on

maniphlating objéct shapes .and their'representations.

4

LEARNING STYLE RESEARCH : ‘ '

| It ié;probabie, as we have seen,Jthat-reSearchers who'prOpose the - //'
learning style perSpective have been partially 1nf1uenced by the results
of cogﬁitive testing among Native Americmw.~ ‘Researchers have assumed the
cognitive style of Indian peoples to be pergepgual,.figural, spagihl and
visual because of two factors. Indiaﬁ children score high oh sténdafhizéd.

[N * ‘

nénverbdl tests which do not require reading or worq'kdbwledge. In contrast,

Y
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.ygnﬂlén children score loy om tests requiring, reading or word knowledge in - L
P . S 7 o 4. . o
English. For example, Cazden and John have used testié%‘dnea"to support Yy
. , - K -~ , : .

théir conclusion that "learning through lookiné" 18 a primary learning
. o . . . E - . N .
~ . * - v
ﬁechénism‘1h’AmerfcanlInd1qn societies: ' T
A, ' . L ) ’ v. . . S - -
- t Throughout the Iigerdture‘On Indian children we find suggestions
: that their style of learning is.more visual than verbal, more _ X »
. . learning by looking than learnirg theough ldnguage. Learning by ‘
"‘ - ~ "looking may be reflected‘iﬁ-sevaralfﬁifférent per formances: _ "
- yelative superiority on tests@ﬁ?‘vfsugl abilities, gkill in B
" interpreting photographs, proficiency in spelling, culturally .
- - . developed forms of vigual drt that aré tapped by Draw-a Man £\

. : (DAM) test,_and learning by imitation (1971:256). .

\ However, these authors recognize.that other forms of evidence sdpport_the

.« .

learning style perspective. Let us, consider this additiomal ev{aence.

Early Ethnographic Reports | . : . R

. ™

In ‘the first half of this century, ethnographers reported that obsar- . 4

1

vation,‘imitation and trial-ggd-error were primary mechanisms for learning

J ‘Y.

-technical knowledge and s
. » »
. . Eal Techhical knowledge and sk

1] .

in traditional Native Americgn societies.

refer to techniques of counting;-to practicas

of folk medicine; to .crafts such ﬁs beadiﬁg,‘carving, silverworking, leathef-

n

working or weaving} to trades suéh as hGUSebuildihg, boatbuilding or glass{

working; and to subsistence occupations such as fishing, hunting, trapping,
. X o
gathering, herding or agriculture. Joseph, Spicer and Chesky observed

» \( ) . :
that Papago chilgren "... learn mainly by'imitation, without explanation

by adults and without asking many questions.... direct-questiop and answer
. . N -,

b
'is not the Pabago way of acquiring or giving information; hence the “Papago

child is not encouraged to ask how to do things'" (1949:132). These authors.

. o .
hote that vhile learning to cook, one little Pa?ago girl attempted to do

-

- what she had seen her mother doing. Adults gave little, if any, assistance

to the novice, but they watched her closely an& made it clear that they were ¢

pleased if.she succeeded. However, direct praise was seldom given. Underhill

I . . . . .

o
! -t ' v ! .
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~ ¢1939) has stmilarly stated that for a youﬁﬁer Paphgo~berson‘t6 question’

-

. : , . , .
an_older one was considered forward and discourteous. Thus, a person

. desiring to learn techniques in counting, measur}ng and time reckoning

§ \

) . : : .
. ‘merely haunted the society of an older relative until information

-

l”'? was offered" (G;derhill, 1939:122). Underhill atated that if a person'had

o T : :
‘no relatives with'tﬁq desired knowledge his?her chances of léarning were

small, since prolonged contacts with people aakside the/family were few.
PuPlic fecbgni;ion of the increasing responsiBility for children -was .

minimal. "Thé Papago believe that, just as aﬂbaby‘léarhs'to~wa1k afd talk

\

when he is ready, the older child need not be.mercileggly prodded" (Joseph,
Spicer and.Chesky,'194?:132). .

Honigmann observed a similar situagign among the Kaska:

Instyuction and direction are rarely explicit. 'Do this,' is the
formula, and the child is left with the task of working out the
details of an activity for himself. If the young girli.is asked to .

» make a fire and tries to light large pieces of woggpithout first
splitting kindling, the task will be taken over:by an adult. The"
child may themn observe the gorrect sequerces for the complétion of
the ‘activity, but few. people trouble to drill these into the
legrner (1949:185), - - ?. ‘

The Kaska boy learns magculine skills by 'observing' older men prepare
sniz?hoe frames, hew lumber, or manufacture.{mplements, vehicles, building
and tools (Hlonigmann, 1949). Near puberty he begins to manufacture these

d;vices'bn his ownland to hunt large game with an aée mate.. Sometim%s;he
acts as the protége dfyan'élder man. The kaska girl learns to tend'rabbig
snares, cut wbod,_wash'cIﬁthg§.and cook ". . . all by following the examples
of her motherfor older sisters ;nd ﬁith a minimum of verbai {nstruction" ‘
(Honigdann;lb949:185). Unlike Pagago custom,'Kaséa adults vefbally

reward their children for. achievement. When a boy kills his first moose

or‘cariboulhe is the recipient of considerable attention and praise.
1 : . . ¢

I
t

;

! N

i
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Likewise, a girl's sewing is pointed to with pride by her mother and

. . + F} - v » - .
father. ; » / oo ' o
A Y . . N -
« 9 . . . ] A\

Lee retells the}autobiogréphy of a Dakdta Indian boy who describes '

- «

how learning-through observation was taught:

'« Chiyesa . . . points out how he, was bro#ght up to discover. He
) was peing raised by his uncle and his grhndfanher He tells how
o . when he was about five or six he would leave“at daybreak. He ,
ST just went out . . . Nobody asked him what he was going to look for
. | R or to take his rubbers along. However, his uncle #as there and L)
B all he said was' "Look carefully at everything you see . ."." -~In
the afternoon when he returned . .”. his uncle would question him,
B4 saying "On which side of the-tree did the bark grow the thickest?"
T The small boy had not $een told to logk closely at the tpee or the
bark but he had been told to look closely, and he had beZn taught
to be alert--to look and listen fully==in order to answer any
question he m}ght be asked (Lee, 1967:58). ' ‘ .

Pettitt (1946) reviewed educational processes in North American
indian gocieties gﬁhlggﬁéluded that 1&1tation i; c;mmon—learning'procesé
in these sociegies. Pettitt suggested that a gréate£ proportion of the |
culture(ﬂfasmalksca{é, lonliterate society is within the direct reach of \
the sensory organs.of the child. However, in mofefcomplex societies adult |

.activities are less ugderBQandable by observation alone; Further, Pettitt
) note& that in most Native American societies imitation of adult sﬁlll

o~ oftgn occurred in the play of children. He suggested that in complex
societies adult skills 'are so removed from the view of-children Shac they
cease to appear in their active play. 'Therefore, the future roles of urban

,

children have become less directed by adults. As a result, play at h;he.

and learning in school have perhaps become more sepaJEted Within nonliterate
o ) LY

1

societies, Pettitt found that play, where it reflected future adult skill,
_was more 'like direct practice than merely imitation. ' ' \

Recent Evidence . o '

. ' . ' H
The eari‘.:eports suggested that two kinds of learning processes .

S - “might exist through which technical knowlegge and skill can be learned: '

.
S . ) ’ .
| | F
A -
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{ (Y) an observatidnal-e*perimental type displayed by Nativa American .t
. children in thei‘;r homes and dommunities %and (2) a verbal-mediated type

[}

required for success in ciassqomp contexts. RBecent evidence had supported

L} \ . . . » ~
"~ this hypothesis.-

. S ) ) . ‘ ‘
Philips (1972) _jhas observed the use of observational learning straeggies

in Warm.gptings Indian homes. Children dre present at hany adult inter- ~‘,

-

.. . . . -
actions as ''silent but %ttentive observefs"'(Phiyips, 19722:385). Philips
. ’ 4

notesl;hdt chefé I's some evidence that this 'silent listening and 'watching"

was'traditionally the first step in learning- skills of a fairly complex

- s N

! nature in the Warm Springs .culture: "... Older women reminisce about being

A
/ . ¢ I

/ . required to watch their elder relatives tan hides when theyrwere very young;
rather than being allowed td play" (1972:386). Further, Philips has stated
. . ¢

// that the conteit of ve?bal exchanges between adults and children during
“ ‘ ' ! . ) .
/ . technical learning situations in Warm Springs Indian homes differs from ‘

analogous verbal-exchange contexts in non-Indian homes. When verbal exchanges

¢ occur bereen Qhe'child and the adult in Warm Springs Indian homes, they
| are preceded:;§ long beriods of observation of adult behaviéé ;n the part
of.ébe child. "The absenég of such‘observation'among noA-Indian children

is pe;haps replacéd by elaborate verbal instru;tio;s outlining dhe ‘ful1

scope of a task befoﬁe’the child attempts any part of it'" (Philips, 1972:

386). . q : -

AN
~

Collier noted that ajos excel at identifying and interpreting .
3

details in photogfaphs of familiar scenes "as long as visual cifcumstances

“

were such thq;.they were willing to discuss and explain tbétphotdgraphic
content" (1967:57). Collier stated that some of the identified qetails
¢ were not "visible" to himself without the uwse of ‘a magniuving glass.

COIIi%E attributed the perceptual skill of -these Navajoglf to the enhanced"




- - , - - _
". . . sensory perception of a ‘preliterate culture in-which a man must

survive by astute visual analysis of the clues of his total ecology"

,

(1967 :54). Similarly, Neldon (1969) has _ reported that Alaskan Eskimos from

. ' : e -
Wainwrighp, Barrow and Point.Hope were able to: (1) detect slight cracks
Ay, &

in 1ce' in order to keep from being stranded on an iCepdck which could break

' ~

up and drift out upon_the ocean; (2) observe'the subtle patterns of light™

- | S

and dark made on‘cloudS'by light reflected from mater, ice," and land:in
_ordsr_to predict weather condition8° and (%) perceive and memorize minute.
gsdgraphicnl detail in order to nsvkgste ov;r seemingly featureless tundra
Rohner (1965) notes that Kwakiutl children learned by ”observation,
manipulation and experimentation in their native sgetting. .However they
must attempt to learn through 'verbal instruction, reading and writing" if

they are to adapt to the learning style required in the classroom.

In the school context language is thought to be t‘e predominant

.

mode of transmitting and acquiring information (Bruner, Oliver and Greenfield,

1966). Children and adults are always learning.through the medium oﬁ

/

language both inside and outside of school. What is special:about the

school situation is that language becomes almost the exclusive means of
eichanging informstion (Scribner and Cole, 1973). When lingui;tie forms
are the exclusive means of communication the amount of information avsil-

4 able to the learner is restricted Scribnert and Cole (1973) relate the
following éxample to illustrate their position. Compare the many rich
sources of information available to the child who learns to weavd by
watching and doing with the restricted information auailable to }ﬁe’cﬁild_
who learns to weave by watching a lecture. The first child sees particular

'bits of material varying in width and resistance, compares his/her physical

movements to those of the modeler, and integrates all these inputs from

:
. .



’ v B - . . ] i . . . . 1 5 .
v . \‘\ . . ‘ .
differant sensa mgdnlitiep into his/her cognitive scheme of what weaving .

s all about. The lathf child loses all these sensory inputs and is left -

——

only with verbal descriptions of material and procedure. ~ - ,

) Learning style theorists point out that observation and manipulatidn
J/ M are effective mqtﬁoas for learning many complex cognitive skills.' A
1 - v
recent survey of psychological research has shown obsevvation to be an .
' . - \

effective method of learning a variety'of generaliiﬁﬂ\language rules,

abstract concepts or princip%ee; Piagetian conservation responses, problem

[y
- - N

™ (£ ? solving strategies and crejtive responses (Zimmerman and Rosenthal, 1974).
Middle-class Anglo-American six-year olds, lower-class Chicano Yirst-graders,

and four—zsgr olds all learned conservation through imitation of a model
f . LY
- {(Rosenthal and Zimmerman, 1972). Economically disadvantaggd seventh-graders .

learned to produce complex sentences and past perfect verb forms through

observation (Rosenthal and Carroll, 1972). Not only can general strategies

s

or rules be acquired through observation of g model, “but reésponse predis- **
. v ¢ . ‘-' .

positions such as speed of perform{ng conceptual tasks are also affected

(Debus, 1970; Ridberg; Parke and Hetherington, 1971).

Cazden and Johﬁ‘maiﬁtain-that the mismatch betﬁeen‘the Native American

-

' _ child's culturally appropriate learning style and the verbal-instructional
'mode of formal eddcation does not have togsexist: {n
Y " ' R
Such discontinuity is not ineyitable. Instructional methods can
A be changed. The Indian child's visual abilities can be used as

a foyndation for learning in other areas. Mathematics can be

| learned through the manipulation of concrete materials such’ as
Cuisenaire rods. Language development can be nourished by asking
children to expxess in words those visual discriminations ‘that have
béen previously well learned either out-of-school or in school.
For example, a rodeo lotto game for Navajo children would require
them to express in words distinctions_already well learned in
- visual terms such as the’ sizes 'and aazgh of animals and the positions
\ of riders. Or, after two 'children each learn to do a particular.

jigsaw puzzle, they can work together--one child supplying the

18 .
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pied 8: the othef'childiasking fpr-tﬁem one-by-one to put in his
v | frame: '"Give me the piece that. fits under his neck";s "Give me ,
. the big, white ong." Visual ab{lities can be ¢hanneled into other

" - forms of ‘expression. For example, map-making and photograpwi <ould

——--be done in the classroom (Cazden and John, 1971:259).
. \ . . o

Many educational grograméghlready exist in our 3!!iety which-feature

) oo - 'Y
obserpation as a primary leatn}ns'mode. Intern programs for physicians,
’ ' ’ - . ™~ . ) .o '.
.on-the-job training for policepersons and firepersons, and apprentice

T

programs for ironwogkefs, mechanics, lbggers, jewelefs And dthgr trades
all.aepend heavily on observatiénal learning. A novicé~spends‘most of

. . : ’ . ' ; . _—
’ hig/her time asgisting experienced professionals: Learning proceeds
.' . e T N

primarily by demonstration with a minimum of accompanying verbal statements

- ’
A

of rules or principles.’ fﬁé“apprehtice'watches and then participates in a
nuiber of demonstrations of a task. From thease experiences she/he acquires

h generalized ways of pef(exming‘the skill.

-

' .

\ To summarize, those who support the learp;ng style theomy see a

) . ) . . .
conflict between the observational learning mode common to most traditional

~

Native American societies and verbal mediated learning as practiced in

}

most schools. Verbal mediation enhances an individual's' ability to

contribute to the 'universe of the written vord" (Piice—Williﬁms, 1975) and

_ { .
" to solve problenis verbally. Observation promotes the ability to contribute.

IS

to” the uniwverse of objects and to solve problems nonverbally.
Unfortunately, we all know too many examples- of school learners who
"know the words'' but not the referents, who are limited by their
empty verbal constructs just as informal learners may be limited by
- their inarticulated practical constructs (Scribmer and Cole, 1973:
" 557). _ , o .

Criticisms of the learning Style Persﬁective

v Before turning to a discussion of the interference perspective we

v . . [N

should note two ma jor criticisms of the learning style perspective.

First, many reseétéhers object to drawing conclusions about the cognitive

[N
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stﬂle of Indian peaples from the results of the eatablished typas 'of .
€ !
intglligenca\tests'eFor example, all of the cited verbal tests were
dependent upon verbal cotpetence in ﬁnglish. ihus, the poorly developed Y.

\

verbal abilities may be an artifact ‘of cq{&urally inappropriate'verpal

“tests conducted in and dependent on oompetence in a recently introduced

language. Yoyat (1970) conducted a study of the intellectual development ] 12 ‘
of seventy ~five Oglala S1 oux childrenhwhich supports this view: Using

exactly the same experiments and questions “that Piaget had used with’
. ' . -
Swissd children, Voyat found that the Sioux .children passed through ‘the )

same cognitive stages and at approximately the same time as Swiss children,

Yo

Voyat 'states that this result means that the inferiorities ghown by I.Q.

tests among Indian children are dependent upon the nature of these tests

-

themselves. As we have noted, not one researcher has published thg‘_

results of a culturally si:sitive verbal test based on and conducted in a
r/ , . - v
native language to determine the extent to which vérbal compétence is

developed among skillful native speakers. . : /

-

B Second, while it is possible that many Indian peoplés did not tradit®on-

ally learn technical skills through listening to verbal instruction,.it is

not true that verbal instruction was absent in all learning contexts in

&

fndian societies. For example, in many Indian societies youths were lé‘ct”.ur—.

ed in the moral rules and in the magical religious beliefs of the group;

-

Among the Papago young people were ''ceaselessly trained” in the moral code
(Underhill; 1939). The moral code was repeated over and over. The -
father was generally the speaker, though the mo ther might take her turn,

eSpecially with the girls. ' The time was chosen when the .family was lying
B /
in the dark on sleeping mats, often in the hours before dawn. There

-

existed a special method of spgeaking; a low ins*stent monotone. Underhill ,

?
»

L

e
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believed that these spegﬁh situations had an almost hypnotic effect,
N * 0 A N

: - - ?

producing a unity of sentiment in the community "as profound as it was

unconscious. ' —Siﬁ11§¥1y, Ojibwa youths rxeceived instructions in t:helh

‘rules of conduct, the traditions of the, tribe and exploits of outstanding

-—
~

personalities (Kinetz, 1947: Jenﬁbss; 1935). " Yokut boys were likewise
i . » . - ‘ .
given verbal instructions in rules of conduct (Gayton, 1948). Realizing )

1
13

that verbal instructions may havd occurred in some contexeg;‘we still

¥

do.not know 1if the néviceé carried oﬂ a d?Béussion.with the individuals

who were lecturing, ow whetherltﬁey sigply obseryed.and-listeneq\to ——
insbruttioné. If the; primarily.observed and "listened, 1earning 8§§£e
theorists mighg‘c¥9im>thap this'evidence further supports, rather than
contradicfs,~their model- of ‘the silent‘Indi&n4ghf1d Qho learns by ;bserving
overt behavior, by listening to the 1;szﬁacpioﬁs the a&ults db 6ccgsibnally .

give, and by subsequent trial and error practice.

INTERFERENCE RESEARCH
+ \CH

. e
Interférence theorists argue that- Indian students are quiet in school ¢

because classroom situatioq$'are not.structured in ways that permit these
“students to display their exigting verbal competence. Reseérchers have
reported EBaF Indian ch‘ﬂdyen utilize'speech moré frequently in théir-
comminities than in schools._.Dumoné describes his experience in tﬁi, _. v
classrooms and the comﬁunity of the Oglaiq Sioux: - '

’ When classes began we did not expect the intensity of constrained
and cautious behavior of the students nor the .long and sometimes
embarrassing periods of silence. Teachers reé%ested, pleaded with,
shouted at, commanded, badgetred, and cajoled atudents to talk.

When they did their repf?es could barely be heard ¢r else the word
was mouthed. Most often gheir answers were little more than 'Yes,"
"No," or "I don't know." . ., . Our residence in the Indian community
allowed us to see that these same children were noisy, bold, daring
and insatiably curious., Talking and language were hardly problems -
once they decided to find out something. If they did not know the
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right words, they folund someone within their ranks who would act X
as an interpreter at times, many had to be used in one conversation .
Even the wery.young would engage the non-Sioux speaker in language
lessons they kept going with considerable laughter and teadsing

(Dumont, 1972:345-356). : . | | -

3

T“ese Oglala Sioux children speak primarily the Native language of their
parents. ' Dumont attributes'this‘situation to "parental indifference to
education" and the continued use of the Native language in the home

- Similarly, Philips (1972) reports that children of the Warm Springs .

Indian Reservation in Oregon show a great deal of reluctance to talk in class.

b
Warm Springs teachers'say that these children participate less and less

/ < v - ‘
' .

in verbal interaction as they go through school. However, observations of

- Warm Springs Indian children's verbal interactions outside the classrooin

. \
indicate a control and productive use of the linguistic rules of a local

.dialect of English that is manifested infrequently in classroom utterances

(Philips, 1972). _According to Philips, this indicates that the conditions

for speech use, from the Indians' point of view, are lacking in their

4

classroom environments. Although many people ‘on the reservation still
speak an Indian language, today all of the Warm Springs children in school

are monolingual speakers of English. The dialect of'English thef epeak,
however, is not the standard Englisn of their teachers, but one that is
digtinctive to the local Indian community. Philips notes that in some
aspects of grammar and.phonoloéy this local English dialect shows influence
from the Indian 1anguages spoken on the reservation.

ngont (1972) reported a 1arge‘amount'of.variability in Cherokee
children's‘speech production oetween different classrooms. Philips (1972)
noted a similar interclassroom variability in Warm Springs schools. Both
authors attribute this variability to the manner in which the teacher struc-

tured the classroom situation. English was norﬁally the primary and more

ofteq‘the exclusive language used in all of these classrooms. Both authots
-

22
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agree that classrooms in which Indian children are quiet, shy and with-
drawn have the following characteristics: (1) the teacher -acts as supreme

. -ﬂ - ~ a .
authority; (2) formal lecturing to the class as a group-is' the typical

instructional mode of the teacher; (3) conversation is highly structured

A

“and centereh around teagher initiated dialogue, that is, the teecher asks

questions to which the children are supposed -to reply, (4) students are.
singled out by the teacher and asked to Peply verbally to questions, and/or

perform nonverbal skills, ‘in an individualistic and competitive way; aﬁd

.
~

(5) students are given the impression that what they have to say is not

important if the content of their speech deviates iﬁ the slightest from

A 4
the subject of the teachers' presentation.

In contrast, Philips and Dumont characterize classrooms in which
Indian students speak frequently and learn verbal cgmpetence as follows:
(1) the teacher acts as a’ equal to his/her students; (2) formal lecturing

to the class as a whole is kept to a minimumj;~(3) \classtoom conversation

1 . .

is free and open ended, student initiateﬁ and controlled, and loosely

[ 2.
guided but not structured by the teacher (4) the teacher 1nteracts with

’

the children in small groups such that individual children are not placed

.in a competitive situation; and (5) children are given the impression that

’

vhat they have {o say is important no matter how far the content deviates
from the structure of the conversation as perceived by the teacher.
Consider Dumont's discussion of "teaching" in Cherokee society:

Teaching is considered an art in the working out of secial
relations; secondarily, it is meant to convey academic materials,
Because of this, what we commonly think of as a teacher's . -
authority is open to_scrutiny from a Cherokee point of view .
recitation in front of the class, demonstrations at the board,
raising hands, and even the way desks are arranged are,in the
Cherokee view restricting the boundaries of social relations
and imposing a structured relationship on the conversation that
- has not been worked out within the needs and wants of the par-
ticipants . . . the teacher is to assist,, order, and clarify the
unknown, and avoid disharmony and bad feelings (Dumont, 1972:364).

.

| 23  
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R Similarly, Philips (1972 eport.-chat among Warm Sbrihgs Indians, social
f WA : ’ -
' ' 8 tions &gsside the homeﬂére never directed or controlled by a single
SO | ' , .
- 19 individual who agts as supremepj@uthority. Temporary "Feaders" sometimes -
~ ' Ir S~ v \’\ . v ) - \\"
émerge among aggmall subgréup of ‘the community. However, such /'leadership"

is ach§red. An individual ma function A9 y derY because he/she has
( h K q‘ ) ea‘,.‘..v. E .

-~

~ N

it .

demonstrated unusual abilit;Bi a given act%vitwf7 Any 1ndivi&ua1 may choose
— ‘ : ) :

to follow such person's suggd¥tion because he/she has independently decided

~

that the qugestfiﬁ"is g ne. However, leadérship is not obligatory. AN

The degree to which a W Springé %hild'participates id any given social
. . < 3 , .
., activity is largely a mafter of choice. Participation in some form is

"

open to'evéryone who attetwds. Each individual can observe and/or participate
: Y

-

to his/hei)liking. Cénsequéntly tggre 18 no sharp distinction between

audience and performer. Each child chooses for himself/herself the degree

\ of His/her participation durin&\any acéivity. yfurther, children prefer

to develop new knowledge and skill unsupervised and alone. Performance 1
withheld until cdmpetence igs obtained: - C

. .. Although it is not yet clear how this wo:ks in a diversity
of situations, it appears that in many areas of skill, the child
\‘ takes it upon himself to test the skill unsuperviped and alone,
without other people around. 1In this way, if he is unsuccessful
his failure is not seen by others. If he is successful, he can
show the results 9f his success to thoge by whom he has been
- taught, whether it be in the form of a deer that has been shot,
a hide tanmned, a piece of beadwork ~ completed, or a dinner on
. the)table wh%B.the adults come home from work (Philips, 1972:
, " 386). )

L4

Havighurst (1957) has stated that the Indians of the Southwest, and

especially the Pueblo tribes, are notably cooperative.
Consequently, if a teacher in a gbvernment school, who has
been accustomed to assume that ‘children are competitive, tries
&* - to appeal to this kind of motivation by using' spelling contests
: or by encouraging children to call attention to the mistakes of
. other children, the teacher may be perplexed to find that suc
teaching methods do not work very well,. The Indian children ~
may not parade their knowledge before éthers mor try to appear
better than their peers (Havighurst, }957:109).

Y

>
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This information along with the preceding studies indicates ghat Native )
. ' - ’ g .

_ g ,
American children are essentially cooperative and group oriebted in their .

communities. Also, they suggest that Indian children- are quiet in school .

because they are often thrust into individufilistic competition with their
, 4 .o \
* peers in classroom situations. Other studies among Native Americans complet-

_ : ) .
ely counter this argument. For example, Rohner (1965) states that among the
Kwakiutl forms of 1ndependence and‘aggression are rewarded in non-school

activities but discouraged in the classroom. The author believes that the y

A

Kwakiutl student must learn a form of compliance behavior in school which is
not.expected ot of school. 1In the communi ty competition with peers tather
than sharing and cooperation is said to be the norm. Wolcott (1967) sees
the Kwakiutl as being both cooperative and competitive:

In meeting their classroom assignments the pupils interpreted
" their tasks as a matter of group as well as of individual
concern. This had one major advantage in that for many tasks
pupils paired off and completed assigniments in informal compe-
titions . ., . The motivating effect of their self-imposed
competition was more than offset from the teacher'sd point of
view by the tendency of pupils constantly to help each other
(Wolcott, 1967:104).
L J * _
It should come as no surqrise that Indian children's willingness to *‘

v

speak up in individualistic and contpetitive situations may vary between

and within tyibal groups. However, Bowd (1974 has noted thaty the inter~

r

v " and Lt;'t/rﬁbalvariabili,ty which exists in the range of Native American
societiesW¥ds all too often been 1gnored7by educators and researchers

concerned with comparitive linguistic and cognitive competence. Except.

in rare instances, all Native American groups have been assumed to be

N N )

gimilar in terms of ecological context, cultural heritage, linguistic ~
"history, acculturative status, subsistence base, social organization}_ N )
valie orientation and cognitive style, It is possible that the tybe of

socio-linguistic interference reported by Dumont and Philips above will not -
. . ‘ oy
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exist to the same extent in all the Native American classrooms; This is
a complex problem which is confountled at least by the vafriabil‘ty 1n teactpb- >
’ P T *
competance and style, the differential accultirative statuses of Native

Americans within and between tribes and the reliability of relevant

T
L

research.
[‘.

\ : * K
Interference’ theorists believe that teachers often demand: Indian

> 1
students to display speech competence’ in classronm'sitnationa which require

silence in Ehe child's home and" community engé{onment We have noted the

kS

reluctance of Warm Springs, Cherokee, Sg%ux and Pueblq children to speak

LI 1

up in ind;vidualistic competitive s}tmhtions ! In add{tion Werner and
’ '
)
Begishe (1968) have suggested that ﬁgvajo people are reluctant to perform

skills until the skills axe fully mastered.

- The Navajo approach . . . stresgses the acquisition of competence e
as a ﬁ%erequisite for performance Navajos seem to be unpre-~-
pared or ill at'ease if pushed into early perfGrmance without
sufficient thought or the acquisition, of mental competence preged-

. . 1ing the actual physicgl activity . . . 'The Anglo approach stresses

hl performance as ® prepkquisitg for the acquisition of competence
. + The comprehension of the principles is perceived as a . 7

corollary and automatic by>product of the ability to perform . T
(Werner and Begishe, 1968:1-2). oo h

A3 ]

If this ®s true and applies to speech competence in’English one would ex-
pect Nava jo children to refrain from performing English speechfskills since
the majority of Navajo six-year- olds on or near reservation areas come to
school not speaking enough English to do first- grade work (Spolsky, 1970)
Devereux (1964) reported that the .Mohave displayed a "singular reluctance' | dﬁ
to speak English, unleq; they 9poke English fvell, Dumont (1972) noted
that Cherokee'students talked more often and freely in a classroom in

‘which the teacher encouraged the children to 1ncerporate words and phrases

~

.. N

from théir native language in their s$peech.
- ~ ' \
Basso (1970) stated that™the Western Apache, refrain from speaking
- k " 4 ) s

[ . -y,.
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‘ when meeting strangers. The Western Apache do not feel compelled Pé

"introduceﬂ'*eraona who are unknown to each other. Eventually, it is

1

t assumed, they will begin‘}o'speak. However, this is a decision that 1is
. ) . ’ - » s . o
« ~- properly left to the individuals involved, and no attempt is @ade to -
. . L »
_ N
hasten it. Outside help in the form of introductions or other verbal

routines is viewed as preau&ptuoua and unneoeaaary. Strangers who ar¢ .
_ ) . :

. , oo , t
quick to launch ipnto conversation are frequently eyed with undisguised

*

suspicion. A tgpical reaction te such individuals is that they 'want

something." . : . .-
&%} . . ° ’ r'

If 'the stranger is an Anglo, it is assumed that he ’hanta to .
teach us something" (i.e., give orders or instructions) or
that he 'wants to'make friends in a hurry." The latter .
response is especially revealing, since Western Apaches are
extremely reluctant to be hurried into friendahipa--with
Anglos or each other (Basso 1970:218).

+ »
Pl

.. Basso noted five other situatibns in which silence is culturaily‘appro-

Y

priate among the Western Apache; during "courting:zshhen "children; coming  °

+ .
v \

home" after a long absence, while "getting cusged out " when "being with

: people who are- sad " and when '%eing with someone for whom they sing."

Basso '‘concludes: (1) in Western Apache culture, the absence of verbal
e , communi.cation is associateq with social situations in whi ch the,atatus . o
| . of focal participants ialambignoua. (2) Under theae conditions;ffixed rﬂﬂ*)
role expectations lose their applicability and the iliuaion of-predicta-

bility in social interaction is lost. (3) To sum up and.reiteratgp°

keeping silent among the WestermApache—is a reaponae to uncertainty and

' . -~ ‘v’\ . '
. « unpredictability.in social,relations; i . ) - .
: . .
‘Mowrer (1970), a Navajo, and evidently a student of Basso, inquired
- ! -

into the situational featutes of Nava jo silence behavior on the Ngvajo

Reservation in the vicinity of Tuba City, Arizona. She found silence to

v -

. be appropriate among these Navajo during courting, at the retnrn_qf a

A

i . . . ' . .
' ?

" : ’ . . ~ ' » . ‘ .\.. .
Q T ' : . ' 23;’ : | o




. ) . ’
. relative after a long absence, when confronted by someone who is angry

and shouting, duringﬁnourning, and while in the presence of someone who S

~

is being sung over by a medicine man. )}JBasso believes that Mo(n‘erﬁ
obs®drvations "snggest that striking simtlarities may exist between the

-7 types of sociaL contests 1in which-Navujus*and Western Apaches refrain

\frOm speech' (Basso, 1970 228). It is indeed curious thaﬁ‘Mowrsr does
.

not mention silence as being spproériste for Navajos upon meeting strangers;

L

. ) » .
since all other categories of silence correspond with the categbries of

.

8118“62;&?0“8 the Western Apache.

Interference theorists argue that Indian children from cultures such

R ,. ' : ’
as the Western Apache or the Navajo would probably react with silence upon

entering school. Conftonted with a substantially new peer-group and an

-
-

unknown teacher representing a strange.ethnic group, some Indian children
.

are thought to withdraw and refrain from speaking Given the fear that
most Native Americsns have of Caucasians, silence is th&hght to be especially:
prominent if the child is faced with Caucasion peers and a Caucasion

teacher. How long the child's silence is expected to last is unknown. As
. . . . .

€

. we noted earlier, teachers in Warm Springs schools state that their .

> > : .
i Indian children participate less: and léss in verbal interactions as they
A

. )

80 through school (Philips, 1972). If Basso is correct in concluding that

sy

silence is a Culturally apprOpriate response to uncertainty and unpredict-

ability in social relations for many Native American children, it seems

1

that this factor might gartially account for the quiet'classroom behavior:

-~

of some Indian students.

: N g

. Dumont (1972) remarked that Sioux students exercised cdntrol over . “
- ) : L . _ . .t
teachihg and learning in their classrooms by gontrolling their verbal \ |
{ v . ) .- .

behavior. "Silence governed teaching and learning, representing a student

28
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developed and tontrolled tactic that excluded the teacher from almost all

student activities and that made school a rather pleasant experience" ~ a
~ " ‘ _ Coe '
(Dumont, 19721 346), Seeing the speech differences between the school and

the heme, Dumont and his colleagues began to call the above classroom

)

behavior a "mask of silence." In subsequent work in Cherokée classrooms , {
- - - . . :

. ’ i
Dumont noted the same ppenomendn. Silence for Cherokee children wrs a
"retreat from the word,™ a means to sever communication ‘between teeacher

" and students., .
« o« it (silence) was a retreat from the word),-intended to ” )
sever communication and to.serve as a strategy in a network -~ N s
of student defense needed to deal with the conflict result- '
- ing from cultural differences.: Employed in this manner the
teacher has little control over what s\udentS‘learnland,
especially, over how they structure the experience. of_ school
(Dumont, 1972:348-349), - C '

L4 L

Also, silencg is said to cﬁéractefize the intercultural reality for

A}

which there are no words, Cultural differences are the unRnown, the .’
R N -

) A
foreign, and the strange. Dumont believes that if there are no words
7

for this re§lity-in either the students' or teacher's vocabulary there

- ~ hardly can be any in the language they share,

-l

Finally, interference theorists point to mismatches in speech .

\

intensity and listening style as ane possible source of Indian quietneés

in classroom situations. Polgar (1960) noted that Mesquakie Fox ghildren

i
near Tama, Id@a, intgfpretpd the normal loudness of the taacher's voice
and the verbal directness of the' teacher as-"meanness" aﬁz as,"gqttihg'mad."
Hall (1969) describes a:cultural.différence {n-listening gehaviorbetweén
Navajos and Caucasian teachers, at least as it existed in thé 1930f5{ - T

Unlike middle-class whites, the direct op?j}faced look in the
eyes was avolded 'by Navajos. 1In fact, Navdljos froze up when
. looked at directly. Even when shaking hands they held one' in
the peripheral field of the eyes . . . By now some of niy
readers are undoubtedly thinking -what it' must have been like to
be a small Navajo child in schools taughtby whites where many
teachers-were frustrated by behavior they couldn't dYinderstand . o . -
The teacher would raise his voice, while looking directly at the

child hanging his hgad. "What's.the matter! Can"t you talk? :
Don't you even know'your own name?" (Hall, 1969:379), . ;

Q \ .
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IMPLICATIONS FOR INSTRUCTION

To concfude; let us consider the implications of the literature
xeviewed for the teaching of Native Americhn children. Based on the
. current body of research, the following fifteen insfruc{ional p}ocesses

and contexts appear to be advantageous in enhancing the verbal perfor-

mance and clfssroom participation‘of American Indian children, I have
a . ’, ) )

organized theéefsuggestions into four general categories. - ¥

General Atmosphere and Classroom Organization

1) The teacher should act as an"equal to his/ﬁer Students, rather v

than as a supreme authority. ' A ,
2) The‘teaCAQQ!should interact with the children .in ‘small groups
such that the individual children are rot placed in a competitive

situation in front of the class as a whole. The situation whexseby a

[ _ .
child is singled out from a large group and asked to reply verbally to

~

questions and/or perform nonverbal skills should be especially avoided,

/ Y o ' -

3) Tedchers should not ask the child to demopstrate knowledge or

skill prior to the acquisition of combetende, especially in the presence .\‘

of a group of peers,

Observational and Experiential Learning ' ' .

- -

4) Teaching must be by example as well as by word. Tasks to be

+

learned should be demonstrated as well as explained to allow the child | ’

to yobserve the necessary steps and tacties which are required,



u

5) ‘Experimental learning situations should be created whenever

‘! ‘possible such that the child can learn through:doing rather than through
verbal ‘description alone.

“ 6) Linguistic experiences‘should be directly tied to significant

experinental learning situations. The child should be introduced to

-the linguistic’ labels for things and plOCGSSGS while he/she is engaged

\ in relevant activities.

“a

Verbal Aotivities

7) Formalglecturing'to the class as a whole must be kept to a

a ) ~ A
minimum,
)

8) ‘Classroom conversation should be free and open ended, student
initiated and controlled, and loosely guided but not structured by the

&
instructor. Conversation which 1is highly structured and centered ' .//

around teacher initiated dialogue should be avoided. That is, teachers

v\ :
should not simply ask questions to which the children are supposed to

reply.
9)° Children shOuld be given the impression that what they have

]
R

- te say 1s46mxutant no matter how far the content varies from the .

. structure of the conversation as perceived by the teacher.

10) A billnqual format should he ehploysd_£o;_gh4;d;eg_whe_eeme____————————————

. _ -
from homes which actively use their traditional'language. For children

from more acculturated homes, classes in the traditional language

should be initiated to enhance the child's pride in his/her cultural’

4

heritage. . ” - Y
ll) Dialectic differences in English which appear in various native

4 Amerigan groups should be understood by the teacher and incorporated in

4
. !

claserOm discussions.

. " ) ’ . . ) ‘V
U - _ E;]- _ i i
. . LI ! ! 7 ! ' ) . .
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Community Relatfons

12) Materials and activities to which ‘the children are initially
qxposed in the classfoom must be as closely related to th; home and
comnunity experiences of the child as possible. New experiences should
be introduced at a rate that holds the child'sw§¥%€;tion. ‘

* lf) Schools should be clpse. to the community they serve and »
. s
inCOrpOpate skilled Native Americans as linguistic, artistic,.ocgupational

and professional role models, )

14) The accent should be on basic ieading; J;iting and numerical
skills using_aslmany culturally relevant exampies as possible. The
culture of reference sHould be that which the child currently experiences
in the home and the community, not the pre-contact culture as recorded ‘
in the;ethnographic record. However, children should be introduced to
their culture history as quickly as they can maintgin an interest,

15) Finally, teachers must be sensgitive to andlintérésted in
cultural divefsity. ~They should live with and socially interact withf
the Native Amerﬂ%an community they se;viqe,.thus bécomihg familiar to
the children they teach. Native American teachérs'may provide especially

familigr and stim@ilating models to Native American chiBgren.
. IL




FOOTNOTES \
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Dr. Ronald Gallimore, Dr. K T. Kernan and Dr. P. Z, Snydet: for their

A

assistance and encouragement during ﬁha praparatlon of this manuscript.‘
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v
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2The presented data conaerning the COgnitiva-style of American

Indians offers a constructivé challenge to Cohen's (1969) model
propoa}ng two "mutually incompatible conceptual styles3" analytic and (.
relational. The Native Anerlcan tribes dlscussed do not appear to fit
: : elther model exclusively. On.the one-hand, thay tend to score almost as o
' well and sometimes better than miadle—zlass children on nonverbal- ~
parceptual tasks: Baged on Cohen's 1list of.test resp?nse-charactpristics
and sociobehavloral correlatea of conceptual styles (1969;Abbendig A),
Native Americanségye definitely more analytic than relational. They *

show a sensitivity to.parts of objects, an awareness of nonobvious

[} s X R ,
) Eembn:es, er—entfanced—abitity =t soTting tasks, T tigh HUIIICV t0 detect
. [ 1

changes in a monotonous but constantly_changing perceptual fleld over a

long perlod of time, analytic scores relatively nigh on nonlanguage sections ‘

on most tests, a long attention span, deep attentlon and concentratlon, a /

T

’ ‘
A N .
. »
.
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. ’
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.
v




~

-

On the othe; hand, the Native American tribes discussed tend to display‘
. .
charactaristics which are more typical of the shared funLtion family and
friendship group than the formally organized alternativé; according to
Cohen'é 1list of s;;e important differentiating characteristics of such
groups (1969:Appendix B). For example, tﬁe distribution of critical gtoué
functions tend t; be wiaely shared among all members of the group, inter-
‘action patterns are relatively flfid and changing, the organization of
~ gtatus relationships.are fluid and shifting, the distribution of privilege
" and rewards are widespread and equal, leadership is shared, periodié and |
continuing participétion in all critical group functionq are positively ,
sanctioned, staéus'boundari;s are ioosely held, individuals have the
individual right to challénge group objectives and current means of,
attaining group objeatives, the depth of 1dentificatioﬁ with the groué is
intense, and the manner of identffication with the group is marked by -
ifnvolvement in all group ;unctionsl'
Thg following question then arises. Ho& can Cohen?s modelraéigﬁnt
for ﬁhe fact that children who are apparantly sociallzed in 3haréd function
familyiand‘friendship groups dispiay an analyticlconceptual style? bne
might pegpond that despite the Native Americans' relatively good perfor-
mances on nonverbal tdsks, their poor performances on;yerSal tests indi-
cates that they display é relagiongl conceptual style. .It is thié reseachers
position, hbwever, that these verbal ;cores are not repreéentative of

[ 4 .
existing verbal competente. Standardized verbal tests conducted in a

o
i

recently 1ntrodu¢gd language can not possibly constitute ah accurate

*

measure of another culture's verbal-anélytic skills. The question remains

unanswered. A few words of caution are due. An accurate destription of .

..

one American Indian tribal group at a given level of.acculturation may

not be an accurate dedbrigtion of the same group at a gifferent level of

accultdfation. Further, what is true for pne tribe may not be true for

!

another. We must be extremely careful not to characterize all North

|' - i ) - - . '
American Indish peoples based on -the study of a few. 34 v
. R I - o ' o _
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