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Preface

_This_book is designed to aid teachers with ideas about

students. Information in the clmptera of Teachmg the Indian

Child is not_meant to replace_material in_standard methods

courses in education but is meant to supplement that material. It

is also not meant to replace standard works in Indian and Bi-
lingual Education, only to.update them, to give new teachers an
idea of what resources and materials are available, and to make
some ideas from those standard works more readxly available to
educahors of Indian students.

background and characten of each student and have takenadvan—

tage of those unique characteristics when planning lessons. This
book hopes to provide the good teacher of Indian students with
some teaching methods and materials they will find especially
useful. The editor would appreciate negative and posxtxve feed-
back from the field as to the usefulness of the miaterial in this
book. Its purpose will only be served if Indian children have a
better school experience, from both academic and personal stand-
points, as a result of ideas taken from this book and put to use by

educators of Indian youth.

Jon Reyhner. Amstunt Professor
Eastern Montana Collégé

—- —_——




INTRODUCTION

Perhaps the greatest efféct on Amencan educat:onal re-

form came from the report, A Nation at Risk: The Imperative for

Educationial Reform, -April 26, -1963; issued by the National

Commission on Excellence in Education: This education report
was responsible for creating; from the public, a mandate for re-

formmg the educational system that has never been seen before

in this country. A very cogent pomt made in this report is that

part of what is at risk is the | promise first. made on this conti-

nent: All, regardless of race or class or economic status, are

entitled to a fair chance and to the tools for developing their

individual powers of mind and spirit to the utmost. This

promise means that all children by virtue of their own ef-

forts, competently guided, can hope to attain the natire and
informed judgment needed to secure gainful employment
and to manage their own lives, thereby serving not_ only

thon- own mterest but the progress of socxety itself. (p 9)
“To begin with, being an American Indian in itself is no pm-

blem, however; being an American Indian and growing up and go-

ing to school in a non-Indian environment and society frequently

is a problem. Children from the dominant American culture grow

up experiencing and being influenced by one predominant way of

life while American Indian children grow up experiencing at least
two very different views of the world they live in. -
- Too often teachers and other school personnel are obhvxous of

the fact that Amencan Indmn student& undergo traumatic

7students devélop strong fe_ehngs of alienation and soon learn to
withdraw_psychologically and, in time, physically. The school

dropout rate by American Indian students is among the highest

in our country. This high dropout rate is attributed to the lack of

relevant curricula and the poor self image of Indian students.

- A National Education Association publication, American In-
dian/Alaska Native Education, estimates that twenty-five per-
cent of American Indian children begin school unable to speak

English (1983, p. 27). As a result, they have difficulty reading:
vi




Those who come to school with limited Enghsh speakmgaliﬂ:ty

also face tremendous difficulties. Many do not hesr standard
English spoken at home; some hear no English at all. Bilingual
programs are cntlcally necessary for the ma;onty of these

students. -
_Our world is. mpnﬂy clmngmg' we are hvmg in the age of vastly

expandmg technology. In the coming decade cheage and innova-

txon wxll be the prmc:pal challenge facing educational leadexzs

developed to cope wnh our past, relzuvely stable. engx;oxgnggt,

have largely become obsolete. We must find new ways to educate
our - ﬁ:ture generatxon -

students attendmg the schools of our country

Benedxct J. Surwxll, Dean
School of Education -
East.em Montana College

References e

Human and Civil lhghts Gomnnttee, :Nat.:omi Edncatxon Association.
{1988). American Indian/Alaska-Native education: Quaﬁty in the

- —classroom. Washington, DC: Author. :

The National Commission on Excellence in Education. (1883) A nation at
risk:- The imperative for educational reform. Washington, DC: U.S.
Government Printing Office:




Hap Gzllzland

Therem'e classrooms in whnchNatlve Amem:an youthare hap~

py. highly successful students growing into beneficial, con-

tributing members of society. There are many other classrooms

in which Native American students are_failing academically,

socially, and emotionally; where neither teacher nor students ex-

pect anything but failure. However, for teachers, the fact that
many Indian students-are not reaching their potential should not
be a di agement, butachallenge --

_The. empﬁasm in teaching must be on the posltwe, on the good
thmgs that can be done to help the students. However, before
teachers can remedy a problem, they must first understand it.

Thersfore, before we discuss_positive_actions and particular
teaching methods, we must discuss evidence that the need exists;

along with the causes of some of the problems.

Evideiice of need o
A great deal of évxdence mdlcat.es that tﬁemmnty of schoq]s

which teach Native American students do not adequately adapt
to stiident needs to make instruction effective. Statistics indicate
underachievement; ‘absenteeism, over-aged students, and high
op-out- rates for Native Americans. More subjective evalua-
tions add negative educational goals low level of aspnrat.wn. and
low socio-economic status. -
- Edward Kennedy, Chairman of the Specml Senate _Subcomrmt-
tee an Indian Education, wrote in 1969 in the forward to the sub-

committee’s final report that ; L
Drop-out rates are twice t.he natwnnl average in both

mmmywmmmfwm&amﬂm
mmei?mmmmpnntmuatbaobumed&omth&gg@ggg
Gilliland is a Profe-sser Emeritus in the Division of Elementary and

Secorndary Education at Eastern Montana College; Billings; MT 59101,
and President of the Conncil for Inihih Education.




pubhc and Federal schools Some school dxstncts have
dropout rates approaching 100 percent -
Achievement levels of Indian children -are 2 to 3 years
below those of white students; and the Indian child falls
progressively further behind the longer he stays in school

Only 1 percent of Indian children in elementary school

have Indian teachers or principals

__One-fourth of elementary and secondary school
teachers—by their own admission—would prefer not to
teach Indian children; and

- Indian- children more than any other mmonty group.
believe themselves to be *‘below average'’ in intelligence.

lIndzan E’ducatzon, 19698. p 1x)

In 1984, I tested the high school students ina Dena ina Indmn
village in Alaska and found an average readmg level of fifth
grade. - R

- William Byler, Executlve Du'ector of the Association
American Indian Affairs, testified before a congressional st

committee that:

The American lndmn reservations are communities in
crisis -and -there is evidence to suggest that our present
educational program contributes to the disintegration of the
community and of the family and to the social maladjust-
ment of many of the children. (Indian Education, 1969b; pp.
2168-69)

- The statements about academxc aclneyementjna needs of
American Indians are also true of the Eskimo, the Chamorro of

&8

Guam, the Maori of New Zealand, and the Polynesians of Hawaii

and American Samoa. The problems are even greater among the

Aboriginal  students in Australia, where most adults are

unemployed, and 90% of those adults who find employment are
doing unshlled labor - -

7’ he studied felt that any large portxon of then- schoolmstmctmn
wasofusem thelrnatlvevﬂlagehfeandtliat'iz% feitj:hecm:-

- As & W ;Iohnson andSuetojkaDuen:e (1984) say, in
descnbmg Eskimo and Alaskan Indian education,

Tﬁenauvestu&entwhoaspmstosuccmmfacedthh
2
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the dlfflcult and often dxssonant task of marchmg to more
than one drum, The dilemma of not rejecting one’s own rich,
cultural heritage while preparing to be successful in a con-
text which at best ignores or at worst contradicts such a
heritage along with its inherent values and ethics is not a

simple one: It is little wonder that the native and non-native

student (or teacher) finds it difficult to recognize, least of all

appreciate, each other’s orientation, efforts, purpose and
values. (p 49)

will adoptmg 8 culturally relevant educational ‘program and
providing for local needs make a difference? One answer is pro-
vided by the Kamehameha Early Education Program (KEEP), a
primary - grades -program for educationally-at-risk- Hawaiian
Native children. The originators of this program: stﬁdiéd instruc-

homes, then adapted school instruction to these cultural
methods. In the first two years in which the program was used,

children’'s average achievement test scores. increased from the

27th percentile to above the 50th. When the program was put ex-
perimentally into nineteen first to third grade classrooms of
Native children for which conttol classes were available, scores
on the Gates-MacGinitie anid Metropolitan achievement tests for
children in the culturally-relevant program -averaged in the 53rd

percentile, while the control classes averaged in the 32nd
percentile (Jor&am 1984, P 61; Ovando & Goli:er. 1985 pp
142-146).

- These figures do niot reveaLthe mprovement in self ‘esteem; in
dlscxplme. and in other benefits given by the culturally—relevant
ediication. They are examples of the benefits-of an instructional

program adapted to the learning styles of native students.

__There are serious problems; but they can be solved. The re-
mainder of this chapter will discuss some causes of the problems;
with possible solutions. Following chapters svﬂirecommen&ways

in which schools can adapt instruction in various sub]ects to the
Teeds of students— - —_— — e

Causes of Poor Acﬁlevement

Cultural Dxﬂ'erences N :
If teachers are to be. respacted by then' students they must
first demonstrate their respect for the children and their culture.

3 | 1‘.2‘:



Once teachers know and understand the children’s culture well
enough to accept it as equally good and equally valid, then
neither teachers nor children will be pressured to adopt the

other’s culture. Instead, they will develop mutual respect and

understanding. .. __ }
This need for mutual reSpect seems obvmus. yet it is rare in ac-

tual practice. Throughout the world, wherever native people have

become a minority, they have found themselves under great
pressure-to adopt the culture, values, and way of life of the domi-
nant society. In most cases there has been very- little respect for
the mores and values of the native culture. Nowhere is this more
evident than in schools. In the classroom; the Native culture is

seldom used, valued, or even understood. But there are signifi-

cant differences which schools should know about. John F. Bryde

listed some of the differences he found between Indians and non-
Indians in Table 1 (1971, pp. 96-97).

Indian Non-Indian
1. Gets along with the group. 1. _Gets ahead; or on top of the
or conforms with the group. group- . _____ ___ _______

2. Gets ahead for the group. 2. Gets ahead for. opgfaiself.
3. Concentrates on and en- 3. Concentrateson the future.
joys the now; or the present. 4. Lets others decide for him
4. _ Decides for himself, follow- and force him. -

ingadvice. ..~ ______ ___ 5. Faces hard thmgs. but not

5. Faces hard things (emBar always with impassive face. -
rassing incidents, etc.) without 6. _Uses nature for personal

showing fear. . benefit. . ___ __  __
6. Uses nature, thhout los- 7. Is. Aware _of God
ing his reverence for nature ‘“underneath’’ and perlodlcaﬂy

7. Remains constantly aware Religion is compartmentalized
of God, so_that acts of religion and acts of religion restricted
are spontaneous and at any to certain times, e. g., Sundays.
time. 8. Feels “at home” in Non-
8. Feels unensy and fearful Indian world.
toward non-Indian world, but
hides it with impassive face.
(Applies especmlly to young
Indians) ,

.,_) ; ] i




Teacher’s lack of understanding

Teachers sometimes speak of Native American students as
“disadvantaged.” It is true that they are at a disadvantage in
some classrooms; simply because the teacher-does not know-the
culture, or does not understand how to adapt instruction to their

needs. - L
~ In reality. Natxve Amerxcans have the Houﬁla jdyantage of

knowing and living in two cultures. Teachers, on the other hand,

thay know only one culture, and ray have accepted that culture
as being superior without any real thought or study. Teachers,
then, may b+ the truly disadvantaged. However, if teachers do
not know, understand; and respect- the culture of students, the

students are at a disadvantage in the class.

Unknowing people have spoken of Native American avldents

as being ‘‘culturally deprived.”” Use of the term indicates a

speaker’s lack of understanding. In some cases it indicates an at-

txtude toward all mmonty cultures. an assumptmn that the

sunply alack of understandmg, a lack of knowledge None of
these people are culturally deprived. They are fortunate in having

very rich cultures. . .

Teachers’ actions and attitudes 3h<ml¢ never nnpl;L that one

culture is superior to another. The purpose of education is not to

turn all students into middle class citizens, or carbon copies of

the teacher, but to prepare each student to live in a multicultural
soclety For this, students need to gain enough knowledge of
various- people and cultures to be-independent; to-choose from
each culture that which is best for them, so they can be successful
m their own way

leference in values

__Teachers moving into Native Amencan commumtxes bend to
assume that because the people have accepted modern ways of
life, the old culture is lost. But a culture does not consist of
physical surroundings. All of us accept modern conveniences, yet

our old values persist. We recognize this in our own lives; yet,
when people speak of Native American culture, we tend to think
of the clothing, food, houses, and transportation used in the past.
These have changed for both Indians and dominant cultures.
Despite the changes;, each group retains its own identity, -its
culture, rooted in its past and present. Thus, culture is defined as
the values aiid every aspect of iocal life unique to a group of peo-



ple. Sinice each Native American tribe is a-unique group, teachers
i:ijjjidtﬁééiijgjé any student believes in or-follows all the values of
a ‘‘typical Native culture,” or follows the patterns of the non-
Natxve society. Students are somewhere iin between, usually
nearer one end of the scale than the other.-Students in one class
will often vary from one extreme to the other.

_Even Native American students who appear to. ﬁave lost _con-

tact with the old culture will usually vary from students from the

dominant culture in background of experience, vocabulary used
and understood, ways of communicating, willingness to talk and
express -ideas, -concept of time, willingness to compete mth
classmates, attitudes toward property, future, and success, and
even personal space. It is the duty of teachers to be good
observers, to learn and understand the ways of the community

of students backgrounds and values and iise them positively in
the classroom.

Observant am‘l creatlve teachers wﬂl find many ways of incor-
porating information about traditional customs and values into
classroom instruction, teaching students to think for themselves,
to kiiow the alternatives, and to make their own choices.

No one's culture will be downgraded or de-emphasized if we ac-
tually accept both cultures as being of equal importance and of
equal value and demonstrate these feelings through our actions.
We need to @@cﬁ and use the values and ideals of each culture

represented in our classrooms; so students can choose those ways

appropriate for them that they can use to build lives that fit
them as individuals.

lef rence in learmng styles o
Every child has his or her own learning styie, the way in which

he or she learns most easily. Some children learn by hearing;
others by seeing. Some find kinesthetic -experience -most
effective. Part of these differences represent differences in innate

ability. For some, they are caused by & learning disability. For
most children, -however, _the differences are cultural; they are
caused by differences in early learning experiences. ,

_Each child must be evaluated individually, and gi-b’iiii
instruction must be through an eclectic learning experience in
which each can learn in his or her own way. If teachers assume all
children can learn easily through oral instruction and that

phonetic instruction will be the most effective way of teaching

them to read, Native American students may be at a

D |
e
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Blhngual students -are even more handxcapped when expecwd
to -learn through English instruction, oral and- written. If
children’s first language is other than English, and all or most

instruction is through lectures or reading textbooks in English,
they are faced with frustration and failure. A great deal of bi-
lingusl students” learning; while they are becoming more ﬂuent in
English; should be through action and observation.

_Therefore, teachers must consider carefully the learmng styles

of their students and present new learning through as many dif-

ferent modes as posslble

ank of motxvntxon -
__Students will make thtlerogress uLschool unless they are

motivated to_ make an effort, and many Native American

students see no reason to make this effort. They see little relation

between their studies and life outside the school because the cur-
riculum is not relevant to their immediate needs, and. there is lit-
tle bemg done in the development of student leadershxp

them informed. When parents are not_ mterestedF they com-
municate that luck of interest to their children and do not

motivate their cl'nldren to learn what the school is teaching.
Dxfferences in background and language i

_Because the things Native American students know, asa amault

of their experiences outside school, are very different from the

background of typical urban children, much school instruction
. may be meaningless to them. Thus, it is important that teachers
study, observe. and become well acquamted w1th the people of
bring to school and adapt instriction to,student needs. Where
students need additional background to understand specific sub-
ject matter, they must be helped to build that background: In-

structional materials can be developed which relate to student ex-

periences, as can problems, discussions, and reading material.
Approxxmately 70% of Crow Indian children enter school more
ﬁuent in Crow than in English. An even larger percentage of
Navajo children have English as a second language. Although
nearly all Hawaiians; Maoris; and American Indians in such
tribes as the Blackfeet and the Cherokee come to -school more
fluent in English than in their native languages, the English they

7




speak may be influenced by their native languages. Senitence con-
struction of all native languages is very different from that of

English and may have great influence on the English children

hear at home. As a result, Native American children are

discouraged from spenkmg in class by criticism they receive for
the ‘“careless’’ way in which they construct sentences.

Hawaiian children habitually leave out most of the small and
tp;hem, unnecessary words. Athabascan, and many other Indian
children recognize he; she; and it as singular for they, and as
synonyms for a single pronoun or prefix in their native language,
so they use the three interchangeably. @~ = I

__Znglish spoken in Native American communities may have a
very different and much smaller vocabulary than English spokcn
by teachers. This difference in spoken vocabulary puts students

ata great dlsadvantage in readmg and understanding textbooks.

Use of inappropriate tests o
- Most standardized tests are cultumlly bmsed g!vmg students

wnth upper middle class backgrounds an advantage. One school
principal wanted to classify 98% of students-in his reservation
school as mentally retarded and set up special education classes
for them because they all made low scores on a group mental
ability test. Some of these students were exceptionally bright;
but because their background and vecabulary differed from those

required by the test; they were unable to score well, _____ I

—An elementary class in western Alaska was given a basic reader
progress test which contained a paragraph about a boy mowing a
lawn, and several questions about the paragraph. Every student
missed nearly all the quest:ons. which supposedly indicated they
should all repeat the unit in the basic reader. However, nothing
was wrong with their- ability to use the reading skills that had
been-taught. The problem was that none of-them had ever planted
anything, nor had they seen or heard of a lawn or a lawn mower.

_Some _organizations have attempted to develop non-cultural

tests but have_ usually found that when they removed all

culturally-related items, they had little left. Organizations such

as federal job placement offices use tests as culture-free as they
can obtain, then develop their own norms for some special
groups, but Native American cultures are usually ignored. Some
schools have developed thezr ‘own norms, or thexr own tests. The

plans to admxmstéit “intelligence”’ tests should use only ,tho,se
tests more nearly valid for Native American students; such as the

i

é
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“éoodenouéh Draw a Person,” Raven's Progressive Matrices,
the . “Arttfur Point-Scale of Performancé," or the “Gllhland

their noﬁ-ﬁiﬁvé ﬁéefé oﬁ tests, o; f)iffﬁ of tests; Eéﬁiin?ni E'ﬁd};y

in observation, memory, alertness, or attention to details. They
do less well on language and verbal expression.

Home and community problems o o

- Many teachers have unrealistic echtatlons of home support.

They give students homework and penalize them if they do not
get it done, without considering the home situation. If a Navajo
hves in a one-room hogan w1th five other people. elts on a dxrt

Americans who live in modern ‘homes often have no_ adquate
place for study, or opportunity.to be isolated from other people

enough to be able to concentrate on their studies. It is unrealistic

to expect parents and extended family members who do not read
for recreation, who see little relevance between school and *‘life.”’

and - who have little or 1o ‘knowledge of tl;e subjocttha child is

On many 1Indian reservations ixnémploymentneﬁom 20 to 75%

In any community, rural or urban, regardless of race or cultural

group, if there is a great deal of poverty, there will also be a high
level of -alcoholism. Alcoholism may lead to child abuse or
neglect. Commumty leaders may not cooperate in making needed
changes in schools. These and other community problems. can
have a very detrimental effect on the achievement of children.
However, good teachers and a relevant curriculum may improve
the outlook of the community as well as that of the school.

Evidence exists of a need for mprovement in the educatxonal
experience of Native children. Low levels of achievement; teenage
suicide, and adult unemployment all indicate a need for better

educatiom L

Many causes exxst for th:e iack of achlevement. Poor. gelf con-

cept -and lack of motivation of students may be largely responsi-
ble. However, these ars brought about by many other factors in-
side and outside schools. Alcoholism and lack of community sup-

° 18



port are problems in some commumtles. but an edueatron thnt is
not relevant to the needs of the community is equally to blame.

Frequent causes of poor achievement include poor communica-
tion between students and. teachers; failute ot teachers to learn to
kniow the community and the experiential backgrounds of the
children- or to adapt to the differences that effect learming;
conflict between the culture and values of the students and those
of teachers; the use of instructional methods that conflict with

Native values; different expectations; language differences; and

an irrelevant curriculum. S
There is no quick cure for the problems New teachers must

learn to understand the students and their culture before they
can adapt their instruction. And needed adaptations will be made
only if teachers are willing to take the time to really learn their
community and its mores and values, then build an educational
program relevant to the needa of the students in that community.

Bryde J. F (1971{ Modim Iudaan ﬁsyehology (Bj;jnsed EdmonLYgg—

~_million, SD: Institute of Indian Studies, University of South Dakota:
Coladarci; T. (1983). High ‘school dropout among Native Americans,

Elkin, AC Pk(1964) The Australxan Abongme {2nd od.) New York: An-

-chor Books. - - e
Flfield, M. B, & Flﬁeid M. G (1985). The effectiveness of psychwduca
tional testing reports as perceived by teachers in an intertribal secon-
dary-boarding school. Joumd of Amencan Indifﬂ Educetwn, 24(2)
~-16-24. - -- - -
leey D. {1983). Why Eskimo ediication isn t workmg th Delta Kap-
pan, 64/8), 580-81.
Gdhhn¢ H. (1976;.-A Fable for Americans. In Chant of the Red Man
~-{pp.-24-36 & 74-83). Billings, MT: Council for Indian Education.

Gilliland, H. (1970).. Examiner’s manual: Gilliland Learning Potential
- Examination. Billings, MT; Council for Indian Education. - —-

Guggrrgzth (1981). Study of attribution of Chicano students at the
University -of Southern Colorado. Denver, CC: Mid-Continent
-Regional Ediicational Laboratory.- -

Hamghurst. R: J.-(1984). Anglo-native relations in Australia;-New

- Zealand and the USA, Educational Research Quarterly, 8(4), 103-112.

Indian education: A national tragedy—a national challenge. (1969a,
November - 3). -Washington; DC: U.S,- Government Printing Office:
{Report of the Committee on Labor and Public Welfare, United States

Senate, - made by its special subcommittee on Indian educat:on.

Report No. 91-501). - -
Indian education: Hearinyx before the specudjubcommtttee on Indtan

ting Office.

§

H;\‘~



Jaiihis, M A (1983 Fall) The myth of Indnm edﬂcatlon in the

- American education system. Action Teacher Education, 15-19.

J ohnson, S;: W-; & Suetopka-Duerre; R. N. (1984). Contributory factors in
Alaska native educational s success: A research strategy, Educazwnd

- --Research Quarterly. 8(4), 47-51. T

Jordan, C. (1984). Cultural compatabxhty and the education of Hawaiian
children: Implications for mamland educators, Educatibnai Resemh
Quarterly, 8(4), 59-T1. - - - .

Knox, D. R, & Innan; R..B. {1984). The American Ind;ar&d@OuHAnan'

notatedﬁblbhography of sources) InterAmerican Research

Associates. - e ———
Loflin, M. D. (1981) Dmcovenng cogmtxve Ebihtxu of natxve chﬂdren

- _Educational Research Quarterly, 8(4), 52-58. -

Mahan, J. M. (1984). Major concerns of Anglo student teachers servmg
in-Native American communities. Jourruil of Amenca?: Indian Educa-
- tiom, 28(3), 19-24. -~ - s

McCullough, C. S. {1985, Jaiiiiigy[ _The-uise of Weschler Seales mthe

assessment of Native Americans of the Columbia River Basin,

- Psychology in the Schools; 22, 23-28.
0vando. C.-J.(1984). Si:hoolandcommumty atutudes inan Athabaskm

bush village, Educational Research Quarteriy, 8(4); 12-29. -
Ovando; C. J.; & Collier; V. P. (1985). Bilingual and ESL classrooms:
- —Teaching in multicultural contexts. New York: McGraw-Hill. _
Parkmgt.on, G: (1985, February). Multiculturalism and the Common Cur-
riculum- debate (Austraha). Bnhsh Joumal of Educauoua‘.’ Studtes,
- , 06-66. [ —
Roessel, R. A. Jr. (1962) Ind:an educatxgntoda}and tomorrow (Cha Jter

1) In Haudbook for Imiwn educauon (pp 3-18) Los ﬁngeles’
Amerindian. -

Ross. MW (1981) Inbél.hgéi:ce bestmg in Australmn Abongmnhi Com-
parative Education, 20(5), 371-75:

andf VYE
(o

m .

1




Bi Img al Education:
Teaching the Native

Language

Jon Reyhner

soclety has kept Native Americans from. becommg assimilated

into English-speaking American society. In the late Nineteenth
Century, reformers felt the only thing needed to get Indians to
progress was to detribalize and individualize them. With this ac-
comphshed by boardmg schools and the break up of reservatxons,

(Utley. 1984, | p 21 -
__Examination of the issue by nesearchel:s hasshawn thatnus

the attempt at quick assimilation that leads to failure. Rapid ero-

sion of traditional culture by submersing students into an all-
English environment in off-reservation boarding schools often
leads to cultural disintegration, not cultural replacement. As ear-

ly as 1928; an investigation of the Bureau of Indian Affairs called
for curriculum based more on-“local Indian life, or at least writ-
téii wrthm the Eébpi 6f thé éhild ] éﬁi’lj? éip@héiiééﬁ (Menim.

uiﬁict nf wﬁlte culture on the nation’s. hrgest tribe, wrote,

‘“Navajo culture is becoming an ugly patchwork of meaningless

and unrelated pieces, whereas it was once a finely patterned

mosaic” (1962, p. 340). The Cherokees in the 1830s, using an
alphabet invented by a tribal member, Sequoyah, started their

Thxs ongmal essay appears here in pnnt for the first txme All nghts
reserved. Permission to reprint must be obtained from the author. Dr.
Reyhner is an Assistant Professor of Elementary and -Educa-

tion and Native American Studies at Eastern Montana College, Billings,

MT 59101
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well as Enghsh. They also pubhshed a- Cherokee - liiggiiigé
newspaper. However, their schools were closed by the federal
government in the late 1&90,5;(Eiiéh§,,&ﬂﬁiki§hiii‘§t;, 1973; p. D.

_Many Indmnaseé the loss of their language as ‘‘one of the most
Eﬁi:iéaLpraBIem facing Indian peopie today. The loss of

language leads to a breakdown in communication between

children and their grandparents and causes children to be ‘‘cut off
from their past ar- their heritage’’ (Ahenakew, 1986, p. 1). Tribal
heritage provides a sense of group membership and belonging
badly needed in an overly individualistic and materialistic
modern society. In the words of John Collier, modern society has
lost the “‘passion and reverence for human personality and for the
web of life and the earth which the American Indians have tended

as a central sacred fire' (1947, p. 17).

Tnlial language puhcles S -
- Since the 1970s; the official U.S: goyernment pollcy has been

that of self-determination; a reversal .of .the. assimilationist

policies of the late Nineteenth and early Twentieth centuries and
the termination policies of the 1950s. Self-determination is a con-
tinuation of the policies of John Collier and the ‘‘Indian New
Deal” of the late thirties and early forties. The- -policy of self-
determination allows Indian people and tribes to determine their
future directions. - - - .

In recognition of the mpoxtance ofj:nbaﬂanguage andcultnre

several tribes have gone on record supporting native language in-

struction. The Northern Ute Tribal Business Committee passed

resolution 84-96 in 1984 declaring,
- The Ute lnnguag;us the official languagagfi.ﬂaNo:them

Ute Nation and may be used in the business of govern-

ment—Ilegislative, executive. and judicial—although in

deference to, and out of respect to speakers of English,
English may be utilized in official matters of government.-
We declare that the Ute- lﬁhguiige is a living and vital
lané'uiée that has-the ability to match any other in the
world for expressiveness and beauty. Our language- iz
capable of lexical expansion into modern conceptual fields

such as the field of politics, economics; mathematics and

_Beit knomthat the Htehnguage shall be remgmzed as

our first language, and the English language will be

recognized as our second language. We assert that our
3




students are fully capable of developing fluency in our
mother tongue and the foreign English language, and we
further-assert that a higher level of Ute mastery results in
higher levels of English skills. (Northern Ute, 1985, p. 16)
The Northem Ute tnbe reqmres Ute language mstruction

teachers within one year of employment {Northern Ute, 1985 pp
16-18). .. .. . o

Ina preface to the 1985 Navajo TnbaiEducatlon Pohcxes.

NavaJo Tnbal Chmrmnn Petersoi Ziﬁ aééliféfi

ac}uevement mthe basic academic skills and skills reqmred

by modern-technology and still educate young Navajo

citizens in their language, history, government and culture:
(Navajo, 1985, P vii)

The Nava;o Tribal Education Pohcxes suppozt local control.

mrent.al involvement, Indian preference in_hiring, and instruc-

tion in the Navajo language (pp. 4-9). The code declares
The. Navam Janguage is an essentia! element of the life,

culture and identity of the Navajo people. The Navajo Na-

tion recognizes. the _importance _of = preserving and

perpetuating that language to the survival of the Nation.

Instriiction in the Navajo language shall be made available

for all grade levels in all schools servmg the Navajo N atlon.

of the tanguagé p-9)

_The Tribal Edtcation Policies also require courses in N avajo

Exstory and culture (p. 9). :
Fncﬁs andHanghurst (197 3l. in the most recent natxonal study

parents approve of their schools " but that Indian commumt.y

leaders  were ‘“‘overwhelmingly in favor of the school doing

something to help Indian students learn about their tribal

culture”’ (pp. 181 & 187), and that the most common parental sug-
gestion was that ‘‘schools-should pay more attention to the In-
dian heritage (p. -170). Rosalie and Murray- Wax's research
{1968) on the Pine Ri&gi Reservatlon showed that tribal elders

ik
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and the students’ extended -families were forces- for keeping
students in school and that the forces causing students to drop
out_of school were_those of cultural disintegration; similar to
those forces that cause dropouts_in all schools: Lin found that

Crow boys expressed a ‘‘concern for and motivation toward

education’” equal to that of white male students (1985, p. 9).
Edueatmnal advantages of blhngiiahsm L

education, concluded - that subtractive educat:ional programs
which seek to replace Native American lan a i
English language and culture cause students to fail while ad-
ditive educational programs which teach English language and

culture in addition to native language and culture create condi-

tions which enable students to succeed in their schoolwork.

In a review of research on bilingual educatlomeummmaﬂgsli

found several studies showing “that the use of a minority
language in the home is not a handicap to children’s academic
progress’-(p. 32). He found many studies reporting ‘‘that bll-
ingual children are more cognitively flexible in-certain rest

and better able to analyze linguistic meaning than monolingual
children’’ and that_bilingual education can reinforce students’
cultural identity and reduce their mixed feelings about the domi-
nant_society (p. 37). Cummins found no group of students for
which research has shown that bilingual education will not work
and concluded that the “‘enrichment potential of bilingual educa-

tlon is accesslble to all students”’ (p. 42).

Types of blhngual programs R

‘Numerous types and subtypes of bﬂmgual programa have been
1dent1fied (Trueba, 1979). For the purposes of this chapter, three
basxc types need to be exammed in tarms of how they - affect In-

These programs are- all in contrast to what has been called
‘submersicn’ education for non-English speaking children which
involves the common practice of placing them into a regular all-

English classroom with little or no special attention and letting
them “sink or swim.” I o

- Under the adnnmstratmn of J ohn Collier in the late 19303 and
19403 ‘some preliminary work was done to provide native
language instruction in Bureau of Indian Affairs’ (BIA) schools,

but after Collier left the BIA, it was not-till the 1960s that Bil-
ingual Education became an issue again for Indian children.
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. In response to pressure by Hispanics and other groups for bi-
al education; Congress passed in 1968 a Bilingual Education
Act as Title VII of the. Elementary and Secondary Education

Act. This original act was designed as a compensatory program

for ‘‘disadvantaged” students. Only students who came from low

income _households. could participate in bilingual programs

funded under the original act.
_In the case Lau v. Nichols, the Supreme Court found in 1974

that the historically-common practice of ‘submersing’* students

in_a _regular classroom did not give non-English-
students an equal education opportunity compared with Enghsh-
speaking students as was required by the Civil Rights Act of
1964. -This case concerned Chinese speaking students in San

Francxsco pubhc schools whowere given no spemal education pro-

mandated that they b@gm&n some £ormof special bﬂmgual or

English as a Second Eanguage (ESL) instruction until they could

speak English well enongh to be put into a regular classroom.

_The low-income provisions of the bilingual education act were

removed. in 1974, and in 1978 the act was amended again to
specifically include funding for programs for Limited English
Proficxency (LEP) Indxan chaldren The 1978 amendmgnts _also

to be monolingual Enghsh sp@kersso that t.he pmgram&dldnot

segregate non-English-speaking students from Enghsh-speakmg

students. The Bilingual Education Act was extended in amended

form in 1984 and currently funds maintenance (described in the

Act as developmental), transitional, and immersion (described in
the Act as a “specml altematl '’) b’iliiigiial programs The

progmmamh mspecttqtﬁe teacﬁmg of Engiggli are tex}gimg to
become specifically designed, English-only programs for non-
English-speaking students. All three types of bilingual programs
can use various ESL teaching methods for the Enghsh-language
portion of the instructional program. -

- Maintenance bilingual programs place the most emphasxs on
developmg children’s native as well as English language abilities:

They are- demgnedj:nteaclimamg writing, and some other sub-

jects in children’s native language while adding English language

25 16




mgual program at Rock Point eommnmty School ontlieLNavaJo

Reservation in Arizona graduates students who can read and

write in Navajo and who also test out on English language stan-
dardized achievement tests as supenor to compm:able Indian
students who have not had a bilingual education (Holm, 1985;

Rosier & Holm; 1980). Bilingual education has effects beyond in-
creased Enghsh and mathematics achievement scores. In

»d from t!iecxty mdapnhhc school rate of

mnety-ﬁve percent for Indians to eleven percent (Hakuta 1986,
p 221)

theu- first year of school. mstructxon in Enghsh is qmckluhased
in so that by about fourth grade all instruction is in English.
Transitional programs do little to promote native language skills.
Even tEBiiili they are the most common form of bilingual pro-

grams in the United States, Cummins found no_educational

justification for transitional bilingual programs and that quick
exiting of students from transitional programs had negative ef-
fects (1981, p. 43). -

Immersion bilingual programs were deslgned to teach French
to English-speaking -children in Canada. Immersion programs
give students an environment where they are ‘‘immersed’ in the
. Immersion teachers speak to the children only
in_the language to be learned. This type of program has been

found to be effective in teaching French and Spanish to middle-

class English speaking students with no long-term negative ef-
fects on children’s skills in using English (Ovando & Colher,
1985, p.43).

Whether a child should learn a second language by imimersion
or by a maintenance bilingual program is dependent not on the
language spoken at home, but on the socio-economic and cultural
background of the child, the social status of the child's native

language, and the language preferences of the child, the parents,
and the community (Cummins, 1981, p. 41). Students who come
from & middle or upper class background and are members of the
dominant scciety (language-majority stiidents) do well in immei-
sion programs where they hear and are-encouraged to speak only
the new language in the classroom. However, such programs

were never intended to replace the home language, and English
17 gL
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language instruction was continued in school °r,Yé§,,b59?gh§

back afteran 1mt1al penod of all second language instruction

average mcomea ancL ‘who have mmonty _group cultural

backgrounds _(language-minority _students), such a&s Indian

students; tend to lose first language skills in immersion pro-

grams.

school 1f therr language and culture are a part of the schoi s cur-

riculum (1986, p. 25). Bernadine Featherly (1985), after an exten-

sive study of the literature and research on the Crow reservation,

concluded that native language speaking parents should not try

to ‘“teach” their children to speak English and that Crow-
speakmg children should be taught readmg first in Crow {pp.
384-386). -
-Exposure to televrsron, schoolmg a.mL Enghsh-speakmg
children can get Indian students s g English fairly well in

about two years as can transitional bilingual programs usually

found in the first three or four grades. However, those speaking

skills are “‘context-embedded,” meaning that the situation being

talked about is familiar to students. Many classroom situations

after grade four, especially those involved with reading text
books are. “context-reduced," méimmg that mformatron must be

stand Enghsh ina “context-reduced" situation takeaanayerage
of five ¢ or six years %o learn. (Cummms. 1981. p- 5). Under tﬁeold

students oﬂ:enexpenence so much failure that they give up and

drop out, never catching up to their white peers. =~ -

A frequent criticism of bilingual education is that it delays the
learmng of English. However, Krashen has found the reverse to

be true:

_ The proper use of the ﬁrst language can help the acquisi-
tion of English a great deal; well-organized bilingual pro-
grams are very effectwe in teachmg Enghsh as a-f second

In fact the older grammar based Enghsh as-a-Second-
Language-(ESL)-only _programs are found by students and
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cherstobebonng(Spolsky 1978, p. 355) ESL mstructxon has
been seen as a quick fix to the shortage of- bllmgual teachers. As
the chapter on secondary ESL instruction in this book em-
phasizes, teachers need extensive training which involves
knowledge of the structure of the native language of their
students and a background in the students’ culture. No generic

ESL training can provide competent teachers for all minority-
language groups. - - e

The result of- trsdztlonal Enghsh only “submersmn programs
for Indian students is that their achievement actually falls fur-
ther behind whites as they progress through their school years.
Coleman’s- 1966 study, -Equality of Educational Opportumty,
reported the reading achievement scores of Indian students in
sxxtﬁgmd&to be 1.8 grade levels behind the average scores of

Indmn students were 2.6 years _behind. Matﬁemattcs _achieve-

ment and verbal ability scores were very similar. At the twelfth
grade level, Indian students wers 2.5 years behind in English ver-
bal ability and a full three grade levels behind in mathematics:

. Blacks and Hispanic Americans were either as far behind or fur-
ther behind whites in achievement than Indians while Asian
Americans ware either equal to or slightly behind white students.

Using an intelligence test not requmngknowledge of the English

Indian and Eskimo children were foxind to have average IQs of

103-for boys and 108 for girls, above the average for white
students (Fuchs &stghurst 1978, p- 1. 9-126).

A sample maintenance bxhngual prdgrum

- The Rock Point Community School on the Navajo Reservatxon
in Arizona began a program of hilingual education in 1967. At
Rock Point most students enter school speaking mostly or only
Navajo, and they are taught to read first in Navajo. Students add
English reading instruction starting in-the middle of the second
grade. Most Rock Point teachers were-initially non-degreed; but

an on-site training program brought college level courses to Rock

Point that eventually led to, most of them getting degrees and

teacher certification through the Arizona State Department of
Education, Training had been provided after the School Board
concluded that the only way an isolated Navajo community could
get a stable teaching staff would be to hire and train local people

(Rosier & Holm; 1980; p. 11). o
Z 28
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- At Rock Point some teachers teach only in English and others
only in Navajo. In kindergarten seventy percent of the instruc-
tion is in Navajo; the rest of the time is spent teaching students

oral English. By second grade students are receiving half their in-

struction in English and half in Navajo. In the upper grades fif-

teen to twenty percent of the instruction is in N avajo with the

rest in English: In the early grades, mathematics is taught first
in Navajo; specialized English vocabulary is taught later (Rosier
& Holm, 1980, p. 10-12). By teaching content-area subjects in the
early grades in Navaio, Rock Point students are not held back in
those subjects until they learn English. The concepts they learn
in Navajo are retained and usable by the student later in either
language, and _almost all basic reading skills learned in the

Navajo reading program transfer into the English reading pro-

gram.
Tem.hers were requlred ta prtsduce many of thexr own matenals

w teach in Navajo. Bernard Spolsky found in 1973 a ‘‘good bit”
of Navajo language material around, but not enough “to fill out a
first grade year of reading’’ {Spolsky; 1973, p. 31). Although there
is now considerably more material, most schools also rely on
student-made materials. Considering that the Navajo are by far

the largest tribe and have a history of concern for the preserva-

tion_of their language, it is easy to see that there is a lot less

material in the native languages of other tribes.

The community, teachers, and administrators at Rock Pomt
were very concerned that the bilingual program lead to greater
academic-achievement in English as well as reading and writing
skills in Navajo. The decision was made to use standardized tests
to evaluate how well Rock Point students did in comparison to
students in surrounding schools; in the state; and in the nation
(Rosier & Holm, 1980, p. 2). In 1983 @@;ﬁi&é Rock Point

students. ontperformed Navajo_students in neighboring public

schools, other Navajo speaking students throughout the reserva-
tion, and other Arizona Indian students in reading on the Califor-
rua Achxevement Test On the grammar (wntten Enghsh) portwn
Rock Pomt students did even better, ou,tperfonnmg the com-
parison groups and approaching or exceeding national averages
(Holm, 1985; p. 3)._It is_important. to remember_these excellent

results did not appear right away, but only after sixteen years of

a maintenance bilingual program.

- Bernard Spolsky of the Umverslty of N ew Mexlco summed up
the results of the Rock Point Qchool s educational program:
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wishes its children to learn another, a goodbxlmgual pro-
gram that starts with the bulk of instruction in the child’s
native language and moves systematically toward the stan-

dard language will achieve better results in standard

language competence than- a program that refuses to

recognize the existence of the native language. (Rosier &
Holm; 1980; p: vi)

Importance of Indmn teachers -
. More Indian tcachers from the. students’ commumty are a key

t.o programs which teach native languages as well as a key to bet-

ter academic achievement for Indian students. In an Arizona

study of Bureau-of Indian- Affairs and Indian-controlled contract

schools; Hirst (1986) found that Indian students who have Indian
teachers do better on standardized achievement tests in reading

and language arts than Indian students with non-Indian teachers

{p- 48). -
Fuchs and Havxghnrst (1973) conchxdedﬂiat.research suggests

“teachers of Indian children should be syst,ematxaiﬂy trained to

take account of the sociocultural processes operating in the com-

munity and classrooms where they work” (p. 303). The Rock
Point school administration concluded that most ‘college-trained
teachers’’ are not prepared to teach -in a situation like that at
Rock Point (Rosier & Holm, 1980 p. 110).

One big problem in developing any educational | program on

reservations has been the high turnover of teaching staff. Indian
teachers are begummg to provide & staff stability that allows for

long-range plat ssary condition

, . Another necessary condition for long-range
planning is school board and administrative stability. School
boards and administrators can learn from the Rock Point School

experience that extensive curriculum planning and long-term ef-
fort are needed to raise student achievement test scores.

Tlie role of hngmsts

-A full-fledged bilingual program rﬁ;uu‘ea teaching rmdmg in
ths native language. This requires an orthography At least two
are spoken in the United

States (Leap, 1982; p. 20). Amtmé system {orthography) hias to

be developed for each lang'nage rf it is to be written. Robert St.
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Clair (1982) has outlined the needs of bilingual programs. He feels

that while professional linguists tend to develop sophisticated or-

thographies that reflect the grammatical structure of . the
language, literacy programs for elementary schools need simple,
practical writing systems similar to the Initial Teaching
Alphabet (i.t.a.) (p. 9). A linguist with an educational background
is to be preferred in developing a simplified orthography suitabie
for use with children. Sources of linguistic help for schools and
tribes include universities; the Wycliffe Bible Translators found
on many reservations; and a number of Indian linguists trained
at _the Massachusetts Institute of Technology, University of

Arizona, and other schools with linguistic departments that have

shown an interest in Indians and Indian languages. -

In addition to simple, practical (most often phonetlc) or-
thog'raphles, St. Clair sees the need for simple classroom dic-
txonanes of frequently-used words, an -“‘experience based dic:
tionary;” which includes only common definitions of words and
uses the words in sample sentences. He does not see a problem
with competing tribal dialects since the same orthography can be
used with different dialects (p. 11). St. Clair feels tribal elders

have an im"ortant role to play in a bllingual program

_if these are any tribal members who can really save the
program [of language renewal]; they are the elders.. These

e people who may be in the sixty- to eighty-year old range

who have actually spoken the language fluently as children

and who fully partxcxpated in the ways of the tribe. They
stxll know the cetemomes and are the most valuable

to speak the lang'uage and, 1f clrcumstances ,p,erxmt ‘the
children can teach them how to read and write in the new
system. This program, then, requires parental as well as

communal support. (p: 8)
In Ngv. Zealand Maongrandparents are runmng a volunteer pro-

the Maon language: A similar program with university ﬁelp is be-

mg run in Hawaii.

The natural approach to language acqmsxtlon .

_ Linguists and educators wmnagmnah a translatxonjpproacli

to teaching any language (Krashen & Terrell, 1983; Leap, 1982, p.

20). Krashen and Terrell (1983) have developed what they call
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“The Natural Approach” to learmng languagzes L

_ The: first pnncrple of t.hrs approach is that “comprehensron

1. The”mstructor always uses the target language (the

language to be learned) = - o
2. The focus of the communication ison a wprc of mterest to
. the student

3. The instructor strives at all times to help the student

understand (p: 20)

,The second prmcrple is that language productlon Whether oral
or mttamrs allowed to e emerge in stages, first by nonverbal com-

combmationsof two or three words, fourth by phrases. fifth by

sentences, and finally by more complex discourse. In the begin-

ning students use a lot of incorrect grammar and pronunciation.
Krashen and Terrell emphasize in their method that - “the

students are not forced to speak before they are ready’’ and that

**speech errors which do not interfere with communication are not
corrected” {p. 20). - - -
__The tﬁmipnncxple is that the goal of language acqmsmon is

communication. Each classroom activity or lesson is- -organized

around a topic rather than a grammatical structure. Topics can

include field trips students_are_taking, classroom science ac-

tivities students are doing, or games students are playing in the

language to be learned, such as “Red Rover.” Students need to

do more tharijiist talk about a topic; they neul ﬁ)  participate in

their own and not other pe(rple 8 expenences (Cantrem &
Tremblay, 1979; p: 248). -
Krashen and Terrell’s fourth prmcrple is_that classroom ac:

twrtres must lower the ‘‘affective filter of the students.”’ This
means that, .

_ Activities in the classroom focus at all times on topics

which are interesting and relevant to the students and en-

courage them to express their ideas, opinions; desires; emo-

tions and feelings. An environment which is conducive to ac-

quisition must be created by the instructor—low anxiety

level, good rapport with the teacher, friendly ralatxoysl:;p
with other students—otherwise acquisition will be impossi-
ble. Such an atmosphere is not a luxury but a necessity. (p
21)
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,,lt is easy to see that the above prmmples apply equally to
teaching a native language or English. By not focusing on

vocabulary, such as memorizing the names of numbers and col-

ors, or grammar, students acquire language skills they can use.

Only if students use the language skills they acquire will they

remember them. It is important that an environment be provided
inside and outside of school where a student can use newly-
acquired language skills. The home is an obvious place to use the
iiiitliié liiigiiige. but some tnbes have _also started radxo and

must also have environments where- they can use En&hsh in con-

versation. One important factor in the success of the Rock Point

Community School curriculum is that students are encouraged

nnd requxred to talk and wnte a lot in NavaJo and in English.

Wxthout;n;gte{@lsi giﬁﬂiﬁ’gﬁﬂ progranL w1ll fml, and it is
pointless to teach reading in an age if only a few
books are available in that language. Commercial publishers are

not interested in the small markets which even the largest tribes

represent However, there is a long history of missionery interest
in translating religious works into Indian languages. In 1663
John Eliot; with the assistance of Indian translators, had fifteen
hundred copies of the Bible printed in the Massachusetts dialect
of the Algonquian language. Among the other Algonquian books

Eliot had prmted was an Indian primer (Salisbury, 1974). Chris-

tian missionaries have researched and published dictionaries;

such as the Franciscan Fathers’ (1910) An Etitnologic Dictionary

of the N( uago Language. which stdl serve as baszc sources. of in-

vided help to schoo1 bf ,programs -
.. More recently;_ Brlmgugl Materials Development Centers have

duce materials not available thronglicommercxal sources. These

Centers have prmted materinls in many Indmn iang'uages

Even when Na atme American. Iangnagem.emhs ‘available; it
seldom has the controlled vocabulary teachers think is important

to make beginning reading easier for students. Stories transcrib-
ed from elders may contain words with which Indian children are
unfamiliar. An excellent method for avoiding inappropriate



77777777 ng reading is the ‘‘language experience’’ ap-
proach to_ teiéﬁxﬁg reading. This approach has been used by

many good teachers throughout history, but it received a lot of

attentxon when 1t was written ahont by Sylm Aehton-Werner

ing it “‘organic readmg " her approach is eqimle ueefuiiog

teaching reading in any language. She taught in a New Zealand
Infant School, equivalent to kindergarten in the United States.

__Ashton-Warner emphasized the power of words, an idea
familiar to Indian cultures: She felt:

_First words must have intense meamng for a cluld They
must be a part of his being. = . .

~How much hangs on the love of reading; the mstmetxve in-
clination to hold a book!-:Pleasant words won’t do. Respec-
table wcrds won't do. They must be words organically tied
up, organically born from the dynamic life itself. They must
be words that are already part of the child’s being... (1963 ,

p-33)

The Chlld must already have a deep emotlonﬁl txe mth the
words he first learns to read if the teacher is going to.  get the child
to give maximum attention. Writing words on the chalkboard as

they were suggested by her students; Ashton-Warner built up
what she called a ‘‘Key Vocabulary.” These words were put on
cards for the children to identify. Then, the words were combined
to-form sentence-length captions for student drawings. Then
children wrote simple story books used to teach reading. She also
encouraged autobiographical (journal) writing (p. 51). Daily jour-
nal writing is well worth encouraging throughout the grades as a
hfe-longactmty leading students to practxce wntmg and to ex-

amine their own lives.

It was important to. Ashton-Warner that students’ iwords and
wntmg were not criticized: She believed in using rather than sup-

pressing students’ energy, letting them work together, and hav-
mg them read to each other (pp. 102-104).

Examples of matenal develegment at the local level

txon. 1 arranged for the videctaping of some eideru;eihng tradi-

tional and historical stories in the Blackfeet language. These

stories were then transcribed by a Blaclfeet linguist working
with the Blackfeet Dictionary Progect at the University of
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Lethbridge. A selection of the stories was made into a booklet of
Blackfeet stories for use with intermediate grade students

(Reyhner, 1984b). A tape recorder would work as well as a video
tape for gathering materials. S
As an approach to language ¢ expenence. in addition to havmg

students draw pictures and the kindergarten teacher writing

down students’ captions for their pictures, photographs can be

taken of the community and made into a book with text students
supply when they reply to, “Tell me about this picture.” Older
students can take pictures, interview elders and other communi-
ty members, and write their own book. An example of materials
that can be produced with the help of younger students is Heart
Butte: A B[dékféét Indian Community (Reyhner, 198355; An ex-

mumty School is Between Sacred Mountains (1984).

_ As the bilingual program director on the Havasupai Reserva

tion, I_encouraged linguists involved in a Bible-translating pro-

ject who volunteered to do a three-day workshop with the bil-
ingual teacher aides. Using the language-experience approach,
the aides wrote stories about their childhood and going to school
which we:re then published in a booklet, Gwe Gnaavja. {1985) for
use wi % junior high students. - - R
_The poet, Mick Fedullo, has edited a tmmber: of booklets of ex-

ptessma poetry by Indian students (1983, 1984, 1985a, 1985b).

Some of the students’ teachers disbelieved that their students
could write expressive poetry in English until they observed the
activities and saw the results. While this poetry was in English,

the same expresslve language actmt;es can be done in the -native

lmgmst, o
__For primary grade chﬂdremself made books. lmnd prmted and

student illustrated, work fine and are appre-iated by parents. For
older children, more elaborate books are also useful. Only a few
years ago, to publish such language-experience books would have
reqmred expenswe profésslonal typesettmg and printing. The

thographles added to that expensel ‘With todayo micro-
computers and dot matrix printers, good quality material can be

produced in_school at a fraction of former costs, and, using

photocopying machines, an unlimited number of copies can be
made relatively mexpensxvely
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A note of cautmn needs to be. ngen to teachers who want to
publish native language material with cultural content. Some
tribes require prior approval of such material by a tribal cultural
committee before-it can be printed. In all cases, local peuple
should be involved in producing and editing traditional stories.

Gonclusion
- Kenji ‘Hakiita concluded a hxstoncal study of bllmgual educa-
tion with the thought that

Perhaps the rosiest future for bxhngual educatlon in the
Umted States can be attained by dissolving the paradoxical
attitude of admiration and pride for school-attained bi-
liiiéiiihém 6ii the one hand and soom and shame ior home-

The goals of the. educational system could be seen as the
deveiapmentoiali students asfnnctxona{bﬂmguala. includ-
ing mono-lingual English-speakers. The motive is linguistic,
cognitive, and cultural enrichment... (1988, p. 229)
_ Itis important to remember that native-language instruction i3
not being promoted as a substitute for English-language instruc-

tion but as a supplement. William Leap could find no tribe that

had let native language restoration outrank the importance of
teaching English (1682, p. 151). Malcolm McFee (1968) has

pointed out that assimilation is not a one-way street to progress
and that Native Americans can learn to participate successfully
in white society and, at the same time, retain their language and
traditional Indian values to become what he has described as the

150% man. This 150% person is the goal of bilingual education:
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The Hlstorlcal Back"i'éiiﬁﬂ

of Indian Ed ucatlon
Jeanne Eder and Jon Reyhner

_ Since the goals of Indian education have been changed over the
years, if we are to- understand its present situation, we must
know its history. The European immigrants to-what is now the
United States first wanted to obtain Indian lands by purchase or
force and move the Indians to vest lands west of the Mississippi,
lands once thought to be unsuitable and not needed for white set-

tlement, the Great American Desert. Little need was_seen.for

educating Indians that were far away except by missionaries in-
terested in what they saw as their God's work to save souls. As it
becamie apparent after the Gold Rush of 1849 and the building of
railroads into the west that colonization would extend across the
continent; reservations were established through treaty negotia-
tions throughout the west for Indians. Whenever there was close
contact between white settlers and Indians, efforts were made to

make Indians conform to white ways of behaving,  including

religion, dress, and homes. Schools and education were seen as
ways of assimilating young Indians into the dominant society.
Attendance was enforced, students were not allowed to speak
their tribal languages; and schools labeled tribal traditions as
enemies cf progress. Had the goal of assimilation been-reached;
there would be no culturally- recogmzable Indian people today.

Thxs orggmal essayappemherem pnnt for the first t:ime All nght.s

reserved. Permission to reprint must be obtained: from-the authors.
Jeanne Eder is Coordinator of Native American Studies at Eastern Mon-

tana College, Billings, MT 59101. Dr. Reyhner is an Assistant Professor
of Elementary and Secondary Education and Native American Studies

at Eastern Montana College. 3 1
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languages and cultures. Many older Indians have woxkedagamst

government_schools they saw as undermining their religion,

heritage, and way of life.

Besides making Indians ready for “cxvxhzatmn, Indum educa-
tnon has also been a money-makmg business. In the late Nine-
teenth Century corruption in the Bureau of Indian Affairs was
notorious. When Civil Service reforms brought corruption under
control; rapid growth of the Indian education budget seemed to
give the bureaucracy that administered it a life independent of

the students served. Public_schcol boards of education and

superintendents, once not interested in having Indian students,

became interested when Congress authorized tuition payments

and other funding to replace the lack of property taxes from
Indian trust land. -

--The failire of many Indian- students to succeed in Bureau of In-
dian Affairs (BIA) and public schools over the years has led to
many studies; including the Meriam and Kennedy Reports, that
asked why Indian students have not learned to read and write as

well as non-Indian students. These reports became ammunition

for reformers who used them to support passage of a variety of
special programs funded by the federal government. Some, such
as Johnson O'Malley and Indian Education (Title IV), are for In-
dian students only. Others including Chapter 1, Bilingual (Title
VIH; ﬁiid Sp@cxal Ediii:itlﬁii é.i'é fdi‘ ﬁiij' §tiidéiit§ Wliij ﬁie?t

educators. are to. underst.and why these | pmgrnms ‘exist in Lhexr

schools and why certain types of curriculums are considered more

likely to lead to_success for Indian students, they must know

about the past failures of Indian Education. This chapter sum-
marizes the hirtory and present conditions of Indian educaticn.
Other sources of excellent information include Fuchs and
Hawghurst. ] study. To Live on This Earth (1973); the Ketiiiedy
Commission report; Indian Education: A National Tregedy, a Na-
tional Challenge (1969); and Margaret Szasz's; Educcticn and the
Amencan Indian (1977).
M:ssmnary activity and pai:ernahsm (1492-1876)
The-original idea behind Indxan educatmn was to “‘civilize” and
assimilate Indians into the mainstream of the dominant <ulture
brought from Eurape: The Spanish after 1492 sought bo’i to ex-

ploit Indians througlaforce& labor and to convert ther to
32



Gatliohcxsm For example, when DeNarvaez took possesswn of

Franciscan fathers who _came to start. m;ssxons In 1568 the

Jesuits established a school in Havana for Florida Indian youths

Protestants were not far behind Catholics and for the next three

hundred years religious groups dominated non-Indian attempts
to "educate” Indian children (Indian Education, 1969, p. 10).
_In 1617 the British King Jaines asked Anglican clergy to col-
lect m money ‘'for the erecting of churches and schools for ye educa-
tion of ye children of these barbarians in Virginia" (Report, 1976,

p- 26). In 1631, the Reverend John Eliot arrived in America and
establxshed a school in Rexhnry Five ) years later, the same jear

youth the Reverend Ehot; mstmcted some Peqnot mcaptxves
"*in the habits of industry.” A year later he published an Algon-
quian translation of the Bible (Report, 1976, p. 27; Salisbury;
1986). Elioi also developed a plan to bring Indians together in
small, "'praying” towns to be instructed in Christian ethics and
arts. To becomj:jeaceeﬁ»edby the Puritans in these praying towns,

Indians had to give up totally their old way of life, mcludmg long

hmr for men and short hmrfor women.__ ___ __ __

Wllliiiii én’d Mary for Indmn st:ixdents However, twenty-one

years later the Six- Nations of the Iroquois Confederacy, as
reported by Beﬁjéiiiiii Franklin, rejected an offer to send their

sons to that college
__You; who are wise; | must know that deferent N atxons have

different conceptions of things; and you will therefore not
take it amiss; if our Ideas of this kind-of Education happen

not to be the same with yours. We have had some

Experience of it; Several of our young people were formerly

brought up at the Colleges of the Northern Provinces; they

were instructed in all your Sciences; but, when they came

back to us, they were bad Runners, ignorant of every means
of living in the Woods, unable to bear either Cold or Hunger,
knew neither how to build a Cabin, take a Deer, or kill an
¥nemy, spoke our Language imperfectly, were - ‘therefore
neither fit for Hunters; Warriors, nor Counsellors; they were
totally good for nothing. We are however not the less oblig’'d
by your kina Offer, tho’ we decline accepting it; and; to show
our grateful Sense of it; if the Gentlemen of Virginia will
send usa Dozen of theu- Sons, we wﬂltakegreahem of

Meri of them. (Fuchs & Havgghurst 1972 p. 3)
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The necesmty ﬁ)r Indran educatlon based on- the European
model! was dependent on the speed with whick white settlement
progressed among the tribes. King George issued a royal pro-
clamation in 1763 that closed the West to white settlement in an
attempt to reduce friction between colonists and Indian tribes

because of the expense of Indian wars and the desire to preserve a

profitable trade in furs. However, many colonists ignored the
royal restrictions. In fact, taxation of colonists to pay for Indian
wars and for a standmg army to enforce the provmons of the

tlon - -
- In 1775 the Contmental Congress appropnabed $500 to educabe
Indians at Dartmouth: _After independence; the Constitution of

the new United States gave only Congress the power to regulate

commerce with Indian tribes and make treaties. Congress ap-

proved its first Indian treaty with the Delaware tribe in 1778.
The 1789 treaty with the Oneida, Tuscarora, and Stockbridge In-
dians was the first to contain education provisions {Report, 1976,
p. 63). During the next eighty-four years, the Senate approved
almost 400 -treaties of which -120 had educational provisions.
These treaties allowed for white settlement on lands formerly
tribal and brought on closer contact between Indians and whites

and increasing pressures for, at first, Indian removal west of the

Mississippi_and then, when that did not prove the permanent

solution it was first thought to be; for assimilating the Indian:
Almost a billion acres of land were ceded to the United States in
these -treaties (Indmn Educatzon 1969 p-11; Rgport 1976, p. 30).

Artxcle III of the Northwést Ordmance of 1787 deTcla’red

The utmost good faith shall always beobserved towards the
Indians; their lands and property shall never be taken from
them without their consent; and in their property, rights,
and liberty they never shall be invaded or disturbed, unless

in just and lawful wars authorized by Congress. (Vogel,

1972; p. 74)

Maiiy treaties had prowsxons for g'eneral educatxon teachers
salaries, school construction, supplies, and so forth. The 1802
Trade and Intercourse Acts incorporated a plan to civilize In-
dians that included providing them with social and educational

services. Up to $15,000 per year was authorized ‘“to provide

Civilization among the aborigines.”’ As more treaties were

negotiated, provisions for educational and civilization purposes
increased, sometimes at the request of tribes who saw they would
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have to chnnge to.s survive. o. The House Commxttee on Appropria-

tions repnrted in 1818:
_In the presentstate of our country one of two tEmgs

seems. to be necessary. Either that those sons of the forest
should be moralized or exterminated... Put into the hands of
their children the primer and the hoe, and they will natural-

ly. in txme. take hold of the plow (Roessel, 1962, P 4)

The next yea~ Congress estabhshed a cxvxhzatmn fund whxch
lasted until 1873, to provide financial support to religious groups
and others willing to live among and teach Indians.

A combination of greed for Indian lands and the friction whlch
sometimes resulted from close Indian-white contacts led to the
development of a policy of removal of tribes from clqse contact
with whites. In 1820; Congress began to develop plans to move
Eastern Tribes such as the Cherokee west of the Mississippi. In

1830 the Indian Removal Act was passed authorizing President

Jackson to exclnmg‘e lands in the West for Indmn lands in the

John Marshal opmloned

Thoug’h the Indians are acknowledged to hnve an unques-
txonnble. and, heretofore, unquestioned right to the lands
they occupy, until that right shall be extinguished by a
voluntary cession to our government; yet it may well be
doubted whether those tribes which reside within the
acknowledged bbiiiidiﬁéé of the Uiixted States can, jhth

more_correctly, perhaps, be denominated domestic depen-

dent nations. They occupy a territory to which we assert a
title independent of their will, which must take effect in
point of possession when their right of possession ceases.
Meanwhile they are in a state of pupilage. Their relation to
the United States resembles that of a ward to his guardian.
(Vogel. 1972, p. 117)

e

stmck down an attempt by Georgm to keep missionaries-and
white friends off the Cherokee Nation. Again, Chief Justice John
Marshall held;

“The treaties and laws oL the Umted States contemplate
the Indian territory- as completely separated from that of
the states; and provide that all intercourse with them shall
be carried on exclusively by the government of the Union.



The Iﬁd.liii iiatmiis had always been consxdered as
distinct, independent, political communities, retaining their
original natural rights, as the undisputed possessors of the
soil, from time immemorial. The words ‘treaty’ and ‘nation’
are words of our own language; selected in our diplomatic

and legislative proceedings, by ourselves, having each a

definite and well understood meaning. We have applied
them to Indians as we have applied them to the other na-
tions of the earth. They are applied to all in the same sense.
(Vogel 1972, p- 130)

quever. Presxdent J ackson supported the state of Georgms ef-
fort to keep missionaries and white friends off Cherokee land and
to force the Indians’ removal west of the Mississippi. He is
reported to have remarked: ‘‘John Marshall has made his deci-
sion, now let kim enforce iv” (Vogel, 1972, p. 124). ,
Desplte the fact that the Cherokee had ‘done more to- adopt
schools than most othenj;nbes. the forced removal of the tribe
was_approved by Congress in 1838. The Cherokee's success at

assimilation and the wealth tliey had gained as a result might
have been part of their downfall. The tribes with the most
undesirable land (based on white desires) and.the least wealth
have had the best success in holding on to their lands. Assembled
at bayonet point and marched west, an estimated 4,000 of 11,500
Iiidlﬁiié ﬁihﬁ étarted” ex 6ii ““The Trail of- Teii‘é" diﬁd iif dj’ﬁéiitéi‘f';

of Oklahoma. promptiy estabhshea schooi syst.ems ‘Within ten

years the majority of their teachers had changed from Eastern-
educated missionaries to locally-trained teachers. These schools
were financed by the tnbes

creatrd in the War Departinient t.oprov;de for coordination of
feueral relations with Indian tribes. By 1838, the federal govern-
ment was operating six manual training schools with eight hun-

dred students and eighty-seven boarding schools with_ about

2,900 students (Indian Education, 1969, p: 11). In 1839, Commis-
sioner Harley Crawford formalized dévelopment of manual labor
schools to educate Indian children in farming and homemaking

(Report, 1976, pp. 38-39). Teu years later the Office of Indian af-
fairs was_transferred from the War Department to the Depart-
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educauon, and mxsswnanes wntmuul to be the ma]or influence
on Indian children. -

_Americans-in the N meteenth Century saw- thelr country expan-
ding across the continent. They began to feel that their continued
success was God’s will and that their ‘‘manifest destiny [was] to
overspread and possess the whole continent which providence
ha[d] given” them (Sullivan, 1845). As wagons and then trains

crossed the continent and settlers moved west of the Mississippi,
the removal option ended and, in the 1850s; the period of reserva-
tion settlement began and did not end until the nineteen thirties:
Schools set up on the reservations were designed to devalue the
traditional culture and religion of Indian people and to-coercively

assimilate Indian youth into the dominant society. The forced

settlement on reservations caused an almost total dependence on
the federal agent for food, shelter, and clothing. This was

especially true for plains tribes who had been dependent upon the
buffalo which had been decimated in the third quarter of the
Nineteenth Century. On the reservations, the government usual-
ly proposed something similar to what was offered the Crow In-

dians at Fort Laramie,

to build ¢ house for your agent t.o hve in, t.o bmld a tmll to
saw you' timber; and a mill to grind your wheat and corn,

when you raise any; a blacksmith shop and a house for your

farmer, and such other buildings as may be necessary. We

also propose to furnish to you homes and cattle, to enable

you to begin to raise a supply of stock with which to support
your families when the game has disappeared. We desire to
supply you. with clothing to make you comfortable and all
necessary farming implements so-that you can make your

living by farming. We will send you teachers for your
children. (Prucha, 1985, p. 18). -

There was some question as to Whether edu-t:on was needed
because of the rapid- decline in Indian population. From an
estimated number as high as ten million before Columbus’s ar-
rival, Indian population was rapidly declining as a result of

diseases from Europe to which tﬁexlackedmtﬁmlmmumty and

to increased, and increasingly deadly warfare (caused by guns),
brought about by the pressures of the growing white population.
Even starvation took its toll- as buffalo and other game disap-
peared. Predictions of the ultimate demise of Indians led t:: 2
popularity of the term “Vanishing American.”” By 1900, the In-

dian population of the United States had declined to two hundred
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thousand. Many Humamtanan&saw education and the hfe of a

farmer as tue only hope for Indians despite the fact that much of

t.he land they had been left with was, at best, suitable for ranch-
ing. Of course, many policy makers in Washington had never
been west of the Mississippi.

Afber the va1l War. m order to make tbe reservatxon system

pomtment of Indum agents teachers. and farmers and the ptm
chase-of supplies. This ontinued to operate until 1933. The
Beard of Indian Eommlssxoneradnnaed up reservations among

various religious groups. For example, in Montana, Methodists

were assigned the Blackfeet and the Crow. while Catholics were
assigned the Flathead reservation (Report, 1976, pp. 40-41). As in
the days of King George, it was miich cheaper to make peace with
Indians then to fight them. The Commissioners felt that -mis-
sionaries could best facilitate the peaceful assimilation of Indians
into the dominant society.

Government control & and iiéiiéﬁaéﬁéj 11870-1923)

Congress appropnated $100,000 in 1870 to sipport industrial
and other schools among Indmn tnbes Thls moved - control of

t.eaclimgﬁasm skills sncﬁjs anthmetxc and speakmg readmgr

and writing English. Indicative of the declining powers of Indian

tribes and the increasing power of the United States was the end-
ing by Congress of all treaty-making with Indian tribes the next
year as a result of a dispute over power between the House and
Senate. {Two years later, in 1873, discovery of gold in the Black

Hills set the stage for conflict between the United States and the
Sioux and Cheyelme Nations.) Contemporary Westerners often

had a dim view of Indians, the Indian Bureau, and Eastern

govermnent officxais

raper it is ,a,refuge,of mcompel;ents ,and ,tlnev,es f‘rogr t[xe
Indian agent the savage obtains his supplies of food to

enable him to make his raids; from some creature of the

agent, he obtains his supplies of ammunition and improved
arms that mnke hlm more than a mtth for the raw recrult

d;gmhes by the name of soldier, and sends out to meet these
agile warriors.
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- The whole system of Indian management is a fraud: the
Indian Department rotten from the outmost edge to the in-

nermost core. . _
_[Putting the Indian. Bnreauhack under the. armyLwould

dc away with our_junketing peace commissions, composed
of low-brow, thick-lipped, bottle-rosed humanitarians, the
inferiors of the savages in every manly trait and objects of
unlimited contempt by these shrewd marauders. (Triplett,

1883 p. 347;

Presxdent Grants Peace Comrmssxon of Eastern
“humanitarians’’ reperted in 1869 that:

7The lnstory of the Government. connectmn&mtﬁ the In-
dians is a shameful record of broken treaties and unfulfilled

promises. ‘The history of the border white man’s connection
with the Indians is a sickening record of murder, outrage,
robbery, aud wrongs committed by the former, as the rule,
and occasional savage  cutbreaks and unspeakably bar:
barous deeds of retaliation by the latter, as the exceptioi.
(Jackson; 1886; p. 339)

wal Service reform finally ended the worst forms of corruptlon
Increasing amounts-of law in the west decreased the worst in-
justices towards Indians, including murder. (It is interesting to
note that Canada—which eventually formed a federal police force
for its western provinces; the ‘‘Mounties;’’ and pursued a mors
steady, and some say fairer, policy towards its Indians—avoided
aimost all the Indian warfare that seemed endemic in the United
States:) - -

Wrth the repeel nf the Crvﬂmtwn Fund in 1873 the federal
schools. The government's intent, as repor i
Report of the Indian Commissioner to the Secretary ¢ of the In:
tenor in 1885, was “to free the chiidren from the anguage iiid

(Roessel; 1962 p 5i. ‘The Secretary of the Interior optrmxstxcally

decinred in 1883 that

nothmg of this difficult proBiem and we may leave the In-

dian to himself (Roesscl, 1962, p. 5).
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‘The first off-reservation Indian Boarding School was opened at
Carlisle, Pennsylvanis, i 1879, under the directorship of Captain
Richard Henry Pratt. Pratt saw the purpose of boarding schools
for Indians as to take the ‘Indian’ out of his Indian students.
Haskell Institute was established in 1884 at Lawrence, Kansas.
Over the years Haskell has been changed from a manual training
school to-its present status as a Junior College, although stiil
operated by the Bureau of Indian Affairs.
- Not only in the schools was Indian culture suppressed. In 1881

in-an attempt to force change among Plains Indian Tribes, the
religious practice of the Sun Dance was banned. In 1885, this ban
was extended to a general policy forbidding traditional Indian

religious ceremonies and all aspects related to siich ceremonies,
In 1886, Indian men were ordered to cut their hair short. A situa-
tion began to emerge where lndians felt the government owed
them a living of annuities and rations in return for land taken and
game killed. Many treaties provided for annuities, but only for a

 transitional period during which Indians were expected to learn

to be farmers. However, the marginal quality, even for grazing, of
much reservation land and the lack of desire among most Indians
to become farmers frustrated the government's attempts to
make Indians self sufficient on their reservations. A deitioralizing
situation of dependency developed on many reservations which
continues to this day.

- Education in white ways was seen as a way to end this growing
dependency and to destroy traditional Indian tribal life: Another

(Dawes) Act passed in 1887. The Dawes Act granted 160 acres to
each family head and 80 acres to single persons over eighteen and

orphans under eighteen. Fee patent title was issued to each allot-
tee to be held in trust by the government for twenty-five years.
Indians were given four years to decide what land they wanted; if
they did not decide, the Secretary of the Interior would decide for
them. All allottees would be given citizenship, and land left over
after allotment was to be soid to the U.S. government with the
profits used for “education and civilization."” Allotment reduced
tribal holdings from about 140 million acres to 50 million acres:

Supporters of the Dawes Act had three goals: to break up tribal
life, to enable Indians to acquire benefits of civilization, and to

protect the remaining Indian land holdings {Report, 1976, p. 43).
Not all reservations were allotted; the Navajo Reservation was
the largest -exception.- When oil was found on the Navajo
Reservation in the late 1920s; an attempt was made to allot the
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the Sa:ret.ary of Interior and his p pOncxea, and the Dawes Act was

repealed soon- after: - o

- By 1887, Congress m appropnatmg ‘more_ than a. xmlhon

dollars a year. to educate Indians. About half the appropriations

went to missionaries contracted to educate Indians.” However,

feuding between Protestants. and Catholics, aggravated because
Catholics were more successfui in ‘establishing schools, led Pro-

testants to support funding only government-run schools which
still included Bible reading (Utley, 1984; pp. 218-217). In 1889,

General Thomas Morgan became Commissioner of Indian Af-
fairs. His educational plap called for compulsory attendance and

standardized curricilum, taxtbooks, and instruction: As a resuit,
Congress passed: laws permiiting him to enforce school atten-

dance through withholding of cations and annuities from Indizn
fainilies who did not send their children to school.

- However, as the government's education program that sought

to- ‘“de-Indianize’” the Indian became standardized in. Indian
schools a counterva.lmg trend was starting in the country:

the old view that Indian ctﬂture&had nothing to offer
American society, that the sooner they were destroyed. and
replaced the better, gave way little by little to an interest in

Indian ways and then to a positive appreciation of Indian
art and other contnbutxons (Prucha. 1985, . 68)

Thxs change in attitude was due; in part, to a new sclentlﬁc

outlook that went beyond the ethnocentric view that all cultures

weremfenor to the dommant culture and. m ;mrt to books hke
described the mistretment of American Indians. Jackson s book
has been compared ‘n its political effect to Uncle Tom's Cabin. It

emphasized broken treaties, stolen land, andjhaconcept that In-
dmns had no legal nghts in. state cou:ts becauab t.liey were not

1tis somewhatdxfﬁqu!; for natomcogmze that the value
which we attribute to our own civilization is due to the fact
that we participate in this civilization, and that it has been
controlling all our actions since the time of our birth; but it
is. cert.amly conceivable that there may be other civiliza-
tions, based perhaps on different traditions-and on a dif-

ferent equilibrium of emotion and reason, which arz of no
less value than ours, although it may be impossible for as to
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appreciate their values without having grown up under their
influence. (p. 208)

Francis E. Leupp, Commissioner of Indian Affairs during
Theodore Roosevelt's second term, reported to the House of
Representatives in 1905 that; o
The Indian is a natural warrior,a natural logician; a
natural artist. We have room for all three in our highly-
organized social system. Let us not make the mistake, in the
process of absorbing them; of washing out of them whatever
is distinctly Indian. Our aboriginal brother brings, as his
contribution to the ccmmon store of character, a great deal
that is admirable and which neecCs only to be developed
alorg the right line. Our proper work with him is improve
ment; not transformation. (Prucha, 1985, pp. 58-59.

At the same time this change of thinking was beginning at the

top; George Wharton James could report in 1908,
- Again and again when I have visited Indian schools the
thoughtful youths and maidens have come to me with
complaints-about the American history they were compelied

to_study...[They tell me] “When we read_in the United

States history .of white men fighting to defend their
families, their homes; _their corn-fields, their towns, and

their hunting-grounds, they are always called ‘patriots,’ and
the children are urged to follow the example of these brave,
noble, and gallant men. But when Indians—our ancestors;
even our own-parents—have fought to defend us and our
homes; - corn-fields, and hunting-grounds they are called

vindictive and merciless savages, bloody murderers; and
_everything else that is vile.” (Vogel, 1972, pp. 3-4)
Albert Yava who started in school around 1893-94 wrote in his
iﬁtﬁbibéi;iﬁh?;ﬂ S S
You have to remember that this school business was new

not only to the children but also to most of the people in the

@Lﬂ@m md,bén lblgwmmotmn when the Govern-
ment gave the order that all the children would have to

vatives—you can call them that or Hostiles— felt very
strongly that the white man was cramming his ways down
our throats. Many people felt that the Government was try-
ing to obliterate our culture by making the children attend
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school.- And if you want to be honest about it, the schooling
the children have been getting over the past seventy-five or
eighty years has educated them to the white man's ways but
made them less knowledgeable about the traditional ways of
their own people: A lot of what they have been taught is

good. It makes them able to understand the way the white

man thinks, and to compete in the outside world. But at the

same time, they aren’t getting as much of their own tradi-
tions as they should. Somethmg important is being gained,
biit something important-is bemg lost.--

‘In the years just before I appeared on the scene, the [Hﬁpx]
villages were split down the middle over whether-to allow
the children to be sent to the day schools or boarding
schools... (1978; p. 10)

For the vast majority of Indmns, boardmg schciols thd not seem
to work, Kluckhohn and Leighton report that 95% of Navajo
children

went home rather than t.b wlnbe commumtxes after lmvmg
school, only to find themselves handicapped for taking part
in Navajo life because they did not know the technigues and
~ customs of thelr own people (1962 p 141)

Wlth the start of the Twentieth Century, a trend- began to
educate Indian children in-public schools (Roessel, 1962, p. 7).
Tuition payments were authorized by Congress in 1890 to some
public schools enrolling Indian children. By 1912 more Indian
children were in public schools than in government schools; and
the number of government schools with Indian children began to

decline: The use of federal funds to support instruction in church
schools was made illegal in 1917. In 1924, passage of the Indian
Citizenship Bill (Snyder Act) made all Indians citizens of the
United States. That same year, the Committee of One Hundred
called for adequate school facilities, competent - personnel, -in-
creased number of Indian students in public schools; and scholar-
ships for high school and college. These recor ations led to
reservation day schools offering a sixth-grade education and off

reservation boarding schools offering an eighth-grade education
{Report, 1976, p. 47). The Meriam Report in 1928 condemned the
allotment policy and the poor quality of services provided by the
BIA, uirged protection for Indian property, and recommended In-

dians be allowed more freedom to manage their own affairs. In
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dxscuéimg educatlon. it pomted out shmkmgcoxi&monim

mg schools, recommended not sen&ng elementary age children to

em; and urged an increase in the number of day schools. It
stated.
The phllosophy underlymg the establishment of boardmg

schools, that the way to *‘civilize” the Indian is to-take In-

dian children, even very young children, as completely as

possible away from their home and family life, is at-variance

with modern views of education and social -work; which

regard the home and family as essential social institutions
from which it is generally undesirablc to uproot children.
(1928 p- 403)

A number of fictwnahzed accounts enst about Indmns who

went to bdardxng schools. Most interesting are Oliver LaFarge's
Pulitzer Prize winning Laiighing Boy {1929) and his The Enemy
Gods (1937), Ruth Underhill's Hawk Over Whirlpools (1940), and
Frank - Waters' The --Man - Who Killed the Deer (1942):

Autoblographles of Indians who attended boarding schools show

the schools more favorably since unsuccessful students were not

likely to write much: Of particular interest are Charles A.

Eastman’s From the Deep Woods to Civilization: Chapters in the
Autobiography of an Indian (1916), Albert Yava's -Big- Falhng

Snow (1982), and Elizabeth Q. White’s {Polinga: si
Quoyawayama's) No Turning Back {(1964). - - - }
World War I and the Great Depression which begaan 1928

caused considerable rethinking about whether the United States

was progressing towards a Utopia of wealth and plenty on earth

and what the goal of education, Indian or white, should be. Some

people in their doubts looked to the close-knit, non-materialistic

world of American Indians for an alternative to what they saw
wrong with modern society. One such persun was John Collisr
who in the twenties became an advocate of Indian rights. Wlth
the election of Franklin D. Roosevelt in 1933; Collier became
Commissioner of Indian Affairs. He immediately sought to ‘end
allotment of Indian lands and to implement the recommendations
of the Meriam Report. This resulted in the Indian Reorganization
{Wheeler-Howard) Act of 1934 which ended allotment of Indian

lands and provided for Indian religious freedom, a measure of

tribal self government, and Indian preference in hiring of Bureau
of Indian Affairs employees. .-

Also in 1934, the J uhnson-O'Malléy (JOM) Act wh1ch
authorized the Secretary of the Interior to contract with states or
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territories to provide services to Indians, allowed the federal
government to pay states for educating Indians in public schools.
Originally, the money went into the general operating furds of
school districts and could, in fact; be used to support education of
non-Indian students. Today, the JOM Act still provides money

to public schools educating Indian children; however, current

JOM programs must be supplemental, such as specixl counsel-
ing, titoring or native culture programs. They must also be ap-
proved by an Indian parent committee. B

Besides the effects of what was called the “Indian NawBeai;

Indmns also lwnaﬁted from many mmnstream New Dsai employ-
(WPA) and the Cl\nhan COiisTaWitlon Cbrps (CCC) These public
oarding school graduates, pro-
vided on-t,he-mb r 7. introduced 1 many Indians to wage jobs;
and befziicreatmg a cash e economy which gradually transformed
the old reservation trading economy. e

Under Collier's administration the BIA built more day schools

and closed some Loarding schools. A few native language text-
books were written and greater emphasis was placed on Indian
culture in BIA classrooms. Summer Institutes were held to give
teachers special training in teaching Indian students.. A bi-
monthly publication; Indian Education; was started-for bureau
employaea which continued publication into the 1960s.- Most
gains were quickly wiped out, however, when funding dried up
with_the start of World War I1. However, what education was
lost in schools because of funding cuts was more than made up
for by on the job training as twenty-four thousand Indians served
in the armed forces and thousands of others found work in cities.

The most famous of the Native Americans participating in the
war effort were the Navajo code talkers who served in the South
Pacific using a communications code based on their -native
language which the Japanese could not break: According to
Szasz, World War 11 *“given the comparatively short time span of

the. gonﬂxct. .affected_some tribes more than any other major

event in the four centuries of Indian-white relations’ (1977, p.
107)

The termination era (19451968) .

At_the end of thewarthmwaanrenewodcaﬂto “set the
American Indian free.”” The thinking behind this call was that In-
dians would then need no special educational or other programs.
The argument was made and accepted i in Congress that the In-
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dmn Reorgamzatlon Act had forced a collecthst system upon
the Indians, with bigger doses of paternalism and regimentation;
and that ‘‘tribal control and goyemmental regulations constantly
remind the Indian of his inferior status’’ (Armstrong, 1945, pp:

49 & 51) The “finnl solutlon Conffeﬁé i:nﬁ!e lip with for the In-

bills were- passed. As part of termmatlonL States were to assume
responsibility for educating Indian children in public schools.
One of the first tribes to feel the effects of this policy was the

Menominee in Wisconsin, which had its reservation terminated

by Congress in 1954, but was to recover somewhat because the
bermmntxon pohcy of the 19503 was 1udged a fmlura much more

off reservations into cities wher&they often had great dlfficulty

adjusting to the new conditions and returned home. .
The typical reservation school of the termination era, Burea

mission-, or public-operated, has been described by Murray L

Wax:

The sxtuatlon almost appears colomal or at. the least caste
like: between Indian community and schools there is a
strong social barrier, typified by the fences which surround
the [school] compound. Parents rarely- visit the schools;
teachers rarely visit the homes; each side f»c: interaction
with the other nncomfortable. . __ __.

__The consequence of this barrier Ibetween the. scliool jnd

the community] is that by the intermediate grades Indian

children have begun to develop a closed and solidary peer
soclety within the walls of the school. (1971 p. 83)

Ralph N ader testlfied before the 9pecmi Subcot-umttee on in&xan
Education that

In any,,acﬁool ‘with Indian atndent.L BIA or_ pubhc.
cultural conflict is 8_inevitable. The student, bringing with
him all the values, attitudes, and beliefs that constitute his
“Indianness’’ is expected to subordinate that Indianness to
the general American standards of the school. The fact that,
he, the student, miist do all the modifying, all the com-
promising, seems to say something to him about the relative
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value Of h,ls own culture as opposedto that of the school...

It is estimated that for half of the Indians enrolled in
Federal schools English is not the first language learned.
Yet when the chiid enters school he-is expected to function
in a totally English-speaking environment. He- muddles
alcmgm this educational void until be learns to assign mean-
ing to the sounds tlie teaclier makes. By the time h& has

all the basic skill areas. In fact, it appmrs that his language

handicap increases as he moves through school: And

although it is no loniger official BIA pohcy to discourage use
of native languages, many reports in the hearings indicate
the contrary in practice. (Indian Education, 1969, pp. 47 &

51)

“The books used in these schools are descnbed in the chaptzr on
choosmg reading material.- -

The effort to get [ndians mto publlc schooh enCoUragec by fund
mg provided by the Johnson-O'Malley Act got another boost
through Impact Aid. First passed in 1950, P.L. (Public Laws) 874
and 815 authorized funds for public schools in federally-impacted

areas. These Acts were designed to ensure that children living on

tax-exempt land such as military bases did not cause a financial
burden for public schools. In 1953 the Impact Aid laws were
amended to include Indians living or working on reservations or
other federal trust land. P.L. 874 provides a large part of the
bféi‘itliié éipiﬁﬁés 6f iﬁﬁiij? i‘éﬁéﬁitxiiﬁ public -8 iéhbiilé t’(idij’.

" The need fonspecml educational pnggrnmsfor non-mnmstrem

cultural groups was _increasingly recognized by _college_and

university educators. In 1959, the first Center for Indian Educa-
tion was established by Arizona State University. The Center
began publishing the Journal of American Indian Education
which remains today as the only journal solely devoted to

pubhstnng mformatmn and research on Indum educatlon

The move. towards self-?leterimiiatlon 119692Pi'€siéiit)
As E result of the partlal success of Indmn educstmnal pro-

by the ,In,dm,n pr,ef erence clause of the Indian Reorganization Act,
and the generally increased exjerience gained in working with
white America; Indian tribes were developing a core of leadership
capable of telling the federal government what the tribes wanted,

using the news media and other democratic forums. This leader-
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ship was almost unanimous in opposing termination. The alter-
native put forward was - self-determination; letting Indian
people—through their tribal governments—determme their own
destiny. -

After World War II othet minority groupa besides_ Indmna
demanded better educational services. With Brown v. the Board
of Education (1954), ‘‘separate but equal’’ schools for Blacks were

declared unconstitutional. The treatment of all minorities in the
United States received increased attention in the 1960s. At the
end of the decade two major studies of Indian education were
ompleted. The National Study of American Indian Education
was -carried out from 1967 to 1971 directed by Robert J.
Havxghurst of the Umverslt:iyL of Chicago. The results were sum-
1 in To Live on This E’arth (Fuchs & Havighurst, 1983).

dian Education: Testxmiin&jﬂ:im ﬁeanngsj:y this committee fill

seven volumes with a summary report entitled, Indian Educa-

tion: A National Tragedy, a National Challenge (1969). Also
xnuwn as thé Kénnedy Report the Senate subcommxttw sfin-

IV of P.L. 92-318 which provaded funding | for special programs
for Indian children in reservation schools, and, for the first time,
urban Indian students. This law; as amended in 1975; - required
committees of Indian parents to be involved in planning these
special programs, encouraged establishment of commnmty run
schools, and stressed culturally-relevant and bilingual curriculum
materials (Szasz, 1977, pp: 198-199). In 1974, parent committees
were required for JOM programs.

Indlan educators, often assxswd by c1v1l nghts acuvmts.

wnaformedLWhﬂemoremmneream Indian leademhlp testified
before. congressional committees_and lobbied congress, more
radical young urban Indians followed the lead of the Black Pan-

thers, In 1969 Alcatraz Island in San Francisco Bay was seized
by a group called “‘Indians of All Tribes”’ which demanded the
island be turned into an Indian cultural and educational center.
Three -years later the American -Indian -Movement. (AIM;-took
over the BIA headquarters building in Washington, DC.- Later
AIM took over the village of Wounded Knee (Prucha; 1985; pp.
81-83). On a more local level, AIM organized a nuraber of sit ins

and walk outs in high schools insisting on more Indian culture

T
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tion. ... . . e
-.On the whole. the mamstream, non-AIM Indian leader_mn the

1960s did not find schools, whether public or BIA, responsive to

demands for greater local control and local, Indian, curriculum.

Then, in 1964, the Economic Opportunity Act (OEO) authorized

programs such as Head Start, Upward Bound, Job Corps, and

Vista. As a result in 1966, in an attempt to have a Rhwl they

wﬁmlat&ngﬁmm funded under contract with the
Bureau of Indian Affairs and the OEO. Over the next seven
years, eleven additional contract schools were started. Today
there are sixty. In 1975 the Indian Self-Determination and
Assistance Act (Public Law 93-638) required the BIA to contract
as many of its services to tribes as those tribes desired. The pur-
pose was ‘‘to promote maximum Indian participation in the
government and education of Indian people’’ and-*‘to support the
right of Indians to control their own educational activities’’ (In-
dian Education, 1982, p. 120). Tribally-controlled community col-

leges were also established on reservations through BIA fixni'hng

The first, Navajo Community College, began operation in 1969.
By 1978 there were 16 such colleges located in Arizona, Califor-
nia, Michigan, Montana, Nebraska,- North - Dakota, South
Dakota, and Washington. Most of these colleges have been
plagued by “madequate facilities’’ and lack of funds (Oppelt

1984).

Améfiéiin In&ians today populatmn and edueatlon

Reservations and Indian Trust Areas; _and 27 federaiiy-

recognized tribes with trust areas in Oklahoma (Fedend 1974).

Little, if any, change has occurred in these figures since then. The
maps shuwn in Figure 1 and 2 shbw how the rééervatxons and In-
United States. About a third of a mﬂhon Ammerican- Indmns live
on reservations with another hundred thousand living in the
historic areas of Oklahoma. Of the adults over 25 years old, 57%
have pot graduated from high school and 16% have completed

less than five years of schooi. Twenty-seven percent of reserva-
tion American Indians over 16 are unemployed, 45% live below
the poverty level, 21% have homes without piped water, and 16%

are without electricity (American Indians, 1985 pp. 16-95).
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Figure 2. Number of American Indian, Eskimo,

Distribution of the American Indian, Eskimo,

Remainder of

i f sservations
United States ~__

—— Historicasas: . -
of Okishoma (excluding

urbenized areas)

From supplementary report PC80-S1-13 issued August 1984, Amarican
Indian Areas and Alaska Native Villages: 1980— 1980 Census of Popula-
tion. Washington, DC: U.S. Government Printing Office.)




The 1986 census. sliows a total U. S. populntxon of 227 million of

which :7%; one and a half million, were identified as American In-

dians of whom a little less than half live in rural areas. A half

mﬂhon, ‘about one-tlurd. of the Indmn  population, are enrolled in

13% unemployment rate. The mean hot sehold ificome for whrtes

is $21,173 and for American Indians it is $15,418 even though the

average Indian household size is 3.3 persons compared to. the
average white household size of 2.7 persons (General Social, 1984,
92-130). . .

In1984 there were 82 672 American Indmnsenrolled in Umted

States colleges and universities, the lowest figure for any U.S.

of the enro]lmenLuthgheredncatxon(ﬂacml -1986, p:- 25) In

1984, 73 American Indians received Doctor’s Degrees, again the

lowest number for any minority group reported and only .2% of

the total (Summary Report, 1986, p. 30). Education reforms in In-
dian and minority education seem to have had some effect.
The ‘average Scholastlc Aptxtude Test (SAT) verbal score of

while the correspondmg score for white z&mencans has dropped

two points. However, Indians still have an average score 57

points_below white Americans. (The average score for blacks,

Mexican-Americans, and Puerto Ricans is even lower than the
score for Indians.) The Indians’ SAT math scores are very similar
to the verbal scores. The number of Indmns ‘taking the SAT test

for blacks a 48% increase for Asmn-ﬁmenmmii% increase

for Puerto Ricans; and a 26% increase for Mexican Americans.

(Number, 1986, p. 108).
A hundred thousand Indian chﬂdren between the ages of fwe
and seventeen live on reservations. About a third of them attend

BIA schools Over 80% of the 15,729 BIA employees are Native

Natme Amencans _are teachers. hbrarmns or counselors

whereas 3. 2% of the ‘white work force are teachers (General

Social, 1984, pp. 137-138).

éi



ioday ‘there are 106 éieméniary an& secondm'y: schools
operabed by the BIA and 60 elementary and secondary schools

operated by tribes or tribal organizations under contract with the

BIA with a total of 38,5635 students. Despite Jong term efforts to

elirainate Indian boarding schools, 13,245 students still board at

their schools. The BIA operates three post-secondary schools and

funds twenty tribally-controlled community colleges (Education

directory, 1985-86, p. 1; Comprehensive School Report, 1985).
While Indian students were once excluded from many public
schools, now some state departments of education have done ex-

tensive work to provide supplemental curriculum about and for
Indians in their schools: Oklahoma and California are especially

to be noted for their efforts. Most Indian students now attend

public schools. BIA schools still educate a substantial number of

students while contract and mission schools serve a small percen-

tage. The inicrease over the years in Indian students attending
school in the United States is shown in Table 1.

Table 1. Number of Indian children enrolled ir
school

Year Totul Euroliment
1822 oo 1,100
1879 .. o -4,488
1887 ... 14,333
1900 ......coiiiiin.. 26,451
1938 . ...l 65,166
1951 ... il 102,322
1969 .....:iii.iiiiiiio. 141548
1980;:;:;;;:::;;:::::::7 501840

(Sources Jededmh Morse; A Report to the Sécretagy of War of
the United States on Indian Affairs.-New Haven: S. Converse,
1822, p. 396. S. Lyman Tyler, A History of Indien Policy,

Washington, DC: U.S. Department of the Interior, Bureau of In-
dian Affairs, 1973. Statistics Concerning Indian Children, Fiscal
Years 1956 and 1960. Washington, DC: U.S. Department of the
Interior, and 1980 Census of Population. General Social and
Economic Characteristics: U.S. Summary. Washington, DC: U.S.
Department of Commerce, Bureau of the Census. PC80-1:C1, p.

98.
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- .Federal Indian policy over the years has swung between sup-
porting tribal governments and terminating their special rela-

tionship with the federal government. Allotiment and termination
were one side of the pendulum’s swing; and John Collier’s Indian
New Deal and the current policy of self-determination are the
other side. Self-determination in education has led to an increased
number of tribally-controlled schools (although that increese has
leveled off in the last few years), a Exﬂj‘éiénve role by tribal coun-
cils in education (see tribal education policies quoted in chapter
two _on _bilingual education), and an increase in reservation
public schools with all Indian school boards. Many reservation
schools have large numbers of Indian teachers; however, efforts
to seriously modify the curriculum have not really taken place ex-
cept in a few schools like Rock Point Community School:

- Sometimes the purpose of local control has become, as was felt
by an external evaluator about the first locally-controlled school
at Rough Rock; more to give employment to local Indians than to
provide a_program of quality education (Szasz, 1977, pp:

171-172). Two major reasons for this concern for employment
rather than education are the high unemployment rate on ost
reservations and the lack of educational expertise on the part of
local school boards. On the one hand these school boards are told
by the conservatives to get back to_the basics and teach phonics

and the three r's, and on the other hand they are told by the more
liberal to open up their classrooms and teach bilingually. Whom
Eé,;ﬁéifaséHEVE?: C. . ol - I - R
The pressing need for employment tends to override what is
not a clear-cut _educational mandate in the first place. The
economic rehabilitation of reservations that John Collier hoped

for fifty years ago is still mostly a dream. However, Indian people
have been given a say in their own destiny through elected parent
committees, school boards, and tribal councils. As-the federal

government tries to cut funding to all programs, the question
becomes whether schools can turn out Indian graduates who are
self assured, employable, and capable of providing leadership in
making reservations, often located on marginal land, self suffi-
cient.
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Self Concept and the Iindian
Student

Hap Gilliland

Aclnevement in school is l’nghly related t‘.oﬁsgy concept: A
teacher who gives students self-ecteem; who shows them that
‘ mve the ability to succeed, and who enables them to believe
1ey ara worthwhile persons who have and deserve the

~f the teacher and themselves will see cooperation and

#  Without self-esteem; without hope; students have no

a -c try. To every student in any culture; self-respect is
Jsem'.u\l to success andagood life. =

_Some__té-~hers  gather _interesting materials _and _prepare

slabora‘e lesson plans to make sure all basic skills are taught
well; then they criticize individual students for their failures.
They make students who do not comprehend the material feel
they are less worthwhile as individuals. Teschers may not voice
their feelings, but their attitudes can be evident to the students
through their actions.-No matter how well a subject is taught,
iiiilééé Etiidéiité déiiéléji éélf-éﬁtééiﬁ; they will not want _to

work,”’ and will avmd both as much as possxble Self-esteem is not
only the key to motivation, it is necessary to clear thinking and
concentrated effort.

Thm ongmal essayagpeaxshem;gpg@ti{ggghg ﬁrst tune All nghts
reserved. Permission to reprint must be obtained from the author. Dr.
Gilliland is 2 Professor Emeritus of Education at Eastern Montan« Col-

i:ge. Billings, MT 59101, and President of the Council for Indian Educa-
on
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Self-egteem is a key

-A child with self-esteem likes } lumself He has a ngd feelmg
about his own: personal worth. As John F. Bryﬂe testified before

) Practlcally all educators w1!l agree that bas:cally, the
overall purpose of education is to turn out happy and social-
ly contributing human beings. This means that as a result of
his education, the student feels that he is on top of Lis en-

vironment; is_ cnnt.nbnt.mg to its_ deyeiopment. and has a

just another way of saymg that school has met his iiads
(1969; pp. 27-28)

- Robert Roessel made the followmg observatnons concermng In~
dian children:

Itis 1mportant for a teacher or-an admmstrator to know
how a child feels about himself, about his school; and about
his friends. The way a child feels colors his approach to life.

Confidence and happiness bring an_interest_to_learning;

while insecurity, rejection, or a feeling of inadequacy may

bring hostility or withdrawal. (1962 p- 43)

Children attain self-esteem in two. ways._One _is through
“‘reflected appraisals;’’ their ideas of what others think of them;

their concepts of the op'nions of friends, parents; peers; teachers,
and other individuals significant to them. What concept of
themselves will Indian students have when they reflect the

teacher’s opinions? =

-The second way students gain opiniois of themsélves is
t,hro,ugh their perceptions of how-well they fulfill personal stan-
dards they have developed for themselves. They look at their

abilities; their status, their roles, and compare them with what

they would like to become. They also.compare their achievement

of their objectives with how well others appear to have achieved

those same objectives.

“Teachers of Indian students cannot assume that the personal
standards upon which students will judge themselves will be
similar to the teacher's standards; or to the objectives of urban
society.

vadence indicates the self-esteem of most Indian students is
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poorer than that of the general populatxon, If Natwe Amencan
children have low self-esteem, it can be expected that their social
acceptance and academic performance will also be low. -

Deborah Youngling, in working with the Northern Cheyenne.
found that few_of them; adults or children, felt any confidence in

school situations.
Many of t.he clnldren, ﬂoundermg mclass. become locked

learnersramtmso domgsﬁnl; off &Buge portion of the world

far more. wondrous and important than the classroom:
(1972 P 54)

students and . found them generaﬂy “hghmmnﬂmt ancl low in

self concept (p- 1) Many were anxious, depressed, and with little

faith in themselves. Suicide, the second most common cause of

teen-age death in the United States, is ten times more prevalent
among reservation Indian students than in the general popula-
tion. In 1985 alone, one of every two hundred Indian students at-
tempted suicide. -This--is sure -evidence of the great need for
schools to build the self concept of Indian students. -
_It s, then, of critical importance that we; as teachers: r recogmze

that if we are to succeed in teaching Indian students, we must,

first and foremost, find ways to raise their self-esteem. Yet in the

majonty of schools attended by Native American students; the
major emphasis is on academic achievement, with very little em-
phasis on building self-esteem.

There is no easy route to building self-Tasteem Aveldmg ex-
cessive negative criticism- helps, but pats on the back and
posmve reinforcement will not work unless students see real
gains_in_their academic_competencies. However, we need_to
recognize that there are many Indian children who atteck their
work with confidence. Then we must set out to develep this seif-
esteem in all of our students.

Promotmg an expccwtlon of success

Students will be mcre likely to believe they can succeed 1f they
can see .hat their teachers believe they will. The U.S. Depart-
ment of Education’s summary of research regarding teacher ex-
pect.atlons states.

__Teachers who set and mmhﬁmcamﬁg&expectatxon&to

all their students obtain greater academic performance from

those students than teachers who set low expectations. The
59 J _
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expectatxon_sj.eachers haye ‘about_what students can and

cahnot learn maybecome self- fulfllhng prophecxes Students

(1986; p: 32)

_ Teachers should learn as much as posslble abbut the good
quahtles of their students and of their students’ cultures so that
sincere praise will become natural and students will feel more
confident Indian students are often more skilled in reading feces
and actions than in interpreting verbal statements. They quickly
detect sugar-coated. insincere przise. Teachers must look for and

see students’ actual strengths and then give true apnrecxatxon

and encouragement.
__In students whose expectatlons are. largely of faxlure and rejec-

tion, the smallest; almost insignificant, slgns of capability should

be.identified. -

_ Praise for a job well done should be given unmedaately, sirice
praise given.in the afternoon for what a student did in the morn-
ing is of little value. Praise should also be given unobtrusively,
since public praise can be humiliating for an Indian student. and
can cause other students to react negatively. To many students,

approval from fnends aid peers is far more important than ap-

recogmze mdnndual strengths ‘Al children have strengths Itis

up to teachers to find them; to let students know abeut them and,
then; to use those strengths to help students learn.

One teacher, to heip her second graders see their own
strengths, kad each write a statement beginning with, “I like
niyself becauise...” THe-statements- she got were simple but
revealing and helped her find good thiiigé to eiiiiihisnié A tyﬁléél

ride ablcycle, and I takegood care Q£my teeth.”” One very gnfte&
student in the class completely outshown the other students: The
teacher was anxious to see what kind of a list she would make.
Her answer was short and instructive for the teacher who was
just learning about Indian culture: I like myself because I know

kow to make fnends "

Motlvatmg through reahstnc student developed goals

When people want something, they will work for it. The want
precedes the achnevement MOst middle class urban students are
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whether it is pl,ea,sent of not and whether the rewards of the work
will be soon or delayed. "hey are accustomed to an autocratic
society which cnnt;amaelﬁgﬁ level of agreement about the value
and definition of ‘‘success.’’ . R

Many- Indianstudents defme success in ways unreiated to
school. Their only objective in school is to get through it—to en-
dure it. If they are aware of any goals in our classrooms, it is
because veachers have set goals and told students about them.
Those gcals are-not students’ goals. But; if Indian students have
no personal goals that involve school; they then have Little reason

for effort. The tribe or community usually enforces compulsory

education laws and keeps children in a classroom, but they can-
not force anyone to learn. Students need ;oals, immedi:ite goals;
not vague talk about the future.. Theiefore, when t=achers
recognize students’ strengths and show the students that they
can sucoeed, students will be ready to sit dowii and discuss where
they have been, how far they have advanced, and where they
want to go from here. In other words; students will be ready to
set goals. The goals they develop must be short range; specific,
measurable, attainable; and the students’. Students must see a

reason for them and want to attain them: Otherwise they become
the teacher’s goals.

The goal is not a piece ¢ of candy or txme out from work The *oal
is to be able to do something students could not do before. Of
coirse, graphs that students keep in their desks can l;éslfi them
record and:see their progress and remember their successes; but
the graph is only a symbolof thegoal. = =

_Once students have set realistic short-term goals and achieved

them and are developing an expeciation of success, then, and

then only, can they begir to disregsrd errors and be free to take
chances: To make real progress, they have to understand that er-
rors are beneficial because they are a natural and necossary part
of learning. Many Indian students have never gotten beyond con-
sxdermg each nnstake a fsulure

teachers can bulld mtaegrated leasonsFaS dlscuqsedm tliej:hapj;er

on the whole language approach: Indian students in primary

grades often demonstrate enthusiasm towards school learmng

which, because_of continued failure, they lose forever in in-

termediate grades. By gearing teaching to the student, as is
recommended throughout this book, rather than to textbook or

subject, such loss of enthusiasm and motivation may be avoided.



Dévelopmg self-respect makmg pnde possnble

- A teacher’s attitudes toward students, as mirrorid in student’s
thmkmg, can build the self-respect necessary to a happy life and
to success in school only if studentsfarefrespect,ed Students must
live in a warm and supportive school atmosphere where each
child is recognized, by himself and others; as a worthy individual
who is-wanted; respected; and liked. o

A calm atmosphere in which students are nespect.edwﬁl also do

much to help Indian students get ovcr their natural shyness: The

shy, hesitant feeling that we do not quitc belong is natural for

Indian_students in a classroom environment. To pressure
children only increases it.

Feelmgs are everywhere——-be gentle. I
__A teacher’s attitude is more contagious than ch:cken pox or

measles. The teacher who can earn the respect of Indian students
and who can show them that they are respectzed for Whiit they are

St,uden!;,s need more tha,n,Ju,st self-respect. They need se,l,f
esteem. They need something they can be proud of. Too many
teachers and other well-intentioned individuals -look at the
phyéiéiil §iiﬁ6iiiidiiig§ in Wlixﬂi Indian §i:iidéiit§ live, the jii-é-

Tﬁe5 fee[sorrj for them. These students. f‘o not need sympathy,

they need something to be proud of. Pity and pride do not go
together. Building sympathy for a group of people may be a good
way to raise money for a mission or a schot 1, but it has no place in
the work within the school or mission. Chief Dan George express-
ed the idea well

Do you know what 1(: is hke w feel you are of no value t,o
society and those around you? To kriow that people came to
help yoii biit hiot to work with you, for you know they knew
you had nothmg to off r"

to be made a aware of the fact that 3 you ar&only a burden to

the country? What is it like to be without pride in your race,

prlde in your family, pride and confidence in yourself. What
is it like? You don’t know for you never tasted its bitterness.

I shall tell you what it is like. It is like not caring about
tomorrow for what does tomorrow matter? It is like havmg
a reserve that looks like a junk yard because the beauty in
the soul is dead; and why should the soul express an exter-
nal beauty that does not match it?
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And now you hold oit your hand ana beckon e to come

lam naked and ashamed. How can I come in dlgmt.y" I have
no presents. I have no gifts. What is there in my culture you

value. My poor treasure you can only scorn. .

-Am I then to come as beggar and receive all from yonr om-
mpot,ent hﬁiid" Somehow I must wmt I must delay I must

I must go _
_Then I.can wafk acnoss j:he street andl w1ll hold m* besd

hlgh for I will meet you as an equal. I will not scorr: yeu tor

vou- demeaning gifts and you will not receive me i: pi:.  Oi-

. .an do without; my manhood I cannot dc = ‘fmu.,, .

1 can only come as one sure of his authority, v...% . of his
worth. I shall not comie &s a cringing object of your picy. I
shall come in dignity-or I shall not come at all.

_What do we want? We want first of all to be respected and
to feel we are people of worth, We want :n equal opportuni-

ty to succeed in life:. S

When you meet my children in. youn classroom; respect

each one for what he is: A child of our Father in heaven, and
your brother. Maybe it all boils down to that. -

- =Excerpts from a speech at a conferem,e of the Canadlan
Association of Indian and Eskimo Education, Bainff, May,

1970. - 7 7
_How can teachers help students develop this pride” This self-

esteem? All students have good points in which they can take

pride: Teachers have to help them see their good points, bring out

their strengths, talk about what they do well, and demonst:ate
their progress to them daily.
The language expenence method of teachmg readmg descnbed

ideas are respected ,Qf g'xvmg them something to be-proud o,f
Tlie& s’eé that tlieii' 1deﬁs éi'e ébiisidei-ea worth hstémng to r&
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Improving self concept through achievement

The most important and lasting way to improve their_school
related self concept is by helping students develop their academic
skills. Children who can:read and write well and who can_solve
math and science problems seldom lack self-esteem. This is
especially- true if students can also use their knowledge to help
other students achieve: Diane; a shy and sensitive Indian girl on
the Fort Peck Reservation, was more comfortable with a com-
puter than with a teacher. However, as her math and reading im-
proved through computer instruction, she progressed socially as
well.

Diane has gained self-confiderice-and she is no longer afraid

to volunteer an answer in class. She has shown a non-Indian

student how to use the computer; which is wonderful for

self-esteem. (Clark, 1985) o ]

_For students to achieve, teachers must build on the foundation
of their current level of achievement. If grade-level textbooks
presuppose a higher level of achievement than students have;
then teachers must adapt lessons to take the gap between actual
and expected achievement into account -or-the students will be
left behind and their feelings of failiire will iicreass. Throughout

srriculum

this book are suggestions on how teachers can adapt cu
to a variety of student achievement levels.

Giving students a voice in decision making
__One important way in which the self-esteem v stt:-ients can.be

improved is by showing them how to assume respaasivility for
their actions and trusting them to do so. Students nii:st 16815 Lo

see the consequences of their actions, not only 1o themse v, bit
also to others. This really is another effective way of showizng
respect for them. Students need to make decisions and choices:
They need to see themselves as responsible people: They have to
learn that they cannot give their problems away. They cannot

leave decisions to others. They mus- live with problems and learn
to solve them. Many Indian studeitis have not learned to take
this responsibility in school because ¢*~~ have riot been given the
opportunity. They can learn only if tneir teachers give them op-
portunities to learn early how to Solve problems and give them
experience in making decisions. They need to be asked their opi-
nions, to have their questions answered; iﬁd,tb,ééitﬁéﬁi&ééE;éﬁ@
to use 8o they can see the consequences, good or bad. Only in this
way _can they become willing to make decisions based upon
reasoned thinkin ﬁig oI
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Students wrll be afraid w make demslons untrl they trust thexr
teachers. and Indran students wrll hesitate to trust their teachers

Teaehlng declsxon-makmg sl’ulls

Before Indian students can build self-esteem hy knowmg they
are trusted to make decrsrons for themselves. teachers w1ll have

classroom atmeephere in which no students are afrald toexpress
their ideas so that there is free and open communication between

teachers and students, and to give them opportunities to make

decisions individually and & . group and have those decisions
carried out.

Decision-making skxlls are t‘aught thmugh open dxscussron in
which studerits not only make small decisions for themselves, bat
discuss many-hypothetical situations similar to ones-they face
daily. They discuss openly and freely different possible conse
quences of decizions they might make. The “Character Education
Curriculum"_kits produced by the nonprofit American Institute

for Character Education (AICE) are helpful guides for teaching

decision-m::ing ckills. Classroom discussions . resulting from
these materials provide opportunities for students to interact
with others, explore possible solutions to potential problems; and
identify probable consequerices of each solution. The seventh,
eighth, and ninth- grade -Character Education Curriculum in-
cludes cause and effects of substance abuse. The emphasis is on
the effects on the users’ families, friends; and society in general.
The material includes guides to discussions of legal consequences

of students_actions and ways in which students may cope with

problems in more positive ways. The decision-making and

problem-solving skills developed in this process will not only help
students with their problems, but will also enable thiem to make
better decisions during the rest of their lives (Erlandson, 1985).

A good way to start discussion is through a “story” that
presents a difficult situation similar to one students mig}’, face;
then let them discuss and decide what they might do; and what
the results might be: The discussion will be most successful in a
relaxed, informal, open atmosphere in which every s ndent is en-
couraged to speak. Every individual’s beliefs and inner feelings
must be respected with no preference for the response of one child
over another. Students may have to learn to distinguish between
constriictivé criticism -and ridicule before, they, too, can en-
courage everyone's partlcrpatron The teacher can aid the discus-




sion - with -questions such as: “How- would this effect your
family?" *‘Can you see- why other people might feel differently?”
and ‘‘Are you saying this becaiise you think that is what I want
t6 héﬁi"’" -After these discussions are familiar to students, they

can be held in small groups if preceeded by thorough planning
and students understand their purpose. Discussions will become

more._ méamngfni if they are supplemented with role-playing of

situations in which students must make decisions.

‘Training in decxsxon-makmg will not stick unless students
know their-ideas are respecwd This means pupil-teacher j:lan-
ning in which students do such things as suggest topics to be

covered -at the start of a new unit in Social Studies, and then

choose their own committees to develop those topics: This kind of

teaching requires_thorough planning by teachers, who have to

have their own ideas to contribute so students actually have
choices. But the extra work is worthwhile in the improved
attitude, enthusiasm, self confidence, and independence of the

students.-
- Students in a democratxc classrﬁom in whxch they hnve a voxce

in decision ms

have more respect for the opinions of others and are more wxlhng
to cooperate with them. Giving students a voice in decision mak-
ing is just one way teachers can show respect and confidence in
them. To develop self-respect and self-esteem; students need to be
Eiiiéﬁ fééf)iiﬁéiﬁ“.ii;i 5&& Bé i;fiiéi:éd £6 carry"ff" through:

Usmg discussion to teach students-to make good declszons and
ngmg them a voice in decision making are not possible until
teachers_have developed good communication with students.
With some Indian students this will be the most difficult part of
teaching. Many of them have been taught that they should not
express an opinion, that they should not make a statement unless
they are positive they are correct, and/or that silence in the com-
pany of an adult ¢onotes respect. Students nieed to be taught that
different behavi-r- can be required -in different situations; that
appropriate behavior in their homes is to be respected and follow~

ed, but that schooi can require different behavior. = .

-Sorme students have been in classrooms in which their Jdeas

were not respected or used, but were criticized or_ridiculed by

other students. How does a teacher develop communication with
these students? One way is by listening to their ideas and ques-
tions in group discussions and individually, in and out of class.
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Along thh hstemnggoesngmg }ielp when neﬂied,J‘hJa doeg not

mean jumping in and giving final answers. Sometimes, talking is

a way of clarifying a question and the alternatives prior to mak-

ing a decision. If you listen well enough, students will begin to
share their fee hngs with you. Then you will know that you have
deveIOped real commumcatlon

. Developmg self- respoet and self-esteem depend upon tenchers
showing respect for the Indian culture and for Indians as a group.

Prejudice is ‘‘being down on something you're not up on!” It can

be eliminated only through knowledge, by learning to really know
the Indian people of the community and their culture.

Pride in their heritage is developed in students ylﬁenjgﬁgihers

emphasize and use the values and stress the positive aspects of
the cultire in discussions. Teachers who learn to greet children
and express some ideas in the native language show respect for,
and interest in the culture. Teachers who respect the people will
develop a culturally-relevant curriculum. They will teach abovt
native history and culture and use ideas from the culture in
teaching other subjects. Local cultural objects, crafts, games,
and music will be integral parts of their instruction. They will
also reco’@iize and refér often to the contnbutmns of Indian

s

Teachers also must carefully cﬁeckreadmg matenals to 1den-

txfy prejudiced and stereotypxraiexpresmons,sucﬁ as “‘wild as an

Indian’ and ‘“‘on the war path, ' and the labeling of all Indian vic-

tories as massacres and all white massacres as great victories. If

studants are given biased material to read, they will assume that
teachers agree with what is said unless the reading is preceeded
by adequate discussion oi the author's attitude. If lessons and
textbooks do not contain references to-Indians; students will feel

they are not important. Teachers need to supplement textbooks

with local materials. Bulletin boards and interest centers should

reflect the local culture and not be limited to non-Indian holiday

matenal and a yearly “Thanksgiving Indian."”

_ Self-esteem is the most lmportant factor in ac}uevement Smce
many Indian students have become convinced that they will not

succeed; this must be a major concern of every teacher of Indian
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students. Some suggested means of building self-esteem are:
1. Teachers must expect success and. ignore weaknesses,
i‘écég'nlz"""iﬁg éiid éiﬁﬁhﬁéiziiig iiidiVidiiﬁl §ti‘éii§tli§ Tliéj'

2. Teachers can davelop _students’ self-estegm by. haymg

respect for students and showing that respect in_their ac-

tions. They must treat students with the same respect they
— would like to receive.
3. Teachers must glve students Treason for pnde Th.ls can be

voice in decisioii makmg. and glvmg students respon31b1h-
ty.

4. Teachers must develop good communication by hstenmg to
students and_letting them know that their ideas are wor-
thwhile regardless of how well they are doing academically.

3; Teachers must respect students’ tribe and culture; see the
~ood things in that culture, learn its values; and develop a

culturally relevant curriculum:
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Improving Reading

Comprehension of

Indian Students

Dahiel L. Pearce

A question frequently asked by teachers of Indian children is,
“What can be done to improve my students’ reading comprehen-
sion?’’ Because of the nature of ‘‘reading comprehensmn. the
answer is not _simple. Reading comprehensiun is an interaction

between vnnous fec <8 during which readers constmct meaning.

knowledge about the- t‘/eplc. motivation, language facrhtyrnnd

familiarity with how to read different kinds of print materials.

The areas of reading comprehension and comprehension instruc-
tion are large ind complex. Rather than attempting to  complete-
ly cover these topics, this chapter will present some background
information on _reading comprehension; some instructional

guidelines; and some classroom examples of ways teachers of In-

dian children can help improve their students’ comprehens:on.

Background

- Different 7&};91}657 @ooper 1.186 McNexl 1984 and Pearson.
1985) have noted that what is meant by ‘‘reading’’ and “reading

comprehension’” has changed in the last twenty-five years. One

reason for this change has been an interdisciplinary investigation

into reading. Beginning in the 1960s, researchers from a variety
if areas; such as psychelogy, reading education, sociology, and

T!ms ongmul essay nppem here in prmtfer t:he first tune All nghts
reserved. Permission to reprint must be obtained from the author. Dr.
Paarce is-an Asgsociate Professor of Elementary and-Secondary Educa-

tian at Eastern Montana Coliege; Billings, MT 59101
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mgmstlcs. started faew g at recdmg and comprehensmmA&a

et of this atte i ” the reading act has come to be parcelved

as being injepar- - om comprehension. Ccmprehension is not

inef ﬂie teamr, vt @-(:odxng' they are mtertwmed so that ~com-

be S@en &8s a process. Eunng which readers Create meaning

through actively interacting with ideas in the text.

In the early 1960s, reading was viewed by some educators as a

broduct u*® decnding (Fries, 1962). While appealing, this uetion is

both simplistic and inaccurate. An example will illustrate these
points. Below are three sunple sentences. read them.

Matched Lziin Squares are a variacion that evita the con-
founding ot fractional factorial and confounded factorial
disenos. The ambiquity of tratamiento, and the resulting
aliases, are controlados. Temporal order becomes less cf a
factor in variable interaction.

Do you “know’' what you read? The above lmes were probably
meaningless for you, despite your -ability to “‘decode and say"
each word; unless yeu kne some Spanish and something about

research designs. Without - this prerequisite knowledge,
understanding and *‘reading’ did not take place. Reading means

comprehension and reading comprehension involves more than

successful decoding or fluent oral reading. I

As a result of investigations into reading, 3pec1fimﬂy _in-

vestigations into comprehension, a distinction has been made
about what is meant by comprehension. When most people speak
of reading comprehension they are really referring to two dif-
ferent aspects, proces: and product. The distinction between pro-

cess and product is the difference between the = < «mp“ehen-
sion (process) and the end result (product).

Up until the late 1970s, compreﬁensxonjns Lecinently viewed

as the ability to recall information. fromapassage in either differ-

———

ing degrees of abstractness such as word meanings, recognizing
explicit facts, and drawing inferences (Davis, 1968) or by dif-

ferent ievels of thought, such as literal, inferential, evaiuation,

and applization {Barrett; 1972). These. and similar effotts, ap-
proachec comprehension in terms of the product prodiiced. While
ability te r&call information is an important-aspect of comprehen-

sion, it is “he efid result and tells us little about how a reader ar-

rived at apswers. .

in comprehending a pussager armnng ata prodnct mdezs

mind 3 do not just record the infcrmation in the passage and then
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imeaning by takmg ideas from the page and rehtmg them to ideas
already in their minds {schemata). The text serves as a sort of
“blueprint’’ which guides a reader in building a men:al model of

what is meant by supplying clues to what the author intended (or

what _a_reader thinks the author intended). During this
*‘building,”’ readers fill in points and make inferences; after all, no
text can state explicitly all of the information, underlying con-
cepts, and relationships necessary to understand what the author
is talking about. Consequently, comprehension requires readers
to play a very active role in constructing meaning. The act of con-
structing meaning is referred to as-the comprehension process.
Coiiijji'éliéiiéloii. tliéii. is_the result of several factors which in-

neceséary to arrive at aprodnct Goodcomprehensmn(hamgz:n

acceptable answer or product) is dependent on several factors:
Having the necessary background information; being able to

relate that background information to what is being read; being
familiar enough with the text's structure so that meaningful
predictions can be made about what is likely to occur next {this
makes it easier to form new understandings); being able to vary
strategies used during reading; and being able to monitor one’s
own_comprehension (knowing when_something is not mahng

sense and switching to another strategy). =

-The act of comprehension, or the process by wtnch a reader con-

structs meaning through interacting with the text, is not in-
herently different for Indian readers than for other readers.
Regardless of race, color. or creed, good comprehenders approach
activity and interact with the ideas
within the text in an active manner. What is different for Indian
children is the kinds of background knowledge they bring to the
reading task; their command of language structures in the texts;

and their experience with being active readers. The. pii::pose of

reading comprehension iustruction for Indian children is to

develop thon thmgs good rmders do when comprenendmg This

Improving the reading comprehension of the Indmn clnld 7,
for that matter, a any Chlld is achxevable through balanced instruc-

six elements necessary for effect.xve comprehensnon instruction.
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Recreational and independent reading.

" Children nesd to relate to reading. Reading must be seen by
children_as_more_than decoding words, reading out loud, or
answering questions after reading a selection. Childe=n murt

have an opportunity to read for pleasure, see teachers an:. - hars

reading, talk about and share what they have read, and achieve

some success in reading. At all levels of educati. 2, from primary
grades through high school, students must have a variety of
books in their rooms and be given an opportunity to read them.
For suggestions on selecting books which Indian children will

relate to see Gilliland's chapter in this book on selecting reading

materials or Blank’s selected bibliography of Indian literature for
youngreaders (1981. - - oo oo
There are various ways to promote recreational reading within

& class. One successful way involves Sustained Silent Reading
(SSR) (McCracken, 1971). Efta (1984) presents a good overview of
one teacher’s silent reading program. ..

" Not only must children have an opportunity to read books

which they select, they must also have the opportunity to share
and discuss those books. By sharing and discussing 1 do not

mean formal written or oral book reports; I mean a chance to talk
to another person of small group of people about what has been
read. One way of encouraging sharing is to have periodic in-
dividual conferences where students and teachers talk about
books they have read. Other suggestions are to have students
make a commercial {& convince others to read a book or stoty or
to_have students keep a ‘‘book kite" listing books read in-
dependently. Veaich {1978) has several excellent suggestions
regarding both individual conferences and book sharings:
Background knowledge @~ - -

' Students must be “prepared” to read a selection: The impor-

tance of background knowledge has been mentioned as & necessi-
ty for comprehension. Prior knowledge is important in_helping
students come up with “‘acceptable’ comprehension products.
The more readers know about a subject in a text, the easier that
text will be to read: Whether the assignment is to read a basal
selection or a history book, if comprehension is to occur, students
must have some kxowledge about the topic they are going to read
about. Not only must students have some knowledge about this
topic, they must be able to identify the right memories (schema)

and be able to relate what is being read to what they know.



- Prereading activities, whc@@fizﬁiie i-éaders for the material to

be read through -introducing and building background
knowledge, are especially important when students are asked to

read something they are not “interested” in or asked to read
something outside their normal experiences. Prereading prepara-
tion involves introducing a topic and helpirg students relate to
that topic and form a purpose for reading. It might sound

strange, but readers are more likely to be successful if they talk
about something before reading it than after reading it.
- Prereading activities which have proven useful with Indian
children include brainstorming (Vacca & Vacca, 1986, categoriz-
ing major concepts from a selection before reading that selection

(Moore, Readence, & Rickelman, 1982), and having teachers ide:-
tify a major concept within the story or passage; introducing that

topic to the children, and then allowing students a ch .ice to tell

what they know about that topic: o
Exposure to different active reading strategies

_ Children need help in becoming. active readers. Helping
students improve their comprehension involves more than prac-

tice answering questions over what has been read. While 1o two
people will read a passage exactly the same (aftér all. no two
minds are identical), active 1eading involves some common traits:
These include: previewing difficuilt material before reading; using
cues within the text while reading to _make predictions about
what is likely to occur next (and reading to confirm those predic-
tions); and switching the rate of reading to fit the material and
Eﬁémd"i : R T STttt - - S
If students are to beconie active readers, they need to be expos-
ed to-and-have an opportunity to practice different strategies.
This-is achieved through a comkination of teacher modeling in

which teachers demonstrate differert strategies and students

practicing those strategies with print and non-print materials,
such as films.

_Teachers will discover that the strategies meeded. to help
students read actively will vary depending on the difficilty of the
text and the sophistication of the reader. Ideas and strategies
Wwhich have been used successfully with Indian children include:
The Directed Reading Thinking Activity (Stauffer, 1976), Re-
Quest or Reciprocal Questioning (Manzo, 1969), and The Guided

Reading Procedure (Marizo, 1975). For additional ideas on ways

to develop active readers see Cooper (1986) and McNeil (1984).



Integrate reading with language arts .

Reading must not be taught as zn isolated subject. Comprehen-
sion development is tied to other language arts: Through talking

and writing about what they read, students develcp background

knowledge, gain deeper understanding over material read; and

begin to become active readers.- -

__ Probably the easiest way to bring reading out of isolation is
through language experience activities which use materials with
which children are familiar in their daily lives. The success of the
lariguage experience approach with Indian students is fairly well
documented (Feeley, 1579; Mallett, 1977). My experience is that

although: language experience is used with Indian studssts; it
needs to be brought. in much more frequently, especially in reser-
vation schools: For ideas on ways teachers can use language ex-
perience with all levels and ages of students see Hal: (1981).-

' Language experience.is not_the only way to integrate reading
with speaki

vith speaking and writing: Havinr students write about what
they read is beneficial. Writing do::- not mean writing forma!
reports; it means putting ideas, suci: as a letter to a characterina
story. down on paper after students have read. that story. This
kind of activity can help students actively work with ideas in a
story. However, if these kinds of writing -activities are to be

useful, students must be willing to put their ideas down on paper.
Students will not feel as free to express themselves if a teacher
grades each writing activity for aspects of form (spelling, gram-

mar, and complete sentences) For ideas on how reading and
writing can be integrated, see Uionisic (1983), Gambrell (1985);
and Smith (1982).

Vocabulary instruction o

__Children need help enlargisg their vocabularies. Vocabular,

knowledge plays an iraportant role-in comprehension (Anderson
& Freebody, 1981). This is especially tru: sith Indiar children
because their backgrounds are limited in . sense that they fre-

quently have not been exposed to artain conicepts and words,
and bzcause of the bilingual aature of many of these students. -
Vocabulary instruction includes efforts to_develop oral and

rezding vocabularies. Reading vocabulary instruction means ex-
posure to and practice using the meanings of new specialized
vocabulary and *‘old words'' in different ways. It does not mean
r-emorizing definitions, doing numerous worksheets, and taking
periodic vocabulary quizzes: Students need to identify and prac-

tice using words in different se: tings an< formats: For exumples
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of usefu) vocabulary activities and ideas on how to develop
students” vacabﬁlﬁﬁéé see Johusor: and Pearson 11984@@ the

a——--—— - — - gw—— - - —m—-ge—

Answermg questlons over what haibeen readisa tune-honored

practice within schools. It is. a _practice_which will continue

because of the nature of schooling. Questions are not in and of

themselves bad: They are a way for teachers to assess students’
comprehension; however, if questions are to essist in increasing
comprehensiun ability (the process of comprehension), they musi
clarify and not just assess the recall of information from the text.
As Herber and Nelson {1975) have noted, students’ answers to a
recall {or producti question are either right or wmng z and practice

in answering questions will not necessarily increase students’

abilities to arrive at_answers independently. That is because
questions over what one has rs:zd usually focus on information
within the text, and the answers to those questions are products
of comprehension. -

- If questions are to be of value for comprehensxon mstruccxon,
the; miust do miore than assess stiidents’ abilities to recall detail,
identify main ideq, or draw concliisions over material read. This
is one i-éié;bﬂ mos:. -6iiiiiiéi-iiiiil Eéiﬁjjiéliéiﬁiijﬁ" kits d6 little to

questxona. mdfﬁtmnto ci&ntymg joforr: ation;, should also focus
on_the process of comprenension:

The followmg are adapte. .ions e¢i process- onenwd questlcris
developed by “'r. Sandra Rietz of Eastern Montana College over
4 biology textbook passage on principles underlying absorption.
These questiczis can be adaptev’ for us= with any reading selec-
tion. -

1. If you had to orgamze the 1deas in tlus selection to. study

the:n for a test; which idea would you have to understand

first—before you could understand any of the others?

In which crder would you study the id:as?. -
Which idva ur 1deas isfare the hardest ones tc understand?
_ Why do yeu chink these ideas are harder than the others?
4. Which idris are the easiest to understand? Why are they
easy?

5. Ate there ideas that theauthss o explmns more clearly than
_ others? Which are they? . -

6. Which new words were hard to understand?

N
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Whlch new words do you stlll not understand? S
Which words or ideas do you think are the most critical for

getting the meaning intended in the passage? __

e

9. If you were to break the passage up into a few most impor-

- tant ideas, what would these be?

10. Was the passage p-.. together in a loglcal or: der. or would
the author have made the meaning clearer if some of the
ideas were rearranged irito a different order? What ideas do
you think might have been out of order? -

11. What parts of the passage did you have to read over? Dld
you_have to read any part of the passage more than twice?

_ What partts)?

12. Were there any places in the passage that were fmatratmg
to read—where you were ready to give up? What were

- these?

12. Were there any. places in the passage where you knew you
would not be able to read and undzrstand? What did you
do?

14. I you had to. develop 4 reason. fm readmg thm passage {a
p!L pose for reading—a set up to know what you are look-

. ing for! what would it be? _

15: Whe: would you ray mxght be the most 1mportant sub-
pui s e eaciag? (If. you had to direct a reader

b gk .n’ 'mssage. wha\. would -you tell this reader to

to c.ompre nd text by helpmg them monitor their own. -eadmg
These questions also can give teachers an opportunity to model

comprehension _techriques by answering a question themselves

and demonstrating what they do during the reading of a passage.
This has proved to be a v=r, effective technique with Indian
children. For additional information on using questions to

improve students’ comprehensic ., see Herber and Neclson (1975)

and Pea:son {1982).

f‘lnldren eod "omprehenslon mstructmn dunng readmg

rlass and in = he. sublects Sxmply put 1f comprehensmn 1s to
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styles, and language patterns. All text is not the same. If
stﬁaéﬁg@ to comprehend different material; they must have an
opportunity tc practice different comprehensnon strategles on

this material.

__The importance of content area readmt for comprehensxon
development cannot be over stressed. In my work in reservation
schools, I have observed a common phenomenon. Teachers pre-
sent & good basal readinz lesson in which they develop students’

background knowledge and involve them in an active reading of
the story Then, the same teachers will have students read a con-
tent assigrmwert ‘ndependently with little or- no instructional
assistanc:. = .3 "2ed to use the-active read;ng techniques in
content tex- - . i:6 i:”di'rip'réliéiid what tiey reau. For examples

One fourth grade teacher whose students were predommately
Crows _incorporated oral Ianguage and writing into a basal
reading lesson through using a form of substitution. This in-
valves having students substitute their own characters or events
for those in the story.

_An overhead transparency whlch dlsplayed two paragraphs
from a story was shown to tie class. Students were told to read
this to themseivas: Then, the teacher told the class it was possi-

ble to invent a new s -ry by changing some things :x this stor;:
Sk then read the .wo paragraphs out loud, chany.:ig the sex of
every character. e
Following her readmg of the név?f'fst’og, Shé is’ké’d}h’e c;ass
what ciher things-could be changed. Students’ suggestions
(anixr -1s; places; and so forth) were written on the board. By this
time_students mere anxlous to read _their own veremns aloud.

more. students be mvolved tkum if oniy a few volunteers read
aloud. :

_ The next step mvo!ved -using a story from the basal reader
Students were remmded of what they had done and were referred
they wanted for ,,what, wa,sm,the first tw paragraphs of the basal
story (just as they had done before) and ‘vrite their new story out.
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Students retellmgs varxed in creatxvxty and -in degree of
thorougﬁness {some did not change everything throughout the

“‘story). . After_writing, students were given a chance to-read

each others’ stories. Not only did the children enjoy this actxvﬂ;y.

they caught each other’s inconsistencies. _ ___

This acthty a"OWed students to become actlvely mvolved m

volved m bemg actxve readers

Practlce mtﬁ films ]

In the section on *Exposure to Dxfferent Readmg Strategles, ’
a suggestion was made to let students practice using strateg s
with non-print materials such as films: One sixth grade teacher of

Northern Cheyennes_did just that. She had a video tape of a

movie about Chief Joseph, 1 Will Fight No More Forever, and us-

ed. some ‘‘active participation” techniques with her students.

While students watched the movie, the teacher stopped the video

tap periodically. During the first pause, the class was asked to
tell what had hapwened up to that point. An important character
in-the filin was selected by the teacher, and the students werc
asked to come up with a list of everything they could remember
or_guess about this person. This list was written on the board.
The_class was _asked mchoese whrch ‘things in the list they

was then nsked to g’uess what would happen next in the movie.

These predictions were also written on the board and later con-

firmed or rejected. -
A vanatmn of the above was repeated every tlme the vxdec tape

based on ° clues" from the film ard their own knowledge of Chief
Joseph. At the end of the mavie the teacher held a short class
discec - _n_an _how the students bad used what they ‘vee
watching to predict what would happen. = o

_Afterwards. wit!:a rrading assignment, theﬂassm~ - ,,féd

of what they had donz while watching the movie and wiu tirey

were going to do the same thmg whlle mdmg The advantage of

and practxce using strateg.es with matermls whrch are easier fer
them to process.

Usniig ReQuest in socml studles L I
ReQuest (Manzo, 1936) is a_form . of recmrocai qnestmmng

which helps students ask questions about what is being read.
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Thls sttategy mvolves students and te’achers takmg tu "ns askmg
each other questions about the material being read.

A fifth grade teacher of the Northern Cheyenne used thxs

techmque successfully in a social studies class. A- textbook
passage dealt with the geography and people of Peru. The teacher
introdu : ed the lesson with an announcement that tcday students
Were going to have an opportunity to *'be the teacher” by asking
her questions about what was in the book: _____
_Stadents and teacher read the first paragraph sﬂently Then
the teacher closed her Look and asked for questions about whai
had been read. She trisd to answer all questions honestly. After
the questions stoppec, the teacher asked students questiofis over
the first paragraph. This helped assure that unportant facts were
brought to the studen:s’ attention.

This process was repeated with the next | paraar Aph When toe
teacher was asked a question which could not be specifically
answered just by the information in the text; she told the class

what she thought the answer. mlght be and how she had reached

that conclusion, ‘I have to guess ..~ the book does not tell me

that. My guess is this because the book does tell me the following

things.” ,
Penodxcally the teacher would ask students a “}ugher” level
planatlon of tl-e answer (the same procese she had m,odeledjor
the -students). The entire lesson seemed almost a jame. The
students enjoyed it; practiced heing active readers; had iétii?e

reading modeled for them; and remembered the content in ! e

In follow up lesstms after students beeame more profiment at
asking questions, some modifications were tried, such as, a con:
test between teacher and students in which a poini was offered
for every question which could not be answered. Two rules were
set down: questio’;: had to be about the chapter and no *“‘petty”
questions {w wat i3 the fifth word in tk= paragraph?) could be ask-
ed. At another time students ‘‘played’’_each other. The teacher

formed teams and gave students a short time : 0 res< a passage.
(Would you, beheve that -some students read more thnn the
- If ReQuest, as presented abqve seems like a game to you, it i 18,
Hbﬁéi'é’ri it is a game that involves students in the reading
material by offering instructional assistance. Not only does the
instructional assistancz_aid development of comprehension; it
helps students remember what is in the book:
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Hap Gzlltland

__If Indian students are to build a good self concept; a feeling of
perscnal worth, and a sense of their place in history, they must be

given i wealth of cnituraﬂj and hxatoncuﬂy accurate reading

read pictures thexr people as in'uman savages, as chxld-hke
people of nature, or as highly superior beings, they cannot build
an accurate self concept. Even when historical statements are ac-
i:iii'ité iiiibennl/ a ﬁi’zctéii ')y iii iiitliiii' v?liij iiiiliitéiitliiiiillj? Ehﬁi

dian child wlimceadut L
__Sinilarly, if non-Indian children are mdeysiop mppmcmtmn

for Indian culture= and contributions and are to learn to accept
their Indian neighb» rt as friends and equals; the books they read
must be culturally end hniﬁ)’ncally accurate. - -

- Books aboiit Indian life are a:7o- unportant in beachmg Indmn
children to read. If children are to build reading skills, especially
reading - comprehensior a “esir
material which has meamngjbr them. Most basal reader stories
interprec a life so different from that of most Indian children that
the children cannot develop an interest in reading those stories;

the esncepts are so far from their background ¢hat they cannot

Put&of thweuay hnvebeinpﬁnﬁin“l’mbhumintheuse ofuvmhble
children’s bocks,” chapter 1.of Indian Children's Books {(1980), and are
used here by-psarmiasion of the Council -+ Indian Education. All rights

reservad. Permins‘nn to reprint must be obtained from the author. Dr.
Gilliland is Profc.. - or Emeritus of Education at-Eastern Montana Caol-
lege, L ilings, MT 59101, and | ol the Council for Indian

£ Ancation.
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acmrately compmﬁend ‘what the s story mjbout.. The-efom, at

least some reading materials used with Indian students should

portray indian life. Such materials are almost totally lacking
from primary level basal readers (Reyhner, 1984, p. 82). In addi-
tion, material in readers that does not relate directly to Indian
thought should nc: - onflict with Indian culture and ideals. -

- If reading mate rﬂs portray urban, middle class values; do
they imply that t*: - ture and values of other groups are wrong

or-less worthwk' " so; -they may do great harm to Indian
children’s self c.rcepis and ca’ e them to develop a dislike for

reading. Use of inappropriate materials is responsible, along with

a _lack of understanding o7 Indian culture and motivation, for

poor achievement characteristics of many Indian students.
Inaecurauei of fact;s presented

about Eﬁéiﬁéﬁé&i indmni Although a few reuﬂy -good books
about the Indian culture had been published before this time, the
majonty ‘were misleading. -

In 1965 a comm:ttiaia from the Amencan Iudmn Hxst.oncal

nia Stabe Cumculum Commmsxon choosmg textbooks for use in
California Schools. They wrote:

We have studied many - textlfooks now in use, as. well as
those being submitted today. Our examination discloses
that not one book is free from error as to tue role of the in-
dian in siate -and national history. We Indians believe
everyone has tbe right to his opinion. A person also has the
right to be wrong: But a textbook hzgs no right to be wrong,

or to lie, hide ths truth, ar falsify history, or insult or malign
3 whole race ¢~ ople. That is what these textbooks do. At
F:st, these ai. .xtremely superficial in their treatment of
t4e p merican Iidiaz, oversimplifying and generalizing the
e pls.usticn-of our culture and history, to the extant where

the physxegl outlmes of the Indian as ‘a human bemg are
9051:&!121!9@1 5,@9@2@,@}@5&@?&6 true picture
of the American Indian is entirely lacking. (Costo, 1970, p:
7 )

hooks were written by “non-Indian. nutﬁora,mtﬁ no petoon*.l

knowledge of the Indian who were more concerncd with writing »

94



g-od adventure story than giving a true-picture of Indian life.
Most were based on inaccurate information contained in other
books. . . .

indiare in most novels foﬁowed the stereotypes of Indmns

beueved by most readers. These Indians appeared to have mary

faults :ut few, if an, virtues. Battles between Indians and
whites were emphasnzed, with Indians usually in the wrong. They
had r*, tight to protect their lands from the invaders. The only In-
diat.s described as heroes were those who were traitors to their
owWu_ pegple. el

_ The mlOl'ﬂiy of historians and fiction writers described In

disns as savage beasts, nomads, and drunks. Romanticists, on

the other hand, described them as children of nature, noble
savages, and superior people living in an ideal world. Neither
made them appear as real people with faults and virtues, people
to whom a child cowld relate. The Indian child cannot picture

himself ar a Hiawatha any more than he can picture hmself as a
howling savage. ____ o L

Not only were authors. mxsmfonne& but editors chose stories
g@g _perpetuated the stereotypes, because ‘‘that’s what the
readers want.”’ Ir 1855, I wrote a short story which inciuded an
Indian whom I thought was very realistic. The editor’s first com-
ment was, ‘Your Indiar character speaks English as well as your
other characters. Indiana don t talk like that. Make him talk like
an-Indian.” -

‘Writers madeac;lpmg a 8i; “mﬁcgnt aspsc!: of all Indmn hfe and
used this as evidence of s~va sxrv. They did not make it clear that

the Indians in the New Ery’ und_area were. peid bounties for
scalps by both the Frenck 2r4 the English. They also do not men-
tion that some colonists a:»:> made an income ~ollscting bounties
for scalps. Children’s hisior ‘*t Uire do not tel' icw the custom of
scalping spread with };he i3 onation o7 intertribal war
brought on as-Indian tribes-v - = % uined w. > v European set-
tlers. The emphasis on scalping iz ; .3 cne example of inaccurate
stersotypes which falsify the picture of Indian life.
Children’s books also do not explain how Indian drinking pat-
terns were 2 at least partly Jearned from trappers and cowboys who

often got drunk as fast as they could when their work was done.

Howmnycma;‘éiii){)ok!lhowtheln" ;hlldaaamwﬁf
a loving, close-knit extended ’inmly whice emphasxz*e*d cooper.

t.lon and shnnng?

years. Edntors today do not accept books wlnch obkusly

4
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downgnde any mmonty g'roup Aut;hors are attem ‘ng to lev:n
the facts before they write. However, some writers su.li sutain in-
formation from earlier writers who had no first- hand knowledge
of Indian people -And editors who have no backgrzund ia Indian
cultures accept the research of these writers. I+ is still necessary
to select carefully and either omit inaccurate material or discuss
problems with students before they read.
Omission of facts

While less. dxstortxon of facts occurs in present-day wntmg. the

The- treatment Indians received is ,usually _omitted - frorn
children’s literature, as are Indian contributions to the life of
Americaand theworld. .~

_ Although the first settlers learned to grow. corn; pumpkms

beans, and many other crops from Indians and were taught In-
dian farming methods, those Indians are pictured in hlstbry and
fiction as nomadic hunters, not farmers. Little mention is made of
the fact that many food plants used throughout the workd were
first domesticated by the American Indian. Readers do not learn
that many Indian medicines and Indian methods of treating
fevers; blood clots; and fractures have been taken over by modern

physicians. L
- Indian religion is ignored, bmshedosrethhﬂyr or discounted

as heathenism. Little is saic of tlmdeepspmtuai nature of most

Indmns. nf the mportanw of rehg:on in indmns everydavhfe. of

believed in one suprems bemg Writers se>m unaware of the In-
dian’s philosophical thought, close family ties, respect for the
land and all of nature, emphasis on hospitality and generosity,
and the relation of all of j:heee to the Indian's spmtual life.

passed their Europemconqixerors in knowledge of sqme areasnf

astronomy, genetics, medicine, surgery, mathematics, and ar-
chitecturs is largely ignored. Also ignored .re contributions such
as high quality cotton and mventxonssuch &3 300w shoes. tobog-

dQ,,the,auj:hors l,nc;lude the many ,grgat Indian 'eaders and
oratars? How many readers of American history know that
Thomas Jefferson borrowec¢ from the League of the Iroquois .

when he was designing the Constitution cf the United States?
Much of what the Grand Council Fire of American Indians said
in a message to the Mayor of Chicago on December 1, 1927, is
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stﬂi true i
- White men called Indmns tlueves—-and yet we hved in

frail skin lodges and needed-no locks and iron bars. White
men call Indians savages. What is civilization?- Its marks

are innﬁie religion and ph;loaophy, ongmal arts, stirring

not ﬂvagv!s. but a- cxvﬂxzednce.,,, I

We made blankets that were beautﬁiufmt tli&vzhme man
with all his machinery has never been able to dnphcahe We

made baskets that were beautiful. We wove in beads and
colored quills; designs that were not just decorative motifs,
but were the outward expression of our very thoughts. We
made pottery—pottery that was useful and beautiful as
well. Wﬁy notmike scho] _children acquamtad with the

school Indian blankets, bnketa. pott;et:z I

We. snug songs that carried in their melodies all the
sounds of nature—the running of waters, the sighing of
winds, and the calls of the animals. Teach these to your
childrea that they may come to love nature as we love it.

We had our statesmen—and their oratory has never been
gqggﬂo@ Teach the children some of these speeches of our
pecple, remarkable for their brilliant oratory. -

We hod games—games that brought gooihuith and

sounid hodies. Why not: put these in your schools? We told

stories. Why not teach school children more of the

whilesomae proverbs and legands of our people? Tell them
how we loved all that was beauufu‘ That we lnlled game op-

fun are murdeters =

Teil your children of the fimndly acte of Indmns to the
wh;tg pople who first settled here. Tell thexm. of our leaders
and heroes and their deeds... Put in your history books the
Indian’s part in the World War. Tell hmthein&ianfongﬁt

for a country of which he war not a citizen, for a flag to

which he bad 1o claun. and fora poUplG that have teated him
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N ot only the descnptwns of Indmns are biased by ormssmnof
facts ‘Descriptions of white heroes are equally biased through
omission. For exampls, Andrew Jackson did some things for
white America for which he deserves honor. But the history
books fail to say that Jackson turned on his Cherokee friends who
bad proven their loyalty by helping him win a war; that he par-
ticipated in the confiscation of their well-established progressive

plantations, their homes, and vﬂhgea,nnd ‘made them wsik more

than a thousand miles to new lands in Oklahoma, & journey on

which many of them died; that he did /i this with no just couse

except that his white friends wanted Indian lands; that, in the
g¢me way, hie took the lands of the other Indian nations, sending
them west on the Trail of Tears, - --

It is important that all children; whether they be Indmm wlnte,
or of any other racial or ethnic origin; develop an appreciation and
an understanding of the variety of cultures which make up our
society and _have_contributed to the American way_of _life.
Children cannot do this if the books they read tell untruths or

sunply ignore entlre races of people and their contributions.

Attitudes of wnters

Their attitudes show-in- theu- wntmgs in many ways. Thus. all
books should be checked for stereotypes; prejudices; and loaded
vocabulary. Innuendos; often missed by non-Indian readers, may
do the most harm to the self concept of the Indian child; or may

develop lifelong prejudices in non-Indians. Often an author who

intends to say something good may, because of his or her inner

feelings, actually downgrade Indians. Not many of these
statemerits are as obvious or easily recognized as that by an
author who said, “He was an Indian, but he was a very smart

man.”
Anotﬁer author uses thJs conversahon.

- “This really isa plece of our American hfe, nght among
the Indians. You wait and see, some day they'll be real fine
American citizens.” -

-~ "Oh,Daddy, net these savages: - — —— T
_"They've got a lot of things to learn; too, honey Gwe

th some time. They've got lots of good in them.”
_One American lnstory textbook devotes less than two pages to
the American Indian,; beginning

There were savage Indmn tnbes thﬁt hunwdthebuffnlo
forfood.Theymadeclothesofthehldes and used skins to
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cover. tliexr tenta The indxans often attacked the covered

wagon trains.

The yocabulary used often bnngs oul. a wnter 8 attxtudes Bat-
tleudnch white men won are called-‘victories;”’ while Indian vic-

tories are ‘‘massacres,’’ even whei they resulted from surprise at-

tacks by whites. White men who_protected their homes were

“patriots;”’ Indians who did the same were ‘‘murderers.”” Indians

who did niot disclose their mxhtary plans to the white man were
“treacherous,”” but that word is not used for generals who
negotiated treaties which were later- ‘broken, or who attacked In-

dians abiding by those treaties 7M9§9rn}ngli’:gs? th pxove with

dians are “pmmt:ve " gven those who were creative artxsts skxll

ed archxtects, or built great irrigation systems!
S

cept, it is important th;ey have culturgliy -and _historically ac-
curate books which relate to their background. Non-Indian
children must also have books which tell of the true li%: of the In-
dian if they are to accept the Indian as a friend ana neighbor.
However, the majority of older books for- children about Indians
and even some more recent books present -a biased picture of In-
dian life. They downgrade the Indian either by false concepts,
stereotypes, and omission of facts, or by innuendos of vocabulary
and semantics. L

_The problem of the Indm;n student, for all teachers who care
about the children they teach, is to choose the right materials and
to separate truth from untruth and biased from unbiased.
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Teaching Native American
Literature

James R. Saucerman

_ The 1986 report of the Carnegie Forum's Task Force on

Teaching as.a Profession makes sweeping recommendations,
even demands, for the “rebuilding” of America’s educational
system beyond literacy. Among the recommendations is that
teachers must be able to think for themselves, must ‘‘be people
whose knowledge is wide-ranging and whose understanding is
deep” (p- 45). Soi- I R
_ Part of the way to develop such a teacher, once more of the
provide a

rigorous undergraduate curriculum that embraces a com-

mon core of history, government, science, literature, and the
arts. That core should develop the essential skills of com-
prehension, computation; writing; speaking, and clear think-

ing. It should deepen appreciation of our history and
culture, foster an understanding of the theory and apprecia-
tion -of science and techmology, develop -aesthetic seu-

sibilities, and inspire creative impulses. (p. 5V)

 The study. of Native American literature cannot do all these
things, but it can answer many needs. The teacher of junior and

senior high-school students in Tndian communities must know.

This original g’gsqy’i:%;;;; here in ﬁﬁﬁt for the first time. All rights

reserved. Permission to reprint must-be obtained from the author: Dr.

Saucerman is-a Professor of English at Northwest Missouri State

University, Maryville; MO 64468.
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the Native American literary heritage and forms of expression
and be as sensitive as possible to the subtleties of images and
themes. In addition, he or she must be alert to the_shaping of a

positive self-image in each student, a shaping often resident in
literature. Then the teacher can make more -appropriate selec-

tions of material and modes of presentation appropriate to the
region, tribe, and community without limiting intellectual in-
quisitiveness. For example; sensitivity to the importance of orie's
name in developing good self concepts helps the teacher to avoid
the blunder committed by the teacher in Phil George's short
poem “Name Givaway’ who insists on giving the foreign name of
“Phil George" to her young student—refusing to recognize his
real - name: TWO 3WANS ASCENDING FROM STILL
WATERS. - - - I

-While the Native American literature has existed. of course.

since Native Americans have existed, not until the early 1970’s

did it finally break free of history and anthropology. No matter
how well intentioned historians and anthropologists have been as
individuals, or how inescapably important -history and -an-
thropology are to the literature, its recognition as more than

curiosity and historical record has been a long time coming. But
Native American literature has arrived-and should be used.
- This chapter does not provide specific lesson plans Oor_course

designs. Those are left to teachers who can draw upon their own
backgrounds and experiences. However, such groups as the
Council for Indian Education, Box 31215, Billings, MT 59107,

and the Navajo Curriculum Center at Rough Rock Demonstra-

tion School, Rough Rock, AZ, 86503 offer assistance. For exam-

ple;_the Navajo Curriculum Center publishes -a two-volume

Teaching Guide for Indian Literature (Campbell, 1983). Even so,
it rests with teachers to know enough to select appropriate

literary texts for their students. With that understanding; the

purpose of -this chapter is threefold: @ - =

1. To provide background on the nature of Native American
literature that can guide the initial direction a teacher might
ﬁké-: L L Ll ol - -

. To identify as basic core some Native works which_have
become (or are becoming) classics which are inescapable in a

to

review_of the literature regardless of what other valuable
and jnteresting selections may be included in a teacher's
oz gading:as'mgr”*nm””:en:'tg. _ - - LoDl
3. To identify useful secondary soiirce materials available to
assist teachers understand the nature of Native American
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strikes at the heart of essentlal truths and how they are derived
from our relationships to the spiritual presence; to the landscape,

and to each other, and is, as well, highly personal. Literature is

the expression of the universal artist engaging the world around

him or her: the voice of W.B. Yeats, Wii.iam Faulkner, Frank
Kawabata, Ovid, Scott Momaday, Simon Ortiz, or Leslie Silko.
The personal nature cormes- from a charactenst'cally mtense par-
dings, or the,fragme,n,tmg failure to fmd such a whgleness The
Native American voice speaks from its own werld in America and
from the unique position of being native to the land, even while
sometimes separated from it by the dominant, white, modern

American society. .~ o

_The. voice evokes_the presence _of “What Moves-moves"
described by Kenneth Lincoln in the introduction to Native
Amencan Renazssance In spxte of the nch. vaned texture of In-
power” (Lincoln, p. 2) is not only pan-Indian, as.Lincoln would
hﬁié it; it is ﬁﬁﬁ;hﬁiﬁﬁﬁ Td léﬁd §ti.idéiit§ lnto tl’ié umvérﬁillty

recogmze the essential trutbgjqcahzed in thef ’ ars of ex-

istence, whether given in bxogra;iﬁv or in a fngﬁiy fanciful poem

or story.
Ralph Waldo Emerson wntes in C'zrcies. “Our life is an appren-

t:ceshlp to the truth that around every circle another can be
drawn. that there is no end in nature, but every end is a beginn-

ing” (p. 263). That idea is exemplified in miich Native American
hterature Emerson adds,

The life of man is a self-evolvmg clrcle. whxch, from a ring
imperceptibly small, rushes on all sides outwards to new
and larger circles, and that without end. The extent to which
this generation of circles, wheel without wheel, will ‘80,
depends on the force of truth of the 1rd1v1dual soul. {pp.
264-65. — - -

Native Amencan hterature, too reeords the mdlwdual sou
mward search of itself, and the rushes of that soul- outward
through many circles to the further reaches of our encircled ex-
istence where it shares a commonality with the world at large.
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Within that most expansive circle are smaller circles of com:

does the literatire of many cultures, at each extension of
awareness, from the personal, self-evolving circle outward. to
larger, more inclusive circles, gaining strength from both the
universal values and from its own more particularly shared tribal
values. The figure of the circlos within circles-is sppropriate
because Native American literature does -niot lie outside the
established world literature, but like each cultural circle or entity

has its unique being within that larger circle, a part of it rather
than apart fromit. - - - - -
‘This chapter deals with the pan-Indian reaches of the circle

rather than the inner circles of regional and tribal literatures that
give life_to individual pieces. The general reviews, suggestions,
and directions given in this chapter cannot answer all needs. Par-
ticular selections, reading assignments, and themes are left to

teachers who, with the help of their own experience and books
suggested in this chapter, can select readings most appropriate
t'btheu' mglonand Stifdéiitﬁ. A oI IIIno . oo

-If we were to teach a coiirse in so-called world literature, which

Ancient Greeks to that of Modern Europe), all of us would

recognize and accept the impossibility of adequate, thoroughly-
complete studies of all literature within that domain, that circle:
Recognizing that impossibility, we might accept the selectivity
of the course; so must we not demand of any one class an in-depth

study of all Indian literatures of all nations and all time. The
course in literature of the Western World, along with the same
freedom to choose pieces most appropriate to the objective of the
dﬁjs-, _ i R z oLl L _ o .
-One favorable comment about Nathaniel Hawthorne's works
(The Scarlet Letter, for instance) is that Hawthorne cannot keep
the past out of the present or the present out of the past. This is

also true of Native American literature—whether an ancient song
of wholeness or a contemporary story of struggle within a

fragmented modern world. Abel's struggle in House Made of
Dawn forms -a. classic example. Abel's {ractured-iife is made—
whole through his returning to the values of the natural rituals,
especially the restorative “Navajo Night Chant,’" and the healing
power of the words. Momaday’s conscious use of ancient rituals
is perhaps the most obvious. But the importance of the accumula-
_tion of past literature as it informs the present dares not be lost;
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we must not thmk the past exlsts in preunt hmrature only in
direct borrowings. The teacher of Native American literature
must constantly be-aware of two worlds: the ancient tribal world
and today's technological world. Many conflicts and the resolu-
tions of those conflicts in the literature generate from the ten-

sions between those two worlds; whether in Phil George’s short

poem, in Charles Eastman's autoblograpincai accounts, in Scott

Momaday's House Made of Dawn, in Leslie Silko’s Ceremonies,
in John Mathew’s Sundown, in Mourning Dove’s romances, or in
the dynamic contemporary poetry of Simon Ortiz or Wendy
Rose.

- One of the b€§t tools for unlockmg the anclent tnbal values and
the new, ve<created aesthetic participation is Owen Barfield’s
book Saving the Appearances. Although he does not discuss
Native American literature specifically, Barfield offers a concept
and a vocabulary io help us better understand the literature.

The core of Barfield's argument in Saving the Appearances lies
in two closely related concepts. First, the difference between the
tribal outlook toward nature and -the ‘‘modern technologica
outlook i more- than merely a dxfference in thinking- about
phenomena (which he labels alpha thinking); it is also a difference
in figuration; the process- by which the mind constructs
phenomena from sense experience. As modern readers of ancient
myths and tales; ‘‘we are in contact with a different kind of think-
ing and a different kind of perceiving altogether” (Barfield, p. 29)

because we experience not with our impartial senses alone but

with other things such as ‘‘mental habits, memory, imagination,
feeling and will”’ (p. 20). Furthermore, ‘‘the striking difference
between primitive figuratxon and ours is that the primitive in-
volves ‘participation,’ that is, an awareness, which we can no
longer have, of an extra-sensory link between the percipient and
the representation’ (p. 34). The relationship between:the early
tribal poet and the outer wofldjs not the s samena thel-e]ahons]np

man had a partxcxpatxon in a world wlncl'n for him;, was not
“outer” atall.

_Because phenomena are collectlve representatwns, they chnnge
from one era to another, from one culture to another. This i m Bar-
field’s second major concept, ‘‘evolution of conscicusness.’’ Bar-
field argues that, just as there has been biological evoluticn, so
has there been an evolution of consciousness which causes us to
differ in our figuration of phenomena. That evoiution has caused
particles to become separate, unreprese:nted objects existing in-
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dependently of our partxcxpatxon Thxs path toward nonpartxcxpa-
tion, toward isolation, in the Euro-American world leads from the
emergence of Greek reflective thought and the direct and pur-
poseful rejection of participation in ancient Israel, to the modern
scientific revolution which -made a fajt accompli of the detach-
ment of the outer from the inner worlds. Without denying either
tribal or modern scientific phenomena, awareness of the history

of this evolution of consciousness can help us to imaginatively re-

creato another kind of participation which Barfield calls *‘final”’

participation, a symbol-creating activity akin to nineteenth-

century Romantic imagination that had Goethe as a patriarch
and Samuel Taylor Coleridge and Ralph Waldo Emerson among
ite disciples.

Native American hterature often makes use of the remembered
original participation and the re-created final participation which
it shares with all great literatures worldwide. Failure of the
reader to recognize this participation creates a separation that

can lead to a weakened understanding of contemporary writers

who aesthetically restore paz:ttcxpatmn, I

__What_does a_junior high or. senicr high school student care

about the Barfieldian analysis of phenomena reviewed above?
Not much: The literature must speak for itself if the student is to
respond. However, teachers must know and care if they are to
focus certain historical or critical light on individiial selections so
students may read the literature with g'reater understanding and
enjoyment. - -

__A standard anthology vzouldbe the ‘best source formﬂymytﬁs
and folk tales to be read in either j junior or sexnior high; although

the reading level would have to be carefully monitored. Selecting

poetry creates more of a problem even though the number of ex-

cellent poems appearing in anthelogles is a positive development
of the last decade The problem anses when poems a teacher

_poem ‘Surviving;” however, nexther isin Sandegg and Peek; | but
Sanders and Peek include Scott Momaday's “Angle of Geese’
and good poems by Patty Harjo, Simon Ortiz, and James Welch.
Joy Harjo's poem “Are You Still There”’ appears in yet another
antholegy.- (All -are appropnate for high school, perhaps even
junior -high.) The problem is -indigenous to - literature texts
generally, for one typically finds that an English or American
literature anthology includes some but not all of the poems by
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clude in a course: The same pnni:lple apphes to short stories. For

instance, the collaborative story 1‘ﬁﬁeesBaughter," by Juanita

Platero and Siyowin Miller, appears in some anthologies but not

all standard ones, yet it is a very good story to help form a core

reading list for junior or senior high school students: The best
solution is to select (when posslble) a useful anthology then sup-
plement it.

_The Bestassxstancem selectlng readug matenals comes-f from

the bibliographies compiled by Anna Stensland (1979),- Paula

Gunn Allen (1983), Andrew Wiget (1985); and Colonese and Owen

(1985). These bibliographies offer the best help in selecting

primary and secondary Native American writing. Most of these

blbhograplués contain a core of autobiographies and novels ap-

propriate to junior and senior ‘high school students. Stensland

most clearly identifies and suggests the appropriate level of the

literary works. -
_In_addition to what 1 may be found in anthologles, a orief core

readmg list_of biography and autobiography would include
Charles Eastman'’s Indian Boyhood (1902), Emerson Blackhorse
Mitchell's Miracle Hill (1967); and John Neihardt's recounting of

Black Elk's life story. A core of novels (and romances) would in-
clude D'Arcy McNickle’s Runner in the Sun (especially for junior
high), his Surrounded -(1936), and Janet Hale's The Owl’s Song
{1976). Stensland also lists Momaday's House Made of Dawn (for

inclusion in high school classes). That novel is, to date, the single
outstanding novel by a Native American; however, it could prove
difficult reading for students ad would demand carefully help-
ing them through its stylistic features,

To our good fortune, recent years have Brought mder pubhca-

tmn opportunities for Native American writers and publication of

a number of books and articles extremely useful to teachers of
Native American  literature. Paula Gunn Allen's_Studies in

Anmierican Indian Literature includes a list of periodicals which

typically publish werks by Native Americans and scholarship

about Native American literature. Aiﬁdiig the most accessible
and useful of these are: -
_ American Indian Culture- and Re.search Joumal Amencan In-
dian Studies Center, 3220 Campbell Hall, Umversxty of Califor-
nia, Los Angeles, CA 90024. =

American Indian Quarterly. Native American Studies, Umver
sity of California, Berkeley, CA 94720.

Blue Cloud Quarterly. Marvin, SD 57251
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Joarnai of Amencan Foiktore 1703 New Hampshu'e Ave NW

Wiéﬁmgton. DC 20009.

MELUS (Multi-Ethnic Literature of the Umted State.s}
Department of Engllsh. Umversxty of Cincinnati; Cincinnati; OH
45221. - o

Studies in American Indian Literature. Departmedt of Enghsh

and Comparative Literature; Columbia University, New York,
NY 10027.
_Sun_Tracks: An American. Indum themry A’n’nu’ai Depart-

ment ofEnghsh. Umversity of Anzona, AZ 85721 777777
32, Utah Stam University, Logan. UT 84322. -
Allen hsts anot,her tweﬁty txtles and should be consulted for

Penodxcals devoted to one or more aspects of Native Amencan
writing. - .

The blbhographxest.hat follom list ma;or anthologies of N atlve
American writing and books about Native American literature
which _contain material that should prove useful as genera!
studies or particular advice. These are highly selective lists, of
course, and one should consult bibliographies included in most
volumes and those annual bibliographies appearing in journals.
The annotations suggest the pnnclpal strengths and possible
weaknesses of each text. - - I
_ The teacher of Native American literature must face several
questions: What makes a circle within the grander circle distinct-

ly Native American? What shared basic assumptions are enclos-

ed _within_ that _circle, whether unique to Native American

Literature or not? What shared values and modalities give power
to_the particular forms? The answers often arise from the

students responses to the hteramre )

Cntzcal essay.s and course des:gus New York: Modern I.Ianguags
Association. _ __
__This volume follows Stensland's xmguml work by a decade as

the next major study of its type, but is aimed primarily at college
level courses; therefore, teachers should not expect direct applica-
tion to junior and senior high school. However, the forty page

“Works Gited" éectlon. the outstanding essays by such scholars
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The chapter des;gnatlons -are. “Oral Literature, PersonaL Nar

rative; Autobiography; and Intermedial Literature’’; ‘*American

Indian Women’s Literature’’; ‘‘Modern and Contemporary

American Literature”; and ‘““The Indian in American Literature.”’
A useful “Resources’ section contains a bibliographical essay
titled A Guide to Anthologies, Texts, and Research’’; a selected
list of periodicals which publish American Indianliterary works
and scholarly - articles about the- literature;- a further list of
periodicals which - have - devoted special issues to_Indian
literature; and a selected list of presses which often ﬁiiﬁiisﬁ In-
dianworks. _ __ ________ e

__The book is an extensxve. mescapable volume to have in any

library. However, it is best used in ccnjunction with other

resources such as Andrew Wiget’s or Kenneth Lincoln’s listed
below.

Induzns Views and mterpretatzons A gathenng of Indian

memories, symbolic contexts, and lzterary criticism. New York:
New American Eibrary.
__This_volume has served teachers well & since xts pubhcntion

partly because of the range of material suggested by the long sub-

title: That range is further demonstrated by inclusion in the set of
twenty-sxx selectlons such ﬁgures as J ohn Stands in Txmber. N f

therature" stands out fromamdng other very good essays in the
volume, as does N: Scott Momaday’s address ‘“The Man Made of

Words” and William Bevis's fine essay on the problems of

translating poetry from one culture to another.

Coionese, Tom and Louis 6wén ji§§5j Amériéan I;zdian

The preface to this_ blbhography states ,i‘This sg{efsgd
b’ib’liégi'iph? je intended as an aid to students of the American In-

dian_novel and as a guide to the rapidly expanding volume of

critical material dealing with Indian novelists’ (p. ix). The entries

include novelists writing in the 1920’s and 30’s such as Mourning
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novelist there is a brograplncai parag'raph one-paragraph

synopses of that author’s novels; brief listing of other works by

that author, and one-paragraph responses of other scholars of
Natlve Amencan hterature. Charles Larson, Aiin’a Stensland,

others. ,Entrlesfrenge from two pages for, Dallas Ch;ef,,Eagle. to
five pages for D'Arcy McNickle, to nearly twenty pages for N.
Scott Momaday.

Lincoln, . Kenneth: (1983) Native American Renaissance:
Berkeley and Los Angeles: University of California.

The introduction, ‘“‘Sending a Voice,” sets the reader on the
tracl' of Lincoln’s theme. The volume's nine chapters cover the
ergpected range froni "Ancestral Voxces in_ Oral ‘Tradition”’ to

behograpﬁy of p pnmary Nat;rve Amencan works and schola.rly

studies of the literature: Lincoln has been faulted for being too
selective, for omitting essential scholarship, and for his *poetic-
like” writing style; nonetheless, this book is informative and
rewarding to read, an outstandmg addition to a personal or
school library.

Stensland Anna Lee (1979{ therature by and about tﬁe
American Indian: An annotated bibliography (2nd ed.). Urbana,
1L: National Council of Teachers of English: _

__This is the major volume published by NCTE which has served

teachers so well since its first edition in 1973 and especially since
the present een more useful, second edition. Its great advan-
tage is suggested by the title, for the volume contains fully an-
notated bibliographies under the following headings: ‘‘Myth,

Legend; Oratory, and Poetry,” “Fiction,” *“Drama,” *Biography
and Autobiography,” “‘History,” "TradmonaLere,and Culture;”’

“Modern Life and Problems;” ‘‘Music; Arts and Crafts.’’ In this

second edition, the entries in each category are grouped under

elementary, junior, and senior high school, and adult headings:
Stensland’s bibliography contains a section of capsule
biographies of American Indian authors and sections with the
self-explanatory titles-*‘Guides to Curriculum Planning” and “A
Basic Library of Indian-Literature.”’ One shortcoming of this
otherwise outstanding brbhography is also among its strengths:

109 =




the srgmfu:ant presence of non-IndJan writers.- However, th

standard classic works of such writers as Tharles Eastman, Scott
Momaday, James Welch, and Leslie Silko (among others) are

clearly present. It remains, for its purpose, a benchmark volume
unrivaled to date

Wrget Andrew. 11985) Native Amencan Literature Boston
Twayne Publishers (G.K. Hall).
_ This recent contribution to the famxhar Twayne s Umted
States Authors Series is an extremely useful general study.
Although the book is fairly well balanced; Wiget devs pay more

attention to contemporary Native Americar: poeiry than have

some other. scholarsr therefore; tlns parj:mnlar contnhutron helps

added advantage i of a later publlcatlon date. This volume, too,
contams a useful selected bibliography.

Selected antbowgles

Authors, BostomHoughton. l\.rfﬂmL S

This small volume (151 pages) is made excellent by the selec-
trons included. Although contemporary materials should be used
to supplement it, this text would serve very well as a high school
text. Not only does it mclude the mescapable ﬁgures (Charles

Eastrriéii' Emerson Mrtchell N Scott MOmadey, end Jamee

Tlioméé Whltecloud’s fine Phi Beta Kappa award essay “Blue
Winds Dancing.’’

: Rosen, Kenneth (EdJ (1974), The Man to Send Ba;nclouds

Contemporary S:ories by American Indians. New York: Viking.

. Stories by Leslie Silko and Simon Ortiz dominate this collec-

tion because of their quality and number. This collection, while a
good ore, could be supplemented for classroom use by more con-
temporary stories and a wider selection of writers.

pomry poetry by Américan Indums New York: Seaver Books

(Viking). . _ .
This volume also is somewhat dated ,Eowever, it remains a

more successful text than Rosen’s collection of short stories

because of the number of poets included and the range and ex-
cellence of the selections from the t:wenty-one poets represented.
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Sanders. Thomas E and Walter Peek (1973, therature of the

American Indian. Beverly Hills: Benzinger Bruce & Glencoe.
(Abndged paperback 1976.)

__This volume remains the best general anthology in spxte of its
1973 date, in part becatse a relatively small section is devoted to
contemporary literature. One of its greatest values lies in the

treatment of early myth, folk literature, and oratory:

Vehe. AlaxLR. (1979) Amencan Iridian therature An An-

tﬁolngju Norman: University of Oklahoma Press. -

- One fascinating part of this anthology is the ‘‘Songs" sectnon

wlnch includes a version of the Delaware ‘‘Walam Olum"” in pic-

tograph, Delaware text (anglicized), and English. Chippewa
songs are included complete with musical notation.

'I‘umer. Fredenck W (1973L The Portabie North Amencan In-

- One of the ﬁmmdaBle Viking Portabie series, thls xncludes a

hmlt;ed but very useful range of writing under the headings

“Myths and Tales,”” “‘Poetry and Oratory,” “Culture Contact,"”

and “Image and Anti-Image.” The “Myths and Tales” section
seems strongest, although effective individual selections ¢ occur in
each sectxon

Additional works clted
Barfield. 0. (1965) Samn& tfwagpearances A study in ldolatry New

York: Harcourt; Brace & World. -
Campbell. -D.-41983).- Teaching guu{e for- Indian lterature (Vols i 2)
_ Rough Rock, AZ: Navajo Curriculum Center. - -~ -

Carnegie forum Task Force Report {1986, May 21) as excerpted in The
Chronicle of Higher Education, 43-54. -

Emerson, R.W. (1981): Selected writings of Emerson. Donald McQuade
(Ed.). New York: Modern Library (Random).
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_ The Whole Language
Approach to Language Art
for the Indian Student

Sandra Fox

The communication skills of listening, speaking, reading, and
wntmg are learned best together as, for example. dmg can be

mumcatlonskxlls should be combined in a teac,hmg,appmach call-
ed ‘whole language.’”’ The instructional philosophy or

methodology of a “whole language’’ approach incorporates oral

language practice, the use of culturally relevant materials, and
language experience activities. The prmcnples of the whole

language approach are: - - -
1. Much of the content of mstructxon comes from the student 8

own lanuage and experiernce. -

perapeg:tme rather than as. mo]atedpan:s For example, words are
learned in_the context of meaningful  language experiances.

Sound/symbol correspondence (phonics) is learned from. the

sounds within words which students know and use. Aspects of
grammar are learned from practical application.
3. Instruction is based upon i active learning strategaes

Egeqrptg ﬁ;oinjhl,s -essay !ig!é,,bﬁn prinw‘d in Whole Laneuaxe Ap-

proach to Improving Reading and Communication Skills; IEA Resource
and Evaluation Center One, NAR/ORBIS. All rights mfl{e@g-

sion to reprint must be-obtained from the author. Sandra Fox is-an
educational consultant.-She can be contacted-through the Council For
Indian Education, Box 81215, Billings, MT 59107.
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- 4. Communication skills are not taught in isolation. Students
learn to read: from writing, and vice versa. Programs_should,
therefore, include reading, writing, speaking, and listening ac-
tivities. .

5. Students are t.anghti to fgjoy and apprecmte the written
works of others, including Indian and non-Indian literature.

Whole language programs usually include:

1. Writing language experience stories.

2. Bringing familiar language to the classroom (words from Iud
culture, television, radio, songs, sports; and so forth). --

3: Reading strategy instruction {decoding; comprehending, and
critical thin] activities).

4. Readmg tostudents. =~

5. Having students read to themselves for enjoyment

6. Sharing of literature..

7. Havmg students wnte every day

Lmtemng

- Listening i is an- 1mportant language arts sl’nll. It is estlmated
that people spend forty-five percent of their daily language-use
time in some listening activity. Listening is especially important

for Indian students who need to expand their vocabularies to

gain command of words they may want to use in speaking,
reading, and writing:
- In a whole language program, students practlce hstemng when

they are read to a regular actlvxty of the approach They practlce

students brmg famlhar words for word lists and as they hear
other students share literature;_ __ _ ___ __ _ ___ ___

_In addition; other opportunities must be made for hstemng
practice. Early primary students should have practice in just
listening to and identifying sounds and their features. Primary
students must have practice in listening to directions, recogniz-
ing rhyme, listening for sounds in words, listening for meanings
of Wiji'dﬁ iifd hétéiiiﬁg fdr mﬁm idéis, EEQiiéiiéé; and details.
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In mtermedmte and upper grades the same km&aofjxstamng

practice need to take place; and, in addition, students need to

practice listening to tinderstand and learn, listening for pleasure,
and listening cntlcally prlﬁc actwmes must be planned mth

and instruction in :eadmg ‘and wntmg for each purpose can be

correlated. However, it is essential that listening not be

neglected. For Indian students, especially, more time must be
devoted to it.

Spéiking I
- Speaking, hke hst.enmg is not gmenenongﬁ mpﬁamm most

classrooms. One of three major recommendations for improving

language skills of Indian students is to provide more.oral

language practice for them. Indian students must spend more
time mastering spoken language before they are expected to read

and write it. - o
_Ina wﬁolalanguage progmm speaking loral language practxce)
comes into play when students discuss an experience they have

had which then provides_the teacher with the content for a story

based upon that experience. This type of story is called a

language experience story. For young students, the teacher

writes the story down ona chalkboard or chnrt paper wlule older
students bring famlluir language t.o the classroom to suggest
words or phrases to make- lists of sports terms, names of
toothpastes; or words with the same imeaning such as awesome,
humungous; and other synonyms for large. When students share
literature they have éﬁ;ﬁiéd by tellinga Etoi'jj or reading out loud

Other oppo:tumtmafor practmmg oral languageby students

include reciting._poetry and_individuai or choral readings.

Students should regularly participate in skits or plays, give short
oral reports speak into tape recorders, share experiences, and be
involved in discussions. Any activities in which students have
the opportunity to converse with each other can make good oral
language practice. Stress the-utility- of speaklngeffécmvely
-Oral language activities should be meaning - The setting
should be as natural as possible and the focus should be on the ac-

tivity and not on the language itself. Much of the snurce for oral

language practice can come from the fact that Indians have

always told stories. Students can tell tradltiomﬂ stories, inake

w114




ongmal speeches, or recxte the speeches of other Indmns (for ex-
amples of Indiun oratory see Virginia Armstrong’s I have
spoken). They can turn legends into plays. Speaking shculd be
made an important skill for Indian students. - -

If your school has a bilingual program in which both the natxve
and the English language are being strengthened, the inclusion of
activities is even more important. Only when students
s;nali and get reinforcement for speaking do _they learn a

langnage ‘The cla: sroom environment created for language learn-

ing should include concrete objecis and situations as much as
possible. The bilingual program should aim for conversational
language through immersion.

Writing L

_ Students should mte every day Wntmg should be made an
unportant activity. Students should have writing folders or large
envelopes in which to keep written work. Classroom rules should
emphasize that it must be quiet when people are writing. The
“edltm’g" {correcting) process must be made an important ingre-
dient in the writing- process. As part of it; students should
regularly get the opinions of other students about their own
writing and may sometimes work in pairs.

. Two kinds of writing need to be practiced in school: controlled
wntmg and independent writing: These lead to the two kinds of
writing necessary for life’s communication needs: exact writing
and imaginative writing.

Controlled writing. In controlled wntmg the mstruetor con-
trols the topic and form. This is useful for t 1ing writers and
for older students who need to improve their exact writing skills,
One form of controlled writing is to have students copy written

works. _In early grades, students can copy poetry, songs,

language experience stories, and other short works: It is best if

they copy poems, songs, and stories with which they are already
familiar. - -

A second form of controlled wntmg is to have students wnte
word lists from -their experiences and surroundings (not from a
spelling book!). For example, students can write names of things
in a picture or in their classroom, school building; school yard,
town, or home. The students suggest the *'things’’ for the lists

and then write them: They may have to ask for the names of some
thxngs. These can be written down by the teacher and their spell-
ings discussed one at a time; or students can make their own lists

based on the topic and exchange them for correction by their
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peers. The teacher should be on hand to explain and confirm spell
ings. After a word list is-complete and correct, more advanced

students can write descriptive paragraphs of their - classroom,
school yard, living room, and so forth. Students can do specializ-

ed word lists such as things on a Christmas tree or things having
to do with other holidays or spec:ah‘lays They also cen do rhym-

ing words. after the first word is given. They could then write

poetry with the rhyming words. Word lists can be done by groups
of students or used by tutors with individual students:

A third form of controlled writing is the dictation of sentences
for students to write. Length and number of sentences depend
upon the level of the students. Sentences can include students’

spelling or vocabulary words, or they can be from an experience

which the class or a student has had. After each sentence is writ-

ten by the students, the teacher should write it correctly on the

chalkboard for students to compare with theirs. This provides im-
mediate feedback as to their success at writing, correct spelling,
punctuation; and capitalization. The teacher or-tutor- directs
students to check to make sure they have capitalized, put a
period, and so forth—one aspect at a time; stressing thmgs with
which students are having difficulty. = __

More advanced students may have short pmgtaphs dmtated

to them. No hints are given, such as “‘end of sentence;’’ only the

words are dJctatad. Students then have to check to see if they

properly indented the first lme. and if they have correct spelling,
capitalization; and punctuation. Short papers can be dictated to
see if students can divide ideas into paragraphs as well as check:
ing on other skills: -

__A fourth fomofcontrolled mtmg is to convert. questlons mto

statements. The_instructor_should explain or review the. dif-

ference between questions and statements. Students should then

be directed to write a paragraph of statements in which they
aniswer questions such as: What is your name? What school do
you attend? What grade are you in? What is your teacher's
name? How many students are in your cla3s? 1s your school work
easy or hard? The length of sentences and the paragraph will de-
pend, of course, upon the level of the student or group. Questions

can also be given individually and students’ statements checked

after each is written: Questions could be on the same topic or on
unrelated topics. - I
A fifth form of Controlléd wntmg is to hnve students wntea set

number of sentences each week from spelling or vocabulary
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the top of the page. Students should work toward. lmyntgfewer

and fewer errors. They become confident when they see they are
eliminating errors. Students at higher grade levels will have more
sentences to write. However, there should be few enough so the
teacher can look them over quickly, maybe even correct them in
front of the students as they are handed in. Otherwise, the in-
structor should -arrange a time to talk with the students about
their errors. A simple record of types of errors being made should
be kept for each student. Students soon discover that many of the
errors they make are from carelessness. ___ __ _______ ______

Controlled writing should be done as long as needed; the con-
tent should depend upon the types of errors made by students.

- Independent writing. In the second writing category, indepen-
dent writing, students are encouraged to put their thoughts and
ideas on paper. Writing should be viewed as the ability to write
one’s own ideas and ﬁféﬁéﬁt them in a form for others to read. It
should be stressed that one’s own ideas are important.-Ideas can
provide real or imaginary information—fiction or non-fiction. -

_Independent writing should be stressed from the first day of

schooL Children want to write, as shown by their crayon marks

and scribbles on paper and walls. Therefore, they are to be en-

couraged to write in kindergarten, because, from the beginning,
they must believe they can write. Allow them to scribble, draw
pictures, or write alphabet letters, if they know them. Ask what
they have written and praise them for what they have done.
_Early writers in kindergarten and first grade can also draw or
pamt pictures _to_put their ideas on paper. Each artist can tell

about his or her pictures, and the teacher can extract two or three

sentences that will describe the picture or tell the story. By the
next day, the teacher can have attached a story strip to the bot-
tom of the child’s picture with the two or three sentence descrip-
tion on it. The students share the pictures again and read the
“stories’’ that go with them. Later on, students can write their
own stories to go with their pictures. - e
First_grade children often have Jumted 'ﬁ’"-usage
vocabularies. If their flow of thought is mtermptbdby idea gaps

and spelling problems, students may feel frustrated about put-

ting their own ideas down on paper. In initial writing lessons an
magxnatxve set of completxon blanks sometunes emibles students




MY PET
I havea pet and its nameis _-
It has - fur
It likes to .

It qleeps in the
After students fill in the blanks, they can copy,,the entire

paragraph to make it their writing. For older students who need

this kind of motivation to get anything written, leave out every
fifth word of a work so they can fill it in.

Selectmg a toplc I

Independent writing requires selectwn of toplcs Seiectmg
toplcs 1s dxfficult for chxldren at first 80. at first tzachers may
students should be encouraged to select thelr own t.opwe The
topics__should - be -relevant- -to the students’ experiences,

happenings in their | lives; or things they know about. Sometimes

teachers can provide the beginning of incomplete sentences or the

ending of sentences in order to_get students started. However,

teachers and tutors should help students learn to select their own
topics. A teacher may show how he or she selects topics. The
teacher and students need paper and pencll. On one of the pieces
students are mstrucmd to hst topxcs about whlch they may ° want
to write. The teacher tells them it can be something that happen-
ed to them, something they are interested in, or just something
they want to write about: The teacher writes down two topics and
then tells the class what they are and his or her reasons for selec-
ting them. Then the teacher has the students write two more and
does the same, explaining his or her choice of the last two. (Four
topics help students expand their thinking.) Then, students are
asked to select one topic from the four. They can confer with
writing partners; if they wish. - - -

_Teachers should ‘‘model’’ W'ntmg for thexr students After the
teacher chooses a topic_or _the class helps choose a topic; the
teacher shows how he or she thinks about and organizes the

writing. The teacher should actually write short papers on the

chalkboard, making corrections and reorganizing ideas while do-
ing so. When teachers write language experience stories, they are
also modeling writing. -

At this point students are ready to begm. Once they have
selected topics;- they need to work quietly so all can think. Music

may be played if teacher and studenta desire it. If students come
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to a word they want to use but cmmbt Bpell, they are mstructed to

put the first sound down and leave a blank or to use creative
spelling so they can ask the teacher or-writing partner later. For
the time being, they should not disturb anyone. .

As a regular practice, students should be_ encouraged to. ll
lustrate written works. This reinforces the ideas used in the

writing as well as the skills practiced: Students can also write

captions for cartoons.

E&iﬁﬁﬁ . o
Making corrections on mdependent wm:mg should be viewed
as ‘‘editing.” Editing should start out simply, with all students

turned into editors after being writers: They can edit their own

work or each other’s work. At first, they should simply read the

work to see if it makes sense. Later, they can check for correct

capitalization, punctuation, spelling, and paragraphirig. Older
students might have a checklist of things to look for.

The teacher can be available to help students edit. Somie § papers
may be edited by a teacher as examples of how to edit. Copies can
be made of one paper for all to see as a teacher points out things
to be changed; or sentences from many papers can be extracted
for a teacher to use as examples. The teacher should be careful to

choose papers written by students who are better writers so as

not to discourage the creativity of those less confident about

their writing.

Pubhshmg R
Somematenals slionld be “ptlthlietL _Sometimes students’

works are displayed on bulletin boards or compiled and actually

put into book form to be read by others. Students can also write
individual books. The teacher is the ‘‘senior editor’’ in these cases
and reviews ‘‘drafts’’ with students before final copies are made.

Final drafts do not have to be perfect. The amount of perfection
expected depends upon the level of the students and the teacher’s
expectations. = . ___

_A project for older students is the ‘‘Foxfire’’ concept of gather
iﬁiiﬁfi ‘writing down information about the local community for
inclusion in a book. Students can also write articles on any topic
for local and school newspapers. Poetry adds spice to the wntmg
program. For early writers rhyming words, after the first one, can
be left out of poetry so that students can fill in the blanks. Later,
students can write their own poetry. They get to feel and use a lot
of language when they write poetry.
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The classroom should have _many opportumtles for wntmg

Students can keep journals-and write in them every day. In early
grades, a teacher can provide the topics. Journal notes are not

corrected or edited: A teacher may; however; review them- and

make comments such as_‘‘me _too,”’ *‘I agree,’”” or “‘nice.” - Older

students, who should keep_journals more like diaries and write

what is on their minds, may not want teachers to review their

journals. I
__The classroom- should have a message bax where students can

answgz and send messages to the teacher. Stress the utility of

tﬁjﬁmmng a wliole language program
_The examples in this chapter are just some of many actlwtxes
that can be used in a whole langiage program. There are many

others. However, most teachers are used to structured programs

outlined in textbooks. There seems to be too many things to do in

a whole language approach and no set way to do them. To provide

some structure to a whole language program, use a thematic ap-

proach. If a topic, book, or special happening is of interest to your

students, organize a whole language unit based on it with related

whole language activities based upon that theme.
For example; you might choose the theme “pets” for Natwé
American students at about the third grade level. Actual pro;ects

might include:
1. Oral language practice. Have students te]l about theu' pets

or pets-they know. They can tell the kind of pet, describe the pet

and tell something funny the pet does. ] .
- 2. Reading to students. Read the book . Dog Story by Oren

Lyons {1973) to the group. It is culturally relevant for some tribes

and is by an Onondaga author. - -
__3: Reading strategy. The teacher picks out rvords encount.ered

in_reading Dog Story for meaning analysis or word. attack in-
struction. Students do a concept mapping of the story. -

- 4. Language experience stozy Have students summarize Dog

Story in a language experience story format.

5. Students reading to. themselves. At their independent
reading levels, have students read stories about pets.. -

6. Sharing hterature Have some students tell about stones of
pets they read and especially enjoyed.

_1. Students bringing familiar language to the classroom. Have
students tell about dog foods or dog food commercials they know

about. Write and discuss the words in dog food brands or words

of cials:
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- 8 Wntmg every day Have students write papers on. “Why
Pets are Important.” Papers can be edited: Students should write

in their journals every day. They may have some controlled

writing also.
The various actxvmes of the whole language approach do not
have to be in any partlcular Qrder, Concepts from other academic

the t.opxc The whole hnguageclassroom should be full of stimuli

for reading, writing, speaking, and listening. Some whole

language classrooms have radmg. writing, speaking, and listen-
ing centers. -

The whole language approach is a much more excxtmg way to
teach than to just follow textbooks, and its procedures also can
be used in content areas such as science and social studies. The
teacher would plan reading, writing, speaking, and listening ac-

tivities on the topic being studied: The whole language approach

also can be used with Indian languages as well as the Enghsh

languag:. If micro-computers are available; students can use sim-
ple word processing programs to write, edit, publish, and even
check the spelling of their stories.

More examples for use in the classroom can be found in books
such as those in the section For Further Reading which follows.

For furthéi' i‘éadliig

Allen, R. V &AllenC (1982) Language expenence activities. Boston,
“Ma: Hou htorerfﬂm.

mvou:es gfﬂﬁzlndtansthxcagofSwallow P ——

Cramer, W.,- & Dorsey; S. (n.d).-Read-ability books (a bxbhography of
1,850 -high interest, low vocabulary books for beenagers) Portland,
ME: J. Weaton Waiclt

reading Seﬂeerwnesaniiégendsof the northwest. Washington

U.S. Government Printing - Office. Contains good dxscusanon of
language experience approach.
Gravas. D. H. (1982). Writing: Teachers arid ciﬁid’mn at work: Ports-
-- mouth; NH: Heinemann Educational Books. -
Grobe E. P.(n.d.). 300 creative writing achumes for composmon classes.

- Portland, ME: J. Weston Walch. - --

Lyons;-0. {1973).-Dog story- New-York: Hohday House -

Ruasall. D.H.; & Russell E F.(1979). Lwterririg aids through the gmdes.
" New York: Tez=hers College. -

Shafer, R. E., & Staab, C. {1983). Language functions and school success.

- Glenview. IL: Scott Foresman. .
Stauffer, Russell G. (1980). The hvgguage expenence approach to the
teaching ofreadini )éavi York: Harper and Row.
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Wilson, R. M;; & Hall; M. {(1979). P?dii?diiiﬁiéd word attack for teachers.
Columbus, OH Charles E. Merrill. -~ -

Zintz M. V. (1984). The reading process: The teacher and the learner.
Dubuque, OH; Wm. C. Brown.
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) En slish as a Seeend

Language for the Indian

Student

Rachel Schaffer

"The ﬁrst peopie on thzs contment to be taught E'nghsh as a Se-
cond Language were probably the American Indians.” . -
James E. Alatis, 1973 p 41

'Eeacﬁmg Enghsh to students +vhose first. language is not
Enghsh involves different assuuiptions about language learning
and student needs than does teachmg English to native Engllsh
speakers. The two groups differ in size of English vocabulary; in
familiarity with the pronunciation and grammar rules of English,

and. m knowledge of the_finer pomts of speakmg _and writing

cultura{ differences. between native Eng.xsh and. spakers to

whom English is a second language which will affect how
students learn and how they behave ir the classroom and,
therefore, how effective partlcular teaching methods will be. - -

Thls chapter concentrates on 1ssues &nd conmderatxons which

stndents should be aware gi, especmlly J;eacl}efnisﬁ of }:Vetxye
American students. These considerations apply to students in all

grades, even to college students. While I discuss practical recom-

mendations first, the studies and theory which follow and on
which the practical ideas are based are equally important and

Tlns ongmal essay ﬁppears here in pnnt for the ﬁrstrtune Allnghts

reserved.- Permission to reprint must be obtained from the author. Dr.
Schaffer is an Assistaiit Professor of English at Eastern Montana Col-

lege; Billings, MT, 59101.
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helpful in providing useful t’eﬁ’ciiing ideas.

" Practical Considerations

Learn English linguisties =
o be an effective teacher of English, a thorough knowledge of

the structure and uses of the language is helpful and necessary

regardless of the type of students taught. This knowledge in-
cludes much more than the “grammar’’ of English, normally con-
sidered to include only the sentence structure (syntax) and word
endings (morphology). It also includes the sound system of

English with its rules of pronunciation (phonology and

phonetics), and ways in which the language is used to accomplish

a wide variety of social goals, such as requesting, promising:

ordering, etc. (pragmatics). The best source of this kind of

knowledge is an introductory linguistics course, which will pro-
vide a great many facts not only about English, but also about
how languages in general are organized and how they can be
analyzed and studied: Teachers who understand the patterns of
English organization and the variety of patterns possible in other
languages will be in a much better position to explain English
structure to Native American students, using what students
know about their first language to clarify and compare dif-
ferences and problem areas. , .

An introductory linguistics course. will also help instill_in

teachers_ an _objective; nonjudgmental, descriptive _attitude

toward all varieties of language, whether Standard  American
English (SAE) or a nonstandard {regional, rural, ethnic) variety.

Too many people, including some educators, feel that any devia-
tion a speaker or writer makos from the so-call ed “standard” in-

dicates a lack of intelligence, education, or willingness to learn
the “right” way. Heatherington (1980) describes this kind of
ﬁfé&éﬁﬁtfii{éf éttiti.idé:

~ A child who uses_correct language is presumably neat,
polite, well groomed, and a paragon of virtue, whereas a
child who uses incorrect language probably falls asleep in
church, plays hooky from school, dissects cats, and takes
dope. {p. 216)
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its own system whlchmay differ from the standardbut still has
its own rules of grammaticality. Teachers knowledgeable in the

facts of language variation can appreciate language differences

without condemning them, and this attitude can make &
classroom a far more open, accepting, and constructive place to
learn. Such teachers wﬂl also be grepared to accept some gram-

language use. Bather ,than d,well,ms o ,outdate,d points of gram-
mar (such as the who/whom distinction); this kind of teacher will
have more time to spend helping stﬁaéigg @:&gmé areas of gram-

thatmaysenously interfere with communication with native

1t is clearly impossible for every teacher of Native Américan

students to_ learn students’ first language fluently, or even well

enough to carry on a conversation, but it is possible to learn
something about the linguistic structure of the language, either
by readmg about it or by askmg explanatlons from speakers who

students’ Enghsh pronunclatxon; _sentence structure. or word
endings, and will help teachers discuss and clarify with students
those areas of difference. Such knowledge can also help teachers
plan lessons that will concentrate on areas of greatest difference,
confusion, and interference in spoken or written English, and will
even help them plan content lessons about the students’-first
language as a way of teaching analytical language skills using a

topic of mﬁerent mterest to the students (see, for example, Hale.

1973).
"Understanding the students’ hame culture is also vital for
understandmg basic aspects of their behavior both in and out of

the classroom, including language-related behaviors.. Different
cultures have varying standards of what is and is not acceptable
or respectful behavior. Silence versus talking, touching, smiling,
eye contact, competition versus cooperation, leadership- roles,
and expectations of a teacher's role-can all differ depending on
standards of a culture. Differences between a teacher’s culture
and that of students can create conflicts and misunderstandings.
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One area of behavxor thnt hnsa strong mﬂuence on the amount
and nature of speech produced in the classroom is the use of
silence. Silence a ‘among students can be used as-a weapon against
teachers and as-a learning tool.. Dumont; Jr. {1972) describes the
first use in a Sioux and Cherokee classroom in-which students
used silence as a signal of éiiltiii‘iil clash i’nth a whxté teacher who

those used by members of the community. In ‘another class.

where a teacher had greater concern. and resmct for students’

classroom. it is vztally mportant to encourage students to speak
and try to express themselves. This can be done best by creating

a supportive, low-anxiety atmosphere, as Krashen (1981) recom-

mends, where students_feel free to_make mistakes and experi-

ment with language, and by avoiding cultural conflict in the

classroom wherever possible: It is; of course, also important to
show students the kinds of non-native classroom interactions
they may face later on in high school or college, such as being

called on to answer questxons, ‘but it is most useful to do 80 by

and | Bsu:ontmmng tobenoncoerclve in encouregmg students to
experiment with alternative kinds of interactions.

 Silence as a learning tool is described by Terrell (1981) as a time

when students are gathering enough ‘‘comprehensible input’’ to
feel confident about performing some task (see the * Approaches
to Teaching ESL" section which follows). Given traditional learn-
ing styles of many Native American cultures, this may be the
most familiar- and -comfortable learning behavior for these
students. Teachers should not be too eager to impose n:ore rigid
Eurcpean_teaching_techniques on Native American students:

answers on_demand or by turns, highly-structured activities

where each student has a specific, unchanging role, etc. This is

not to say that students should never be called on to demonstrate
knowledge or ability, but they should be encouraged to par-
ticipate in culturally-familiar ways, rather than be put on the
spot in front of the whole class ‘

Usea vanety of teaclung techmques ;
Once teachers know sometlung about thelr students' wltnre.

tmost efféctrve teachmg techmques Bit every class and every
student is different; -so using a variety of methods and ap-
proaches will ensure that e every student will get involved at some
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txme, and teachers wn! qu!ckly develop a feehng for the most en-
joyable and effective techniques. Teachers should feel free to ex-
periment and to let studemnts know they are trying somethmg
new.

Teachmg techmques that I hiiie found to be efF tive for
Native American students in composition classes {and for most
of_ my_students; in fact) involve the use of written and_spoken

models, culturally relevant examples and topics, group work, and

individual tutorials outside of class. I

- Most people feel more comfortable learmng by example, rather
than being asked to try something totally new with no model to
follow. For many native cultures, especially, this is orie of the
primary learning strategies. I therefore give iy composition
students several written models of each kind of assignment I ask
ﬂiéiii té Wﬁte iﬂiétliéi- grammar éiéi'élééé, 6iié§ii‘§§i‘i§li

blackboard; for oral exetclses,j dasomeexamples first or ask for

a group response from the entire class so that students who are
not quite sure what is expected can see others do the task:. We
dxscuss the models in terms of both strong end week pomts

I make a specml effort to make my expectatlons for each task

very clear before we begin.
__Many of my Native American students have been surpnsed

that they can actually write an acceptedle essay about topics

from _ their everyday lives and cultural backgrounds. They

sometimes seem to think that they should write about only

suitably academic (technological? mainstream American?) topics,
and are pleased when I tell them that family, hometown life, and
cuitural events are sultably academic topics, as are differences
they have noticed between Indians and non-Indians; and the
problems_or benefits of being Indian. If students have trouble

thinking of topics, I kelp them focus on possible areas by asking

them about home, friends, family, hobbies, interests, knov-ledge

of their culture and first language, and ottir personal topics.
Students who write about subjects they know and like will write
longer; more-interesting compositions. T. D. Allen, who taught
Emerson Blackhorse Mitchell -when he was writing his
autobiography, Miracle Hill {1967), has a-number of techmques
for showing students how to write their life stories in her beok;
Writing to Create Ourselves (1982).

-1 also try to use. cuituraﬂydelavantjopxﬁ uLmy mtmg ex-

amples and grammar exercises. I use student essays as rauch as
. 118
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iiéséllilé. including ones on differences between Indian and white

spec;al word in Assiniboine (defimtxon}, and on the main street of
one student’s hometown (description). Lhaiiejﬁédeﬁg a sentence-

combining exercise based on _a_Navajo short story (‘“Chee's

Daughter,” by Juanita Platero_and Siyowin Miller), a part-of-
speech exercise taken from a biography of a Sioux warrior (Crazy
Horse, the Strange Man of the Oglalas, by Mari Sandoz), and

sentences used as examples of vanous s grammar pomts or even as

names. -

- For_students. whqse cultures encourage cooperatmn over in-
dividual competition, class activities and asslgnmenta that use
group work may be especially effective and enjoyable learning ex-

periences. In my grammar and writing classes, I have students
work in pairs to help each other edit and proofread work, and in
groups of three or four to produce short pieces of writing or to do
exercises, -sometimes with the same grade assigned to each
*\ember of the group. In ‘my research wntmg class. I use group

pariplirasmg mqunma follow class activities with in-

gwgualgaka-hegeagsggg@egts Most of iny students have liked
the variety in activities and have appreciated the extra feedback
from another person. Students weak in one area receive help from

someone other than the teacher and usually are. able to help thelr

valuable expenence in_ teichmg others and in clanfylﬁg
knowledge in their ownminds. =
_Group work is also valuable mencouragmg partxelpatlon from

otherwise quiet or passive students. Shy or insecure students

usually feel more comfortable speaking in small groups than in
front of the whole class; lazy students are usually forced to con-
tribute something by other group members or by their own pride;
and teachers can thus rely on peer pressure to spare them from
the role of manager and heavy. If the group is assigned one e grade
for all members; cooperation is further_ encouraged; since all
members then work towards a common reward.

__Rodgers (1978) discusses a number of activities and st strateglee

for individualized language teaching in the classroom. He
describes group work as one of these strategies, along with eight
other types of activities, including playing and designing games,
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situations. (for example. husmess-related or. politlcal problem-
solving situations, also called ‘‘sociodrama’’), and student con-
tracts drawn up for study projects. Rodgers points out that use
of these individualized teaching methods can accommodate dif-
ferences between students and teachers in learning and teaching
needs, styles, and interests.

__Many college-level ESL programs ‘have tutorials aiparL of
course requirements. These are individualized weekly meetings

between students and teacher, lasting anywhere from 15 minutes
to an hour, during which teachers have a chance to discuss par-
ticular problem areas with students, find out how students feel
about the class and their progress in it, and explain comments on
papers in more detail. The individualized feedback. I believe, is
very important, but practical only for teachers who have no more
than two or three small classes {10-15 students apiece). Students

can be pmred for slightly longer tutorials, each listening to the

other's session, but for large, multiple ciasses, scheduling occa-
sional individual conferences is the best teachers can do. Even
meeting with -students only. once, just before midterm, can
establish a better rapport with students, clarify problems and
misunderstandings, and give teachers ideas for.improving the at-
iiii:iéﬁliei'é and dii"éétiiiii 6f the class.

Make expectahans c1ear

For some- students (and rot just- mmonty students, by any
means); each new class or-new teacher is a mystery. What the
teacher considers good or bad writing. oLapeakmg. satisfactory
progress, appropriate behavior, how assignmen:s or progress will
be_evaluated—in general, what the teacher expects from the
students—will vary from teacher to teacher and class to class.
Teachers who treat students as partners in the learning process
instead of adversaries can help to diminish the mystery and the
anxiety that can -accompany- it, by making -their expectatnons
very clear at the beginning of the course and remaining consis-
tent from then on, This includes explaining- the usefulness of
course requirements, whether content-related or graderelated,
and_explaining the methods of evaluation to be used—letter

grades versus point values versus checkmarks, and criteria for

evaluation—what is considered to be a serious problem (in
writing or participation, for example) and what doesn’t matter.
As much as possible, students need to know how a teacher’s mind

works so they know what will be expected from them.
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étudents aiso noed féedback on thelr oer:formances in i:iie form

teachers. Co,mm&nts should, be posxtxve and nega;xve, mth em-
phasis on the former: It is easy to see mistakes and correct them,
but it seems harder for people in general to realize that good
points also can and should be noticed and praised. When 1 write
comments on students’ papers, I use two columns, one marked +
and one marked -, and I try to make the + column a3 long as I
can. It may never be as long as the minus column (it usually takes
longet to explain how to fix a problem than to explain ‘why
something is done well); but it should always have several items
and words of encouragement

most gffectxvely accomphshedyhere the ] process is-as natural as

possible, much like the process children go through when learn-

ing their first language. For this condition to be met, contact

with native English speakers is necessary, not just casually, but
involving input ‘‘directed to [them] by a concerned native
speaker" (p 234} Of partxculnr concern to Native ESL students
“remain culturallv isolated...becatise of their inadequate second
language skills” is in fact opposite to the truth: “cultural isola-

tion is the cause of the failure to acquire the second language’’ (p.

233). It is, therefore, vitally important for teachers to arrange

regular social contacts with native English speakers, perhaps

through field trips, regular social events, or guests for one-on-one
conversatlons in the classroom.

Approachmg speclfic problems L

ESL students most often have problems with those,éaggnd
language areas that differ most from their first language struc-
ture—and differenices between languages can be extreme. The
temptation is for teachers to spend most of their time on areas of
greatest difference; which is frequently the best-approach to take,
but if an area is not a commonly-used part of the language, then
spending a lot of ﬁﬁé on it will not help students’ fluency very
much (George, 1972, p. 162). Problem areas should be covered in

detail only when they impair students’ communication of ideas or

when they appear often enough in students’ speech or writing to
_be distracting (which can impair communication).
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Two maJor areas of Engllsh that cause problems for second-
lang'uage learrers are idioms and word endings, especially inflec-
tional (grammatical) endings. Idioms are difficult because they
are essentially multi-word vocabulary items: phrases-of two or
more words that have a completely arbitrary meaning rather
than the literal meaning found- by i:oiiibiiiiiig the meanings of
each word-in them. Thus; the idiom *‘you’re pulling my leg’’ has
nothing whatsoever to do with pulling legs but; instead, has the
special nﬁomaticmeamng “You're joking.”’ Students. therefore,

have to memorize sometimes very long strings of words with only
one short,. arbltrary meaning; moreover, when they desire to use
an idiom from their first language, they often will translate it
literally, word for word, into English. Since most languages have
completely different. idioms-for the same idea (where they have
idioms for the same ideas), the results may be unsatisfactory and
frustrating {and frequently humorous. but at the speaker’'s ex-
pense). . _ . o _____._
Idioms must therefore be taugﬁt in the same 3 way as single-

word_ vocabulary items, with teachers’ explanations that all

words in the expressicns go to make up one completely different
meaning. Using vocabulary-building exercises, working idioms
into class and informal discussions, and givir. ; examples of ap-
propriate uise of idioms can help students become faixiliar with
the most common English idioms.

_Word endings in English also cause a great many problems for
speakera of othex: languages because morphology (which deals

rangedhs the most variable level ofJanguage atmcture’ chffenng

tremendously from language to language in terms of what gram-
matical features are marked with morphemes (affixes of some
kind) and which are ‘gnored. English affixes mark nouns as plural
or possessive (-8, -'s); verbs as singular, past tense, perfect or pro-
gressive-{-s,-ed;-ed or -en;-ing); and adjectives as comparative or
superlative (-er;-est), and otherwise change the meaning and/or
part of speech of a word (pre-; un-; -ive, -ment; to mention a very

few). Indian languages handle verbs and nouns entirely different-

ly, so that distinctions marked in English are not at all natural or
intuitive to second language learners and the arrangement of
word endings is strange for them. These endings therefore require
carefil explanation and practice before their usage becomes clear,
and_ probatly many years before the frequeucy of errors is
reduced. Furthermore, English has many words that take ir-

regular endings that must be memonze& separately as special
cases.




_ One area of grammatical difference from English is illustrated
by Crow; a Montana Indian language; which has one ending for
singular verbs (with singular subjects) and another for plural
verbs (Kates & Matthews, 1980, pp. 30-31); Engiish marks

singular verbs orly in the present tense and only for third person

verbs, as in she walks, he sleeps, it looks rainy; there are no

separate singular/plural endings for any other tenses or persons:
Teachers of Crow students could, therefore, expect them to fre-
quently omit the -s ending on third-person singular verbs in the

present tense; in_an effort to make English verb forms more
regular. Crow_also does not mark verbs for tense (past, present.

future), as English_does, and Crow speakers frequently shift

tense in writing or omit the -ed, -en, or -ing endings. Other Indian

languages also merk different grammatical distinctions than
English does. Hopi has different forms of the plural marker for
concrete concepts such as ‘‘10 men’’ than for cyclical concepts
{repetitions of the same event) siich as 10 days" or ““10-strokes
on a bell’ 'ijJii:iH 1956;43 -139). Navajo. liéé inrb stem ‘which dif-

etc.) of the subject or object (Hale, 1973. pp. 207 2&8) e

Speakers trying to learn a second language do not usually try

to impose their first language’s distinctions on. the second
langmge, adding markers where there are none, but they do omit
markers in the second language for which their first language
lacks distinctions. These areas, in particular, will require much

discussion; much practice, many examples, and wherz possible;

direct comparison to the students’ first language:

Approaclies to Teaclimg ESL

EarJy approaches to teaching ESL used- grammar-based
methods, treating language as an object to be analyzed and
manipulated by both students and teachera {Schooling; 1981; p:

216). The grammar-transiation approach, for exampie, required

students to memorize lists of vocabulary, verb conjugations, and

grammar riles, with the result that students could state rules,
recite conjugations, and say words in isolation, but were limited
in their ability to communicate fluently in either speech or

writing in a patural setting.




ﬁ& secoud grammar-based methtjd the audwiznguai approach

Behavicrism says. in general,- that behavxor is the result of learn
ed habits reinforced {through rewards or punishment) by the
situation surrourding the learner. In applying this approach to
language learning, -teachers presented a language model to

students—a particular grammar rule (such as use of the plural

marker -s) or sentence structure (such as the passive construc-

tion)—and had students practice that rule or structure through

spoken or written drills until they had developed a new habit and
could use the structures automatically. Teachers reinforced
students through encouragement and correction. But, agéiﬁ,
creative language learning was limited. -

Eventually; limitations of the grammar based approaches led
to an increased emphasis on communication over purely formaliz-
ed grammar knowledge. Usitug a language to communicate in-
volves far more than knowing lists of vocabulary, being able to

state grammar rules; or following drilled patterns; otherwise, a
student interested iu learning another language could memorize a
dictionary and a grammar book and get along splendidly —an im-
possible task, as the young son of one of my Hebrew professors
was once sadly disappointed to discover when he tried to do this
with Hebrew. As Veit (1986) nicely puts it. “Learning about

252);,,, o el
. To linguists, ‘who study language as a science,. fl.rst lnnguage

learmng involves far more than a set of learned habits or a collec-’
tion of technical terms: there is an active, creative process going
on as language learners construct rules unconsciously from the
lang'uage heard-around them. Commumcatlve-based approaches

like first Jlanguage acquxsxtmn by a chxld. streasmg the. 1mpor-

tance of learning a language to be able to communicate in it
(Schooling, 1981, p: 216). -

'Where grammar-based ESL approaches emphasize language
structure and conscious knowledge of = grammar rules,

communicative-based approaches emphasxze the ability “‘to com-
municate messages in the- target liﬁgiiigé (Schoohng. 1981; p.



Total Physical Itesponse (Asher, 1977), Losanov’'s Suggestology
{Suggestopediaj (Losanov, 1973}, and Terrell and -Krashen’s
Natural Approach (Terrell, 1981; Krashen & Terrell, 1983) all em-
phasize successful communication and a tolerance for errors in

codé} approach, (‘attegno sSdént Way (Gattegno 1972). Asher s

grammar and pronunciation as a necessary part of the learning

process. R
Krashen and Terrell 11983) descnbe the theonetmal basis for

communicative-based ESL approaches as resting on two major

hypotheses concerning what & language learner most needs: suffi-
ment comprehenstble mput m a tow-anx;ety learmng envn'on-

students with enough understandable language data 80 they
bave a chance to learn vocabulary and sentence patterns; but at
an advanced enough level so they continue tc learn new aspects of

the second language. This approach stresses that students need a

silent period at first to gather input until they feel ready to speak:

The secondhypothesis concerns the greater success experi-

enced by second language learners who feel little or no anxiety

and possess a good deal of motivation and self-confidence:
Learners who face negative emotions, in essence, face & mental
block: for language input, ‘‘preventing - them from utilizing input
fully for further Linguage acquisition’’ (Krachen, 1981, p. 62). For
this reason, language teachers should be supportive and not
worry unduly about ungrammatical utierances; since with addi-

tional language input, an increase in gremmaticality will gradual-
ly appear.

-A commumcatzve-based approach grounded in thea issumps
Qqns has certain advantages. It allows students at different
levels of fluency all to get something out of a lesson in the same
ESL cless, since the emphasis is on comprehensxble input and
stretching understanding through new language forms and con-
textual cues. Many Native American cultures employ_a_silent
learning period as part of teaching children (Philips, 1872), so this

approach might provide a familiar beginning for new English
speakers. It also encourages use of a wide variety of teaching
methods and materials, both linguistic (speech, writing, songs)
and nonlinguistic (pictures, visual aids, models, actions), sothat a
great many contextual cues based on what students already
know are provided to hélp them learn new material. This may also
help a class whose students use different learning strategies,
whether e _of cultural differences or simply individual

preferences (see next section).
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Mohan 11986) takeé the commumcatwe-based arg'ument a step
further emphasizing the need to include content_in language
lessons and actually communicate about an academic area: He
points out -that most- second language learners study the
language only because they will be taught in that language alone

at some point; furthermore; ‘‘many scholars now believe that a
second language is jeamed not s0 much by dlrect mstructxon in

contexts’’ (p 1). Cummins (1984) _argues that students need
cognitive and academic skills as well as fluency in a lenguage to
do well in school and these skxlls can be taught best through con-

of content-based language mstructmn anelementaryjcﬁpoi ESL

teacher who used cocoons; photographs, charts, a_film; and

student-drawn pictures in a series of lessons on insects. She did

not claim to be an expert on insects, but served as a guide for

helping students answer questions on their own.

_Rather than build lessons around particular grammar pornts
the teachers Mohan describes concentrated on content informa-
txon, but they took advantage of the material and ‘nature of the

(19'23) pomts out that students’ natxyehnguagepmv:&ea worth

while _content for study and offers the opportunity to teach

specific linguistic skills that can be carried over to the analysis of

English. Hale mentions several language games that increase
linguistic competence and provide enjoyment through learning:
making generalizations about word classes through a fill-in-the-
blank game, fig'unng out what is wrong w1th sentences; taking
language i reqmre a teacher who is a fluent speaker oithelangnage
and is also familiar with linguistic analysis. Where such a person
can be found or trained, methods of analyzing language taught to
students will be invaluable vghen transferred to learning English.
Where no native speaker is available, a linguistic analysis of
English that goes beyond purely traditional grammaticai rules
normally covered in school is also a worthwhile source of content
lectures and can help clarify differences between first and second
languages. = L

Most modern ESL researchers agrm that ‘communicative-
basedapproachesjo teaching ESL are more effective than older

grammar-based approaches. Which pa:trcular approaches work

best will depend on many factors, ranging from which approach a

teacher likes best to the age, numbr. and fluency of students in
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the class. Teaching English- through content lessons may work
very well for older (junior high or high school) students with

greater fluency in English or more experience with curriculum

materials in their first language, but for younger students just

beginning to learn English, the structure of the language almost

always needs. explicit explanation. Then, too, some students,

especially older ones, need to have formal statements and
descriptions- of English grammar because of their individual
leammg styles and preferences. The information presented here
is intended to give teachers ideas for different approaches to
try— teachers and their school board will = the best judges of

which approaches will work best to meet t:: - needs of students:

Learmng styles and si:rateg:es o

A great deal of attention has been paid ifi recent yearsto leam
mg styles and learning strategies among students._ Students
develop_their own approaches to_acquiring knowledge; in this

case linguistic knowledge; based on cultural influence or purely

personal preference. Philips (1972) gnissmx example of culturally-

specific teaching methods used in raising children in the Warm
Springs Indian community in Oregon. Adults use two main
methods: silent observation, as when children are present at
storytelling sessions but do not speak, ~. when children observe
an adult pétfdt@hg a tiék such as w.".ving; and supervised par-
enonghto feels:apable oiaucceasfﬁlly pex:formmgjt partlmpate in
some part of the task under an adult’s supervision. Both methods
involve very few. verbalmstrqctgxggprm fact, ‘‘the use of speech in
the process (of teaching) is notably minimal’’ (p. 387). . =
_An area of potential conflict in teaching English to Indian
children is the clash between learning styles to whick students
have been exposed at home and those used in the ESL classroom.
Philips characterizes one basic teacher-student: classroom in-
teraction as involving the teacher calling on individual students,
forcing them to respond instantly, on demand and in front of the
other _students. Another kind of interaction involves students

working in groups, with one student as group leader. Both
teaching methods, Philips points out, conflict with traditional
Warm Springs methods, where childrsr are given as much time

as they need before demonstrating ability to perform, test their

ability in private before performing publicly, and avoid com-

—— g — ———— ——s% > &

petitive roles with other Indian students:
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It was no wonder, then, that P}uhps obgervgd dlfferences in the
behmnox:gf Indian and non-Indian students in a variety of school

situations: Indian students; compared to non-Indian students.

appeared reluctant to answer questions when called on, to
volunteer information, or to take on leadership roles in small
group exercises, behavior which could be interpreted as shyness,
unresponsiverness, boredom, or sullenness by teachers unfamiliar
with students’ cultural backgrounds. On the other hand; Indian
students were_more. _cooperative and iiétliié than. ii6ii-1iid1iiii

themselves. Tﬁns.fhﬂlps says, “...the chfferences in readiness to

pgx:txgpate in interaction are related to the way in which the in-
toraction is organized and controlled” (p. 379).

- Another approach to learning styles has dealt with cultural dlf-
ferences in the empliasis placed oii certaii skiils or approaches to
analyzing information. The European educational tradition, on
which mainstream Americar: education is ‘modeled, values objec-
tive; scientific approaches to reality, in particular, verbal skills,

math; and symbol manipulation. Many Native American cultures

place more emphasis on a subjective, artistic view of the world in-
terpreted through drawing and other visual and spatial skills.
Regardless of cultural background, children will have individual
strengths and preferences for one approach over the othe;j soitis
important that teachers try to discover students’ strengths and
weaknesses and present material in a variety of ways, using a
variety 6f -auditory, iiiéiiél, and tactile modes; iiiéliidliié éiiékéii

vnsxiai aids. sixch as. pxctures. charts, and tables; hands-on _ex-

perience; and so forth. The greater the variety of ways used to
present information, the greater the likelihood students will
recelve a suffxclent amount of comprehenslble mput "

and cog'mtlve lnvolvementm the communication tasks. requlred

of students. Some language activities are cognitively undeman-

ding, requiring little thinking by students, for example, language

drills; others are cognitively demanding, for example, giving oral
reports or writing compositions. Crosscutting this dimension is
the role of context: context-embedded language tasks provida
clues to meaning beyond the language itself, for example lessons
using illustrations or audio-visual -aids; others are context-
reduced; demanding- full understanding of the language itself
with no nonlinguistic cues; for example, listening to lectures
128
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wrthout visual aids.
Chamot and O'Maﬁey usaﬁ) use._ thliclassmcatmn in- therr

Cogmtxve Academic Language Learning Approach (CALLA),

which combines content lessons _for ESL _students in math,

science, and social studies with the teaching of learning

strategies; - defined as-*‘operations or steps used by a learner that
will assist in the acquisition, storage, or retrieval of information’’
(p: 16). They emphasize the importance of teaching students how

to become active learners and to use strategies to. make connec-

tions between items of information, to transfer strategies to new
activities, and to understand material more thoroughly than rote
memorization alone allows. They describe three types of learning
strategies: metacognitive, cognitive, and socm-affect}vg(g:iﬂ.

and they include an extensive bibliography of further readings in
this area). Meta.cognmve strategws are procedures used by

strateﬁéi are. ff”ﬂ  used by students to mampulate

understand, and retain information. Social-affective strategies

are procedures used by students to assist learning through the
help of another person. - L
Chamot and O’'Malley describe spacxﬁc learmngﬁgt;ggtggie&ﬁfgr

each of these -three categories (pp. 19-20) ‘Metacognitive
strategies include advance orgamzahon. i

ng an effort to
understand the basic organizing principles- of the material before

it is taught or read, as in reviewing notes before a class or skim-

ming a chapter before reading it; selective attention, concen-

trating on specific words or types of information presented in

class; and self-evaluation, determining how successful a
effort has been. Cognitive strategies include notetakmgfromlaq

tures -or reading; resourcing, using any kind of reference

materials: and elaboration, making connections between new and
old information. Social-affective strategies include cooperation,
working with other students or family members; and asking ques-
tions to elicit additional explanation or examples. :
_Stewner-Manzanares, _et_ al. (1986), _ describe addltlonal

strategles in thes\_ M*egones an&presentja activities that com-

bine metacognitiva with cognitive and social-affective strategies

to facilitate and enhance language learning. One activity describ-
ed by Stewner-Manzanares, et al., provides practice with the

metacognitive strategy of advance organization and the social-
affective strategy of cooperation in a vocabulary building exer-
cise: Studentsme requested to find similarities between Enghsh
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gree:” ;i:inés. i'eiiiiésts; or iijbi’o’éie’s The t,eacher, proyxdes

background information about the various types of language

functions; using some English examples, and students work in
groups to_share their knowledge of how English expresses a
single language function, such as apologizing.

_Stewner-Manzarares, et al., and Oxford-Carpenter (1985) stress

the importance of using any or all of these learning strategies for
facilitating language learning. 0xford-Carpenter reports that
researchers have found that ‘‘successfil language learners tend
to use ‘good’ strategies more often than unsuccessful language

learners {p. 1), and Stewner-Manzanares, et al; agree that

“‘students who have a varied repertoire of strategies to apply toa

wide range of | learmng tasks are far more likely to be effectwe
language learners’” (p. 17). Since “studies show that learnin

strategies can be improved or modified through tralmng
(Oxford-Carpenter, p. 1), ESL teachers should become familiar

witk the literature discussing the various types and offe ering sug-
gestions on how to help students develop them. The .advantage;

of course, is that not only will language learning skills be
sharpened, but learning skills in a’'l subjects will be improved.

Conclusnon S o

This chapter has dxscussed -a number of speclfu: recommenda-
tlons for teaching ESL to Native American students, and in addi-
tion, some very general issues involved in teaching Native

students in any subject area:. Because the classroom environment

and-interaction_with the teacher have such a strong effect on

students’ willingness to speak and write, they can play a major

role in the success and progress uf students’ language learning.

ha rres fosrkares bemer sliid mociic e g SRR - e

The more._ teachers know about sources of influence on their
students’ learning process, the better prepared they will be to

meet their students’ needs. Students will learn under virtually

any circumstances if the motivuiion is there, and a true
understanding-of the students’ culture; language, and learning

styles will help teachers to encourage and bring out their

students’ natural love of learning.
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Social Studies and

the Native American
C. Adrian Heidenreich

_Following the Treaty of Lancaster in 1744 between the Six Na:

tions and the Colony of Virginia, the colonists invited the Indians

to send some boys to Williamsburg College where they would
learn the ways of white people.. After a day and night of con-
sideration, the Indians thanked them hriartily, but declined. They
explained that some of their young people already had been sent
to college, and when they returned, they were bad runners, week,
lgiibi'iiit 6f lii%iiig lii thé Wbifdé, ind Eﬁdké thé Indian la.ng‘uﬂ’""igiﬁ

riors;_or éhﬁﬁéeloré, tﬁey were tot.iﬁy gmﬂ for_ notEng' In

grateful sense of the offer from Virginia, however, the Six Na-

tions invited the white people to send some beys to the Indians,
who would ‘“‘take great care of their education, instruct them in
all we know, and make men of them'’ (Hughes, 1976, p. vii). Over
a_ half century later, however, such perceptive leaders as Pr-si-
dent Thomas-Jefferson still believed that once Indians learned
about_the white man’s ways they would in_self-interest give up
their native cultures and adopt those of the non-Indian. When
this had not been completed by 1 gﬁgﬁommxffﬁiéiﬁﬁéi of indian Af-

fairs Thomas Jefferson Morgan stated in his Annual Report that

the. reservatxon system belongs to. “& vamslnng state of

thmgs" [and thnt] Indians must conform to ‘‘the White

This original essay appears herem P@Ef@!&h@ &ry,t ti;ne All rights

reserved.  Permission to reprint must: be obtained from the author. Dr:
Heidenreich is a Professor of Native American Studies at Eastern Mon-

tana College, Billings, MT 59101.
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zian's ways,” peaceably if they will, forcibly if they must.
They must adjust themselves to their environment, and con-
form their mode of jiving substantially to our civilization.
This civilization may niot be the best possible; but it-is the
best the Indians can get. They can not escape it, and must
either conform to it or be crushed by it. (1889, p- 3-4)

A fundamental knowledge of the social studies might have led
to caution in such statements and the assumptions which

underlie them. Studies of Native American groups, of the nature

of culturs, of intercultural relations. and of the economic-political
context of Indian-white relations were of great importance to
development of American social studies (Voget, 1975). The Social

Science Movement in America developed in the 1840s and 1850s,
and the term “'social studies” was used by the 1880s to refer to

diverse studies of society. In 1905, the sociologist Thomas Jones
(1908) wrote an article on “Social Studies” for -Southern
Workman magazine. He was an instructor on this subject at the
Hampton Institute in Virginia, a boarding school which had been
founded to teach Black and Indian students. His article stressed

the value of studying civics, social welfare, and economics to help
his students become acquainted with and adapt to the larger

Aimerican society. Thomas Jones served as chairman of the Ne-
tional Education Association’s Commission on Reorganization of
Secondary Education, Committee on Social Studies from-1913 to
1916 when that organization gave official sanction to thie term

“social studies.” In 1921, the National Council for the Social
Studies was founded. At the first annual meeting of the Society

of American Indians in 1911, the Seneca anthropologist-historian
Arthur C. Parker stated that the philosophy of Indian education
should be based on ideas from anthropologists, especially Lewis

Heriry Morgan and Franz Boas; from sociologist Fayette McKen:
zie: and from some practices of the new field of social work. He
argued that Indians must adapt and assimilate; but must retain
their Indian individuality. - - - - - -
" Until recently knowledge of the social studies was not well

known among the public, including educators and politicians, and

there have been many blind alleys and sometimes outright
failures in forcing Indians and other native peoples to.conform to
the ways of the dominant. culture. Finding that assimilation had

been accomplishad only partially by 1926, Congress authrized a
special  investigation. of ‘‘The -Problem of  Indian
Administration.” Released in 1928 and known popularly as ths
“Meriam Report,” it was based on the principles of modern socia!

w144



studies. This report recommendsd that the fundamental task of

the Bureau of Indian Affairs should be educational,
devoting its main energies to-the social and economic ad-
vancement of the Indians, so that they may be absorbed in- _

to_the prevailing civilization or be fitted to live in the
presence of that civilization at least in accordance with a
mimmum standard of health and decency. (p. 21)

The Report also-recognized that ‘‘the Indians have much to con-
tribute to the dominant civilization.” Government policy and
practices should develop-and build on Indian economic and social
life “‘rather than to crush out all that is Indian” (p. 22). . .

- In 1933; President Franklin D. Roosevelt appointed John Col-
lier as Commissioner of Indian Affairs. Collier had been trained in

the social studies discipline of Anthropology and-had previously
worked in community development projects. He directed the
Bureau of Indian Affairs (BIA) to no longer follow policies pro-
hibiting practice of Indian culture, such as speaking tribal
languages and performing religiotia ceremonies, which had been
largely -in effect-for the half century since T. J. Morgan’s time.

Collier (1947) believed Indians had a “power to live...the ancient,
lost reverence and passion for human personality, joined with tie
ancient, lost reverence and passion for the earth and its web of
life” and that they had tended it as “a central, sacred fire” from

which modern America had much to learn. In fact; he suggested
that Indian cultures “‘must and can be discovered in their conti-
nuing existence, or regenerated; or set into being de novo and
made use of " (p. 164-188). - - .
- Numerous studies by social scientists during the past one hun-

dred years have revealed the strength of Indian traditions and
the ability of Indians to survive, adapt, and renew these tradi-

tions. Among the studies are those by Indian scholars such as
Francis LaFlesche (Omaha), Luther Standing Bear (Lakota
Sioux), Ella Deloria (Yankton Dakota Sioux), D’Arcy McNickle
(Salish), Bea Medicine (Yankton Dakota Sioux); Edward Dozier
(Santa Clara Pueblo), Jack Forbes (Powhatan), Alfonso Ortiz
(Tewa), and Vine Deloria, Jr: (Yankton Dakota Siouz). In 1977,
the American Indian Policy Review Commission (1977) opened
its Final Report with the statement that “A history, once
thought ancient and dead, has risen to challenge this generation
of Americans.” In education today, we recognize the influence of
such analyses from the social studies in the concept of
Multicultural Education. And probably more Indian students
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major in education and social studies at the college level than in
any other-fields.- - -

- Inamajors study of Indmn educahon, Esb@lle Fuchs and Robert
pax:ent.s waajﬁat“schmlislionld pay ‘more attention to the In-
dian heritage”” and that Indian community leaders were ‘‘over-

whelmingly in favor of the school doing something to help Indian
students learn about their tribal culture’’ (pp. 170 & 187). So con-
cerned were tribal leaders and educators about such issues in
Montana that they used the channels of partlclpatory democracy
to encourage a change during the 1972 revision of the Montana
Constitution. That change made it state policy to recognize the
distinct and 1 umque cultural heritage of American Indians and to
be_committed in its educational goals to preservation of their
cultural integrity. In 1973 the Montana State Legislature passed

House Bill 343, the Indian Studies law, which was

an act mqmrmgAmencan Indian studies to- bepartof the
educational background of public school teaclnng personnel
employed on, or in public schools located in the vicinity of,
Indian reservations where the enrollment of Indian children
qualifies the school for federal funds for Indian education
programs, and encouraging American Indian studies as part
of the educational background of all school personnel
employed in the state. (Montana State Board of Education,
1975, p. 5)

“The subsequent Indmn Culture Mnstor Plnn (Montana State

Board of Educatlon. 1975) called for three main objectxves

1. to urge formal schoolmg _that is reievant to the aspxrn-
tions, values, customs and historical perspectives ¢f
Montana’'s Native Americans, with particular emphasis
on language, history, and religion, as well as to their
social, pohtxcal and recreational pursmts
and undmtorted mformatxonjbon‘ Native Amencans
and Montana Indian culture in the state’'s higher educa-

__ tion institutions and public schools . .

3. to enable non-Indians to better. understand Nntwe
Americans through the development of an awareness and
apprecmtxon of thexr umque cultural contnbutlons (p 7)

Durmg those same years, a numbor of tribes started “cultural
commissions” or “cultural cotnnntt’aé" and tribally-controlled

7 146
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eommumty colleges as well as workmg w1th other colleges to

awareness and presenratlom)f their cultures and to. monitor in-

formation about them. Community colleges on reservations. in

Montana, and many others, offer courses on tribal history,
language, and culture. Navajo tribal education policies require
courses in Navajo history and culture (Navajo, p. 9). Since 1983,

all students at Eastern Montana College have been reqmred to

and otﬁensncliconrses. L
_ Yet understanding of Indian culture and. lnstory is not com
mon. Montana House Joint Resolutmn No. 60 (1974) states that:

both the teac]img force in Montana and_their stndent

population are at present substantially undereducated in

the history, values, and culture of American Indians as seen
by Indians:

The American Indian Pohcy Review Gomnnssxon (1977) con-
cludes that:

One of the g’i'éitest obstacles faced by the Indxan today in
his drive for self-determination and a place in this Nation is
the American public's ignorence of the historical relation-
ship of the United States with Indian tribes and the lack of

general awareness of the status of the American Indian in
our society today. (p. 3)

_ ,Becogmzmg themxsmesm with Iackniun&erstan&mg of

other cultural groups in America, the National Counci: for Ac-

creditation . of . Teacher Education (NCATE) adopted a
“Multicultural Education’’ standard in May 1977, to become ef-
fective January 1, 1979. This standard requires teacher-training
institutions to give evidence of planning for multicultural educa-
tion in its teacher education curricula. NCATE (1979) defines
Multlcultural Educatlon as:

preparation for the sa:ml. polmcal. and economic reahtxes
that individuals experience in culturally diverse and com-
plex human encounters. These realities have both national
and international dimensions. This preparation provides a
process by which an individual develops competencies for

perceiving, hehemng evaluating, and behaving in differen-
tial cultural settj 7p 4)
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_ All of the above have been influenced by modern social studies,
including methods of research, studies of specific groups, and
comparaiive studies.

Basic definitions and methods in the social studies
__For many thousands of years, there have been attempts to
understand what goes on in human groups and how they func-
tion. Since the late 19th century, methods of study based on

scientific . approaches used in fields such as biology and
physics—for example; hypothesis, field observation, and ex-
peri imentation—increasingly have been applied to-human groups.
Use of -such methods, along with_classical interpretive or

“himanistic” approaches to human social aggregates or institu-
tions, is often called *‘social studies” or_*‘social science.” Those
who are more demanding in use of scientific methods alone, of
who deal with the individual as the unit of analysis; prefer the

“The social studies deal with the behavior of people in relation to
other. people and the environment in which they live. Modern
social studies include the disciplines of Anthropology,

Economics, Geography, History, Linguistics, Political Science,

Psychology, and Sociology. This list is not exclusive, and some
persons would add such fields as Psychiatry, Social Work; and

Law. Mathematics and statistics are used to help interpret the
findings of the social studies fields (Engles, 1971; National
Academy of Sciences and Social Science Research Council; 1969).

The_term social studies also refers to. the combined use of
methods and data from the several social or behavioral sciences
to understand and predict our own behavior and that of others.
Clements, Fielder; and Tabachnick (1966) provide a useful defini-
tion of ‘‘social study’”

1. The process of learning about variety and change in the

actions of people as they arrange to live together in
groups. This learning goes on through the gathering and
interpreting of social data; as well as through critical ex-

amination of the conclusions and generalizations of social
- ﬁéiéﬁﬁgti- _ St JIlooIT D oZTo
2. The development of intellectual skill appropriate to this

study: ________

s Acquiring a language Whose content and structure

are capable of patterning, ordering; and communicating
social realities,

i
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b._Acquiring the ‘suppleness of minid’ that permits the
examination of alien individual and cultural forms. (p.
B & - 7 e

- The overall goal is to understand the social forces and institu-

tions which influence us. Social studies helps. to understand
human behavior and institutions—to establish fact and theory
which will provide a basis for more rational management of

human affsirs in planning and policy making. This helps to fulfill
& major stated goal of education: to prepare students to be par-

ticipating citizens in a democratic community or society. That is;

the social studies aim to tell us what and how things are;, why
things are the way they are, and to predict where they have been
and where they are going. Research methods in the sc- <1 studies
inl;ludg Sooie— emm—em e— o oo . ool
1. Data collection (field observations, surveys, interviews,
analysis of documents, tests, case studies, and longitudinal

——2. Experimental methods (psychological and other laboratory
éiﬁénmental testing); - - - : T
- 3. Interpretive methods (such as content analysis, statistical
manipulation, game theory, and other analytical devices) which
he’lﬁwéiijliiﬁthéaaﬁL”f - Lo Tltl L . oo DL - -

Some studies are done as ‘“basic research” to. emhance
understanding without any necessary immediate application of
that knowledge; other studies are “applied research” when the

major_purpose is to develop data-and understanding to serve a
particular_application. Social policies are established by input

from the data of such studies as well as from informal channels
and_formal negotiations at various local, state; and national
le@lﬁ. z oo z e e o - - - 7
_ There has been much discussion about how to study human
groups and how to teach about them. One concept is that of

“‘society.”” In every living group—bee hives, ant nests; deer or

buffalo herds, baboon troops, or human groups—individuals
(organisms) who compose the group interact with each other in
structured and unstructured ways. These organisms and their in-

teraction, taken colloctively, are called a “society.” The interac-

tion, or behavior, of animal groups is largely directed by

biological (hereditary) tendencies and environmental needs. The
interaction of human groups is directed by some of the same
forces and, in addition, the uniquely human directive called
] l’ci i lt" i r’ ’E’. ” )
s
i35
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The Enghsh Anthropologxst Edward&i‘ylor (1874) defmed

‘“‘culture,” or “‘civilization,” as, ‘‘that complex whole which in-

cludes knowledge, belief, art, morals, law, custom, and any other

capablhtxes and habnts acqmred by man as a member of somety

not a « COnSCious self-éxpresslon. Rather it wasan expression
of the essence of a peOple {p. 185) 7

The culture concept was drawn from 1ts root meamng of cultlva
tion” as creation, as in the growth and development of
domesticated plants and animals. As Laguna Pueblo poet Carol
Lee Sanchez writes of Indian identity as creation:

Each tribe adapted various -

forms of European beads and

ruffles and braids that

became traditional

ceremonial dress by

the late 1700s—

but—they are Indian!

becéiiéé WE wear them' e

ina certmnway, (Hobson. 1981, p 241} -
__Culture is the basis of the unique-quality of humamty as defm-
ed by N. Scott Momaday (1975), Pulitzer prize-winning Kiowa In-

dlan iuthor of the novel Hoasé Made of Dawn: tﬁeaﬁﬂxty—-jié in-

Culture mcludes those patterns for living (ideul, as well as ac-
tual, everyday patterns) which orient- society-(a group of people)
toward their behavior- as it occurs in relation to current and
changing conditions within the society, in the environment, and
between themselves and_other societies {See Figure 1). “A

culture” includes all intertwining aspects or_segments of the

hfewny ef any smgle group. of peOple-—everythmg from’ imntmg;

rehglon Thxs coficept is an accept.ance of the real differences
among_different soclo-cultui-ee that peoples m dxfferent tnnes
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language of the Montana constitutional recognition of the

distinct and unique -eultural heritage of the American Indians

all humans.
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and in the NCATE definition of _Multicultural Education.

“Culture’’ in a more comprehensive sense also refers to the total

traditions of all humanity. In this sense, it is a claim for the
essential unity of the human species—the- 1dea that there are
general likenesses (biologically, socially, and psychxcally) among
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 There has been considerable discussion about how to define and
describe the nature of culture, a concept considered to be a cen-
ti‘il 6iié Ehared’ﬂ* imongthe socml”*' a étiidxéé chldiiih’dé féééii'cfi

concepts reinhed to culture are. especmﬂy useful as they appiy to

teachmg N ative Amencan students Spnce allows cnly brief men-

sistence- ("tradltlon") and change (adaptation, including inven-
tion, diffusion; cultural- syncretism and cultural -poverty -or
breskdown); intended and unintended consequences; terms which
refer to how cultures interact (conflict;- accommodation, -ac-
culturation; assimilation); and social indicators (things that

reflect or_measure aspects of social behavior and the quality of

life, particularly in its non-economic aspects). These are discussed

in such sources as McDanield. (1976), Banks (1973&), National
Academy of Sciences and Social Science Research Council (1969);

Homans (1967); MacKenzie (1966); Clements, et al. (1966); and

Kluckh’o’liii (1919) Teachers should become familiar with them.

Teaclnng socml studies concepts ;

-Purposes of education include exploration of kntiwledge,
clarification of values, and development of skills. Teaching
strategies need to be developed by teachers to meet the needs of
the specific communities in which they teach as well as to meet
national goals and standards. Also, methods for teaching social
studies concepts will vary from grade to grade. In elementary

grades, simple exposure to concepts and practicing a few skills

should occupy much of the time. In later grades, there needs to be
an increasing complexity of exposure and learning. Older
students need to develop increased self-awareness and to practice
description, observation, comparison, and reading what others
have written, both blographxcal works and studies of social

groups.
__Students can take fxel(Ltnps to- hxstoncal locatlons and soclal
and ceremonial events: In the old days; Plains Indian children

— - g

made toy items such as tepees, dolls, and horse equipment which

paralleled the material items of their elders, and : studentsioday

can dc the same.. They can act out roles, play games, smg wlth

own story bcoxs They can make photographs, tape recordmgs,
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or videotapes and do interviews of each other and of elders or
other community people and use these to explain what people do
and what their culture is like. Another technique is to have tribal
or community members who have knowledge of the culture come
to the classroom and give 2 talk. Guest speakers, in the same
manner as is done with films and other activities, need to be in-
tegrated into a larger lesson with lead-in and follow-up activities.

Each lesson or classroom activity can be organized around a

topic (such as family life, religion; values; _material culture, or

politics) or an activity skill (such as public speaking/oratory, in-
teraction analysis; or athletics). It is sometimes useful to choose
one significant event or aspect of social life—for example, treaty
negotiations—and help students understand the context, limita-

tions, and agreements which are imposed (or which people impos-

d on themselves), and the intended as well as unintended conse-

quences of such social decisions and actions. For-example, an in-
tended consequence for a tribe during the 1868 Fort Laramie
treaty negotiations was to establish reservations to protect their

land base. An unintended consequence was.that their power over
resources on that lard (for example, buffalo and travel routes)

became diminished. Another example is the tendency for peoples
to idealize their past—either by reference to_horrors such as
smallpox epidemics among Indians or the Holocaust -among

Jews, or positive things such as the freedom to ride with the wind
and hunt buffalo among the Plains tribes. There should be
awareness that there are conflicts of opinion in the interpretation

of social life, in reference to the present, past, or possible futures.
. Another approach is to discuss the influence of cultures oneach

other. Some years ago, when I taught a course at Colstrip;, Mon-

tana, just north of the Northern Cheyenne Reservation, the

teachers. asked me _two_apparently contradictory questions

(though they did not ask them on the same day}: 1. How can these
Cheyenne kids really be “Indian?’ They drive to. high school in

pickup trucks, wear blue jeans, and are great basketball fans. 2.
Why are these Cheyenne kids so different from our white kids?
" One way of answering the questions is to refer to Ralph
Linton’s_(1936) description of the typical day of the average

American. 7 S
O solid citizen awakens in a bed..which originated in
the Near East...He throws back covers_made from _cotton,
domesticated in India, or linen, domesticated in the Near
East.or silk..discovered in China...He slips into his moc-

casins, invented by the Indians of the Eastern
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wnodinnds On lns way to breakfast he stops to- buy a

paper, mymg for 1t mth coms, an anclent Lydlan

India, lns fork a med:eval Itahan invention, and his spoon &
derivative of a Roman original. He begins breakfast with an

orange, from the eastemMedxterranean. a cantaloupe from

Persia, deedmps a pxece of African. watermelon. Wnth tlus

Scandmnvmn ta:hmque from wheat domestlcawd in- Asm
Minor. Over these he pours maple syrup, invented by the In-

dians of the Eastern woodlands. As a side dish he 1 may have
the egg of a species- of -bird domesticated in Indo
Chma. .When our friend has finished eating he settles back

to smoke, an American Indian habit; msﬁmmg a plant

domesticated in_Brazil in_either a pipe, _derived - from

Mexico...[or] a cigar, transmit-ed to us from the Antilles by

way of Spain. While smoking :1e reads the news of the day,

imprinted in characters invented by the ancient Semites
upon a material invented in China by a process invented in
Germany. As he absorbs the accounts of foreign troubles, he
will, if he is a good conservative citizen, thank a Hebrew dei-
ty in an Indo—European language that he is 100 per cent

Amencan {pp. 325-27)
Notxce how many references there are to Amencan Indmns in

thls _passage. Malcolmi McFee (1968) coined the term *150%

man"’ to describe people who could operate fairly well in two co-
exlstmg cultures; such as the rural non-Indian culture and that of
the Blackfeet Indians in northwestern Montana. We. must
recognize that we are all multicultural to some extent; and there

should be positive reinforcement that it is okay to be as fully bil-

ingual/bicultural as posslblé Some students even may become
200% -persons

dxmplmes in the 80(:181 studies can be used to approach a paL

ticular topic. Banks (1973b, p 157) uses the illustration shown in

Figure 2. - L
— Emphasis on the abxhty to hstanwgll, and to read and speak in

Enghsh as well as a tribal language if appropriate to the par-

ticular classroom; should accompany the social studies unit.
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Social studies can be taught in a bilingualbicultural setting: the

vocabulary and concepts of different cultures can be used. to
define the -social world, such -as terms. for _kinship_and
geographical place names. Social studies lessons can be combined

with lessons in other areas, such as language and physical educa-
tion. For example, students can make throwing arrows. (crafts or
shop) throw them (physical education), and learn -about how
throwing arrows or spears were {and are, in some tribes) impor-

tion, competition, hunting, warfare, and recreation. - ,
There should be a ba'ance between teaching what students are
interested in—for example; answering student questions or hav-
ing students discuss, look up, and evaluate answers to their own
questions—and teaching things about culture and social relations

which they might not think to ask about or in which they, at first,
showed no interest. Teachers need to know how to find materials
on a particular topic, tribe; or tribes to be studied. Students can
be sources of information about their own tribe. They-can help in
discovering more about their own community and its relations

with other communities and government agencies.

. Interviewing elders, commumty leaders, parents, siblings, and
friends can give children positive reinforcement. However, learn-
ing is gradual, and one assignment or even two or three years of
class study does not necessarily lead to adult-level understanding
of the complexities of a particular culture or of social relations
generally. There should be awareness of the levels of information
studied: For example; a seventh grade class will not be able to
Figure 2. Understanding a social issue with
social science concepts and theories.

_ 75‘?7\?05 {SocioLocy)

CuLTURS (ANTHROPOLOGY)——tm 7/
A SOCIAL ISSUE
. (Such as Poverty) |

- _o—CHANGE (HIsTORY)

Power (POLITICAL SCIENCE)— Lt
) ) 7 <—URBA&§P§'[|§LPAHERN
FRUSTRATION (PSYCHOLOGY)—" 7 (Gﬁ“f“’ HY) 7

S Scarary (EcoNomcs)

This figure illustrates how a social issue-such-as-poverty can. be.sufficiently

uniderstood and therefore reflectively acted upon only after the social actor has
viewed it with the concepis and theories from a number- of social science
disciplines. Any one discipline-gives only. a partial understanding of a social

problem or issue. Thus, the social studies programs must be interdisciplinary.
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gathen tB&sophxstxcated knowledge about kmshxp or rehglon that

a twelfth grade class might. It took Cheyerine priests and ihose

of other Plains tribes years to learn the proper knowledge about
the Sun Dance, both in performance and theology. A one-or two-
hour transcribed interview or-a week-long topical unit on Indian

religicn is not the equivalent. But such an activity. can encourage

students and provide entry into the skills and knowledge of social
studies. According to traditional Plains Indian culture, children

were not simply repositories of teachings of elders, but were con-

sidered to be persons capable of participation in the culture accor-
ding to-their level of skill, experience, and insight. Skills and
knowledge learned in an educational setting might later be ap-
plied to social issues affecting the community. School is not a
substitute for bome and community. It is one of the several ways
of léirmng éiid ﬁéi'iiétiiiitiiig ii éiiltiifé:

At one Montana college- dunng the early 19805,1 committee

met -to--discuss general education requirements, including the
possibility of adding courses on Indian culture. One faculty

member stated that Indian students had no need for such courses
because they should learn to live in the white man’s world, and

that there was no need for non-Indians to take such courses

because white people do not have to live on reservations. Earlier
in this essay there was refererice to the Montana Indian studies
law, which required-teachers-to have background in Indian
history and culture. As might be expected; there was some con-

troversy about that law. Many of the issues centered around

questions about what is Indian culture and heritage, how courses

and workshops can present sensitive and accurate information on

them, and why Indian culture should be singled out over

Hispanic, cowboy, women’s, or any other culture. There was the
issue of whether teachers should be required to take such ediica-
tional courses. The Montana Indian Studies Law became so con-
troversial, in fact, that pressure and lobbying by teachers and
ﬁthéré led the Montana léglélitiii'é to pass: H6ﬁ§é Bxll 219in 1979

districts_to_ reqtnre backgmnnd in_Indian_studies if they 80

desired, rather than keeping it as a state requirement.

__It is important to remember that social studies issues are in-
herently complex because so much is involved with habit pat-
terns, the social interpretation of events, the fact that people

react to their knowledge or ideas about themselves {the feedback
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Eﬁﬁ). and the rapid change and the openness. of éﬁp
future (future shock). Intergroup relations also have an effect. A

report on the outlook and needs of the behavioral and social
sciences by the National Academy of Sciencr:s and Social Science

Research Council (1966) stated that:

the behavioral and social sciences are potentially some of
the most revolutionary intellectual enterprises ever conceiv-
ed by the mind of man. This is true basically because their
findings call into guestion traditional assumptions about

the nature of human nature, about the structure of society,

and the unfolding of social processes. (p. 272)
A related issue is that when a social scientist simply describes
social behavior, he or she is often interpreted as endorsing that
form of behavior, or sometimes interpreted as discussing sacred
or personal things that should not be “public_knowledge.”
Teaching in educational institutions is a political process as much
as it is a consideration of facts and skills, and teaching Native

American students often involves explicit issues not recognized
as issues among non-Indians. Writing about Black Studies,
James Banks (1973b) stated that an important goal is to give
students. ‘‘the ability to_make reflective decisions so that they
can resolve personal problems_and, through social action, in-
fluence public policy and develop a sense of political efficacy” (p.
152). In teaching Native American students as well, there is em-
phasis on development of practical knowledge and effective
political activist:skills appropriate to democracy which can be of
benefit to the individual and the community. Much of this
focuses on becoming aware of and freed from colonialist and op-

pression, institutional and other forms ¢ racism, economic ex-
ploitation and poverty, political alienation and powerlessness,
and low self-esteem. e -

__Lin (1986) in a recent study of Crow Indian boys compared his
findings to those reported by Chadwick {1972; p. 140) that “In-

dian students feel despair, disillusionment, alienation, frustra-

tion, hopelessness, powerlessness, rejection, and estrangement...

“(p. 10). The years of cultural oppression have made their mark
on Indian cultures and individuals. Clyde Kluckhohn (1962)
stated that ‘‘Navajo culture is becoming an ugly patchwork of
meaningless and unrelated pisces, whereas it was once a finely
patterned mosaic” (p. 340). Yet, at the same time, it could be
stated of the gﬁijﬁ,ﬁ,ﬁﬁy,,ﬁth& tribes; as Malcolm McFee
(1972) stated of the Blackfeet tribe:
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Two hundred and chlrty years of adaptatlon and adjustment
""" change has resulted in a bicultural community held
t.ogether by _special bonds. The past_events have not

resulted in tribal disorganization, but in a reorganization

that accommodates the simultaneous persistence of many
traditional social and cultural characte: istics from both in-

teracting societies. (p 121)

iﬂuckhohn suggeswd that “basxc d‘lvergences” between Inhn

(1962 p. 342). This is one thmg classroom teachers can do. A
value chart, such as the comparison of traditional, bicultural, and
pantraditional family behavior among Minneapolis urban Chip-
pewas prepared by Red Horse, Lewis, Feit, and Decker (1981),

can provide a beginning for discussion (see Figure 3): =

__One of the most difficult issues in discussing the findings of the

social studies regarding Indians and Indian-white relations is the

fﬁii:fer of the rwlmgs and anger brought out, on the part of both

— — — - —Family lifesiyle patiern

Varuble of behavior ___ Traditiona) Bicuilural P: ditional

Language Ojibway constitutes-conversa- English-constituies conversa- Either Enllu!l or Ojlbwly consti-
tional_language of paresis and tional language by parents, tutes conversational language
grandparents. Children are ;randmr:m;, and children, oj pugmmmdpmm;. and
bilingual and able to Gr are usually bilin- ildren. Indian language is
Tamy alTairs following Indian gual. Some Indian I is hrough formal
language. reClLurtd through formal academic classes

Religion Midewiwin remains as the beliel Anﬂojshgr nmm mm h A Mﬁellnﬂnnhdh[m

Ny, but not exch mixing several traditional -

system. It retains the ch
istics of a very closed system,
following family networks.

Famuly r:lanonal r eld
Social engagement

ing, efc. Culiu ac(mlies such
as feasts, religion, and pow
wows prevail and take prece-
dence over all others.

Catholicism. Some all.- lndun
congregations exist with cul-
turally adapted canons.

FJdended nelwork -

vail, ie., bowlm; baseball,
goll. lieEle to non-Indians
well. Cultunal activities remain
of-interest-but not ily

d through behavior, e 3.,
will sif_and watch at pow wows
and read about religion. Very
active in indian meetings and
politics.

forms; i.e., Midewiwin, Native
Ametican Cﬁumh. ¢tc. Unlike
closed structure of traditional.
ists, proselytizing strategies are
employed.

Enended nctwork,

0Openly exchew activities of domi-
nant-society. Cultural activities
prevail. Those who are not ex-
pers try to recapture iinging
and dancing skills.

From Red Horss, J.G., Lewis; R., Feit, M., & Decker, J. (1981). Family

behavior of urban American Indians. In R.H. Dana (Ed.), Human Ser

vices for cultural minorities (pp. 55-63) Baltimore: University park.




Indmns and non-Indmns. often fnr different reasons. ;i‘h}sfcan
become quite sensitive when Indian- students appreciate the in-
formation or focus and non-Indians feel they are being attacked,
or feel guilty and vulnerable; or vice versa. One of my students
wrrote in evaluating me-that ‘‘the instructor is so sympathetic to
Indian culture that he hates other cultures” '—something that is
not the case and which I certainly had not intended to convey. _

Sensitive topics can be approached in a variety of ways. For ex-

ample, an overview of Plains Indian history can emphasize the
brutality of warfare and the massive deaths which occurred in the
sinilljiéx epidemics which several times wiped out over half the

population- of the tribes. Or it can emphasize the constant
heroism of individuals and ultimate survival of the group, and the
creativity developed by the tribes in their continual adaptation to
new conditions. Or, there can be a balance in presenting both of

these issues as they relate to Indian culture and history.

Several things to be considered when teachmg social studies
related to Indians are: - S
1. Indian viewpoints should be respected as aiternntxve explana-
tions to other hypotheses and opinions. -

2. Unsubstantiated theories need to be treated as such—as
theories or hypothesis.
3. Accurate names should be. used for tnbes. plnce narmes, and

concepts used by local Indian groups._ - -
4. The jxrstzﬁ.ﬁﬁﬂ years of the ongmal Amencans lustory

American lustf)Fy i e

5. Discussions of Indians tnust bacome “Amencamzed," s0 that

the Indian part of the 100% American culture is explored.

6. European expansion needs to be dealt with truthfully. -

7. The on-going cultural development ‘and adaptation of Indian

: "oups should be dealt with—not simply as cultures with a past
"lOt just in terms of Indian-non-Indian relations. -

ictive . heroes _and _resistance leaders should be con-

rot -irom 1492 to the present. . .

9-, i’hers shoul< be an emphasis on the fact that lnstory tends to
be ¢ cbia, sac : Yere are both evil and good in every era.

10. v re qbq.\ulc. e frclis on the 20,000-year struggle of Indian
peo. e ..ry‘"g ‘¢ .iwvelop *he art of living in harmony with the
Univn: s &d the past 500 years of struggle against conquest,
wii? « ipiasiy the! vhat really matters is the spiritual struggle
of 21 ecp s —of cluracter development, not simply material

“pregr:ss.”’ (a-lapted ‘rom Forbes, 1973, pp. 218-219)
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In elementaxy grgdes bagxcs are taught wliicli nge children

skills in observation and knowledge of particular concepts and

terms. Controversy as such need not be stressed until junior or

senior high levels. Remember that social studies is not just

“‘ethnic studies.’’ It encompasses much more. It is important for

students to learn about multiple cultures—their own. those of
other tribes or groups, and the “mainstream’’ national and inter-
national cultures with which they will have to interact as adults.

Multicultural Education was defined by the National. Association
for Accre cation (N

itation of Teacher Education (NCATE) with certain
implications:

Multicultural educajnon is preparatlon for the.. reaimes that

individuals experience_in_culturally diverse and complex
human encounters . . . in differential cultural settings. Thus,

multicultural education is viewed as an intervention and an

on-going assessment process to help institutions and in-
dividuals become more responsive to the hiiman condition, .
individual - cultural integrity, and cultural pluralism in

society. (1979 P-4 emphasxs addedi

Fuchs and Havxghurst (1973) stated that “I;eachers of Indum
children should be systematically trained to take account of the
sociocultural - processes operating  in- the community and
classrooms where they work"" (p. 303). This is true of Indian and
non-Indmn t.eachers It is mportant if possible, to havemdiets

depth expengnce mtbjﬁos&cultnresf as well as trammg in socml

studies. Remember that culture is a living, creative process, con-
tinuously developed by people living out their lives in interaction

thh others That is the basxs of the socml studles

Tﬁere mmuch mformntlon to know about the socxal nature of

hnmnn beings and about any particular culture and intercultural
relations, and many skills to be learned to know about them

(Task Force, 1976). Ideally, there should be a graded _series_of
lessons, integrated so that students can proceed from 1st to 12th
grade. For most- Indian tribes; however, there is relatively little

material adapted to various grade levels. There is more generaliz-

ed Indian material, but even here materials adapted I’D any one
grade, cultural, or intercultural setting, or type of student (for ex-

ample; reservation Indian, urban Indian, or non-Indian living
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among or near indizne) is limited. One dilemma is that there is
not. a large market for Indian materials, so much of the material

is produced in small quantities and is soon out of print. A teacker,
school librarian, or tribal archivist will have to work diligently to -
acquire appropriate materials and usually will have to rely heavi-

ly on inter-library loans and_sources like the Educational
Resources. Information Center (ERIC). _

Generally speaking, however, there is quite a range of suitable
o atecials. For illustration, I will list a few of the culturally rele
vant materials I have found particularly useful.

13 ﬁ;ﬁé ﬁatéf'ﬁiﬁ ‘ﬁtﬁﬁéﬁl,, [ S
The Buffalo of the Flathead (1981) and other books in the Irdian
Regdir(g Series. Portland, OR: Northwest Regional Educa-

Kleitsch, Christel, & Stephens, Paul (1985). Dancing Feathers.
- Tpront;ﬁ; eiﬁi&iAﬁmck - STl LTI oL o
Linderman, Frank B. (1972). Pretty Shield, Medicine Woman of
. . the Crows. Lincoln: University of Nebraska. - - - -
McDermott, Gerald (1977). Arrow #~ ;. “.n: A Pueblo Indian
Tale. New York: Puffin. IF.
Momaday; N. Scott (1968). Hou: wn. New York:
_ Harperand Row. - - - . '
Ryniker, Alice D: (1980). Eagle Feu. r:. . Kansas City,
M1: Lowell.
2: Physical objects and artifact. 7 B
Coe, Ralph T. (1977). Sacred Circles: Tuwo Thousand Years of
North American Indian Art. Kansas City: MO: Nelson Gallery

_ of Art-Atkins Museum of Fine Arts. = ... . -~ .
Hanson, James-A. (1975). Metal Weapons, Tools, and Ornaments

- :?If ' the Teton Dakota Indians. Lincoln: Univéiéxfjiﬁf Nebraska.
Huntf:;; :W:,Béﬁ; {1973).-The Complete How-To Book of Indian-
- craft.ﬁév?j&ﬂiéolhe:. e
Culin,- Stewart. (19})7LG&771¢3 of the North American Indians.

24th- Annual Ref;é?t of the Bureau of American Ethnology,
-- Washington, DC. - - .. . .- = P
Western Mi@;?@j;(ﬂl;ﬂhf&é); 32 Broadway; Denver, CO

80209; {303) 777-1760. B
3. Pictures, maps, and other graphics

Dunn; Dorothy. (1968).  American Indian Painting of the

Southwest and Plains Areas. Albuquerque: University of New

Mexico. L S
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Rickman, David. (1983). Plains Indians Coloring Book: New
' migﬁ;&‘ Sl R oD L L. oo
Wade;, Edwin L., and Strickland, Rennard. {1981). Magic Images:
Contemporary Native American Art. Norman: Philbrook Art
. Center and University of Oklahoma.
Waldman, Carl (illustrations by Molly Braun) (1985). Atlas of the
North American Indian. New York: Facts on File.
4. Films; tapes, end records 7
Canyon Records (catalogue). Major producer of Indian records,
- 4143 No. 16th St.; Phoenix, AZ 85016; (602) 266-4823. -

Children of the Long-Beaked Bird (Videotape of the daily life of a

contemporary Crow boy). Bullfrog Films, Oley, PA 19547:
- ‘215i 77978226;’ o . oo Do TInL - __ Lz .
1 Will Fight No More Forever (Feature film un videotape about
flight of Chief Joseph and the Nez Perce from Idaho to
.- Montana). Congress Video Group, South Plainfield, NJ 07080.
More Than Bows and Arrows (Film about the contributions of
Indians to world culture). Camera One Productions, 8024 11th
- Ave. NE, Seattle, WA 98115; (206) 524 6326. ;
Roanoak (Docudrama videotape about the first encounters
.- between Indians and Eﬁiﬁiﬁngen in V;rgmia)

Weatherford, Elizabeth (1981). Native Americans on-film- and

video: New York: Museum of the American Indian (Broadway
at 155th Street, NY, NY 10032). (A listing with descriptions of
about 400 films and videotapes)

5. Museum and historic site visits

Check your local area. A few sites in the Billings area include the
Western Heritage Center, Pictograph Caves State Park, and
Plenty Coup Memorizl State Park. (Be aware that some museums
still contain exhibits displaying only one side of the historical
record)
6. Reference Books
America's Fascinating Indian Heritage (1978). Pleasantville, NY:
oz Réidéri,Dlgéﬁt’ e S S -
Hodge, F.W. (Ed.) (1907 & 1910). Handbook of the Indians I\ orth
of Mexico (Vols. I & II). Washington, DC: Smithsonian
jﬁﬁﬁiﬁé& SIIIIIIT L Lo Dol Ll R Com i em = e
Kehoe, Alice B. (1981). North Arerican Indians: A Comprehen-

sive Account. Englewood Cliifs, NJ: Prentice-Hall.
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1. Blbhograplues and dxrecwnes

leschfeider, Arlene B Byier Mary G & Boms. chhael A.
(1983). Guide to Research on f%;ih American Indians.
Chicago: American Library Association:

Jenmngs Francis (Ed.). (various dates). Newberry Library ( Center
for the History of the American Indian Bibliographic Series.
- Bloomington: Indiana University. @~ -~ - - - - .-

Murdock, George P., & O'Leary, Txmothy J (1975).
Etﬁmgmpliu:ﬂzbhagmphy of North America (5 vols.). New
Haven: Human Relations Area Files. . __

Natwe American Directory. (1982). San Garios. AZJatmnal

Native American Cooperative. (Includes tribes, museums,
_ organizations, events, stores, and so forth)
Prucha, Francis Paul. (1977). A Bibliographical Gu;dé ta the
History of Indian-White Relations in the United States (Vol. I)
- {to 1975). Chicago: University of Chicago. - - -
Prucha, Francis Paul. {1982).-A Btbhographwal Guufe to - the
History of Indian-White Relations in the United States (Vol.

] H) (1975-80) Lincoln: University of Nebraska.

Teat hmg Guldes

Oklahomas Indian- Pe ople. Images of Yesterd‘ayL Tocﬁ;y, and
Tomorrow .- (1983) Oklahoma Cnty Oklahoma State Depart

my and Children's Iszbmnans (1981). New York: Council on

Interracial Books for Children:
Teachers vnll have to produce gome matenals to supplement

tivities in social studies edncat.mn is for clnldt:en to learn about
their own lives and their own culture. They can do this by keepirg

journals; intervicwing community members; and recording,
photographing, a:d videotaping elders, ceremonies, and other ac-
tivities. Books, work sheets, recordings, slide programs, and
videos can be produced by such work. Mncrooomputers and
pnntera. along with ditto masters or-photocopying machines, are

useful in preparing classroom materials. Examples of books pro-

T
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duced with student help include Heart Biitte: A Blackfeet Indian
Community (Reyhner, 1984) and Between Sacred Mountains
(Bingham & Bingham. 1984).

 Texts and films are appropriate both for content ard for

teaching childrer the methods of social studies. However, it mist

be emphasized that such materials, whet* - locally or commer-
cially produced, are brief accounts of parts of a culture. Even a

several-hundred-page book only begins to describe the culture of
a tribe. All materials should be evaluated. The California State
Department of Education’s American Indian Education Hand-
book (1982, pp. 83-86) provides an excellent brief ‘Suggested
Criteria for Evaluating Instructional Materials.” And there is
always a need for additional up-to-date materials. -
Human resources (knowledgeuble people) are very important.
Local community members, teachers, and tribal cultural commit-

tees, along with consultants, should be involved i producing; ex-

amining, and choosing social studies teaching materials ap-
propriate to the classrooms of their children:
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Teaching Science to the

Carlos J. Ovando

_In 1976 the American Association for the Advancement -of
Science (AAAS) prepared a document, ‘‘Recommendations for
the Improvement of Scienice and Mathematics for American In-
dians.” Among the recommendations were 1) that high school
science teachers should use- an ethnoscientific approach which
draws upor: the way scientific principles are expressed in the
Native American culture; 2) that bilingual instruction should be

used where loyalty to the Native American language is fairly in-

tense; and 3) that a vigorous effort should be made to recruit

Native American students for programs .in_science and
technology (Green & Brown, 1976). These recommendations

reflect three important issues of improvement of 'science instruc-
tion for Native Americans ddressed in this chapter. First, how
can an effective balance be uchieved between traditional, home-
learring experiences of students and a formal science curriculum?
Second, what should be the role of the home language and/or
English language development in science curriculum? Third;
what is the place of scierice teaching within the whole school cur-
riculum for Native Americans?
The relationship betweea home and school culture
The ways in which we come to learn about science include sore

This original chapter appears hers in print, for the first time. All rights

reserved, Permission to reprint must be obtained from the author. Dr.
Ovando is an Associate Professor of Education and Director of the Bi-

lingual/Multicultural Education Specialization at the University of
Alaska, Anchorage, AK 99508. i
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of the following processes: “investigating, discovering, ex-
perimenting, observing, defining, comparing, relating, inferring,
classifying [and) communicating" (Holt, 1977). Regardless of the

level of scientific sophistication, humans all over the world, as
they interact with their environment, have had to use these same

processes to_develop technology which enables them to survive.
As Cajete (1986) observes, N o

_ Expressions of the science thought process are abundant
in historical-traditional Native American cultiires. They

have renged from the -simple -practical technologies
developed to survive in a given environment to highly com-
plex and elaborate technologies developed by the “high"
civilizations of Mexico, Central, and South America. These
expressions of the science thought process have all taken
distinctive cultural forms which reflect primarily the way a
particular group of Native Americans has adapted to a par-
ticular place and environment. The science-thought process
has been reflected in Native American agriculture, medical
practices, astronomy, art, ecological practices, hunting, and
gathering. (p. 4)

_ Activities, then, that can be applied to formal scierice learning
in school are an as integral an aspect of Native American cultures
as they are of all cultures. 'Therefore, all children bring to school a

base for scientific knowledge, skills, and experiences. This base
can be related to the schiool’s curriculum. For example. Native

American children may have had first-hand experience with such
issuss s soil erosion, conservation, use of pesticides, and con-
sumption of traditional versus. mainstream Anglo-American

food. These experiences can be applied to formal fields of science

such_as ecology, ethology (the study of animal behavior),
ﬁﬁéfﬁéﬁ;ﬁéﬁléﬁ, gnd nutritiﬁli. Lot S - L
_ Of course, as Cole and Scribner (1974) point out; *‘how people
perceive the environment, how they classify it; how they think
about it" varies across cultures (p. 5). The AAAS’ ethnoscience is
a field of study which attempts to delineate within a particular
culture its patterns of perception, classification, and thought.
Working within the context of Native American culture, Cajete
(1986) defines ethnoscience as, ]
the methods, thought processes; mind sets. _values,
concepts, and experiences by -which Native _Arnerican
groups understand, reflect; and obtzin empirical knowledge
about the natural world: (p- 1)
160
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These methods and concepts may ; differ snht{y anddmmatxcally

from the way in which Anglo-Americans (white Americans of the

dominant English-speaking culture) interpret the environment.

If, for example, a lesson dezling with frogs is presented to Anglo
and Native American students, their subjective reactions
(posxtxve and negatlve'j to t.ouchmg a frog w111 be denved not only

backgronndus well. Beyond the rather speclfic issues of frogs,
students from traditional Native American backgrounds might
be more mchned to see scientific pnbceasea froma hohstncpomt of

backgrounds might be more mt.ereswd in breakmg down the
subject into its smallest components. Cajete (1986, p. 50)
discussed the work of Maruyama and Harkius (1978), wkich
describes, for example, Western classification systems as tending
to be more hierarchical and quantitative while Native American
systems tend to be more mutualistic and qualitative. Western

systems also tend to see cause-effect relationships  as

unidirectional, _linear_ phenomena, whereas Native American

thought patterns tend to allow for many possible directions in

cause and effect. As Cajete (1986, p. 6) explains; “‘~ause and effect

cannot be isolated from other causes and effects witn which they
share a wholistic- relatlonshlp within a system.”

Differing scientific world views, however, do not have tb mean
mutually exclusive approaches to formal science lessons. In the
school science setting -boih Native American and non-Native
Amencan students and teachers have something to contribute

and something to learn from each other. If the relationship be-

tween the traditional Native. American home culture and the

Westernized school culture is a two-way street; the quality aad

practxcahty of the scientific learning experience can be enhanced.
Suppose, in other words, that curriculum and methods become

responsive to the patterns and experiences of the bome cultures,
and that, at the same time, the local community adapts practices
or_concepts fror: the formal school curriculum which may have
relevance to solving problems in the local environment. On this
point, Scribner and Cole (1973), make the following observation:
_Changes-in textbooks, curricula, and teaching techniques
are all needed and important; but they cannot be counted on
to_bridge the gulf between school and practical life by

themselves. A two-way movement is necessary here. The

first, which is already under way in some experimental
161 ,
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schdois 1s to move every&ay Bf iiitb the schooi so timt sub-

aspects of sucial and physlcal reahty that tEe puplls con-
front outside of school. ,,,

‘The second has been Ettle attempted The techmque' of
the modern. school need to be introduced into the ccatext of

recognized practical problems. Education must be stripped .
from the schoolroom and made instrumental in traditional °
settmgs (p 558)

In other words. mterchanges are to be made between the home

culture and the school culture. Guthridge (1986), in an article en-

titled ‘‘Eskimos Solve The Futiire,” points out how he uses
studerits’ cultural frame of ~eferenice to solve future Pproblems.
Guthndge has tramed teams of students from ¢ GéiiibélLAlaska.

have won state and national awards. Many assxgned pro-

blems—such as the warming of the earth’s climate or the use of

laser technology—require student research in scientific fields.

Guthridge points out that
In Future: Problem Solvmg at Gambell we have learned to

apply Eskimo_training to the modern school. setting.

Students find, record, and memorize possible problems and

solutions that might be applicable to the assigned subject
matter, and then—slowlv—figure out what the msterial
means. (p 71)

,,Steps mvolved in the Future Problem Solvmg model were

originally designed with a Western mind set in which a greatdeal
of verbal interaction was required among students. Guthridge,
however, accepted -students’ use of their own communication
style and pace until it felt comfortable and- necessary to move
toward more verbal articulation of ideas. He credits the spec-

tacular success students from Gambell have had in coming up

with highly imaginative solutions to future problems to this flex-

ibility in approach. Students use learning strategies whic hnve

served their hunting ancestors well for millennia but, at the sam

time, they acquire skill in using some Western problem-solvmg
techniques which they can and may, in the future, apply to local
1ssues In dlscussmg the Western versus the natlve world vxews.

more—and nothmg less—than an efﬁcnent computer Why not
gwe it two types of software?" (1986 p 72)
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classrooms skxns and &ﬁéﬁéﬁéﬁ,@ﬁéhé&ﬁ,ﬁ used as spring-

boards into -the scientific process; materials and teaching
techniques adapted to tap these resources can result in students
gaining greater mastery of science concepts. However, it does not
follow that all science texts must be rewritten to reflect students’
home background. Science lessons need to start with students’
prior knowledge, experiences, and motivation. Only teachers can

do that; textbooks alone cannot. As a case in point, Kleinfield
(1979) has noted in her study of St. Mary's (a successful Alasksr.
boarding school) that, while there was no special curriculum for
Native students, what seemed to matter most in the school’s
effectiveness was the close relationship between students and
staff. Character develcpment was of central concern. What we
may learn from St.-Mary’s, then, is that a_science curriculum

whicF has been carefully adapted to reflect culturally-compatible

classroom practices and home experienices may not be effective

unless teachers are deeply -committed to the academic and
personal growth of their students.

The role of the native language and English B
- The second important issue relevant to-the AAAS recommen-
dations for Native Americans’ science education which we will
examine is the role of the home language and the role of English
language development. According to Title VII guidelines, the
dual purpose of bilingual education is not just to teach English to

non-En;ish-background students but to -provide effective
knowleige transmission. In other words. ‘bilingual instruction
has a federal mandate not only to provide English-language skills
for limited English proficient (LEP) students but to make sure
that they prosper academically in content areas such as science.

" In an effort to address pressing linguistic and content area
needs in math; social studies; and science of iniited Engiish profi-

cient_students, Chamot and O'Malley (1986) have designed a
model called the Cognitive Academic Language Learning Ap-
proach (CALLA). This model provides for development of
English through activities in math, social studies; and science, Of
course. in Native American bilingual programs the goal is usually

not to provide a transition into mainstream Americen culture but
rather to maintain and develop biculturalism. Nonetheless, the
CALLA model has validity as a method for teaching English. In
this model, instead of studying English 15 a second language in
the formal sense and as a separate subject, students use English

in science lessons to develop English linguistic skills a5 well as to
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gain an understanding of scientific content and processes. Accor-
ding to Chamot and O'Malley; the CALLA approach can be used
effectively both with limited English proficient students and
English-dominant students who come from a minority-language
background. They point out that an

example of the connection between the science curricalum

and language experience is that students must use language
actively to reason through an observation from its inception
to_a conclusion. The process of analyzing a problem,
describing, classifying, and other skills that are
fundamental to science curricula -are an integral part of

language developmernit. (1986, p. 27)

Rather than emanating strictly from a mainstream science

text, the students’ cultural background can be incorporated into
CALLA science lessons. For example, the authors suggest that
some ler -ons be based on discovering the scientific properties of

familiar things from the students’ home background. -
Teachers using the CALLA spproach, beyond planning an

activity-based science lesson, also prepare to address such things
as the vocabulary needed for the lesson (for example, the collo-
quial meaning of ‘‘dense” versus the scientific meaning), the

types of language structures involved (for example, *‘more than”
and *less than'’), and the types of -study skills required (for exam-
ple, how to use reference books, diagrams; and tables). .

- In preparing such lessons, cars needs to be taken not to water
down the content of the lesson while simplifying the language to
the required degree. Therefore, to. maintain the appropriate level
of difficulty in content, it may be highly desirable to preview and

review the lesson in the students’ home language. Thus, to bave
the most success with a CALLA approech to science; teachers

need -be well-versed not only in science content, process, and
activities, but also in ESL and bilingual teaching principles. In
the Native American context, often involving small schools in
remote; rural locations, teamteaching and use of non-school
human resources may be important in having the greatest
success with a CALLA approach, For example, a local staff
member with ESL training might work with a visiting geologist
from a university to prepare some lessons. - - - = -

- The promise of success with this type of hands-on discovery
raethod with limited English proficient students is supported by
emerging research. For example, Chamot and O'Malley_ cite

research by De Avila, Cohen, and Intili (1981) and Rodriguez and

. 173164




Bethel (1983) whlch suggests that learmng English through

cient students who study scxencethrough actlwty-based lessons

simultaneously make strong progress in Enghsh language skills

(cited in Sutman and Bilotta, 1986). =
_ Despite the opportunity offered by a partnershxp of science and

ESL. there are also local Native American contexts in which in-

itial science training in students’ home language may be pOSSIble

and desirable. For instance, in the Choctaw bilingual pzogram in

stsxssxp;n students receive the majority of classroom instruc-

tion, including science, in Choctaw. Doebler and Mardis (1981)

found that Choctaw students in the bilingual program (the ex-
perimental group) did substantially better in post-tests in social
studies and science than did Choctaw students submersed in
English-only classrooms {the control group). As seen in the Choc:

taw example,

Science achxevement of non-Enghsh background spea:kers
can be enhanced by instriiction in the native language con-
tinuing for several years after they have mastered basic
English-language_skills; because students are still more

adept at processing abstract cognitive operations through

their home language. 1f sufficient instruction or tutoring

cannot be provided in the home language due to the lack of

human materizl resources or to the presence of multiple

langusages within one classroom, activities designed to use
concrets, visual, and context-embedded learning formats
will increase the ability of the language-minority student to
master required skills and concepts. (Ovando & Collier,

1985; p: 205)

Of course, there are many local factors whxch wdl determme
when and to what degree scxence instruction w1ll be in the Natwe

gmdehnes wﬁxcﬁ may be useful to conslder

*, New math and science skills, facts, or concepts are most

- effectively learned in the student’s native language. -

2. When second-language instruction is incorporated into a
math or science lesson, identification of specific language
objectives to match the targeted math or science objec-
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P B iyxde more. opportum.les for students to
n jes sarcular vocabulary sets or sentence striic-

3. The more ccet°xt-embedned the prese-tation is (for ex-

ample, obsar 7 tion of a *hermometer's. response to hot

and cold). th- more likely LEP students can macter the
conteat eveu ir presented in English. The more context-

reduced a lessozus (for example, explaining the meaning

of gravity), the more important it becomes to provide in-

struction in the native language. (Ovando & Collier, 1985,
pp: 213-214)

Gettmg students uiterested in science
—Related to the development of language through the science

curriculum is our third important issue, the -place of science

within the overall school curriculiim. The AAAS recommended

that Native American students be actively recruited to study
science and--technology. This is an important- goal to -be
encouraged But, to accomplish it; students need tobeexposed to
science -in a positive-and meaningful way early in elementary

school. It may b too late to attract students by the time they are

in high school. Fortunately, young children seem to approach

their natural environment as a marvelous series. of question

marks. They spend hours observing with genuine enthusiasm the
world around ther:: They seem to be captivated by all forms of
life—bees, antelope, other children, horses, deer, butterflies;
tmut and 80 forth They are fascmated by such natural
to observe what happens when they tmozuncks mto the water.
Human-made items Lke airplanes seem magical to them; so do
other human inventions like hot air balloons, bicycles, computers,
radios, vacuum cleaners, watches, VCRs, tape recorders, and so

on. In other words; children’s natural desires to make sense out of
their environment (with all its beauty, complexity, and mystery),
cau be nurtured formally in the eiec.entary grades so -that the
spark is not gone by the timie these children are in high scheol.

The reason for doing this is not just so that we can have a higher
number of Native American scientists later on, but so all Native
American adults of the future will l:ave an understanding of how
science impacts their lives._

—-Unfortunately, as DeAvila {1985, np. 21 23) pomts out, many

programs targeted to language minotity s idents such as Native
Americans suffer from the cumpe 1 atory education stigma:




scatise students in compensatory education programs have I

test scores in the “basics,” reading and msthematics, alm»” !

attention is_focused on improving &-ienwisoat in thesc v
Other subj=cts, such as science, tend to i+ addressed intiu: <t ows

ENES

and haphazardly after the other “work" o\ the schoci dsy is done.
The. implicit assumption seems to be that. in a linear fashion,
students cannot. learn about science until tiey have achieved
mastery of a certain level of literacy. DeAvila, however; argues
that a discovery-based, activity-oriented science program is an
ideal vehicle for simultaneous, parallel developmeat o: thinking
skills. litezscy skills, oral language skills, and science content. _
_ One way to address the concerns raised by DeAvila regarding

the way many language-minority students in compensatory pro-
grams are denied the opportunity to develop scientific discovery

skills is to-consider some teaching and learning strategies sug-:
gested by Herber (1978). His_approach is known as content-area

reading. Viewing content areas, such as science; as powerful and
exciting vehicles for learning to read, he offers the following sug-

gestions. First, teachers should see reading not as a subject unto
itself but as a vehicle- for -getting from point “A" (lack of

knowledge about a certain subject) to point ‘‘B" (the source of in-
terest). That is; literacy should be taught as a means to an end:
Reading skills anchored in meaningful purpose will have greater

power over students than reading skills taught in isolation with
no relationship. to other subjects. Thus, for example, a teacher

who is aware that students are interested in how the Rocky
Mountains -'ame about may wish to select readings from a text

which will focus stiidents on the processes by which such moun-
tain ranges are_produced. In this _particular case, the end,
discovering how such a mountain rauge was formed, becomes the
driving force behind students wanting to read the passages.
Through the grological r._iding assignment, in parallel fashion,
the teacher can provide instruction in such reading skills as cause
and effect-and sequence of events. .

_ Much difficulty associated with extracting information from

science texts has to do with the highly-complex nature of the
vocabulary; the organization of the text, the language structure,
the literacy skills, and the study required to master the concep!ts.
Without effective guidance it is easy for students to fall behind,

become frustrated, and eventually give up. This may be especial-

ly true for students from igggnag&moﬁtybickgrmmdé.

vocabulary and sentenice structure, for example, are clearly

larguage issues. What Herber says about instruction in general
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can easily be translated to a situation Where teachers are working

with language-minority students such as Native Americans:
__The subjective observation that the student *‘can't read
the textbook’’ is based on the incorrect notion that they
should be able to read that material independently.
Assignments are given; students do. poorly_in their at-
tempts to read the material; the teacher is disappointed; the
students are frustrated: (1978; p: 17)

In the situation which Herber describes; teaching is not really go-

ing on. It does not take much imagination for a teacher to tell

students to read a certain section of the book and answer ques-

tions at the end of the chapter. The skill of teaching comes in pro-

viding students with skills to build a bridge between what they
already know and what they need to learn. In Herber's approach
reading for comprehension requires active engagement of science

teachers with their students in such a way that:
- (1) before teachers give specific reading assignments; they
discuss with students the objectives to be attained from the
réa;diﬁg; Z _ z L __o_._ - -
- (2) that teachers and students discuss prior material or ex-
periences which set the context in which the new material is to be
léifﬁéaiiia**”ff” T IITTTo Ll oz - : . z : L
—(3) that teachers carefully examine the vocabulary students
need to understand to make sense of the reading material
‘He,rbeg‘ 1978' p'ﬁ 38,' oD - ZZ ) - Ll
-Bilingual teachers working with limited _English proficient

students on science assignments may need to go over and put
extra emphasis beforehand on the crucial vocabulary associated
with the text. One type of pre-reading vocabulary activity is to
provide students with a list of terms they will encounter and have

them write down what they think +.:: words mean. This will
relate what they already know to wkat they are going to learn.
Then, using a dictionary, group work, and teachet’s explanations;
students can write down what the words actually mean in the

particular lesson. In addition, teachers may need to help students

identify in the text where the authors are simply giving informa-

tion, where thr: are ng causes and effects, or where they
are classifying. The use of passive tense in science texts may need
some explanation (Who or what is doing what to whom or what?).

As can be seen; Herber's approach to teaching reading at the

same time as teaching a subject such as science involves a great




deal of oral preparatxon and ] vanet:y of pre-readmg activities

with students before -the assignment is given. In these. pre-
reading activities, ilerber (1978, p. 173) suggests that prediction

can serve as a means of engaging students in the readmg process.

If students make predictions about what will happen in a given

science experiment or study, they are more likely to want-to read

and to comprehend the assignment to see if their prediction was

accurate or not. By predicting beforehand, the students have an

investment in what they are about to read or observe. .

" Both the CALLA approach and Herber's content-area reading

can serve to integrate two _subjects -into one (for. example,
science/ESL or science/reading). Such mt.egratlon of subject mat-
ter may be considered a method culturally compatible with some

Native American traditions. In that respect, Cajete comments
t:hat

language which can be transht.ed to mean ‘‘science”’ as it is
viewed in modern Western society. Rather, the thought
process of ‘‘science,” which includes rational observation of

natural phenomena, classification, problem solving, the use

of symbol systems; and -applications of technical knowledge,

was integrated with all other aspects of Nalive American

cultural orgamzatxons (1986 p. 4)

It follows naturally that in mcorporatmg Native Amencans
tradmonal backgrounds into the formal science curriculum; &

variety of areas of study or experiences can be interrelated. As

will be seen in the following section ou resources, for example;

study of traditional myths, legends, and stories about the stars

can be integrated with lessons on modern astronomy.

Sa. ide Resources anﬂ Iﬂeas for Teachmg

In tms sectxon, resources. xnfour areas perjzammgto the improve-

ment of science tem‘hmg for Native American students will be
descrlbed

2) ideas for use of local hnstory and tradmonal stones.

3) samplesclenc&lessgn plans; and

4) organizations and programs for teachern and students

The lists, of course, are not comprehensive, but they prov:de a
sampling of available materials. Some materials may be used as
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they are, while others may offer ideas for ways in which scierice
teachers at the local level can develop their own materials or
lessons. ,

Ideas for use of the local environment =~

- The following materials exemplify some exciting ways to use

local resources to teach science within the cultural and en-
vironmental context of Native American students. o
-- 1. - Ethnobctany of the Hualapai (Watahomigie; Powskey: &
Bender, 1982) 1s a locally produced bilingual monograph which
describes plants in both scientific and common terminology and
notes the way in which they fit into the Hualapai culture of
Northwestern Arizona. a o

2. Nauriat Niginagtuat: Plants that Ve Eat (Jones, 1983) is

likewise a_locally-produced monograph commissioned ‘“‘to -help

preserve Inupiaq food wisdom, and to enicourage the use of local
foods” with.a focus on improvement of the nutrition of young
Eskimos in the Kozebue area of Alaska.
3. Dena’ina K'et’una: - Tangina Plantlore (Kari; 1977) ie
another excellent publication which examines the close relation-
ship between plant life and the Dena’ina; or Tanaina, Indians of
Alaska.
= 4. Village Science: A Resource Han.!book for Rural Alaskan

Teachers (Dick; 1980) is a highly imaginative and outstanding ex-
ample of how an area school district has developed a series of

secondary level science lessons using siich commonly available
things in their region as-boats, chain saws, snow machAneS.Mgod
stoves, guns, vapor barriers, and hand tools. These items are link-

ed to such science concepts as friction, suriace area; inertis;
action-reaction, centrifugal force, and center of gravity. Each

ur:it bas text with illustrations, suggested activities; and student
réépaﬁgééhéé}sL P ool T - oo ool R,
_ 6. Antler and Fang (Education Development Center, 1970) is
a small publication of the social science curriculum Man: A
Course of Study. The booklet explores the interrelationship
among caribou, man, and wolf.

Like the wolf, man must find a caribou, approach and kill it

before he can use it. But man does not have sharp teeth and

strong jaws. He does not have great endurance. He can not

run faster than ten miles an-hour. He does a0t follow the

caribou through its yearly migrations.

How does man find the ca~bou?
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How dues he get close to it?
Hov. uoes he Inll 1t‘7

... Pitengnaqsardg: Yup ik Esklmo Subsistence Board Gane
{The Lower Kuskokwin -School District Bilingual/Bicultural
Department 1983) xntroduces Yup'ik students to the cntlcal

economies dependent on flshm& trapplng huntlng. and gather-

ing for their survival. The game pirbvxdes a natural lesson in

ecosystems — el _
7. Sometimes an 1dea for_the science curriculum may coms

from an unlikely source. For example, Hale (1980), a linguist, sag-
gests

The. study of language should form a part of curri

Linguistic science has the advantage over other ;mencgs
that the data relevant to it are lmmedxately accessible, even
to the youngest of students, and it requires a minimum of

'natenal and equlpmer't {p. 3)

In other words. according to Haie.smenceteachers can readﬂy

use “hngulstlc knowledge which students possess as a subject

matter of science” (p. 3). For example, he suggests that by engag-
ing students in an analysis of the structure of their home
language, they will “‘begin-to formulate the laws which govern
the observable behavior of linguist form. Observing-data and
making Eénéiahza" izat iéiiﬁ ﬁbﬁiit it ié iii unpbrtﬁnt ﬁétiiﬁiti’ -at this

context may start by using sucﬁpossecstyepattemsas my dogF

‘my house,’ ‘my horse,” ‘my mother,’ and so forth to try to

discover the rules by which the possessive construction takes or
does not | take the sufflx l-ga/

students need not limit themselves tojxammmg resources label-
ed, so to spea’;, ‘‘For Native American stvdents.’’ For one thing,
there is often a dearth of good materials that address the needs of
language minority students. Therefore, we need to look for ideas

wherever we can find them. The following are examples of general
resources whlch can be useful to sclencs (e ‘,hers workmg Wlth

The Scavengers Scientific Supply Company. P 0 Box §ii§§§
Auke Bay, AK 99801, offers a profusion .  science education sup-

plies. Its catalegue lists animal skulls (for example; er-
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mlne/weasel marten. mmk. muskrat red fox and bea‘er) fur

North 4menca (Stokes, 1976) is a ganeral reference pubhcatxon
very useful when taking winter field trips to examine such things

as animal tracks in the snow and to look for birds which are then

quite conspicuous. The author netes;

Winter is a partlcularly gov 4 time in whxch to dQ thxs for
v.i*h leaxas gone birds are more easily seen; and mr many_join

together in flocks; r..king them even more coaspicuous.
Now is the i umcim tcke birds you may have dismissed.all
qurirgpgfﬁaa “ia:. » Mockingbird' or ‘‘only another

Chickadee” a1~ * +*a them on a deeper level of interest. (p.
185}

Ideas for the use of local hlstory and tradltliiiial
stories _

. In the pru\ 13 sectm':. the ‘use Uf students phyexcal environ-
ment for develupment of science lessons and ac:ivities was ex-
plored. In this section we will examine, Yow Native Armerican
stories, commumty lore and local life histezies can be integrated
with the study of scis:

- 1. Ulgunigmiut: People of W(unwnght 1N orth Slop&BorOt ~B

School District, 1981) is a student-produced local history of tie

Eskimo commumty of Wainright, Alaska: The monograph does

not periain to any specific field of science. However, it illustrates

how students working on such a locel history pre’. =t could be
guided to use aspects of historical research to brar.ch irto scien-
tific studies. In the case of the Wainwr.ghit book, for exa .nple, tiie
salient topic of whaling could be used to begin a study of the

physiology and behavior of whales.

-2. The Yukon-Koyukuk School Dlstnct ha* produced a series
of autobiographies, or life stories, of Native Americans of interior
Alasks. The biographies are written- transcriptions of - what
contemporary - Athabaskans have-told: orally abc:.i [heir life
experiences. The books are designed as culturaily--elevant
materials for upper elementary students: Agein; th=:« is no direct
science content in the life histories, but they demonstrate how

science lessons could be fused with locally-meaningful material.

.- instance, the topic of fishing could be incorporated with a
stud.' of fish life cycles and food chains; the topic of gold mining
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could be related to local geology; or the topic of fishing could lead
to a study of microorgaaisms as they relate to food preservation.

3,, _Star_ Stories 1S.an.ner, 1986i 1s a dehghtful publlcatnon

Amencan cultares regarctng ‘the cosmos. It incorporates these

ways of thought irtc scizace lessons in the area of astronomy.

4. Famine Wiiter (Revhner, 1934) was originally an oral

account told in-the last quarter of the 19th Century about a trip @
Blackieet family made northwerd in search of a strange kind of
bear (& polar bear). The brief account, interesting in its own right
as a form of literature and history, could also serve as a starting

peint for such science topics as ecological regions (plains, forest,

tundra), bird migrations; seasos; and the effects of latitude on
seasonai changes.

Sample lessors
- The following resources pmvxd& det.anled examples or collec.

tions of science lessons. which can be tailored to the needs of

Native American students. The first two monograp!.s cited focus

on development of Enghsh | skills while acquirirg s.zence content

and processes at: the same time. The other two references are to

materials which incorporste iraditional Native A zaerican them«s

into science lessons. : E
1. Lezning English through Science (‘7 g baten, &

Shmmaker 1986).includes;, n addition to a variety o1 inet uc-

tivnal strategies, narrative descriptions of three sample sci-nce

lessons in which the strategies are applied- Two of the lessons are

at the high schoo! physics level while the third one, on machires,

could be suitabie for kindergarten or early piing: 7.

9. A Crrnpitive Acadeic Language Learning Appmach: An
ESL Contini-Based Curriculum (Chamot & O’Malley, 1986} also

has three sample lessons in its chapter on science. The lessons

state language objectives; science objectives, and learning

strategie=. They also describe preparation for the lessons, presen-

tation, practice activities, evoiuation, and follow-up activities.
The first lesson, for. example, which draws easily on local

resources, is on the interaction between rocks and water..
‘3. Introduce Science to Students Using the Enmronment;A

Guide for Teachers of Native Americar Students ("‘ -ny, 1981)

contains eighteen lessons for elementary students. * fe:w topics
included are soils. !.~d and population, mini-climates, the web of

life, and ecosys@ntﬁll lessons are based on- locally-available

outdoor field experiences and include instructions for planned
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obsewhtion ﬁshé of the iessbns begm mth a‘ ncm scxentxfi;:
quote from a highly-regarded Native American elder or a poem

related to the topic, and these introductions give deep+ meaning
to thelesson.

4. Science Lessons for Native Amencans (Otto & Eagle Staff
1980) is a_collection of lessons; ranging from kindergarten to
adult level adapted to Native American cultural traditions. Each
lesson includes a statement on implications_the lesson has for

Native Americans. For example, a lesson on conditions neces sary

for seed germinstion and deyeldpment ends Lty askmg why

Native Americans planted crops on river bottor -~ - . -3d of cn
hilltops or bu*es;

Q’S‘!@?ﬂlo"q ﬁa ;i'i)é;iiiié for tea.uers and

students -
, Followmgm smne resources winch provxde a support stn

tumtles.

The Native  American Smence Educatxon Assocxatlon
(NASEA 1228 M St., NW, Washington, DC 20005, Phone 202
638 7066) is a not-for-profnt organization begun in 1982 to im-

prove: scxence educatzon for Natlve Amencan studentss The

Native Amencanstudentsmscxence andmath-basad careers. It

also produces and disseminates information about culturally-

relevant science and math programs. Among its projects and ser-

vices are regicnal science network conferences, a-scicnice aduca-
tion resource center, science equipment loans, regiona! in-.. ~vice
Wbrkshbps, field research awards for outstanding tuach.rs, and

science- circuit riders who provide on-site- help _to teachers:

NASEA also- offers a model high school science program
(Dekwanakwui; Ulohnanne Science) and a bicultural health
science program for high school students ‘ak’'Wa K'Yak'Win
Yanikwadinna). . . = = =

~ 2. KuiToetkis the newsletter of the NASEA (same address as
above) Published quarterly, the newsletter includes such things
as information on workshops and conferences, articles on theory
and methods,- —"ulturally-relevant science charts for the

classroom. NAS“‘A news; hsts oioppgrtnmtms for shu&ents and

fellowa!upsl. andﬁlmrev&eﬁs o
3.__.ilsoa product of NASEA, the Science. Educatwn Resource

Center Catalogre of Hoidin,s, Spring 1986, lists resources for
174
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Native . Amencans in &rt, astronomy. energy, health, math
educatlomjsame addr 33 as NASEA) - ,
_.4. _ Winds of Change is a quarterly. magazme for- Amencan In-
dians involved with science and technology published by the
American_Indian_Science and Engineering_Society (Winds of
Change, 1310 College Avenue, Suite 1506. Boulder, CO 80302).
The publication is designed to provide information on Native
Americans-in science careers and to encourage- Natwe American
youth to choose sclence-relat.ed careers. It mcludes portrmts of
for resource deveIOpment iews on corporatnons, involved with
Native American issues, descriptions of schools providing good
opportunities for American Indian youth; and information on
s«.holif‘ﬁfnﬁé ,,,,,,,,,,,,,, N

5 The Mmonty Access . t:o Reseatch ﬁamers program

hxghly generous scholarshlp program 3o prepare mwonty
students for erstrance into graduate programs in the bionedical
sciences. A¢' ‘3sion to the prograin is based on strong acadesnic
perforinance - (MARC Program, -National - Institutes of Health,
Betliesda MD 20892, Phone 301 496 7941).

e g — -

Workmg in- bxlmgual educatlon. Lambert (1984) has developed
the concept of subtractive versus additive bilingualism. Subtrac-
txve bilingualism is described as students’ lack of devélopment in

1"
C-\(v

=30 in the home language wlule aiso gt{sgcgmg the_second
ity .age. Lambert argues that m subtractive bilingualism the
lack of déVélopment in childrea’s ! “me langur=- wil' also lead to
dsficiencies in their mastery of the second language. Additive bi-
lingualism, on the-other hand, provides the best pote:tial for full
deve‘lopment of: rhlldren s first and- second langiages. In s

1. The needf for aﬁt:wo_-way interchange between the f.radmonal
N ative American learning environment and & school’s formal
science curriculum. -

- 2. - The potential to use s~znce lessons as excellent velucles for
development of English language skills in some situations, while
giving instruction in the home !<nguige in other situations. -

3. The desirability of elevating and integrating science study

" l8d
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int« the web of the overall school curriculum; using science and
its ~opnection with the home culture as a means of  helping to

teach the ‘basics.” ______ __ o
__All of the above points; as well a as the materlal resources we
dxscrssed refiect a common need to break down unnecessary bar-

r-ers between *radxtmna! Natnve Amerlcan ~ultures and the

and other school subjects. These thmgs are addmve processes
Just as-ndditive bilingualism enriches both children'’s first and
second lsnguages; additive science education can enrich Native
American students’ dextmnaiﬁentagent the same time thet it

preperes students to master scholastic science content and pro-

cesses. And addmve sc'ence educs ..on can do thas within a con-
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Mathematics and

the Indian Student

David M. Davison and Duane E. Schindier

- The bilingual student is a disadvantaged mathematics
learner—in terms of both cultural orientation arid language pro-
Cessing. It-is too simple to say that “American Indians don’t
have math brains” or that they “can’t do math.” Such comments
come all too_easily in the. face of _tha poor_ achievement of

American Indian students in mathematics beyond about the
fourth grade level. The responsible educator must ask ‘‘Why do

these students not perform better in mathematics?’’ and **What

can be done to help them learn more effectively?”’ The task for the

mathematics educator is to design a curriculum that will enakle
Native American students to do better,. =~
. In response to these questions, it i ::poropriate to consider the
influence ‘of language and culisce cn a bilingual student's

technical language development. - +:ikre reviewed this in-
fluence as stucied by other-investip .+ . (Schindler & Davison,
1985). For example, Green (1978 fou 1d that math avoidance, dif.

ferences in perceived utility, ability to distinguish nnances of

meaning in - the English language, and the mathematics

vocabulary of the Am:iican Indian language all need to be con-
sidered as factors in the mathematics learning of Native

Americans. She disconnied the ider that American iudian

This original essay appoars here it -t for the first time. Al rights

reserved. Formission to reprint miust be obtained from the suthors. Dr.
Davison is-a Professor -of Education at-Eastern Montana College,
Billings, MT 59101. Dr.-Schindler is Principal of Turile Mou:tzit High
School, Belcourt, ND 58316.
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students fear and avoxd mathematxcs because of. fmlnraand lack

of inherited skills, but noted further that American Indian
students view mathematics as irrelevant to real life. S
Garbe (1985), in his work with Navajo Indians, suggested that
the students were not getting enough instruction in mathematics
vocabulary. He recommended that vocabulary to be mastered be
clearly identified and that student performance in vocabulary be
passed on to the teacher of the next grade. Teachers should try to
use students’ past experiences with mathematical terms to help
give the terms meaning in a- mathematical context. The introduc-

tion of a pew term should be carefully orchestrated through
repetition in context; and through saying it aloud and spelling it:
Green (1978) and Closs (1977) both commented on the lack of in-

t:erest in historical material dealing with the mathematical con-

tributions of Native Americans. This is reflected in the scart at-

tention accorded Mayan contributions, for example, ir. classroom

applications of the history of mathematics.

Leap, et al. (1982) observed that American Indian students’ er-

rors in mathematics problem solving were due to the use of In-

d -a language mathematics-based _problem solving strategxes
rather than inaccurate mastery of Western mathematics skills. A

review of studies of mathematics learning among a variety of

non-Western cultures indicated that indigenous peoples are often

unable to solve mathematics problems that are not perceived as

culturally relevant (see, for example, Saxe, 1982). For exarple,

the abstract addition of thirty-seven and fourteen is meaningiess

to sor.c non-Westerners. It would be more meaningful to restruc-

ture the problem as the addition of thirty-si ser horses to four-
{een horses since in most Native Afiierican corrimunities k-ises

are important. : oo .
_ The Eastern Mont,ar.a Collegﬂ Tltle VII D”’ ’s Grant was

A’ne"xcan Indxan poptﬂatlonrliy focusmgon the expanslon of

selected teaching methoc.; classes. A_primary goal of the pro-

giami has been to extend the capacity of the institution to provide

training relevant to bilingual educators in the innovative use of

technology; mathematics, and science. In the first year of the
grant the Project Director concentrated on £.a mvestxgatlon of
English language mathematizs concepts and terms used in- the
€row Indian language, an lmportant rative laiigiiigé in Mon-

tana. . __ ___ N
Th~ use of the Crow ianguage is_ lngh among the du;.t Crow

reservation populaticn: and neariy eighty per cent of crow Indian
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While dwlgned pnmanly to- ,address ,t,he,n,eeds,o‘ teachers, in
reseirgatlog schools; thi§ ‘study has iiiiﬁli&tibiié for iiiéii? other

ways in which _they_ pnbcess matﬁemmmal tnformatliin; these

students are being. neg’lertﬁd thocrgh the strategies us: ' in

res~i!'ar mathematics inst: .chwon in schools:

Al athematlcs concepts in the Crow language ,
¢+ _explore the relationship between the acquis ...

o) memntlcs concepts in the English language and in the. Crow

language and to document the > istence and use of mathematics

vocabulary in the Crow language, the authors devised a struc-

tired interview study with Crow Indian adults in several reserva-
t:51 communities and Crow Indian children in three reservation

schools. - -
‘The adults were all ﬂuent speakers of Lrow Accordmg to th*
adult info_aants, namea for ¢ square and. cn'clgwgre well known,

pomts ') was of recent ongm and less xrixdgly known. Names for

ouhier terms such as sphere were recent descriptive inventions.
Mathematics terms currently in use reflect the mathematics
l,mpo,rtfant within the Crow culture. Crow language terms exist
for addition and subtraction because these operations have mean-
ing in the Crow culture. Crow language terms for operations such
as multiplication and division were not found in the survey. This
may be because the informants did not_typically use the terms.

The aduit informants noted that number names are important in

ceremonies and have specml significance in the Crow culture:

Student mtervrews o
‘The authors identified three schools ¢-. ﬁe Erov. Ind . aser-

vatlon-—Pryor. Crow Agency, and !;odge s+ z45-~where tn misa
significant population of bilingual stude: i« At cach school an ad-
ministrator - selected - ter, students- conmd :res flueat in both
English and Crow. The authors-had requestsd that students be

salectad fmm those,,m grades four; five; or six who had been

room where the ailthomand interpreter were located. Eacﬁ inter-

view lasted approximately twenty minutes. The students pro-
cessed the interpreter's questlons and answered them in Crow.




The interpreter then translated the student’s answer i..;o English

for the authors. =

Following is a summary of responses.,, I

1. Nineteen of the thirty students could recite Gmw namesixﬁr
numbers up to t:r but no higher, while only one could give
ntzahors be LT :enty However when the mte'preter gave the

Cro" RS

dred. This suggests that even in blhng'ual programs students are
not using the Crow names for the numbers frequently, although
they recognize them. = =

2 Twenty-slx of the students. nse bronummber names mﬁen
members. For exarnple some students living or spEndmg con-
slderable tlme thh theu- grandparents speak only Crow wbtle
number names they know. -

3,-With only three exceptlons, the students saxd they used
Enghsh language number names only in school. There was a clear
distinction_in the minds of these Crow-speaking students that

one spoke the Crow language at home and the English language
at school.
~ 4. Nineteen of the students used mathematu:s oniy when dea:l
ing with money while eight of the remainder said ‘“‘when using
numbers in an English language way."’ This finding also supports
the noticn that these students associate the use of the Crow
language with their out-of-school life. :

_5. Students eppear to encounter the terms for addxtwn and sub-
tractmnonlym the context of mathematics instruction—whether

the terms were known seemed to depend on whether the students

could re.iember them from bil'ngual instruction . .

6. The term for one-half, and to a lesser extent, that for one-
fourth form part of the traditional Crow culture. Otherwise, frac-
tion names are viewed as part of the Enghsh- anguage culture on-
ly -

7. Twenty three of the students knew or recogmzed Crow
names for at least fo..= shapes (circle; square, triangle; rectangle;
and star), and only two knew or recognized fewer than three
shapes: The term for circle was unfamiliar to only two students,
three were unfamiliar with square, and four with triangle. The
mdespread recognition of terms for circle and square was to be

expected in terms of their algmfieance in traditional Crow
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culture Certamly. ,the unportance of these geumetnc shapes in

8. When asked the posltxon of a desxgnated roci in a set of
Cuisensire rods; only one-fourth of the students used the ordinal
term representing fourth, the majority answered ‘‘four.” It is

clear that the Crow langtage distinction between cardinal and or-
dinal numbers was not understood by these students.

- 9. Each student was given the twenty- four-pnece set of
geometric attribute pieces consisting of the three. pnmary colors;

the shapes square, triangle, circle, rectangle; and the sizes large
and smell. Each was then asked to sort the attribute set. In
twenty-five instances the student -sorted initially by shape,
whereas mc.! westerners sort initially by color. This would ap-

pear to support the notion that American Indians relate better to

spatial representations than do.non-Indians: This also supports a

tentative conclusion that American Indians process mathematics
differently from non-Indians. -
~10. When asked to identify dlfferences between given attrlbute
pieces, seventy-five percent of the students could identify all
three attribute changes. This suggests that these students are
Véi’j' éﬁﬁiblé 6f i@lﬁtiiig t6 g@dﬁiétﬁé materials.
Interpretetlon of the fmdmgs

--All students mtemewed -were classnfled by adnumstrators as

yocabnlarygs Bemg lost. Even when thechddren knew Crow

number names (as in counting), they appeared to be thinking in
English and translating into Crow. They reported that they Uaed
English number names when talking with other Crow <pe
children, but that they use Crow number names when talkiiig to
Crow speaking adults. -

Based on interview d. ., it appears the Crow language with its
geometnc terms and uses Qf matherratics operations is not being

used to aid mathematics taugh® in English in Crow reservation
schools._If Crow is_to be used to_teach mathematics to Crow-

speaking children, the teachers need to be aware of the operations
of mathematics within the Crow language and to be able to use
the logical constructs within the Crow lar e to assist Crow-
speaking children in the accommodation of matheinatics instric-
tion in English. This means that specialized teacher preparation
programs for teachers of Crow -language-speaking children




;ﬁ}iﬁj.ii’(ii mciu(ie éﬁxéi;f :ééiﬁéiﬁiﬁéé,,ébﬁi:éiité -in the Crow
language. Crow bilingual education programs in the elementary

schools may center Crow language lessons on mathematics func-
tions in the Crow language and thus_assist non-Crow-speaking
teachers in facilitating Crow-language-speaking children’s ac-

commodation of English language mathematics concepts. Crow-
language instruction in mathewmatics may enhance English-

language mathematics achievement of Crow-l:nguage-speaking

children: An experimental Crow-language bilingual mathematics
class which _taught initial reading and mathe:navics in the Crow
language to. Crow-language-speaking first-grade-level children
resulted in these first graders receiving higher scores on a stan-
dard English-lsnguage achievement test of mathematics ability
than a matching group of Crow-language-speaking first-grade-
level children who were given initial mathematics instruction in

English (Closs; 1975). -
Methods of learning mathematics

- Equally as important as the role of language and culture on the
Native American child’s learning of mathematics is the way

mathematics is learned. How do Native Amer+~an students pro-
cess mathematical ideas? What is their style . learning? . .
~ One way of responding to these questions is addressed by the
“Math «nd the Mind's Eye” project, centered in Portland,
Oregon. As yroject director Maier (1935) indicatzd; many people,
regardless of culture, find mathematics devoid of meamng, con-
sisting ot nothing more than mathematical jergon and symbol

manip. ‘ation. This results in mathematica! underachievement,
anx 'v; and aversion. Many who. are successful in mathematics
employ sensory perception, models, and imagery, but this is not
where the focus of school mathematics lies. Maier focuses atten-
tion on visual thinking and its rolc in teaching and learning
" The *“Mathem::ics Their Way’’ program, in use for a nutmber of

yoars, has prov ! successful because of its emphasis on relating

mathematics to reality. The program Fas been particularly suc-
cessful with American Indian students who have benefited from

the more hands-on, less ubstract approach. There is a clear sug-
gestior, these students will be more successful when presentation
of mattematics material responds to their learning styles by be-
ing less abstract and more visual and tactile. This observation is
~voparted by students’ preference for geometric tasks. and sug-

s that they can succeed in English-language mathematics so
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long as it makes sense in terms of the way they process informa-
tion. Initial'y; use of the native language is important as an aid to
learning English-language terminology: the continued successful
learning of mathematics depends on students being able to pro-

cess the ideas in a meaningful way. Accordingly, it appears.that

for students from more spatially-oriented cultures, such as

American Indians, a more-sensory-oriented teaching style would

seem essential;

Summary o
__Three mﬁuences affect the Amencan ‘ndmn student 'S capacxty

to learn English language matliematics. The first is the role of
language, the second is the culture, and the third is the student’s
learning style. -

The authors fuuiid that Crow Indxan bmngual students are not
maintaining mastery of the Crow language as far as knowledge of

Crow languagc mathematical terminology is_concerned. This

raises _questions about_the_ impact of bilingual education in

mathematics instruction, at least in terms of mathematical
vocabulary. Inrcomplete learning of mathematics vocabulary in

the cluldren 5 flrst language mey be creatmg chﬂdren who have

construct or the co:xstructs, of Engllsh. ‘The ,m,ﬂuence of the
students’ - culture, -and - the perceived- relevance of the
mathematics curriculum; is ssen as an additional @[}leﬁ: Ex-

cept for working with money, students do not perceive the

mathematics they learn in school to be of any use to them, nor is

the school curriculum seen as . culturally relevant. Most
significantly, the students did not share either a large number or
a wide range of goals. The school curriculum, as far as these
students were concerned, :elated to just one goal—earning
money. Even though these stiderts were young; school had vely

The methods by wlnch mathematms;a r.ypxcally pxesentad;io
not consider the Indian student’s learning style. Textbooks are

typically written for white middle class America #nd present

matﬁematxcaasanessentmﬂy abstract subject. While many text-

book series now make reference to the use of tactile and visual
aids, few teachers present mathematics in other than an abstract
manner. The Indian student depends upon a more sensory ap-

proach to be able to learn mathematics effectively.
These influences, singly or in combination, have affécted the

a
“

oy
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mathematic .Students in bxhngual education programs need

more attention paid to mastery of mathematics terminology in

the native language, and thence to the mastery of English

language mathematics__vocabulary. Wherever possible;

mathematics concepts. should be presented in a culturally rele-
vant manner, using situations in which the students may have

soitie interest. Above all, the presentation of mathematical ideas
needs to be consistent with how students learn. The use of a tac-

tile/visual approach assists students to form ‘meaningful images.
The authors suggest that progress in these three areas will con-

tribute to more successful learning of mathematics by American

Indlan students
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Using Microcomputers in
Bilingual Education
A. W. Strickland
,Today m seems mconcexvable tBaEléEE @ij décade ago thé

first microcomputers were emerging {rom Jdesigners’ worksheets
inte the home and classroom. Yet, in 1977 Comraodore (with the
PET 2001), Apple (with the Apple I1), and Radio Shack (with the

TRS-80 Mpggilﬂ:giéfe,;&ﬁbﬁg the words of Seymour Papert
delivered earlier that same year before Congressional hearings on
technology:

_During the nineteen eighties, small but immensely power-
ful personal computers will become as much a part of
everyone's life as the TV, the telephone, the printed paper,
and the. notebook. Indeed, computers will integrate- and
supersede the function of these and other communicational
and recreational home technologies. (Papert, 1977; p. 258)

 Since 1977; others have heralded the role of the microcomputer
ifi education. Alfred Bork; a pioneer in computer-based learning,

reinforced Papert’s comments this way:

We are at the onset of a major revolution in education; a
revolution unparalleled since the invention of the printing
press. The computer will be the instrument of this revolu-
tion...By the year 2000 the major way of learning at all
levels, and in almost all subject areas will be through the

interactive use of computers. {(Bork, 1979)

This original essay appears hers in print for the first time: All rights

reserved. Permission to reprint must be obtained from the author. Dr.
Strickland is -an -Associate Professor- of -Elemen mientary and Secondary
Education at Eastern Montana College, Billings, MT 59101.
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At first, many may have classified the views of Papert and

Bork as extreme and overly optimistic but, today, schools are be-
ing filled with microcomputers; software, and a generation of
children expecting to use this tool to help them learn. All areas of

teaching are experiencing. the anxiety of using this new
technology, but no need could be greater than that of the bi-
lingual teacher and child, In a world where differences. in

language may have created a chasm between Native American

and English-speaking societies; the burgeoning computer revolu-

tion may engulf the Native American student in a sea of despair.

- Dr. Judith Hakes; director of a project designed to aid the
Acoma tribe; a member of the All Indian Pueblo Courcil niear
Albuquerque, New Mexico, revealed signs. of the ever-widening
technology facing Native Americans as follows:
_ Traditional approaches in the teaching of mathematics
and science are not working and students are falling further
behind. At the intermediate grade levels many students ex-

perience difficulty with science and mathematics and these

difficulties become apparent on student performsnce resu'ts

of standardizes tests. In the arca of science poor_perfri-
mance is often shown because students lack basic content
information while poor performance in mathematics is evi-
dent in the basic skill weaknesses such as computation, use

of the number system, word problems, number concepts,
and problem solving. o o

_The need for improvement is critical because if poor
academic . patterns in mathematics and science are not
changed, these Pueblo students will not be able to compete

in the future job market in this area. Many will be forced to
leave tae reservation to accept low paying, low level jobs

and others will simply drop out of the job market entirely:
(Hakes, 1981)

 The computer could help overcome this, biit it world be naive
to assume that software publishers would create a significant
number of microcomputer programs aimed a’_the small Native

American market. Thus, teachers must be prepared to develop, or
ntegrate, existing software to meet.the diverse noeds of the
Native American population. In the remainder of this chapter, I

will discuss ways to accomplish these two alternatives as well a5
what bilingual research has to offer to aid in this quest. Where

specific bilingual microcomputer software does exist, it will be in-
cluded in the discu iscussion.




_The discussion is divided into the following sections: teaching
about microcomputers, teaching with microcomputers, and
teachiig using microcomputers. These three sections loosely
follow the model described by Robert Taylor (1980) in-his book,
The computer-in the school: Tutor, Tool, Tutee. Therefore,
Taylor's basic framework will be evident, but with my modifica-

tions to account for technological advances which have taken
place since his publication.

Teaching about microcomputers - -

_Teaching about microcomputers. is subdivided into_two sec-

tions: computer literacy and computer languages. Using Taylor's

deseriptions, we could classify the microcomputer in a computer

literacy course as a tool, while in a computer language course the
microcomputer _becomes the tutee as. students attempt to
reproduce human tasks using computer languages._ .
- Computer literacy. Few disagree that computer literacy should

be taught as- early as possible, but implementation and cur-
ricilum development have been slow. There has -been much
discussion as to.what is meant by the term computer literacy but,
in such a rapidly developing field, a precise, static definition
seems impossible. This elusiveness has caused many educators to
become apathetic and given them ample excuse to delay proper

planning for a K-12 m.crocomputer curriculum. Such a plan,

which needs to be as dynamic as the computer field, must deal

with the microcomputer as a tool of the information age. Hunter

(1983) focused on the role of microcomputers as a tool of the infor-

mation age, giving the following definition for computer literacy:
“Whatever a person needs to be able to do with computers and
know about computers in order to function in an information-
based society” p. 1)
Hofmeister (1984) summar
critical attributes: S
a. The neecs of an individual necessary for effective func-

ized Hunter's definition into three

_ tioning with compumg lﬁ an iﬁfoma”f”’ftiﬁn-fbased: sed society.
b. "Needs"” refers to akills, knowledge, and attitudes.
¢. Needs will not be static; but will vary with time, place,

and individual. (p: 6-5) :

~ Except in a few isolated examples, Indian education bas not
put forth the effort to implement this definition of computer
literacy. A variety of excuses may be tendered to justify this lack
of leadership and imagination. Hfgg in an era of high
' 189- ¢
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technology, geography, achool size, and even lack of welk trained

teachers need not be barriers to learning. With a computer, a
modem, and a telephone, the information of the world is at our
fingertips, and communication with other Native American

groups can become a rewarding learning experiencc. . .
- In.a study entitled, “‘Let Your Fingers Do the Talking” (Bari-
hardt, 1984), two schools in the remote North Slope Borough
District of Alaska took advantage of the communications
technology described above and reported the following results:

~ They [teachers] began to use computers to communicate
with supervisors in other locations, to teach math drills and

practices, to teach science, and to Improve research pro-

jects. However, the most interesting use of the computer
was as a communications tool for instructional and ad-
ministrative purposes. Using the computer and one of many
electronic networks, students exchanged information with
students in California . . . o
_For these teachers and students, the world of technology has
not left them abandoned and isolated, but is opening new vistas

of learning which will make them masters of the information age.
Computer languages. Computer languages allow computer

users to become the “tutor” while the computer becomes the

f‘ﬁ,{téei," If we structure human knowled, ge }g,to it;sﬁ I!ﬁgﬂ uage, a
In the process, computer languages must be-translated into
machine language; only then can human instructions be followed:

The two most common translation processes are interpreting
and compiling. Interpreted languages, such as BASIC {Beginners
Allpurpose Symbolic Instruction Cods), LOGO (a natme tarieg
from the Greek word for reason), and PASCAL {named after

Blaise Pascal) are generally found in the K-12 environment. Corm-
piled languages, such.as ADA (named after Ada Augusta Byron,

the Countess of Lovelace considered by many to be the first pro-
grammer), ALGOL (Algorithmic Zanguage), COBOL (Common

Business Oriented Language), FORTRAN (Formula Translating)
have been used by college and business communities.
- Increasingly popular in education are two special types.of high-

level computer applications: authoring system languagos and
artificial intelligence languages.
~ Mylona (1985) describes various authoring s which may

be appropriate in the development of teacher-created microcom-

puter software for bilingual and Indian education. Her report.




CAI and- Authormg Alternatwes. dwumenti and reviews a

SuperPllot an authormg language, may offer the besi: benefits
to- K-12 teachers, particularly to teachers in Native American
schools. SuperPilot allows users to interface videedisc players

with microcomputer software to create unique microcomputer

lessons too specialized for commercial software publishers. Very

little work has been done in this area, but the possibilities hold

great promise. S
With the advent of urtxfxcml mtelhgence languages such as

LISP {List Processing language) and PROLOG (ngrammmg in
Logic), schools will be able to have on-site expert systems in a
variety of disciplines; again shrinking the technological world in
which we live.

Teaé]img Wifi: Mncrocomputers

The most common use of microcomputers in sthools is as
“tutors.” Software to support this role must be programmed and
produced by ‘‘experts.” (However, if one examines the array of
products on the market; this might be considered -a generous
term!) The process involves students being tutored by the com-
puter_while_the computer_executes the software. The student

responds; the computer evaluates the response and provides the

next appropriate section of text. Depemdmgm _the_type of
microcomputer software, the process is either simple or complex.
The eight divisions of microcomputer software used in this area
are drill and-practice, simulation, tutorial, tool, problem-solving,
instructioaal game, testing, and recreational. - -

__ As discussed earlier; very little- commercmlly avm]able

microcomputer software is designed exclusively for- Native

American use, but a great many of the approximately 3,986 soft-

ware packages for the Apple family, of the 978 software packages
for the MS-DOS (IBM-compatible) family, of the 643 software

packages for the Commodore family, and of the 545 software
packages for the Radio Shack (TRS-80) family can be integrated
into the K-12 curriculum. (Data furnished by Eastern Montana
College’'s— Technological -Resources -for -Instruction
h‘ﬁ;ect—IRLPi With careful integration into Native American

re packages cuuld-aid the lear-

proeesé. _The_ key:s to treat time as a variable and allow

mnsteryqfthe material. If bilingual research tells us anything, it

is that time required for assimilation of various curriculum

materials is greater with bilingual students than with English-
191

i AN

"s

200




speaking students (Holland, 1981).
- Alessi-and Trollip (1985) contend that the four parts common

to effective teaching models are presenting information, guiding
the student; practicing, and assessing student learning. Research
indicates that for most learners this model of teaching produces
the highest achievement levels (Koran; 1971; Merrill. 1974
Klausmier & Feldman, 1975). However, this ignores development
of skills or concepts-through discovery, experimentation, and

practice, models which may be very effective where time is not a
constraint. The Alessi & Trollip model appears to be the one
followed by most software developers, with tutorial software
satisfying the first two phases; drill and practice software the
third phase; and testing the fourth phase.. - e -
—Bilingual education programs which wish to use microcom-

puter software need to clearly identify which models of teaching

produce the most desirable-results before they invest in_large
software purchases. Additionally, the information could be
critical in modifying existing software packages to better meet
the needs of bilingual students. . = .

- Drill and practice software. Drill and practice software is; by
far, the easiest to create, probably explaining why it makes up
over 60% of commercially-available microcomputer software. It
is also easiest for teachers to use, as it generally requires littls ex-
planation to get students started. But, for drill and practice soft-
ware to be an effective learning tool, more is required than a cur-

ry inspection; teachers must plan carefully for its integration
intb thémgulum L s o e
_ This type of program is also the most severely criticized of all
educational software. The majority of the criticism is justified
because many of the poorest examples of microcomputer soft-
ware on the market are drill and practice programs. Most often

these programs reproduce flash cards or worksheets, a form easy
for programmers to put together in a quick, salable product.
Therefore, teachers must question an investment in software
which accomplishes nothirg more than could be done without the
wmpu@?' - - I - - [ ——m—e o — —o - - -

The two basic types of drill and practice software are remedial

qQuires teachers to perform some diagnosis of a student's deficien
cies and then identify a program that can focus on the problem

area. Moreover, a step-by-step explanation of each error is an im-
portant facet if a student is to master the desired skill by the end
of the program. Skill sharpening drill and practice software seeks

,.'_2.01 1:54




to unprove eltlget students’ accuracy or speed in a particular skill
(which may be student or teacher initiated).. The critical dif-

ferenci: between the two lies in the need for diagnosis and the
detailed error explanation supplied within the remedial program.

The majority of the drill and practice software claims to be

remedial; but very few software programs contain the attributes
described above Nearly all sklll-sharpemng software falls i in the

thxaaectmnmllbemthoseareas --
The reading drill and practice software concentrates on letter

recogmtion, alphabetical order, word alphabetization, sight
words, phonics, structural analysis, word definition matching,

and synonym or antonym matching. It might be assumed that

the quantity of drill and practlce reading software is vast;

however, quite the opposite is true. There is a particular void in

the-bilingual area. Again, bilingual teachers must use reading

drill and practice programs as mastery lessons, allowing students
sufficient time and repetition to acquire the skill. - -
Several studies in this area of compiiterized learning have been

condncwd and may provide insight in planning bilingual reading
programs. Gerard Dalgish (1984) analyzed common writing er-

rors of foreign students on the Writing Skills Assessment Tests

(WATs). Result? of"this computerized study could provide in-

sight into writing problems of Native American students. Sauve

and Schnuer (1983) produced a Guide to Microcomputer

Courseware for Bilingual Education and Related Settings, which
concentrated on reading software. Maribeth Henney (1982) and a
team at Iowa State University, in response to the lack of
microcomputer programs_ available in reading ‘comprehension,

_ developed five microcomputer programs aimed at the elementary

=jevel. Because research in bilingual reading drill and practice soft-
ware—espeually in the Native American area—appears so defi-
cient, the way is clearly pointed for future fruitful investigations
and, therefore, development of more substantial microcomputer
software may be on the horizon.-- - -
_ The area of mathematics is filled thh examples of dnll and
p?aﬁcgymgxams. from preschool to college level. Most software

is aimed at_the remedial area, but few- programs follow the
guidelines previously mentioned. One which: does is Mallon's

(1978) mcrocomputer pmgmmﬂ&nmliﬁthwhdh gives drill

and p  problems in mt.heLEniﬁsEOtSfﬁEﬁEjmngtha
mathematical operations of addition;, subtracti

andfordstmn.'l‘hmillustratzsatmndmbihngualedmtmm
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programmtr haveconcntated an Spaihspedking sdents

few have developed programs for the Native American popula-
ton... . - G
- There are many advantages to microcomputer drill and. prac-

tice programs—when corvectly designed and developed. Drill and
practice microcomputer materials can be made more interesting
by using graphics, varying fesdback patterns, kespin- students
informed of their progress; and calling on an assortment of media

presentations which maintain interest. One of the most impor-
tant features of any program is the progress data which can be
stored and used later by teachers to betier guide learners in ac-
quiring the skill. This is, by far, the most important aspect of any

drill and practice software. With Indian students; teachers can
use_this reservoir of data to create individualized educational
plans for each member of the class. o

- Simulation software. Simulation software may be appropriate
in any of the four phases described in the Alessi and Trollip (1985)
model of teaching. Generally, simulations are combined with
other software to improve.the charices for learning to take place

and to_reinforce previously learned concepts. For this reason,
microcomputer simulations may have great potential for educa-
tion, especially Indian education. Simulations used to reinforce

difficult concepts (Gagne, 1967).

previously learned material could greatly enhance assimilation of
By definition, a simulation is a representation of a real set of

events. A microcomputer simulation places users in the role of in-
teracting with situations created by the software, resulting in

users being forced to make decisions whose consequences lead to
the next set of events, Simulations are most effective when they

provide experiences that might be too dangerous in real life or
when they provide vicarious journeys through time and space,

allowing students to assume an abundance of roles. - -

Alessi and Trollip (1985) divide microcomputer simulation soft:

ware into four groups: physical, procedural, situational, and pro-
cess. A physical simulation depicts a real device on the microcom-
puter screen, allowing students to manipulate controls or dials as

if it were the real instrument. Operating in a simulated airplane
cockpit, learning to operate a ham radio, operating the console of
a nuclear reactor plant, and conducting a scientific laboratory ex-

periment with complicated apparatus are a few examples of

physical simulation. Most of this software appears aimed at col-
- lege or vocational students rather than the K-12 learner. With the
advent of videodisc technology, perhaps physical simulation




models.can be created that will give K-12 Indian students oppor-

tunity to experience devices usually found'in large urban school
curric‘:jli' z z R = T T Lo T e -
A procedural simulation is similar to a physical simulation ex-

cept there is a prescribed procedure to be followed, and it is this

sequenced set of events which is the prime objective. Examples
would be programs which show how to oper.ce a ‘hand-held
calculator to achieve a specific solution (for example, doing
square roots, calculating an average, and so forth), or to perform
a titration of acids or bases in chemistry. Inhelder and Piaget
(1958) indicated that sequenced events are critical in develop-
mient of preoperational and concrete operational  thought.
Perhaps procedural simulations to help reinforce learning at this
early level would be beneficial to all areas of education, especially
to Indian students having difficulty assimilating new informa-
tion into their native language/culture. - .- - - ...
__The third simulation type; situational, attempts to place

students in a scenario different from their current time or loca-
tion. The two previous types of simulations dealt with skill per-
formance; this type deals with attitudes and behaviors of

students as they interact with the software. Sometimes this in-
volves assuming roles of animals (O 'Dell Lake and O 'Del! Woods)
or; - more impbrtantly, of :humans, of . @&éﬁtf@t@

backgrcunds (Oregon Trail and Voicanoes). There is a great need
for situational simulation software relating to Indian culture and
history to be created so that, not only they, but their English-

speaking counterparts, can gain insight into the Native
American environment. :

 Process simulations differ from the other three in that the user
does not actively participate during the simulation; but must
describe, before the process begins, what the computer is to do.
This type of simulation is generally used to see changes over

time, such as in populations, economies, labor productivity, and
specialized fields such as genetics (Cazlab). - - - .

" The small number of commercially-available simulation pro-
grams is primarily owing to-high cost and the amount of exper-
tise required for production. However, properly used, simulations
can be a significant factor in increasing student motivation and
valuable tools in dealing with the acquiring of difficult concepts.
In the Indian K-12 curriculum ample opportunity exists to in-

tegrate simulation software into daily classroom activity.
__Tutorial software. Tutorial microcomputer software is difficult
to create because it instriicts; it attempts to emulate teachers in

1
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presenting new material to learners. While tutorial software may
be found at any of Gagne's (1970) -evels o learning, it is typically
developed for discrimination learning, concept learning, rule learn-
ing, and developing problcm-solving strategies.. For this reason

tutorials are adaptable to a wide range of curriculuin areas—{rom
arts to physical sciences (Gagne, Wager, & Rojas, 1981). Alfred
Bork (1985), talking about tutorials, said:
Computer material must be designed to allow for not just a
single conversation between the student and. teacher (the
computer) but rather an entire set of all possible conversa-
tions” (p.62).

.~ Contrary to Bork's view, however, most raicrocompiter

tutorials are being produced with only one teaching model in

mind. It is very expensive to produce- tutorial software with
maultiple teaching models. However, electronic publishing is still

in its infancy and more elaborate tutorials may be forthcoming.
We know the population of learners is diverse so that more than
one teaching model is required to reach a majority of students.
Thus, if tutorial software it to make a significant contribution; a
multi-model approach is the right direction for it to go.
Strickland (1980) described a computer-managed metric instruc:
tion package which demonstrated the need for carefully-designed

tutorial software for use with students having & wide range of
learning styles.

_ The dugree of complexity of & tutorial program increases as it

requires more branches to allow for this variability of 1

styles. The more branches, the greater individualization is possi-
ble with students and subject matter. As this evolution of
tutorial complexity continues it moves _toward Intelligent
Computer-Assisted _Instruction {ICAD) and ultimately to
“‘expert” systems. Such systems, now beginaing to emerge, show
great promise for education. Unfortunately, some of the best ex-

amples of computer tutorials are found on mainfraime computer

systems. Slowly, some of these are being converted to microcom-
puter operating systems and will eventually find their way into
K’12 classrdqms o L e

Teachers: of Indians need to carefully examine ;@éfciqny-
available- tutorial software, _making "*’ijﬁi{a fé&chmg ‘models
presented are appropriate for their students. However; linearly

designed tutorials should be avoided whenever possible because
they are generally older (developed prior-to 1981).-

Tool software. Microcomputer tool software includes program
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grguPs s}@’ as word processing (A ppleWorks, PFS:Write, Bank

Street Writer, Word Star, etc.);-electronic spreadsheets (Ap-
pleWorks, PFS:Plan, Visicalc, Lotus, _etc.); -databases (Ap-
pleWorks, PFS:File, Dbase 111, etc.); and special grapluclword

procesmng programs (Newsroom, Printshop, etc.). Tool software

is the most used of all software areas, primarily because its pur-

pose and function are easily understood by a variety of users.
Since -these- programs instantly- increase productivity and
technological knowledge,; they could have the quickest benefits
for Indian students. __ __.

_Problem-solving software. Problem-solvmg software mvolves
the highest level of Gagne’s (1970) learning_hierarchy. Only a

limited- number of students may have reached this level of
thought but, for those students, problem-solving software can
provide skill development in a variety of curriculum areas. Often

this-is vresented in inductive or discovery- format. However, this
method requires long uninterrupted periods at the microcom-
puter: Sometimes the software may be more productive if

students work in_groups {(of a maximum of three students per

group). The experience can be made more effective if the teacher

has designed a follow-up activity which integrates the software
with a previous curriculum experience. As in any other
classroom, teachers of Indian students need to be prepared for
the length of time required by students to successfully complete
problem-solving activities. Sometimes this means inodification of
their teaching styles to accommodate the time. -

Some of the more popular problem-solving software names are:

Gertrizde s Secrets, Gertrude’s Puzzles, Moptown Parade,
Rocky’s Boots, Match Wits, Mystery Master, The Factory, The
Super Factory, The Incredible Laboratory, and Thinking and
Learning. - - I

Instructmnal giine softwm-e Instructxonal game software isa

stramt. Certmniy,,mstmctmnal games are more entertammg
than other forms of educational software; but they attempt to

provide. students with challenges. They vary in instructional
value. Decimal Darts and Math Darts provide elementary school

students with an opportunity to master fractions while playing a
game; since knowing fractions enhances the chances of winning:
While there have been several attempts t‘.o classify games (Abt,
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1968 Elimgton Admall & Percn?ﬁl 1982} 10 system has lmen

uniformly adopted; moreover, there appears to be only a_small
amount of research into instructional -games. The _different

generic groupings of instructional games are_ adventure, log'lc.

role-playing; psychomotor, card, board;, and combat. This is an

area Where teachers must be clear on instructional objectives

before purchasing software. Appropriately used, instructional

games are valuable as their motivating influerce is quite strong.
Testing software. Assessment, the fourth phase of the Alessi

and Trollip (1985) -effective teaching model; is one of the ‘most

essential parts of all instruction. The two major methods of 1 'using

microcomputers in testing are to use them to construct tests or to

linister tests: Constmctmg tests is the most frequent use of

rmcmcomputers in testing. A number of test generating pro-

grams are on the market. Generally they allow teachers to create
multiple-choice, truefalse, or fillin-the-blank type -questions.
Some programs provide for random selection of questions from a
pool of stored questions. Many give statistical data on student

performance. Some even provide an item analysis of the test

questions.
Mlcrocomputer admnnstenng of tests may emerge asa popular

use with the growing number of micros in schools and the advent

of videodisc players. This combination would allow examiners to
be removed as a variable, especially in tests administered to
preschool and elementary age children where interactions be-
tween children and adults often take place. The use of microcom-
puters-in_testing could benefit teachers of Native Americans;

where language barriers often influence test results. -

__Recreational software. Recreational software is not mtended to

have mstructxonal ment therefore 1t should be hmlted to ac-

tainment rather than educatlondl value, its discussion is oxmtt:ed
from thrs chapter

Adrmmstratwe uses of mrcrocomputers can be d1v1dedmto the
categories of office and classroom. This section deals only with
classroom administrative uses. The teacher has a great deal of

paperwork 1nvolvmg grading and keeping of data on each child.

By properly using available software; the time required to per-

form these tasks can be greatly reduced. Microcomputers can

help prepare reports, worksheets quizzes, tests, and-classroom
art materials; aid lesson planning and resource scheduhng- and
help in other ways. only hmlted by a teacher’'s imagination.
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vances into the Indxan classroom for more effective learnmg

Along with this, however, must come opportunities through

workshops and inservice training seminars for teachers to master
skills needed to integrate microcomputer software into existing
curricula. Beyond this must come recognition for comprehensive
K-12 curriculum planning embracing the technological advances
of today and tomorrow. This requires boldness coupled with care;
since the vast array of software available labeled as
“‘educational’ can many times be misleading. ______ ______
It is my contention that bilingual (for example, Indian)
students can be partlcularly helped in their struggle to live and
exist successfully in two worlds through the use of microcom-
puters and software. Simulations, drill and practice, tutorial, and
tool programs can-provide individualized instruction that allows
achievement of subject matter mastery.:
__Obviously; this chapter_is but a brief examination ofjduca-

tional_ computing. The particular area_of bilingual computer

education warrants further extensive study:
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:{il Educatlon fer

Physic
Robert W; Gruemnger

The -vaiues and skﬂis which. Eanngmencans tradltlonally
needed for survival were perpetuated through games and sports.
Games both developed and tested the strength, stamina, speed,

pain tolerance; and courage- required for life. Thus, games and
sports often- simulated hunting, food gathering, tipi building,
relaying vital messages; or fighting (Wise, 1976). Skills emphasiz-
ed were those of throwing spears, shooting arrows, riding horses,
and running: Leaders of games were chosen for their successes in

competition. With all this; then; it is little surprise that the

Cherokee chose to call games ‘‘the little brother of war,”’ with par-

ticular reference to the ancestral form of what today is known as
Lacrosse (Lavine, 1974) - L
It will come as no suxpnse to Native Amencans that mnnyper

vasive elements in contemporary sports were born of American
Indians.-Not only is Lacrosse-of Indian ongxg.ﬁbgtgsgﬂreield
hockey, ice hockey, soccer, and football, although similar games
developed -independently-in other corners of the world, as well,
under the innate need of humankind to play, to contest one with

another; to kick; to throw, to run; to wrestle, to leap, and to

dance. The American indian can also feel pride of ownership

when 1t comes to the origin of mﬁnfy elements of modem-aay

This ongmal essay appears he .
reserved. Permission to repnntmuat be obtained from the author: Dr.

Grreninger is an Associate Professor of Physu:al Education at Eastern
Moitana College, Billings, MT 659101,
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bammocks, ayaks,ponchos oo, paras, i, svings

tops, and. in_fact, rubber balls, are some Indian inventions
(Brescia, 1981; Josephy, 1968; Lavine, 1974). Games such as
Blind Man's Bluff, Prisoner's Base, Crack the Whip, Hide and
Seek, and Follow the Leader were common among tribal children

(Whitney, 1977).

. Then; too; Indian groups had some games in common and

oiisers that were unique. Moreover, all games and sports were
constantly in a state of change in minor or major ways
(Heidenreich, 1986). There is value in teaching games and sports

that are the Native American heritage, since the goals of educa-
tion are to preserve what is worth preserving culturally and to
provide us both with a feeling for history (where we've been) and
dégtiﬁ? (ihéié’iéjfe’ gaiﬁé)};: oo - o P z z
Physical education programs for native students. then, need
not be drastically different than for anyone else. However, some
differences do exist, and it is important to recognize and plan for
these differences. First, while physical fitness and motor skill
development should be the primary objectives; regard also
should be given to the sigrificant social and emotiona! growth op-
portunities - available “to__Native American children through
physical education classes, intramurals, and interscholastic
sports._.  _ ______ ______ . e -
- Second, although children, regardless of race or ethnic
background, go through the same sequetices in learning motor
patterns and a curriculum based oti developmental motor tasks is
immediately suitable, timetables and comparative emphases
might vary. - - - L
_Third, because of the unique aspects of the native experience,

opportunities should be considered. to. introduce games of low
organization at the primary level which are either Native

American games or which can be adapted.to be more relevant to
the cultural setting. Similarly, in the middle and upper grades;
when introducing lead-up games to team sports; the physical
educator is encouraged.to incorporate those that have roots in In-
dian culture, or at least to explain the extent to which the game
has been known in the Native American experience.
- An dccount of games played by Indians would fill several
books, and several have been written that list games and tell how
they were played (MacFarlan; 1958; Culin, 1975). Equipment is

described in some of the books, with detaile{ instructions on how
to make it. Improvisation is possible with the use of newer

materials. For example hoops made of plastic or of rnibber hose
= 202
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Jomed with a wooden dowel and tape cotild substitute for the
traditional wooden hoops. in the hoop and spear game. Since In-

dians continually made the best use of what they could find in

their environment, such as by using metal for arrow tips and

spear heads when iron became available, it would not seem im-
pure to use synthetics, plastacs, or even manufactured equipment
in teaching and practicing-in the eighties those playforms that
came into existence centurivs ago.

__Mention will be made here of some of the fiiore common actlve
games, sports, and contests that would have provided physical
fitness bene ncing is omitted, since it

thrives both as an exercise and an art form apart from any need

to preserve it. Also omitted is discussion of the many guessing

fitn-s benefits to contestants. Fancy ¢

games and games of chance, which also_form a rich, continuing

tradition. uuffice it to say that gambling was associated with

Ghﬂdren 8 games )
_Children’s games mnmcked adult actlvmes (bdzam 1372)

Gn'ls would put up miniature tipis and boys would bring rabbits,
""" tating the hunt. Stilts were fashioned for Hopi, Shoshone,
Crow. Zuni, and Mayan children; to mention but a few. Swings
were_enjoyed. by Pawnee and Teton youngsters. During the

winter, children in the north country would spin comcal tops on

the ice (Lowie, 1954)._Children liked to imitate the motions of
animals, so Follow the Leader as a leader assumes different

animal movement patterns would be well received {(MacFarlan,

1958). Tag games were also popular, as were other running and
relay games. The Indian game of Lummi sticks, from the Nor-
thwest tribe of the same naine, is kniown to every physical educs-
tion teacher today. .

__FieY Trap.. Among Northwest Coast Indmns a tag game was

played in which snmewliemhejmeen four and 12 chlldren would

would be. the fish. The object was to p;agighaf fish @gitgpi:&ng

them with any part of the net. Once caught, a fish presumably
becaine gart of the net and the ‘game ¢ contmued (Ross. 1979)

clrcle re]ay mvolvmg passmg a 24 inch dmmeher hoop over the
head; body, and legs of each player around the circle and back
again in reverse sequence (step in to the hoop, over the tn

off over the head). The first team toxomplet&the hoop ; passmg

without missing a person or step was the winner.
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Corncob Darts. Darts made of shelled corncobs and feathers
were thrown at a circular target drawn on the ground at various
distances: Twenty feet was common, although the target could be
nearer or farther dependinig uipon the skill level of the par-
ticipants. . . f

_ Dodge Ball. Mardan, Pawnee; and other prairie tribes played a

form of dodge ball in which a_batter would toss up and bat a
rawhide ball with a four-foot hardwood stick: 1f any of eight or so
fielders encircling ths batter caught the ball, the fielder would
throw it from that spot at the batter. The batter had to dodge the
ball while staying inside a four-foot diameter circle. If hit; the

batter became the fielder, and the thrower became the batter

(Whitney, 1977).
Archery

__ Indians commonly held their bows horizontally rather than ver-
tically. Variations proceeded fromi (a) standing and shooting at a
stationary target to (b) standing and shooting at a moving target,

such as a ball of yucca (Navajo), (c) standing and shootiug at a
buffalo hide being cragged by rawhide; (d) trying to have more ar-
rows in the air in a rapid fire technique at one time than could
your opponent, {e) launching a piece of straw into the air and try-

ing to hit it with an arrow, similar to trap shooting (Crow), and (f)
riding and shooting at a grass target (Lavine, 1974). Targets
varied from shooting through holes in a yucca in New Mexico, to
corncobs in other parts of the Southwest, and to a sapling branch
in California. The Blackfoot had their own version of archery golf,
consisting of shooting an arrow into the ground and then
shooting a second arrow at the first. Where the first arrow landed
became the “‘tee" for the next shot. The Pawnee variation con-
sisted of shooting an arrow so that it would land flat about 50
yards ahead: Other archers then attempted to shoot so their ar-

rows would come to rest across the first (Whitney, 1977).

B()’;ﬁié’”" oo T T TTD T oDl - ooz - _
_ In Georgia, archeologists discovered several twenty-foot long
bowling alleys built by the Cherokee. The alleys were made of
hardened clay. Stones were pitched at clay pins or clubs. In-the
Southwest, corncob targets were knocked down by rolling
wooden balls. In Louisiana and Arkansas; however, the Caddo In-
dians played an interesting team game; not unlike what is now
ed out; and six clay ‘‘Indian clubs’’ were placed side by side along
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each end lme Two teams of seveil plnyers competed, each. team
confined to its own half of the field. The object was to throw a
basketball-sized ball filled with seed so that it would knock down
the pina. Play continued until one team had knocked over all the
pins on the other team'’s end line (Whitney, 1977).
Winter sports

.Eastern tnbespeople shd objects along the ice in contests for
distance. The. objects, called snow snakes, consisted of sticks, ar
rows, feathered darts made of animal ribs, horn-tipped saplmgs

antler pieces, or even unstrung bows (Lowie, 1954). Snow snake

among Northern tribes employed flat or round rods as long as ten
feet which were hurled across crusted snow or smooth ice.

- Snow boat apparently was an Indian version of today’s Cub
Scoiits’ Pinewood Derby. Today Cub Scouts make pinewood cars
and race them down ramps; Indian children whittled canoes out
of hardwood and raced them down iced chutes. A small keel kept
the boats from flipping cver or off the track (Lavine, 1974). -

__Eakota made sleds using the ribs of buffalo as runners and
cherrywood for the bedy of the sled. The ribs were tied on with

rawhide, and a buffalo head decorated the front of the sled (Wolfe,

1982). Khotana, Cree, and Chippewa youngsters raced both on
snow shoes and in toboggans (Whitney, 1977). .

Ice Shinny. The most intéresting winter game was Ice Shmny,
found among numerous Northem tnbes Early North Amencan
across the ice pushmg a puck mth a curved stick. Shiﬁiii was
played with crooked sticks similar to the ice hockey sticks of to-

day. In fact, ice shinny may be considered a precursor of ice

hockey, although skates were not used. Teams competed in at-

tempting to score goals against the opponents by hitting a ball
through a goal with the stick (Lavine, 1974). Among the
Blackfoot, two upright logs were the goal posts, placed on end
lines about one-quarter mile apart. The puck was a kuot of wood
covered with rawhide or- was a stone. A game consisted of seven
points. As many as 50 players were on a team. (Blackfoot women
had an impartial method of choosing their teams:. Each player
would place her individually carved stick on a pile, and a blind-

folded person would choose the sticks two at a time, dividing

them into two piles. The owners of the sticks formed the teams

(Wlntney, 1977).)
Shinny S

__Shinny v was the forerunner of both ice and field hockey, and was
popular from Canada to Mexico, from the Atlantic to the Pacific.

26 . .oyq
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Although the ice version was played by men and worien, the land

game was engaged in primarily by women, The field varied from

four hundred feet to one-quarter mile long. Teams competed by
defending goals located at opposite ends of the field or by taking
turns and counting the number of strokes that it took to score a
goal by hitting the ball along the ground with the stick (Lavine,
1974; Whitney, 1977). S
Double Ball. Double Ball was a variation of shinny in which
two baseball-sized balls were tied together with a six-inch leather
thong. The double-ball was carried or thrown with a hooked stick

some two- to six-feet long. The game was popular among Pawnee
and Pima women as well as females of many other tribes, but was
hardly ever played by men, Menominee women played double ball
on a hundred yard long field, with a three-foot stick, and from six

to ten players on a team. The game started with a ball toss at
midfield. Then players would pick up, run with, and pass the ball

until a goal was scored. It was permissible to-tackle the ball car-
rier, but was not okay to touch the ball with the hands (Brescia,

1981). Today, although variations might be used in contests or

relays, MacFarlan advises againist the team game because of the
considerable risk of injury from the stick (MacFarlan, 1958).

ha@””’ - - I oo R I z .
- While Indians had their own types of bowling, hockey,

baseball, wrestling, and football, primitive forms of these sports
were found in other parts of the world as well. Lacrosse, however,

is uniquely American Indian. The French explorer Rene
Laudonierre recorded the game in 1564 in what is now Mississip-
pi; among the Choctaw. The game was called Kabocca. The ball
used was the size of a golf ball, and most commonly was made of
buckskin stuffed with hair. Sometimes it was made of wood
(Lavine, 1974; Culin, 1975). There were as many as seven hundred
Players on one team! Each player had two sticks with a cup-
shaped end to catch and throw the ball. Goal posts were a mile
apart. The score could run to one hundred points; and a game
could take four to five days, or longer. The Choctaw played
Kabocca against the Creeks and the Chickasaws, among others,
to earn hunting privileges; to settle disputes; or to determine the
bé,i;t ﬁ'ii'i'ii:ii"s,, — T s T mm —e e oo oo
-Kabocca was played by men of the Algonquin and Iroquoian

tribes of the Atlantic Coast and Great Lakes, the Lakota to the
west, the Muskhogena of the South, and by the Chinook and the

Salish in the Northwest, with different names. Although the Iro-

2
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cailed the game 'Ifo?on} n; the “httle brother of war,"”’
French “settlers, observing that the curved sticks used by the
Senecas resembled a bishop's staff called “la crossier’ in French,

named the game Lacrosse. I
Lacrosse was a violent, active spmm w1th muchmnmng quxck

starts, and frequent injury (Anderson, 1983). Santee, Shawnee,
and Sioux (Lakota) permitted women to play. Cherokee, Choctaw,

Muskogee, and Seminole used two rackets; the rest of the tribes

mentioned uged one. James Mooney described a game he witness-
ed among the East Cherokee in 1889 as follows

Itisa very excltmggame, aswellas a very rough one,andm

its general features is a combination of baseball, football,

and the oId-fashxoned shmny Almost everythmg short of

sometnnesgomto the contest w1th the dehberate purpose of
cnpphng or othemse dxsabhng the best players on the op-

Eortunately. the rules have been reﬁned through the _years.
Teams have been hmlted to, first, 30 or 8o per sxde, and, then, to

has da:reased to. thesizeoiinoccer pltch. Rules of safety and

protective eqmpment have been added (Anderson; 1983). -

_ Modern Lacrosse is played widely in Canada and the Hmte;i

States (Whitney, 1977). A variation, Box Lacrosse; is played in

iceless hockey rinks, adopting rules from ice hockey, lacrosse, and
“‘murder ball" (Lavme, 1974).

Hoop and pole games o
Sports implements often were denved from weapons used in

huntmg or in war. Thus, the shield became a hoop in the hoop and
pole game; and the spear became the pole. In Gamago, the Iro-
quois_heop and pole game,; a five-and-a-half-foot spear of maple
was thrust at an eight-inch diameter hoop. Two teams, each of 15

to 30 players, lined up several feet apart and the hoop was -rolled

in between. After the hoop was speared, the opposite team had to

throw its spears to hit inside the hoop: Any player who missed

lost Lis spear (Brescia, 1981). -- o
‘Sometimes arrows or darts were thrown at a rolhng webbed

target hoop which had been divided into different point values ac-
cording to difficulty. Blackfoot watriors shot arrows at the hoop
as it rolled past a specified point. Most tribes restricted participa-

tion to men, although women of some tribes; such as the
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Klamath, were allowed to participate, Pawnee tribesmen used
darts, and Sauk and Fox, arrows (Lavine, 1974). _ _ _ __ _

_A variation of the game as played on the prairie involved two

competitors who-slid eight-foot long poles after the rolling hoop

so the hoop would fall over one when it ran out of momentum.
Scoring was as follows.
Hoop fell on any part of the pole = 1 point -

Hoop fell on the butt end of the pole = 2 poirits - -~
Hoop fell on the point of the pole = 3 points. (Whitney; 1977)

For physical education classes today, however; the “Buffalo
Hunt" game of the Oklahoma area seems most adaptable. The
objective is to throw a blunt spear through a _ten-inch (inside
diameter) ring made of green branches wrapped with rawhide,
Children are divided into groups which will make best use of
available equipment so as to allow maximum participation con-
sistent with good safety practices. The groups may be subdivided
into throwers and retrievers. The last person in line rolls the
hoop; and the first throws the pole at it. Each child is given five
trials. Throwers become retrievers, and retrievers join the throw-

ing line as rollers, and so forth. Close supervision is advised, to

prevent someone from being hit by a pole (Wise, 1976).
F&éts;ﬂlﬂ, - S-oo- - oo T I S s e ——
_ Games played with the feet ranged from foot catch to soccer to

ick stick races. Foot catch was played by tribeswomen, who
balanced a small deerskin ball on tup of the foot, kicked it into the

air, and caught it again on the foot: Pretty Shield (Linderman,
1932) gives this account:

- This happened &t The-hollow-rock near The-big-drop. The
leaves on the trees were nearly grown. Several of us girls
were playing at kicking the ball. In this game we choose
sides. A girl places the ball upon her foot, and kicks it up,
keeps doing this until she misses, and the ball falls to the
ground. It is then the other side’s turn to kick the ball, each
girl taking her turn until all have kicked. The side that keeps
the ball from falling the longest time, the greatest number
of kicks, wins the game; and always the winners touch the
foreheads of the losers with their hands. (p. 111)

Pretty Shield described a kicking-ball made for her by her older
sister: ‘“The thin skin that is over a buffalo’s heart is taken off

and stuffed with antelope hair. My ball was a very fine one,
painted red and blue’’ (p. 35). She does not infer that this was the

same ball she used in the ball volleying game described above.
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. Among the Eskiro, the ball was one-and-a-half to two nches in

diameter, made of buckskin, and somewhzt akin to the popular
hackeysack now possessed by hordes of American teenagers. By
comparison, the soft leather hackeysack measures about six in-
ches in circumference; or about one and a half inches in diameter.

There were many variations of ball kicking games; the earliest
was recorded as far back as 1589. For instance, the Eskimos had

a game similar to line soccer. Yakima men and women played

football on a field, counting one point per goal, and ellowing a
goalie to block the ball. The Paiute played Wat Si Mo, on a
50-yard field; with two teams of four players each, using a.three-
inch wide buckskin ball (Brescia, 1981). Most tribes disallowed
use of the hands, although some games employed hands and feet.
The Topinagugim of California had an elaborate football-handball
game in which men had to use their feet, while women were per-
mitted to throw the ball. Another California tribe, the Nishinam,

played with an oblong ball, 12-inches in its longest diameter, with
eight players to a team. Dr. Hudson described the game:

One ball is used: The goals consist of pairs of poles, three
feet apart, at the ends of a one-thousand foot course, Rough
play is the rule, as a player is allowed to run with the ball in
his hands, and interference is permissible: (Culin, 1975, p:
703)
Does this sound familigr? .. ..
. Tek'mu Pu'ku means, in Moquelumnan tribal language, ‘‘to
kick little dog,” and was one of many kick ball and kick stick

races among Native Americans. Two parallel lines were marked
six inches apart, and posts were placed at the end of the lines. The
object was to keep the small; buckskin ball between the lines
while foot racing; if the ball went out of bounds, it was restarted
from that point (Brescia, 1981). . . . . - -

- Intertribal kick ball races were common, such as between the
Papago and Pima. Other tribes of the Southwest also played kick
ball and kick stick, but the best known kick stick racers were the
Zuni, While the Navajo were reputed to have the fastest runners,
the Zuni would always win at-kick-stick races, kicking a stick
along and racing to catch it only to repeat the process for many
miles (Nabokov, 1981).

Running

_ For many tribes, running was and still is an importent isari of
life. According to Mails (1972),



Bays ten or more years of age were compelled to take long

runs, to go without food and water for long periods of time,

toroll in the snow, to dive into icy water; and to stay awake
and alert for hours on end.

_Pueblo children were told-to ““Look to the mountain tops and
the running (will) be easy.”” Hopi children and adults would get up

before dawn and run to the fields to cultivate, as far as 35 miles,
and then back again by nightfall (Brescia, 1981). Each season had
its running races; such as corn planting in the spring, when the
Zuni and Kere would run races to bring rain, and harvesting in

the fall, when races were run to please the gods and ensure a rich
C!'OpraVlne,17977;)t,77 LTIt Tl - ool

- Nabokov (1981) provides a detailed narrative of the August
1980 Tricentennial Run commemorating the 1680 revolt in which
the Pueblos routed the Spanish. The victory was in large part at-
tributable to ceremonial runners who spread word of the plan for

the rebellion. The 1980 reenactment spanned over 375 miles and
took six days! Nabokov digresses in covering the race to discuss
the history and accomplishments of Indian runners, from kick
stick racers to include log runners, messengers, and finally,
Olympians. He also mentions the Carlisle Indian School, which
was famous for two reasons: (1) winning football games against

the ‘most. prestigious universities in the East, and (2) as the
birthplace of Pop Warner Football (Howell, 1978).
- For the modern Indian youth in search of a hero; one might

mention Jim Thorpe, a Carlisle alumnus who was one of the
greatest running backs football has ever known and winner of the
Olympic decathlon in 1912, or Billy Mills, who stumbled during
¢he finals of the 10,000 meter run but recovered to win the gold
medal in that same race in the 1964 Tokyo Olympics. An
excellent ‘‘rainy day"’ activity would be to show the film Running
Brave which portrays the life of Billy Mills up to his Olympic vic-

tory and recounts the struggles he had between his Indian
culture and the requirements of attending the University of
Kansas. - - -

 The physical educator, then, should feel confident in emphasiz-

ing running as a fitness activity and as part of the Native
American heritage. Instruction in common track and field events,
too, would be most apprupriate. One innovation, though; would

be of interest. Indians often ran races towards each other. Two
young men, for example, would start at points equally distant

from a center line and then race headlo rds it, sometimes
colliding with full force. This is not recommended, but another
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modification is suggested in the following quotation from Dr.
Frank Russell: o
The relay races of the Pimas did not differ materially from
those among the Pueblo. tribes of the Rio Grande or the

Apaches and others of the Southwest...young mev ran in

groups._of four or five. There were forty or-fifty runners.in
each._village, and he who proved to be the swiftest was
recognized as the leader who should run first in the final con-
tesi. It was not necessary that each village should enter the
same number of men in the race; a man might-run any
nuinber of times that his endurance permitted. When the

final race began each village stationed half its runners at
each end of the track, then & crier called three times for the

leaders, and as- the last call closed the starter shouted
“Ta'wail” and they were off on the first relay. Sometimes a

race was ended by one party admitting that it was tired out,
but it usually was decided when the winners were so far
ahead that their runner met the other at tke center. (Culin,
1975, p- 806)

Additional suggestions for physical education

__ An Ontario, Canada task force on Native American education

(1976) recommended emphasizing activities with -a -cultural
background of participation that also promote physical fitness.
Such activities would. include Lacrosse, track and field events;
and field hockey. Furthermore, they recommended that Native
American students design their own recreation programs.

__A curriculum for Native American students should introduce
traditional activities such as those mentioned -here. Beyond

these, innumerable games recorded-in the literature are easily

incorporated within the curriculum. When introducing a game or
sport, a physical educator appropriately might give background
information that links current participation with that of the
children’s ancestors.. - - . ... .
_ Both teachers and youth leaders are encouraged to remind

children of the qualities exemplified by their forebearers which
are still identified as Indian traits: powers of observation, medita-
tion, courage, patience, humor, self-reliance, strength, and
stamina. Furthermore, through games and sports, opportunities
are made to teach values such as competitiveness, the desire to

excel, and respect for self and otbers. and to develop endurance,
perseverunce, and risk taking (Meeker, 1901).
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In evaluating program jjﬁjééii;ég. a teacher should use norms

specific. to the population being tested. ‘This._may . mean

establishing new norms from test data at a particular school or
area, which students may find more mea iningful than standards
based on a larger population with littls or no representation from
Native Americans. Developmenta: tables are not as unique to a

population, but have moje universal applicability. - .

. Pepper and Coburn stress the impo:tance of positive fesdback

in teaching children. A study in Medford, Oregon, showed that a

4:1 ratio of positive to negative feedback was most beneficial to
student achievement in elementary grades. Seek opportunities to

commend children for correct efforts even though the exact result
desired is still to be attained.

- Involve parents in the education process to gain their support
and to create a supportive home atmosphere. Open huiises and
sports festivals are two possible ways to increase parental par-
ticipation. Other recommendations, based on Effective Practices

in Indian Education: A Teacher's Monograph; are the following:
1. Recognize that Indians and non-Indians can be effective
teachers of Indiar. children. e mo

- 2. Realize that Indian children are taught to be accountable for

their own actions, and that discipline is handied differently than
in non-Indian cultars, =

— 3. Appreciate that there are some deep-seated, differericss
culturally that trace back 20,000 to 50,000 years,

_ A Lummi child in Washington stated, “All childrn are not the
same physically, socially, or culturelly.” (Peppar & Coburn,
1985). Let us accept what even a child knows: everyone cannot be
treated identically, some.adaptations are necessary both for
cultural survival any for individuals to receive optimal, sduca-
tional benefits through physical education.
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Parents: The Indian Child’s
First Teachers
Sandra Kay Streeter
__Parents are the most 1mpoftaﬁt§e§§}é in a child’s educational
life, more important than teachers, books, playmates, and toys.

Parents, whether they know it or not, train their children to live

insociety and influence their attitude about themselves and
school. What children learn and how interested they are in learn-
ing is closely related to how their parents feel about education

This becomes very significant when working with students not
from the dominant culture. - -~
Most schools in the United States have a cultural base that is

not Indian even when enrollment is mostly Indian. As a result,

rules, regulations; and curriculum are frequently unfamiliar to In-
dian students. This unfamiliar environment can be laid to the use
of English as the main or, many times, the only language and to
teachers and staff unfamiliar with working with children from
Indian cultures: Often there is a notable absence of Indian adults
teaching in the school. Consequently, a child looks to the people

at home to find out if it is “‘okay"’-to participate in this “new”’
environment. Parents’ attitudes and training of the child become

very significant at thistime.
_ 'Chis chapter focuses on children’s early interactional ex-
periences at home and how they relate to children’s later
academic achievement. Throughout the chapter there are recom-

mendations for addressing parental involvement.

This original essay appears here in print for the first time. Al rights

reserved. Permission to reprint must be obtained from the author. Dr.

Streeter is an Assistant Professor of Elementary and Secondary Educa-
tion at Eastern Montana College, Billings, MT 59101.
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therature about eaﬂy cﬁﬂdﬁoodestahhahes the role of early

experience and its relationship to later cognitive and social
development is well established. Thggcggxﬁsgtxfogioiknowledge is

seen by many educators and theorists as an active process that
depends upon - the mteractxons between chlldren and thelr

of a child’s hfé Thechxld 's physical attributes play an 1mportant
role in this interactional process. =

__Physical well-being: Parental involvement in a cEid Alearmng

process starts at conception where the mother's health effects the
growth and development of the brain structure and the central
nervous system. By the age of two, a child’s brain has attained
seventy-five percent of its adult size and is two.times heavier
tharn at birth (Dobbing, 1974). Poor. nutrition dunng this period
has been associated with structural changes in-the central ner-
vous system, shorter attention span, a slowness in adjusting toa
new environment or stimuli; and retardation (Davidson & Dobb-
ing; 1966; Brody & Brody, 1975). . =

Anoiher notable example of the importance of the mother’s

healtb is the fetal alcohol syndrome baby who is learning im-
paired because of (e mother’s excessive use of alcohcl. Research
indicaves that even children who do not show syrptoms as ex-
treme as a fe tal-alcohol-syndrome chxld tﬁiy have sxgmﬁcant
disabilities (Shayw:tz Cohen; & Shayvntz 1980j; short attention
spans. and less_alertness (Streissguth, Barr, & Martin, 1983).
Streissguth, et al. (1983) found that the attentioral deficits are.

still precent in children at four years of age. Willemsen (1979)

reports that infants born to alcoholic mothers tend to have more
problems adapting to sights, sounds, temperature changes, and
cther demands-of the environment than those born to mothers
who drink moderately or not at all. Strauss, Lessen-Firestone,
Starr, and Ostrea {1975) found that addicted infants are less alert
and less responsive to stimuli they can see or hear than are
nonaddicted babjes:

_The use of other chemicals has also been found to be related toa
child’s temperament: Chiidren bor:1 to mother's with heroin or co-
caine addiction are born addicted (Willemsen, 1979). Other
chemicals or drugs frequently used by preguant women which af-
fect development-of the fetus are nicotine {from cigarettes) and
caffeine (from coffee; tea, ccla drinks, and some over-the-counter
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pills). Women who smoke heavily during pregnancy have off-
spring who weigh: less than normal for a number of months
(Willemsen, 1979). Jacobson (1983) documented that caffeine con-
sumption prior to pregnancy was associated with greater arousal
and irritability and poorer self-quieting ability in the newborn.

A child’s-temperament is_closely tied to the learning process
and formation of its self concept because it influences the ease
and quality of interaction between parents and child. Thomas and

Chess (1977) identified three temperamentel types in infants: the
eisy ,éliild;i:ﬁé,difﬁqult child, and the slow-to-warm -up infant:

Because of the reciprocal nature of the childicaregiver
relationship, these tempcrament styles play an important role in

how a child interacts with the environment: A child that has a
difficult temperament may have a number of the following

behavior characteristics: irregular biological functions and sleep
patterns, irritability, a dislike of being touched, and loud and
frequent crying. These children are difficult to provide care for
and may be emotionally deprived because of their negative
responses to being held or cared for. A parent iay be discouraged

or feel rejected by the child and, therefore, may not be interested

in playing with, talking to, or generally stimulating the child. The

literature indicates that when infants are not responsive, mothers

spend less. time interacting with them (Milliones, 1978). This
leaves children i.. an environment with limited stimulation which,
consequently; does not stimulate learning. =~ = )

- The permanent and irreversible nature of the development of
the fetus during the pre-natal period is often underestimated by
the mother as well as potential support groups within society. A
mother's health and well being are critically related to the child's

Social and educational support systems for the mother and fam-
ily during pregnancy could be an important factor in the develop-
ment of healthy infants born into families ready to interact with
them. S S _

- Self concept formation. Two aspects of a child’s self concept
that become important when dealing with children not born into
the dominant culture are a sense of belonging and a feeling of
worth. It is important thet both are well established before a
child attends school. Evidence in the literature indicates that self
concept is a powerful determinant of a child's behavior, specifical-
ly achievement in school (Hammer & Turner, 1985). = = .

How one feels- about oneself is believed to begin to develop
early in life as children interact with their mothers or primary
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caregivers. It is associated with behaviors such as rocking,
holding, talking to, and being sensitive in meeting an infant’s
physical needs such as feeding. Through these ro:tine activities
children learn whether they have any control over their
environment. Children cry to indicate they are experiencing
discomfort. If that cry is tended to and the discomfrrt removed,
children learn they have some control over their exv.onment.
Erik Erikson (19€3) points ou. that, whenever a child’s care is

inconsistent or inadequate, a basic mistrust is fostered in the

child which can develop into an attitude of fear and suspicion
toward the world: This fear and mistrust can carry over to later

social interaction: Many parents may not be aware of the ways in

Coopersmith (1967) concluded that children develop self con-
cept according to four bases: significance (the way they feel they
are loved and approved of by people important to them); com-

petence (in performing tasks they consider important), virtue (at-

tainment of moral and ethical standards); and power (the extent
to which they influence their own and other’s lives). All four are
stablished within the family and are well in place by the time
children enter school. -

Environmental stimulation. We often do not think of infants
and young children as engaging in cognitive activity because of
their relatively limited repertoire of behavior and language.
However, a review of the literature on learning in early childhood

indicates that children begin to develop.cognitive structures as
early as one week. Parental behaviors which promote the develop-
ment of cognitive structures in infancy are verbal interaction and
visual stimulation. - - e

It is important that the parents begin verbal interaction with a
child shortly after birth, even though the child does not respond
in return. Condon and Sander (1974) concluded that long before
children begin to speak, they have already laid down' within
themselves the form and structure of their culture’s language
system. Some.theorists speculate that there is a critical period

very early in a child's life for language acquisition (Lenneberg,
1967). By the time infants are six months old they begin to form
the sounds that make up speech. If children sre in an environ-
ment which produces sounds to imitate, and if they receive rein-

vocalizing, they begin to speak just at the time

when they are biologically ready to learn language. By the age of
two, children basically understand the structure of languag  and

the rules of grammar well enough t communicate in two-to-four-
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word senbences Therefone, itis unportant for young chlldren that
their parents talk to them regularly. Bing's research (1963) i
dicates mothers of highly verbal children provide more verbal

stimulation during their children’s earlier development and

require more verbal -interaction - ‘during their later development.

Yfr!ial interaction with _parents increases children’s vocabularies

as well as teaching them a form of communication. Providing

language labels for objects and actions in the environment also

helps children grasp concepts. Since success in schiool is primarily

dependent upon communication through- speaking and writing,
this early emphasls on language will help prepare children for
school. -

In- addxtxon cluldren apparently can. learn two languages

simultaneously. It appears bilingual children go through three

stages of language development (Volterra & Taeschner, 1978

First, the children learn words from each language. Language
switching occurs during this stage. In the second stage; one set of
grammatical rules is used with both languages. In the third
stage; at approximately seven years of age; children are capable

of inaintaining fluency in both languages. =

_Featherly (1985), based on an extensive review of the research
recommenaed that Indian parents speak to their children in the
language in which they are most fluent. If one parent is fluent in
English and another in an Indian language, the child benefits if
one parent always uses the Indian language and the other parent
always uses English with the child.-A child that becomes fluent
only in an Indian language can quickly learn English in school if

there is a_good_bilingual and/or ESL. program; the child who

learns little or none of the native language and only *Indian

English” at home is handxcapped in school (see chapi;er on bi-
lmgual educntmn)

thelr environment. Wimt is 1mportant is that the environment is
safe and provides sensory stimulation. How alert infants are, how

soon they begin looking at their hands, and when they master the

=kill of reaching for objects are dependent in part upon the design

of their environments (White, 1978). Toys and objects with bright
colors, music, reading, talking, movement, and other similar
stimulation encourage children to interact with their en-
vironments. These 1mportant interactions form the foundation
for further learning. . ,
-Styles of parenting. A laxge body of resaarcli snggesta that
children’s cognitive growth and self concept is directly linked to




pnrental practlces Thls research deahng with parental practices
has focused on patterns of verbal communication and parental
values.

Accordmg to Bernstem (1964), language condmons what and
how children learn; thus setting limits on their futire learning,
Bernstein identified two forms of communication codes or styles:
restricted and elaborated. Restricted codes are stereotyped,

limited, condensed, and lack specificity and exactness: Sentences

from a restricted code are short, simple, unfinished, lack detail,
and give limited information. Eleborated codes are those in which
communication is specific and individualized. Sentences in an
elaborated code are longer and give reasons; rativ..ale, and detail
about the subject. Hess and Shipman (1965) found that when
mothers provided restrictive language codes, children’s problem-

solving abilities were diminished as well as their performances on
standardized 1Q tests. =
Amato and Ochiltree (1988) found that falmly envu'onments

conducwe to the development of competence in ckildren:

j; Encourage children’s attempts at mastery.

2. Give children responsive and realistic feedback.

3. Prowde warm and supportxve emotlonal envu'onmente
4

vironments. . .
. Provide frequent occasmn&whenparents J:a]kmﬂi children.

. Provide high educational aspirations and expectations for

. children: ,

7. Provide assistance w:th sthasl work R —

8. Give rational directior: to children’s activities,- mt;h atten-
tion to issues rather than to punishment. This is also more
successful than iillii’v’v’iiié children to regulate their own ac-

. tivities. ___ o I

9. Provide famxly life that is relntlvely free of conflict between

- members

[~ N~

When schools and students come - from dlfférent culttii‘éé
parents’ attitudes and training of childrex at howe become very
significant. Young children look towards parents and other peo-
ple_they love to provide guidance in an environment foreign to

Young pnrents many tunes hnve not thought through theu
roles in perpetuating their culture or their way of life. This is
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especiall 75’ true fvhenthey aiéﬁéiiﬁﬁilly mvolved mfindmg their

placeina dominant culture not sensitive to their 6wn needs. This
can complicate the lives of infants being formed or shaped by the
routines of the day and the basic interactions at feeding time. _
1t success in school is important, then the community, tribe; or
family needs to address the issue of what can be done to help
parents provide active support to children. Watson, Brown, and
Swick (1983) suggest the following guidelines:

1. -Parents must have a community support network from

which they can draw in carrying out their roles. {This can be a
parent-teacher argenization, a church group; a traditioral Indian

society, or their extended family.] - B —
_-2: Parents must perceive their role as ‘‘educator’’ and their
children’s role as “learner” as important and vital to the func-
tioning of the family. (What parents have to teach children is ju-i
as important as what the school has to teach.) . = -
- 3. Parents muat act on their perceptions that learning is essen-
tial for healthy family living. (Parents must spend time with and
4. Parents must understand and know young children. (Young
Indian parents are lucky to usually be able to rely on the wisdom
and help of their parents and and thei: extended family in bring-
ing up their childreny - - - =
~ The Watson study indicated that many parents believe it is im-
portant for children to learn but never actively take part-in
teaching their children. However, Indian parents need to provide
their children with active rather than passive support in the
educational setting. This does not mean argiting with and protec-

ting their child ‘“‘from” the teacher which can teach children that
school work does not need-to be done or school rules foliowed. It
means working with the teacher in a cooperative relationship.
The child is usually the loser in battles between schools and

parents. If real problems exist they shoul4 be taken up with the
school administration and the school board, not fought out in
fi‘éi?t of the child.
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5éhers and Parents:

Working Together

Dick Little Bear

A general review of the hteraturerevgals that “indIan” Educa-

txon is a neglected field of study. Few detailed works on the sub-

ject exist despite the appearance of scholarly interest in native

American culture and heritage (Kincheloe, Kincheloe, & Staléy;

1984, p. 5). For a topic as specific as ‘‘Working With Indian
Parents” even less material exists. More work must be done,
reco'nmendations made, and results disseminated to ediicators of
Indian children, since a positive working relationship_between
teachers and parents is essential for j proper education of Indian

chndren This chapter is an attempt in that d:rectlon

In all Indmn communities a definite need exists for téaclier.ato
work with parents,-One reason for that need is that most of those
who now teach Indian students are. nonln&mns s from the dom1-

, . with the Aggrjcan middle-class forming their
somoeconommmﬂowever teachers need to realize that when
they teach Indian students shey are not teaching the norm and
that the students they are teaching are being impacted daily by
another dynamxc culture. These teachers mnst _be_receptive to
under-going an acculturation process-to fami e them with the

partlcular tnbal culture of theu' students

This ozig:mlmy{ppem herempnntforthe first tung. All nghts
reserved. Permission to reprint must be obtained from the author. Dick

Little Bear is President of the Montana Association for Bilingual Educa-

timund a fiaidupra@ntntivc for the Interface Education Network. He




A secondreason is that even 1f beachers are Indmn they mey be
urban Indians with little or no knowledge about reservation

cultures. They will have tc undergo_an acculturation process

somewhat similar to that of teachers from the dominant society.

" A third reason is that even if teachers are from a reservation,

they may have unquestxomngly accepted the values of the domi-

nant society as being superior to-those of the Indian. Since their
schooling and their teacher training may have bleached them in-

wardly and brainwashed them into believing that anything In-

dians do is inferior, they may teach their students the way they

were - taught. This kind of teacher may need extensive re-
acculturation in order to have good working relations with tradi-
tional, unassimilated, Indian parents -

_A fourth reason is that there is a lack of Indmn-daveloped :
culturnﬂy-relevnnj: ‘curriculum materials which are tribally

specific. Working with parents will eiable teachers to bring
tribally-specific materials into their classrooms, Being : able to use
culturally-relevant materials will lead to a culturally-relevant
education in which parents and their children see their culture as
a vital and necessary part of the school curriculum and today’s

world. - =
_ Fmally, a fifth reason for teacher—parent mteractlon is that ta)

often_today’s Indians are judged in relation to. historical cir-
cumstances not of their making, and these judgments have to be

eradicated. Stereotypes and misconceptions have been the lot of

Indians since they made their first contact with Europeans.
Many non-Indians continue to rely on these stereotypes and

misconceptions—often confusing them with truth—which
categorize Indians in the worst possxble manner.

Exclusion of Indian parents has not worked o

The dominant society seems to think that if Indlans do. not
want to become middle-class Americans there must be something
collectively wrong with them. Such reasoning is fallacious, and
teachers must be sensitized as to- why it is. The federal

government had, or seems to have had; a pohcy of 3enoade
towards Indians. When _Indians survived this policy, the

government tried cultural genocide: In the vanguard of this

attempt -at cultural genocide was education in the form of
mission; boarding, and day schools. This really was not education
in the true sense of the word; it was enforced accultvration.
Iﬁdmn’ pane""miité _were éyétéiﬁihcall"f y excluded from participation
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-Excluding Indian parents from the education of Indian
children has not worked; and; in fact, has made Indians parents
very suspicious of modern American education. A century and a
half of enforced acculturation under the guise of education has
had lasting detrimental effects on all Indians. These effects will

continue unless Indian parents are involved in schooling their -
children, and they will continiue until teachers start viswing their
students as individuals who represent_the sum total of ex-

periences, good and bad; wrought by two different cultures and
twg’ d.ifféi‘éijt attitﬁdés‘ oo o T ToTmhTTt o oD CC Tl
-_Teachers have to be aware of an attitudinal difference between

Indians and cther minorities, except for Blacks and some

Hispanics in the Southwest. The differerice is that most volun-
tary immigrant minorities came to America wanting to become

“Americans.” Thus, they rapidly acquired the trappings of the
dominant society such as language and values. Indians differ
because they simply want to be what they Save always been:
Cheyenne; Sioux; Arapahoe; and so forth: They would prefer an
accommodation with the dominant society rather thsii assimila-
tion. This desire to be themselves was prevalent among Indians
long before 1492. The coming of Europeans did riot change this
attitude even though Europeans have tried mightily to inake all
Indians into English-speaking, brown Amcricans. They have
tried to change Indians by violent-and by subtle means:
__In the mid-1880s Federal Indian pelicy was modified to

reflect ths belief that government had a responsibility to
“civilize” the Indians:. It was not emough thai they. had
voluntarily accepted confinement on the reservation. They
must sacrifice the traditional customs and values which had
restored some meaning to their shattered lives. But these

practices were not approved of either Ly Americans
generally or by federal government o:%icials. They were
considered primitive, savage, barbaric; and non-Christian.

‘Washington turned to educaion and land reform to
accomplish this ‘“civilizing'' process: A widespread system

of boarding school for Indian childven was developed. Some
were run by the government, others were under the control
of various missionary sects. The schools’ furction beyond
the_simple education of the children—and it was simple

because those in charge were incapable of -imaginiag that
their charges could do anything biyond the most simple
tasks—was to remove. themn from the influence of their
elders and their ciltural heritage, i.e;; to kreak the bonds of




family, neighborhood, and ethnic identity which white
Americans valued so highly when applied to themselves. It
was hoped too that adults on the reservations would be
thiore - inclined to remain peaceful and . give up their

traditional - ways - if their children were confined in
government schcols many miles away.. ... .

" The schools the children were forced to attend were strict
and authoritarian beyond what anyone would put up with

today. They were also, although perhaps not intentionally,
cruel: Children were rarely allowed to go home to visit their

oreover, u carding schools,
they were forbidden to speak their native languages and

families; moreover, upon arrival at the boart

were- required to remain_silent until they could speak
English. That oue could learn to speak by remaining silent
is a pedagogieal triumph not readily accomplished. (Weeks
& Gidney, 1981, p. 119)

T mieuse of ducation produced educationhating Indiess
Schools are still associated with punishment and deprivation in
the minds of some Indians because that is what it meant to the

grandparents and the parents of today’s children. That is the

detrimental effect teachers must eraclicate. Educators have to
realize that Indians are going to retain their cultures no matter

what and that this attitude is a classroom reality. The fact that
tribes still speak their languages and-practice -their customs

despite the many constant assaults on them is evidence that the
tribes still find them valid and relevant in this modern society. So
while - - o

a central issue in recent discussions of Indians is that,

although for at least a century and a half their imminent
disappearance has been confidently predicted; Indians have

__ e - e oo — -

persisted as definable little communities and as an
unassimilated minority (Leacock & Lurie, 1971).

These “definable little communities” are geing to continue to

exist, too. How unassimilated they remain differs from tribe to

tribe-and depends upon historical circumstances; geographical
location; world views, economic conditions, and acceptance or
rejection of modern- American education. So, contrary to what

has been ‘‘confidently predicted,” Indian cultures have not been

wiped out although they have been greatly modified since 1492.
However, those cultural essences which have filtered down to the
1980 are still integral, shaping forces in Indian society, and
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these _essences—physical appearance, languages, world
?}'éfilpnst be included if Indian education programs are to be

relevant. I

- Various phrases reflecting national attitudes towards Indians

have been coined to encompass a philosophy. Phrases like “‘white
man’s _burden;’’ _ “‘manifest - destiny,” - “‘make white- and

delightsome,” *‘the only good Indian is a dead Indian,” “‘civilize
and Christianize,” “‘accelerated acculturation program,” ‘‘exter-

mination,” *‘termination, " *'self-determination” have attempted
to address Indian issues. They have not worked: The only thing
that's going to work is Indian determination to make European
education relevant to Indian culture. Schools can be a good
means of preserving Indian cultures if their curriculum reflects
the way Indians live and think. Indians commonly preserve their
cultures if they have the same means as the dominant society.

That means is culturally-relevant education, especially in the
earlier grade levels.

“But I want my child to learn English”
. Some Indian parents are unwilling accomplices in the continu-

ing eradication of all that makes them unique people. They find
an_accommodation with the dominant - society and accept

elements of it. Ironically, Indian parents will bus their children to

schools in towns that border reservations rather than put them in
reservation schoois. This type of parent often fears that teaching
Indian culture and language in schools will take time away from
other school subjects and handicap their children's ability to
learn English and _the standard school curriculum in
mathematics, science, and social studies. "The research presented
in other chapters in this book indicates that this is an unfounded
fear, if the school has a well-designed bilingual/bicultural pro-

gram. Parents who oppose bilingual/bicultural education do not
seem to realize they are sending their children to the same type of

school which quite likely failed their great-grandparents, grand-

chiliren. Indian_parents who send their children to off-
reservation schools are saying, in effect, that Indian education is

inferior, which means that Indian values are inferior, that Indian
languages are inferior; that being Indian is inferior, and fir ally,
that they and their children are inferior. This need not happen. A

culturally-relevant education can enhance the self-image of
Indian students, especially when taught by culturally-sensitive

teachers.
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When these students, who have learned in the school's overt
and hidden curricula that being Indian is inferior and have ac-

cepted that as truth, go away from the reservations their opinion

of themselves will be severely shaken. They will realize that no

matter how assimilated they feel inwardly, the dominant society
will judge them primarily by outward appearance. Its judgments
will be tinged with all the negative stereotypes that outward ap-

pearance evokes from members of the dominant society. Indian

students must have a very good self image in order to withstand
thgﬁ Fegﬁ,ti,ve judgman,ts,; ot e B
- By developing and implementing culturally-relevant curricula,
Indian educators will help Indian students develop a good self im-

age and live a better life in a rapidly changing world. By develop-
Qgéi‘.:ategxej; ’:T’Ej:é garner a positive working relationship between
teachers and parents, they will be helping Indian students suc-

ceed in any endeavor. There are channels available to promote
and produce a positive working relationship. For instance, parent

committees (PACs) are mandatory for many federally-funded

ediication programs for Indians. However, participation in
Parent Committees must be viewed as important and directly

contributive to children's education; otherwise, parents will not
bother to participate. PACs must be listened to and given real

power to determine the shape of school programs.

Recommendstions for teachers =
There is no such human as  generic Indian for which a star-

derd Indian history, culture, and language cu: m can be

designed. There are some general similarities, including hair and

skin color and life styles based on geographical location: For in-
stance, there are similarities among Plains Indians; In fact; if a

reason exists for the-noticn of a generic Indian, it is-the one
modelled after Plains Indians associated with the horse, tipi, buf-
falo, and feather regalia. There are, however, great dissimilarities
among Indians, Plains Indians included. These dissimilarities in-

clude language, world view, economic condition, degree of ac-
culturation to the dominant society, spiritual outlook; religion;

myths; and clan structures. The following recommendations are
based on the-idea that there is no generic Indian, just as there is

nogenaricnﬁlt&m D LInToL Tl L .
1. Teachers of all nationalities need to become aware. of
themselves as being from a particular culture. Culture is not the

exclusive domain of minorities. Teachers from the dominant

society should be aware of their ethnic and cultural origins so
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they can better understand American Indian cultural differences
and how they relate to the students. -

- 2. Teachers need_to become aware of tribally-specific -dif-
ferences. This means that what is acceptable in one tribe may be a
taboo in another. For instanic, in all Plains Indian cultures, eagle
feathers are sacred. Yet, among Cheyennes, eagle feathers must
not be touched by Cheyenne females. So, something that seems
logical for a teacher to do, such as awarding an eagle feather or its

likeness to a Cheyenne female for an_ athletic or academic
accomplishment violates Cheyenne beliefs. Yet, doing so in a
classroom with students from anotker Plains Indian tribe might
ﬁﬁﬁgtj&jé&ﬁﬁsié; i ooID L z I oL oL
3. Teachers must learn about their students’ tribe, including

its history and the aspirations of parents and the local communi-
ty. Teachers should not just read books, usually written by
whites, on the subject but should actually talk to tribal members.

_ 4. -Teachers should not rely on preconceived stereotypes and

popular misconceptions of American Indians. For muc oo long,
Indians have been seen as looking alike, talking alike, behaving
alike, and of being indifferent to what the dominant society has

to offer. Remember; there is no generic Indian. A teacher who
assumes there is does a great disservice and a grave injustice to

5. Teachers need to make modern American education more

acceptabie to Indians by asking parents, who represent those
values and habits that will make the curriculum relevant to

students" backgrounds, to come in and share their experiences
With élﬁdéﬁts’ oo oo DDl I - .
6. Teachers should encourage parents to take college coiirses,
to return to college or a post-secondary vocation school; or obtain
BGED@IE&W 77777 LTIl DI
_ 7. Teachers should be aware of linguistic differences and in-

fluznces on their students. There is also no generic Indian
language except, perhaps, sign language. Members of each tribe,

regardless of the degree of | erosion, are still impacted by
their native language. The language spoken by the elders still in-
fluences children. While many of these children come to school
speaking English, their English is often non-standard *‘survival”
or “Indian" English adequate as a social instrument but inade-
quate for academic comprehension and achievement. -

- 8. Teachers should keep expectations high. This is true in

academics, athletics, and discipline. Starting low and switching
to high expectations will lead to a loss of credibility. Do not lower
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ex;mt:atxons fo;ﬁ g}y reason; but especmlly not because the

students are Indians.
‘9. Teachers must remember that theu- students are not yet

sgp!igsﬂcatedmtheu,culture so it is unrealistic to expect them
to be able to give a lot of information about._their -culture.

Teachers must remember that culture is acquired over a lifetime.

Students may also have been taught at home that certain infor-
mation about their beliefs is not to be told to outsiders. .~

10. Teachers should be very careful of what they say. If a need
arises to speak about a local person, - teachers should be well ac-
quainted with the person to-whom they are talking. This cau-
tionary recommendation is included because of the extended
families, clans, and factions that characterize the social struc-
tures of Indian communities. ‘These are closely inter-woven and

regular communication among _community members is_a

characteristic of Indian communities. This regular communica-
tlon can bnng gnef te unsuspwtmg mchers who do notknosv

say chat everyone in an Indmn commumty is related either by
blood or marriage. A good rule is, ‘‘Do not say ‘anything about
persons away from them that you would not say about them in

their hearing.”" = _
_11. Teachers should be awareoi factgr_s that can- enhance a

posltlve self-perception by Indian students. This can be done by

discussing Indian contributions to the country, positive Indian

values and their relevance to the modern society, and the com-
plexity of the kinship systems. Teachers can also teach students
about the geography, ecology, history, and government of their
reservation.

12. Teachers can encourage leaders!up skxlls among. students
__13. Teachers can introduce their students at-an early age to
preventive strategies and alternatives to alcohol and drug use.

_14. Teachers should be aware of the communication patterns
of Indian students. Sometimes when teachers ask a question,

they do not allow enough time for response and end up answering

the question for students. Indian students need more time to
answer & guestlon, not because they are less mtelhgent but

qtm:es precme commumcanon. not hapnazard utterances -
__15. Teachers should rot deliberately sh+ = a student. Sham-
mg and censure are social control devices among many tribes. It

is done only when needed because corrective instructions are ex-
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pected to follow. To shame students in front of their peers will
evoke negative responses. - ,

16. Teachers should not have a ‘‘savior’ coinple& Indian
students do not need saving from their cultural backgrounds;

rather, the students need to be shown how their cuiture; heritage,

and Inian-ethos are positively related to the values of the domi-

nant society. .

_17. Teachers should try to grow whﬂe on Indmn reservatlons
Many teachers who have had a long tenure on Indian reservation
negate that length by repesting the same experiences over and
over each year. The chxldren deserve teachers wﬂlmg to keep

Parents shonliknom tliat non-Indnm teachers. arejimost

aiyzayi not sophisticated in the culture of their particular tribe

and are bound to make some mistakes. Parents must realize that
it takes time to become acculturated, especially for people who
come from the dominant culture who have had no compelling
need to familiarize themselves to the minority culture and have
relied on misconceptions and stereotypes to color their percep-
tions of other cultures. -

2. Parents should volunteer for xmclasshe]p. Thxsnot oniy ex-

poses 3 Indian students to positive role models; but it also enables

parents to appreciate the rigors teachers undergo daily and how

teachers’ educatmn has prepared them for thelr professum

unmstrators about the education of thelr chlldren—-especmlly
wh 1 there is no crisis. Going to the school should become a
regular occurrence; not just when the school sponsors an activity.
However, appointments are useful because of teachers’ and ad-
ministrators’ schedules._ ____ . ____ _______

_4: _Parents should reinforce- whatls taught in school Theycan
fmd out what is beirg taught by talking to their children and by
visiting the school. If there is a disagreement with what is being
taught at school, this disagreement needs to be talked out with
the teacher, or-if that does not work, with, first,-the principal,

then the superintendent, and; as a last resort, with the school
board. e
b Pm'entam the first educators nitiieg children and they
must instill in them the need to be educated.. :

6. Parents must,{e-mstlll the many positive Indmn values
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time and social circumstances have dxstorted If re-mstxlhng

these values is not possible; an explanation of why these values

have changed sliould be given. Otherwise, students may ask why

they should respect their elders who do not conform to the value
system of the dominant society and who are often not respected
by members of that society. - - -

7. Parents should be careful about expressing dmsatxsfactxon

mth _the school or school personnel m the presence of- theu'

about the school or xts;taff they validate a any negatxve op1mons
their children_have_about attending school and implicitly -en-

courage them to ignore what is being taught and to be disruptive.

If they disagree with how the school is run, parents should go to

the school to try to work out those differences:
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_ Discipline and
the Indian Student

Hap Gilliland

_ Some teachers approach Indian students with - trepidation
because they have heard Indian studems are ‘“‘undisciplined.”
However,; it has also_been said, *Discipline problems are not in

the kid; they are in the circumstances.” :
. Teachers or counselors who have positive attitudes and expect
cooperation may find teaching Indian students not only pleasant,
but fun. To be sure students have a positive, cooperative attitude
as well, teachers will want -to_emphasize a lightly-structiired
cooperative approach to teaching, respect students as in-

dividuals; capitalize on group control, and keep rules few and sim-
ple. - et oLl ? - o SooTm oot

- Good behavior is a habit. If teachers follow suggestions in this
chapter, there is every charice students will fall into that habit. If

students do not, the object of ‘consequences the teacher may im-

pose is not to punish them, but to change their actions and get

them back into the habit of good behavior.

The best discipline is self discipline =~ o
Studenis who have real self respect, and who understand what

is expected of them as well as the reasons for the expectations

will seldom be discipline problems. They will prefer to maintain

their self respect. By doing the wrong thing, they would lose it:

This original essay appears here in print for the first time, All rights i
reserved. Permission to reprint mustbe obtained from the author. Dr. -
Gilliland is Professor Emeritus of Education at Eastern Montana Col.

lege, Billings, MT 59101, and President of the Council for Indian Educa-
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'i‘he lmportant factor in bmldmg self drscxplme. then. is. attxtuﬁcle.

respeet
_Children usually hve up bo a teacher sexpectatxons If they can

see that you expect them toc cause trouble why shouldn t they" It

actions indicate that 3 you have confidence in thelr domg the right
thing, they won't betray that confidence: They live up to your ex-

pectations.

Ap]rroacli Ehscnplme w1tli a posntlve attxtuae

_The word discipline; as defined in most schools; is a negatlve
concept that assumes a need for correction. However, this need

can be pre‘iented by a positive attitude and a tension-free

classroom:. ¥vork to make the classroom a friendly place, a home

away from home. Look at the classroom and ask yourself, “Is this
a place I would choose to be if I were a child?"’ I have seen
students that a teacher had to push out the door at the end of the
day to get them to go home. The majority of them were Native
American children who were members of a problem-free
classroom.

_A problem-free classroom is one w1th e teacher who enjoys
t.eaclimg. and lets children feel this enjoyment. Are you compas-

sionate? Do_you_ like children? Have you an equal liking for

children of all cultures? Is this evident from your actions, not just
from what you say? If your answer to these questions is yes, you
probably. will have a problem-free classroom, because the best
way to handle discipline problems is to prevent them from

startmg

l:nderstand culture dlfférenoes -

Most common discipline problems can be preventod much more
easily than they can be stopped. To prevent or stop discipline
problems in Indian students, you - miist understand Indian
’ciiltii'ré. éﬁd thé affect various actions may- hﬁ\?é on: Native
whxt&and Native Amencan cultures is the Indmn emphasxs on
sharing and cooperation; rather than getting and competing.
Attempting to motivate students tﬁrongﬁﬁelpmgmdivt&uals ob-

tain something not to be shared, or to gain an advantage over
another, may create re sentment in Indian students that will even-
tually lead to discipline problems. Discipline problems based in
resenitment toward the teaclier, or the system, are hard to cure
because it is difficuit to 1dentxfy the cause.
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Wateh for othei' differences between cuitures l?or exambie.

respect and as such ‘should pleasen teacﬁer Hyou msxst that a
student look you in the eye, this pushes the child to an even lower

level and widens the gap between you. Since an Indian looks in
the eye only of an equal, a wider gap makes it 1mposs1ble for the

child to do so.

Do not expect students to understand that school is 1mportant
and that you as a teacher are to be respected and obeyed. Many
Indxan fazmhes see little relatlon between school and 1mportant

Thusl you wxll have to earn any respect glven to you. - - -
When problema do_arise; try to understand, before cntu:ung

children are conl:umaify in tmubie for excessive tardmess or

absence. Tardiness is usually the fault of the parents rather than
the child. If the home does not run by an urban time schedule, it
may be almost impossible for the child to always be on time. If a
girl is the only baby sitter when her mother has to be gone,
res_ onsibilities at home must come before school. The school
needs to work with the home to try to solve these problems, but if
children are continually scolded, punished, or harassed for

something they cannot do anything about, they cannot be blam-

ed if they make little effort to improve in those or other ways. Let

children know you believe they are doing their best and you will
usually see improvement. =

Because of past ¢ conﬂlcts between Indlans and whxtes, some In-
dian children come to school hatrboring strong resentments learn-
ed from their families towards all whites and even sometimes In-
dians who work for whites at a school. It is better to talk out
those resentments, perhaps in special lessons on Indian history,
than. sﬁﬁﬁiéss them. Eiiéiits such as the Tﬁiﬂ of Tears, Thé Long

countless other tragedles happened and cannot be erased The

solution is to get students to think and talk about how such
events came to take place and how they can be prevented in the
future In socml studxes. compansons can be drawn to hxstoncal
and of Blacks in South Africa. If white students come in with the
the same feelings about Indians, perhaps based on what happen-
ed to their ancestors, the same approach is suggested.
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MﬁﬁVitéa cliﬂaren are not. problem children S
When there are discipline problems, it is well to look at the

motivation of the students. Have you given them a treason to

want to achieve? Motivation is the key to a well-behaved

classroom in any culture. With Native students; remember that

group motivation is at least as important as individual motiva-

tion. Keeping students busy with meaningful, interesting work of

the type suggested in the teachmg methods chapters of this book

wxll goa long way towards mmumzmg discipline problems.

Keep rules sunple and few
- An authoritarian approach; lmposmg z rules without ¢ enaunng

that students thoroughly understand the reasons for them, vrill
be completely ineffective. When you, as a teacher, resort to what
students view as an authoritarian. apprtfach, vome students will
accept it as “‘the way school operates,’’ others revolt; more often
the Indian studert withdraws his pat‘txelpatwn. N

_Rules are only a minor part-of discipline. Be sure each rule is
neasonable, and that the child is able to follow-it. They should be
kept as few, as simple, and as specific as possible. They must be

well stated, and they must be discussed so that students under-

stand them completely and understand the reasons for them.

Since many Indian parents do not criticize or try to control ag-

gressive behavior, their children may not understand why you
would object to it. Make reasons for any rules clear to students.
Don't assume they already know an act is unacceptable behavior.
Be sure your discussion of the rules is two-way communication. If
students agree that the rules are essential for cooperative living,

the rules soon become effective ‘‘because that's the way we live

Whenever posslble. stndents and_their parents should be in-
volved in developing rules so that the rules are understood by
students and are their rules and their responsibility. In a
democracy, not only the leader, but all others, express opinions.
Don't squelch discussion of the rules and don't hesitate to revise
them until all understand and agree with them. Then make it
everycne's responsibility to enforce them. Once rules are agreed
upon and understood, insist they be followed. ‘‘You cannot love
someone you let walk all over you.” Nor can children love the per-
son they walk over. An unenforced rule says: ‘‘Rules do not have
to be followed.” All rules must be enforceable. Rules like “be
good,” “behave,”’ and ‘‘act like gentlemen’’ are neither. They are

therefore uiseless.




Use rules to set limits

__Never condone jnanceptab!e beﬁavxoz but let 3 ypur st.udents
know that rules_are to set_clearly defined limits by which the
group can live together more effectively. The object is to have the
rule followed, not to pumsh the one who doesn’t follow it. If the
rule is followed, the goal is achieved for this time, regardless of
the attitude behind that achievement, so -ignore irrelevant
behavior. Pay no attention to the tantrum, if the rule was follow-
ed. If it is necessary to penalize a person for not following a rule;
the penalty should be immediate. A penalty to take place later is
meaningless in a_society oriented to the present. .

In the old Native American traditional way, on the rare occa-
sion when a. person | had tb l% pumshed for not followmg the rules,

person - todk his place as if nothmg had happened. This is the way
it should be in the classroom. If it is necessary to punish children;
they should understand the reasons. Indian children will seldom

hold any resentments and will assume the incident is gone and

forgotten by the teacher as well: You can start the relationship
fresh.

Keep most dlsclplme unstructured o

Somne rules are necessary, but most mscxplme can be unstmc-
tured. Unstructured discipline is moie flexible, and better
understood by Indian children who are often “thoughtless’ but
seldom intentionally disruptive. They seem thoughtless because
school-style restrictions are so foreign to their way of life at
home. It takes time and patience to develop an understanding of

the importance of having a controlled atmosphere at school. _

The tmdltmnnl Indian honie contains httle of what the donn
direct orders which must be followed. Siice parents have a great
regard for the autonomy and maturity of their children, the
children are given a wide freedom of action without many of the
behavior_standards _set by schools. Parents may give their

children an understanding of a need, or of the reasons why a thing
should be done, but the children then have the freedom of per-
sonal choice. They are responsible for their actions and the conse-
quences. In the traditional Cheyenne home, for instance, children
learn-quiet patience early; they learn they- must be quiet and
orderly around adults: Their actions are molded through love and

interest, not inflexible rules. Tﬁxs is the discipline the child knows

and expects.



demonstratmn and example “This is an effective w way oi taacﬁing

all people, but especmlly Native American children. Let them

learn through experience, not theory. This is as true of teaching
discipline and attitudes towar each other as it is of teaching sub-
ject matter. Model the behavior you want. If you want children to
respect each other, you mst show that you respect each of them.
Children will usually follow your example. Open conflict with a
student affects the group’s respect for the teacher. A teacher who
displays frequent irritation alsc suffers loss of respect. -

A sense of humor is one of your most valuable tools. Don't
hesltat.e to. laugh with the children, at yourself as well as at the

problems that arise. Indian children have a tremendous sense of
humor, and they appreciate it in others. Your sense of humor can
relieve a great many tensions that could lead to problems. It also
helps build your personal relationships with the students.

. -No child should ever be criticized openly in front of other peo-
ple; but public criticism-is particularly devastating to an Indian
child. Public criticism destroys the self respect upon which all
your discipline and achievement depend. If criticism must be

ngerut must be done calmly; in private, with a friendly, counsel-

ing attitude: Humor and good natured teasing are Indian

substitutes for direct criticism.

Teasing is a part of the Indian way and isa cummonly used
means of dxsclplme in many t tnbes It is an acceptable way of cor-
does not put,,,the,student, ina bad light a,mong,hxs fnends Téasiiié
is indirect criticism so the person has the right to accept it or re-

ject it; but he understands its meaning. In some tribes, such as

the Crow, the father's brothers and their children are the *‘teas-

ing cousins:” It is their responsibility to tease the one who gets
out of line to help him or her to see the error of his or her ways. In
this way, the child does not have to be criticized directly, and the
dxsc1plme does not have to come from the parents.

Listen to parents

- The blunt way in which nDn-Indmns get to thé gmnt in express-
ing feelings offends the Indian. If Indian adults have a criticism
regarding your classroom, they will usually talk of good things
first and will take a léii@tuﬁé -to get to the point. If you are a
typical teacher, you may never know they had a helpful criticism

to make, because you will not wait long enougE to hear it. Take
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tune to havejr cup oicoffee or Just a fnendly conversatlon w1th

parents. Given this time, even parents who come in very angry

with you can go away understanding what you are trying to do in

your classroom and supportmg your methods.

Do as you wonld be done by

__In many tribes, corporal punishment, the use of force to obtam

ghggpl}no. was almost unknown. Striking -children -was -con:
sidered barbaric. It would not show respect for a child, and self
discipline is built on self respect. The assumption- was that if
children were given-respect;-they would respect others: Spank-
mgs would violate this _principle of mutual respect. _

- One way you can judge any disciplinary action. _you plan t(. use

is by asking yourself, “How will I, as an adult, react to this treat-
ment from a superior? Would it maintain my self respect? Would
it make me want to do the right thing, or would it make me want
to_rebel?"’

One Indian saxd to a teacher. “You have a nght to do toa chlld
in class anything you are willing for the principal to do to you
during your teacher's meeting."’- I

No teacher should yell at chxldren or threaten then. These are

example atall txmesmot Jnst when you want them to! You would

not condone this behavior from children. If a child does yell at

you, Verj unlikely with Indian children, don’t imitate him. Imita-

tion is the sincerest form of ﬂattery! Threats indicate to children

that you think they are niot gring to do the thing requested. Once
again, they -will probably 'z up to your- expectations,
Remember, the Sioux -are not concerned -with eliminating bad
behavior but with developing positive good behavior: This comes

through shared responsibility. You and your students must work

mosphere

Treat students as indiviGuals
- The cause of a great many dlsc1plme proBlems is. depersonahza

t}on Let children know, “You belong here. We want you. You are

important as an individual."’ Shew them through your actions

that you mean this. They will not believe what you say unless
they see it in your actions. = -

Problems that arise can be handled best through mdxvrdual
non directive counseling. Orice you and youir student really know

each other, individual discussion cen eliminate most of your pro-
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blems End make hfe happler for both you and the student.. Be

honest with the children about what you are trying to do, and

your reasons. Then when it t goes Wrong. admit that it did not

Self dxsclphne is not obedxence 1t is domg what needs tb be
done. It is learning to see what needs to be done, doing it to the
extent that seems reasonable, and learning from the mistakes.
Someone said that Cherokees treated their children as adults. A
Cherokee answered, *‘Ng, we treat them as human beings. That is
a status you only accord to adults; and usually only to adults of
your own social status.” - S

Children in the classroom should be convmced that therer
nothmg wrong with making mistakes—once. That is how we all
learn. But they must learn to make responsible decisions, then ac-
cept the responsibility for those decisions. Among the Blackfeet,
it was common that when a respected relative died, a child would
be given the name of that person. The child then felt responsible

for living up to_that name. Anything he did could be a reflection

on the original owner of the name. Along with this responsibility
the child gained the self respect of being considered worthy of the
name. - )

In the mxddle class urban commumty, teachers can usuaﬂy
count on parent support in problems of discipline. In the Native
community, school and home are separate entities. Neither in-
terferes with the other. Parents may have little understanding of,
or sympathy for; problems-of the school. These problems are- the

schools responsibility.- Indxan parents may believe that a chxld

trol; it has to come from tBe cﬁﬂd:ren tﬁemselves

Group control is effectlve
__Peer groups are the most effective means of socml control over

the behavior of Native students. American_Indians are group

oriented. Group approval is much more important than teacher

approval. If an individual has to make a choice between
cooperating with the group or the teacher, the group is sure to
win. To the autocratic teacher this can mean sure trouble, But for
the teacher who can motivate the group, get it interested, and
work with it; the-peer group can greatly decrease the number of

dlsclplmary P eblems

listen to therr ideas, younresaymg those ideas ar_enotmpor_tant

therefore they are ummportant When yg asgn and expect




them to have good ideas for saiviﬁé the problems, vou are giving
them respect and building ibeir seif concept.

_Order, or_disorder, can_be_created by. students és a group.

dépen&ng upon _their relationship to the teacher, and their

understandingof the value of the classroom activities. The
Native student is usually effectively controlled by an under-
standing that if he acts a particular way, others will not like him.
If an individual is not controlled by group pressure; this is a sure
sign that he does not feel that he belongs. I

__Attempts to get the student to compete with his classmates or

attempts to challenge him to outdo them will force him to act in

opposition to the group. The object, then, is to motivate the
group, not the individual, to challenge the group. If assignments
are group assignments, if the individuals in the group are en-
thusiastic-about working together. then the person who causes
problems is working against the group, and group pressure will
control his behavior.

Modlfy behavnor through pnde and approval

Most Native children, especially younger ones, will work very
hard for a few words of approval from parents or an elder, or from
you, their teacher. They may be insensitive to punishment, but
they react very favorably-to praise. However; the praise must not
be loud obvious praise which separates them from the group. If
the only time a child gets any individual attention is when he
misbehaves, the attention becomes the reward. It gives the child
a_sense of importance that he or she_needs. Naturally, the

behavior continues. A person will continue any act as long as it is

rewarded, even if it is rewarded as little as two out of ten times.

Positive approval of good behavior and punishment of bad
behavxor g;ve the chlld attentlon They ‘may both reward the
,b,ehavmr, Comphment zt As nearly as pOiss,lbl,e, ignore the bad.
This way you are working to replace the undesirable behavior
with the good. If behavior is such that an effective means of con-
trol must be found; isolation is usually the most effective form of

punishment. It removes the child from the group approval which

he or she seeks. But it should be approached as a means of chang-

ing behavior, not as punishment for what was done:

Smmnm'& L

- Iiyoucnntmuaﬁyﬂatcﬁ for the good things, mmphment them,

reward the good behavior, most of the problems will disappear:
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Build each child's self respect; plan with the group and let them

help you with control. Then a positive attitude will be easy to

maintain, and you can be free to enjoy working with your Native
American students. - - - .o . -
~ Among the Sioux, the only time physical restraint was used
was when young children cried. Crying could reveal the location
of the family to an enemy. During the fifst few weeks of life, if
babies cried, the mothers made sure their needs were taken care

of immediately; then if they only wanted attention, their noses

and mouths were closed with a hand for a few seconds. They
learnied quickly that crying was not beneficial. Later if they cried

for attention, babies were carried in their cradleboards away from

the group and left in isolation until they quit crying. - -

"This system- of behavior modification is_still used by the
Yanowamo of South America. When babies are hungry, they are

fed: Their needs are taken care of immediately. But if they cry at
other times, everyone walks away. When babies are cheerful and
laughing, everyone wants to hold them and play with them. Like
the Sioux, the Yanowamo love children and cheerful children
never lack attention. Children learn to laugh and be playful when
they want attention. I have never seen a Yanowamo Indian over
the age of two cry, regardless of what happens. When they fall,
they get up laughing, and everyone laughs with them. (In our

society, many parents ignore children when they are happy and

reward them when they cry)

In the old Indian life serious crimes occasionally had to be
punished, although they were rare: A Cheyenne who killed

another was ostracized from the tribe and made to live alone;

usually for several years. If he survived, he was, at the end of this

time, accepted back into the tribe, fully, with no loss of prestige
or position. The object was not punishment, but rehabilita-
tion—change of behavior. Feelings of guilt or resentment had no
i’l&éé ﬁﬁﬂié Cemm e—m e - e z L
“In modern Iife; isolation or shame may be used to bring a
change of behavior, but after repentance the incident is not held

over the child, and he holds no permanent sense of guilt, self
blarne, or loss of love. The incident will not be brought up again.

fan
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Testing and Evaluation in

Multicultural Schools
Russell Lord

Tho resenceo eting and evaluaion s nagel smponents
of virtually every social institution in the United States, in-
cluding education, justifies neither their presence nor - use.

Neither the best of intentions nor historical tradition should be
accepted as justifying any testing program. Instead, a testing
program should exist-solely on the basis of how well it measures

what it is supposed to measure and how that measurement is

then used. How to judge a testing program is the subject of this
wéﬁtéi" - i i N . S
Rather than a repetitive account of the volumes already writ-
ten about testing and evaluation in multicultural contexts (see
Additional Readings in References), this chapter will provide a

structure for practitioners to apply when trying-to evaluate a
given testing program in a particular context. To accomplish
this, an outline that draws heavily upon work by Helton,
Workman, and Matuszek (1982) will be developed and then sup-
ported by examples of its applicability.

B,i,ckg,ro‘!,nd: ool . z . oL L
Despits its. incredible record of abuse and misuse, testing,

which has enjoyed wide acceptance in the United States since

shortly after it was introduced at the turn of this century, faces a
future of increased not decreased use (Kaplan & Saccuzzo, 1980).
Obviously, a phenomenon enjoying such widespread acceptance

must fit with prevailing socio-political values and norms. Fr.

legislatures and courts to éﬂﬁéﬁt’sirg;@di citizens, tests. hiii§ been

This original essay appears here in print for the first time. All rights
reserved. Permission to reprint must be obtained from the author. Dr,
Lord is an Associate Professor-of Educational Psychology at Eastern
Montana Coliege, Billings, MT 59101

251 =



v1ewed by Ameneans asa useful eomponent of complex dwsxon
making faced at every level. Standardized testing in America has
become an sccepeed method of measunng capablhty and. thus,

(Olmedo, 1981)Jt1s mtﬁ:smntext t.liat t.estmg and evaluation in

multicultural schools is examined in this chapter.

A model assessment system

_Testing and evaluation can be viewed as separate components
thhm an assessment program, or as integrally-related aspects of

one process, depeﬁent _upon each other for their existence. In

quantification (assxgmng of numerical -values), while evaluation

involves the often-related but not identical process of judging

someone or something (a qualitative task). Whichever view one
takes, the following model is equally applicable.

_All tests share sonie common components: the presence - of er-
mr,theenstenee of some point of reference establishing relative
position, and the limitation of being indirect since only the

characteristics of a phenomenon can_be measured; never its

essence. Given these defining apects, tests must always be seen

as what they are (inexact owing to error, relative, and i lirect),

never as what they are not—exact, absolute, or discerning of the

essence of any concept, variable, or student. Judgments based
upon an appropriatg underst.andmgL of testing at least have the
potentml of being- supenor to- judgments based on- inaccurate
views of tests. This is the starting point for ‘understanding

testing in _any context: tests always contain error; are -only

relative to some specific point of reference, and only indirectly in-

dicate that something might exist beyond that which is observed
directly. With that understood, it is possible to begin ﬂeveloping
a model for evaluating a testing program. - -

Helton, Workman, and Matuszek (1982) dlscussed sucﬁ a
imodel that served as the foundation for their *‘branching assess-

ment system." Theu' model serves as the bssxc structure for thxs

gpgggg eonsxst oim partsLli) theyurpoges and-reasons_for
testing; (2) the theories and models upon which testing is based;
(3) the domains measured; (4) the technical characteristics of tests
in terms of reliability, validity, and utility; (5) the ethical and
legal aspects of the testing; and (6) the situational and en-
vironmental constraints under which the testing occurs. Ex:

planations and illustrations of each part follow.
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and reuons for testmg
__All tests serve only_certain purposes nnd not others Only

limited reasons exist for use of given tests. For example, tests

can be used to decide who will have access to certain limited
resources (Olmedo, 1981), certify high school diplomas (Learner,
1981), determine the appropriateness-of certain educational in-
terventions (Reschly, 19815. ‘assess an individual's “functioning”
(Scarr; 1981); support claims of racial superiority due to biology

(Garth; 1923; .Iensen,jﬂse), or even to_keep certain politically

less-desirable immigrants out of the country (Gould, 1981).

_ Purposes served by testing are not always explicit or easily
discernible, but asking what the reasons are for using or not us-
ing certain tests or types of tests can sometimes help make the
implicit explicit. For instance, why have rating scales easily com-
pleted by teachers and parents to assess children’s motivations
not been more widely used {Achenback & Edelbrock, 1981; Rut-

ter; 1967)? Such information should at least be a_most valuable

supplement to tﬁejnfdrmatxon gathered from traditional achieve-

Fmdmg that a téét or testmg prograim has beneficent mtentxons
is not sufficient. Indeed, malicious results easily can (and too
often have) derived from even the best intentions: For instance,
Binet (of the Stanford-Binet IQ test) originally intended to

develop a test that could be used to alter educational practice so
that mentally retiirded mdmduals would be enabled to echxeve

entrance to the Uiiil:ed State&of unmxgmnts from central and

southern Europe while allowing entrance to immigrants from
northern Europe and the British Isles (Gould, 1981). = =
Quutmns concerning purposes and reasons behind testmg
must probe for the ideological assumptions behind that -testing,
often: difficult to determine _For example ‘Thomas Jefferson'’s

“mentocrahc ideal” is so deeply ir

tion it. This ideal holds that a “n;atural aristocracy"’ ensts, and

those mdmduals who are more able nnd motxvated should be
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deiogyof compaing fox e secial. sconri,and ol
advancement, what is the purpose of testing implicitly designed

to measure motivations and skills essential to such competitive
advancement? So much present testing meshes so well with this
ideal that most developers and users of tests have failed to con-
sider that important decisions might be equally well made using
some means other than testing. Other industrialized societies

make important decisions concerning school entrance, placement,
advancement, and similar actions without reliauce upon stand-

ardized achievement tests. Questions as to the purposes and
reasons for testing must break out of the ethnocentrism that
générallydommntu educational decisions.

Th 7,7.5 and ﬁﬁaéﬁ ﬁiﬁiﬁfﬁhi;j! iﬁﬁ ia 57::::;:I o

" All tests are constrained by theories and models upon which
they are based. It is, after all, only through theories that anyone
knows anything. Without theories to “tie things together,” pro-

vide hunches and predictions, and make gense of o

unrelated observations, “facts” would exist only in isolation

from one another. People would go naively from isolated svent to

isolated event, never being able to generalize or learn from
previous; related events. ... - -

" As with people’s knowledge, so it is with tests developed from

that knowledge. Just as some theories are “better” than others
because they are more complete, sophisticated, and thorough, so

it is with theories upon which tests are based. Any test, based as

it is on a particular theory; will not exceed its theory or be “bet-
ter” than the theory supportingit. - - -

Just as children play with mods] cars asd airplanes, adults use
models to help understand the world with which they deal. Since
models represent that world in a simplified manner, their literal

accuracy becomes less important than their ability to usefully
represent some given aspect of the world. Though Bohr’s famous

concentric circle model of the atom is now known to deviate
significantly from “reality,” it is still used for its simplicity and

usefulness. All _tests rely upon certain theories _and
nodels—though not all test developers and users explicitly state
their theories and models. f

 Approprists teting in a multiculurl schoolrequire that cur

rent and -defensible-theories and models exist for tests used.

Despite the fact Fhﬁiﬁt’. - o S
this concept of general intalligence has been abandoned in

biological and learning research . .. this archaic fallacy still

-~



ﬂonrmfi:h;i in mental testing, vihefe;ﬁt ;ﬁéﬁ Sééin! advan-

tage under the guise of scientific truth. (Garcia, 1981, p.
Gould (1981) demonstrated that the famed “g" factor claimed to
underlie all meaningful measures of intelligence by existing
across all important cognitive functions actually exists only as a

mathematical entity when one uses the particular statistical
analysis favored by those testing experts developing early in-
telligence tests. Different analyses, equally defensible from a

mathematical perspective, cause ‘g to literally disappear.

_ Today, cognitive science enables educators to.‘go beyond in-

telligence tests and understand how the human mind solves pro-
blems” (Sternberg, 1986, p. 137). ‘Why, despite these facts, does

most testing in multicultural schools still rely upon tests that
embody these outdated perspectives? The answer is that, at a
simple level, educators {Jike others) hold fast to those explana-

tions that serve them well and with which they are familiar and
comfortable. A more complex answer involves the myriad profes-
sional, socio-political, and cultural forces that lead every profes-
sional body to accept one set of explanations while rejecting
6t§éi.§' S o s s . R - - S

To escape present confining theories and models is a formidable

task. A pluralistic model is possible, but requires the difficult
task of assessment across a much wider spectrum of behaviors
and situations (Mercer, 1979), along with development and use of
local norms (Elliott & Bretzing, 1980). While pluralism, or the ac-

ceptance and appreciation of diversity, has gained considerable
acceptance in other educational areas, testing has been slow to
accom;g(jglij:e, - . Sl Ce e e - .
-_Another alternative model would be to focus. upon the pro-

cesses engaged in by humans when taking tests. Such a focus

would center examinations upon how the examinees were taking
the test, not simply upon what products and achievements they

evidence. Sternberg's extensive recent research - brings con-

siderable attention to the processes of intelligence. Therefore, in-

dividuals involved in testing in multicultural contexts must
probe the theories and models behind any tests used with their
students. For instance, is the “‘twc factor” theory behind the

Wechsler_series. appropriate. for your students? Is Kaufman's

ABC test sufficiently sensitive to Liria's _neuropsychological

theory to assess significantly -different dimensions than the
Wechsler and Stanford-Binet? These illustrate questions about

theory and model. ) -
” 246
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The domains measured

Any test must determine function within specifi ecified domains
while ignoring other domains. In this context, domain refers to
an area of skills, body of knowledge, or similar entity. -

 Many domains are of intereat to_educators. including but not
limited to intellectual, academic, social, psychomotor, and emo-

tional. Examples of tests purportedly assessing functioning in
these domains would be tests of intelligence (Wechsler, Stanford-

Binet. Kaufman ABC), tests of academic achievement (California

Achievement Tests, -Iowa Tests of Basic Skills), aptitude
(Scholastic Aptitude Test;; tests of social skills (Vineland Social
Maturity Scale), tests of physical skills (Purdue Perceptual

Motor), and tests of emotional functioning (Brirks' Behavior
Rating Scale). Numerous tests also exist for assessing specified
domains such as visual acuity, auditory functioning; adaptive
behaviors, and even situational and environmental influences on
school functioning. Many times it is quite easy to determine the

domains claimed to be assessed by a given test, if an educator
l&ﬂiﬁfﬁiﬁh - - o - z N ooILIoniiI
_ Of primary concern-in this area are ways in which domains
assessed by standardized tests are biaed against individuals

from groups outside mainstream culture. Though pluralistic
education is contemporary; most testing has a much longer tradi-
tion, embedded in ethnocentric rather than pluralistic views of
“‘educationally relevant domains.” Since 3.5 million school-age
chiliren are “limited-English-proficient,”” and linguistic

minorities must -be given consideration for social, political,
economic, cultural, and ‘‘relevance” factors when tested (Olmedo,
1981), what domains are being ignored- when testing- such
students? To what extent is the student’s ‘“motivational
domain” assessed? Given the tremendous importance of “self-

efficacy” and attributional etyle (Bandura & Cervone, 1983;

Stiles, Shapiro, & Elliott, 1986), how carefully are these domains

being assessed simultaneously with other, more traditional do-
mains? Or, are educators still talking about outdated ideas of im-
proving self-esteem and attitudes so that behaviors will improve?
Since one can examine “any statistic regarding quality of life and
(find) the American Indian is the lowest on the scale’" (Prezident’s
Commission, 1978, p. 962), how important is it that Gomains
other - than traditional educational domains be assceses if

American Indian students are to receive “appropriate’’ tasti .4?
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Test reliability, validity, and utility
_The technical characteristics of standar ardized tests have been
researched -and written about until the volumes far exceed the

time available to any practicing educator to read all of them. The
following is intended only as a brief, useful explanation of the

technical characteristics of tests. =~ = -
~No _test is better than its documentable technical
characteristics. Without evidence that a test measures whatever

it is claimed to measure, in a predictable manner across people
and time, and in a fashion that allows comparisons which enabie
profcssionals to make better decisions by using the test than by
not using ii, no test should be used by educators. -

A test can be said to be reliable if it measures in a consistent
manner; that is; if it yields predictable scores. A test’s scores

must be due primarily to sources of systematic variance in that

examinees tend to score consistently in one direction no matter
when they take the test, which version they take, or whether they
take one or another half of the test. Anything that makes scores
fluctuate in unpredictable directions, such as anything that
causes the same examinee to score higher on Monday and lower
on Thursday, reduces the test'’s reliability: Since reliability is bas-
ed solely upon a group’s scores, it should be obvious that reliabili-
ty exists only for a cerizin group, not inherently within any test
itself. When factors other than those the test is “‘aimed at"’ affect
test scores, reliability is affected. The familiar r value attached to
tests reflects the error in the test in a direct manner. When r=.80,
the variance observed among test scores produced by the group
used to establish that reliability figure consisted of 20 percent

“error.” Were a carpenter to Use a tape measure having that
much unpredictability to build your house, it seems unlikely that
too_many walls, corners; or roofs would fit very well. What
reliability should an educator demand? It depends upon the im-
portance of the decision to be made. If a decision was being made

as to whether your child would receive a label likely to remain for
life, such as Educable Mentally Retarded (EMR), would you set-
tle for a 15 to 20 percent errorrate? . .
- Validity in tests used to_be discussed under several different
topics;-but has recently come to_be seen as an aspect of one
general type: construct validity. Validity refers to whether a_test

measures that which it is claimed to measure, and not something
else. Obviously; a test must first be reliable, since the presence of

too much error would preclude establishing validity.
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It used to be sufficient to demonstrate that a statistical correla-
tion existed betwsen test scores.and some external criterion. For
instance, if test scores predictably related to success in college,
then those test scores could justifiably be used to decide admit-
“wrong" reasons led to the demand that tests have validity to

the “constructa” they were claimed to measurs. As an example,
gender would have a iccurately predicted dropping out of college in

early Twentieth Century America: Was such “criterion-related"”
validity an accurate basis for denying women access to college?
Certainly not, because the correlation existed not because of defi-

ciencies, but because of the reasons men and women entered col-
lege in that era. To teach school or nurse, womens’ usual college
goals, one did not need to finishcollege. ..
Now tests must carry demonstrable evidence that they ac-
curately measure the abstract concept they are claimed to
measure (the construct). Such validation is difficult to establish,
since_it virtually requires_experimental manipulstion of the
abstraction with corresponding changes in test scores. Is a new
intelligence test valid beause it correlates with a previous test?
Or, might that actually indicate its lack of validity? =~
__Another dimension of the technical characteristics of tests is
the area of norms. Simply stated, norms are the point of reference
against which test scores must be measured. For a test to be used
with anyone, the norms for that test must “fit” the person and

vice versa. If nio one on whom the test was developed (its reliabili-
ty, validity, and noris established) is similar to the intended ex-
aminee; then the test’s norms are not appropriate and any inter:
pretation. would be misleading at best. The most importan
aspects of groups used for test norming are appropriateness and
relevancy, not size. To this end, educators engaged in testing
Native Americans should develop and maintain local norms for
tests they use (Elliott & Bretzing, 1980). Only in this way will

they be able to make local and national comparisons needed if

test results are to provide beneficial information.

A final technical characteristic of tests, too often overlooked, is
utility or the extent to which a test improves one's decision-

making. If you do not make better decisions for having used the
test, how can you justify that use? The development of expectan-
cy tables (Kaplan & Saccuzzo, 1980) can provide evidence of a
test's utility, and can be maintained by a school, by a district; or

by any other unit.
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Fthieal and légiil nspects of testmg

. Every testing situation involves serious ethical and legal

issues, no matter who does the testing or under what cir-

cumstances. The ethical issues surrounding testing are well

documented in several places, and will not be repeated here
because existing sources present them coherently and succinctly:
Among _the relevant sources are: {1) ‘‘Ethical principles for
psychologists,”” American Psychologist {1981); (2) Standards for

Educational and Psychological Tests (1985); and, (3) chapters 2

3, and 4 in Psychoeducational Assessment by Helton, Workman,

and Matuszek (1982). Various aspects of these issues are are also
glven extensive coverage in the American Psychologist special
issue on‘‘Testing: Concepts, Policy, Practice, and Research,” Oc-
tober, 1981. Specific legal cases can be found in several sources,
some of which are listed in the extended references at the end of
this chapter (Bersoff, 1981; Slater & Thomas, 1983). - - -

_The ethical issues generally revolve around aspects of mformea

consent, which _encompasses anything and- everything -that

reasonably affects whether or not a person could make a. truly in-

formed decision about the testing. If anything that would have

affected the person's decision was omitted, intentionally or not,

then the person did not give informed consent, and the testing is
suspect at best (and potentially far worse than jiist questwnable)

Situational and environmental constraints of testing
“The final component of this outline involves situational and en-

vironmental aspects as they interject themselves into a testing

program. Situational and environmental factors can be either ob-
vious or subtle, exerting influences over-every phase of the

testing, systematically driving the scores of some examinees up-

ward ;el’gt;ggtgg;;ie scores of others while simultaneously driving

life among American Indians (Pxesiifents Commission, 1978) il

lustrates an explicit, although too often overlooked, constraint

upon educationally relevant test scores, just as do linguistic dif-

ferences. Importantly, simply “because scmeone can spoak & se-
cond language [does-not mean- that] they can also be teste> in a
second language''- (Padilla, 1979, p. 236). Additionally, as
demonstrated by Mercer {1973 &1977), group differences ir stan-
dardized IQ tests are explainable in terms of sociocultural dif-
ferences. Such data illustrate the potency of environmental and
situational factors that constrain test results for certain

respondents relative to other respon&ents. if such forces are not
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incorporated into- test--interpretation, results can only be
misleading and potentmlly devastating.

Suppose-a person’s entire cultural background téii:h’éé that ut-
tempts to improve oneself by beating one’s peers are deplorable.
Then that person is told to “‘do your very best” on a_test that

measures performance by how many peers you beat. How should

testers expect that person to respond? If all the important dimen-

sions of one’s environment revolve aound interpersonal accep-

tance and mtiagratmn into one’s peer group above anything else,
how will one’s performance on tests of academic achievement be
affected? Is a atandardized test still ‘‘standardized” if the test-
t.akmg environment ie sltuated m *“‘non-standard” housmg -on

overestlmated

To- summarize this chapter on testing and evaluatlon in
multicultural schools it -seems reasonable to discuss some
prescribed actions to be taken as well as some proscribed actions
to be avoided. o
1. App.y some systematxc evaiuatxon whenever testmggy;gxy
ducted. Whether it is the outline discussed here, or some
other, apply it consistently, all the time:

2. Confront your own purposes, reasons, and 1deolog:cal
assumptions continually, along with those of the testing
program. Do not overlook one’s own implicit assumptions;

_ they are no better than the criticism they can withstand.

3. Carefully evaluate the theories and models that underlie any

test to be used in one’'s testing program. Theories and

models continually change as new_scientific. evidence_is
found and integrated into the e¥isting boiy of k-owledge.
Many *‘facts” accepted a few years ago ar now ki wii to be
erroneous, 80 “good" theories and models have to chiange to
stay ‘good.”

4. Take care to see that mportantdoma;m oifunchnnmgam
rot overlooked by j your tashngprogmm;Tlie domains of in-

tified by nationally-developed tests, but your testing pro-

gram must include domains relevant to your students as
well as those included in standardized exams.

. Establish and follow acceptable ethical and legal gtudéhiiéé
to be followed by everyone; every time testing is conducted.
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Wpft;gn:nformed consent documents illustrate S’u’cii

- guidelines. -

for Educational and Psychological Test ts (1985) 10 evaluate

the technical characteristics of all tests in your testing pro-

- gram B -

7. Develop and mamtaln local norms and use them tc supple-
ment- national and reglonal norms when lnterpretlng any
test data.

. Ask questmn&ofgyeryonemvolved in any testlng program

and learn more about testing in your own context, whether

by your own reading, taking more classes, contacting
experts, or just asking insightful questions.

ool

Ctinmiiﬁiniis L
Although testing in Amencan edncatmrua“bxgger;han any of

us,” that does not remove each educator's personal responsibility

to confrunt; 1t; and try t,o turn lt to more- beneﬁcxal purposes and

ficient, but beginnings are necessary. Without them, changes w1ll
not occur; and testing will proceed along its long familiar path of
least resistance; complete with-its extensive misuse and abuses.
Hopefully, this chapter c2n help educators put up some profes-

sional resistance to inapp:cpriate testing:
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Pr”séﬁziﬁg Indian Culture
through Oral Literature

Sandra A. Rietz

Except for an mtroductlon e« ‘i'r:ted works transcnbed as
they were told and an occasional tusu Uy rare) experience with a
live storytelling, most students in contemporary schools have lit-
tle exposure to-oral literature—folk- stories, cycles, epics—the
iﬁythb’lb’giéé which are the collective inventions of a people. Ow-
ing; most probably to t! . influence of the empirical i"e’@iii;éiiiéﬁf
to_measure; touch; see, or taste upon individual an: cnilective

thinking about what we will grant the status of *‘resl’’ and = aac

we_will not (L' Engle, 1978), oral literatures of most wes: erv

European cultures have fallen mt:o disrepute. Frost (1980, p. -

contends that ‘“‘scientific iore’ has effectively disposed of the
mystery and metaphor of oral literature by portraying it as “‘a

clutter of ancient foolishness.” Eve: the oral language medium is
now most often valued and taught *‘ﬁly as-a utilitarian device,
while written language is presentea .n today’s #:hools as the
primary tool of literary activity and invention. This is a ¢ cunous
turn around considering the history of the -}evel:.pment * writ-

ten languages. . .
- Imposition of westeru Eu:opean educauon on non-westem. In~

dian communities has resulted in the ‘“‘empirical curriculum,’” a
world view which represents a new universe far different from the
traditional culture. The collective wisdom of the native culture is
usually overlooked in favor of ‘‘proper’’ academic subject mat-

Thu; ongmal essay appeara here mpnnt for tke fxrst time Ail nghts
reserved. Permission-to reprint must be-obtained from-the author. Dr.

Rietz is a Prafessor of Eiemen: ary and Secondary Education at Eastern
Montana Coli~ge, Billings, MT 59101.
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ters. Material constituting the culture's oral literature is often
judged unfit for use in the classroom. Yet, it is said that ‘‘to

understand a person (or a people) you must understand his (their)

memories’’ (Old Polish Proverb). And it is the function of oral
literature to both construct and preserve the culture’s memories:
its metaphor, its allegoncal accouitings, its structures which
enable its- members to understand order and mystery in the
universe. The cral litorature of a culture is not about science, or
the “‘truths of science;’’ but about_truths which mark: the
significance of human existence: It ‘‘speaks the language of the
mind’’ (Frost; 1980) and structures the collective knowing of a

people... - L

RIecéntly, attention to the structhres of knowledge. both as

mental models and as these appear as surface conflguratlons in
writing and speech, and attention to the structure of ‘‘story’’ or
how we configure stories (Bower, 1976; Kintsch, 1977; Mandler &

Johiison, 1977; Rumelhart, 1975), suggests that the natural, oral
literature of a cultural community or tribe may be much more
“han simplistic and frivolous eniertainment of the very old and
very young: Rather, oral literature organizes sets of propositions

which . structure__information: _ Tribes __have__understood _the

significances of their stories for generations, but in medern times

they have not been able t« verify or quantify these perceptions

for a system of thought wlick values onily whet can be counted
and which categorizes thc "‘maphor of the stories as ficticr. To
those who cannot appreher-: ihe va'ue of the stories, -in par-
ticular; the - manner in which tf» miitural definition of truth is s
bodied in the structures -of stcrics ithe metaphorical funetion of
story structure'; the oral literature citea appears to be of littie

real substance; .. . _
James Hlllman (1975)r a. Jnnglampsychmogxst ‘who suidics

“story,” ‘‘storying’’ (the making of stories), story structure, and
the devices of stories in relation to human behavior and
psychology, cleims the oral stories of a people structure -its
mythic and me. - phoric perceptions of the universe. He further
éﬁﬁﬁéﬁdﬁ i:!iét ihdiiiidiiﬁlﬁ i‘hb i:iiiiiiit i'iiﬁké étéi'iéé (Whﬁ lﬁbk

and their experiénces in_a ngbal or_universal perspectzye

(Hillman, 1979). Stories bind time, define the natural order and

place people in it, and establish "seggx!gﬁgtiy'f'—gﬁgttgs:gfﬁﬁ

and ‘‘real.” Collectively, the stories of a people organize thought.
They are one way of understandmg about relatlonshlps betwwn

265




etaphonc n nature—tru""'s not approprmte for empmcal
analysis. In as miich as stories constitute such ‘‘truths,” they
can, and often are, considered- as sacred oral text. In some
cultures, ritual and protocol still attend storytelling. For exam-
ple. many Indian stories can only be told during Winter, after the

first frost of Fall and before the first thunderstorm of Spring.

“Story" is a mentai model
_The mind creates, operates, and refines mental models or struc-
tures of knowledge which reconfxgure and then represent the

“knové." Peo > invent models which confignrememox:y for the

properties o. things, places, people; circumstances, experiences,

relaticnships, causes, and effects. Qur models are realities or

truths which may be refined and changed by lata from cutside,
but which we also impose upon the world outside to verity what
we think we understand. We are successful, as individuals and as
communities; to the degree our internalized models, private and
collective, are reasonsbly good predictors of outside cir-
cumstance. Paradoxically; internal models can also make outside

circumstance. We see and hear what we project upon the world
arcund us (Smith; 1982).

“Story” is an invention of the ﬁu;n; mmd-—a knowledge
structure or an an idea in the form of a model or schems: It isa

way of knowing, a way of organizing information, and is, by
itself, a truth. The structures of individual stories are sub-
structures of ‘‘story.”” Each sub-structure, or si:zle story,
reconstructs a part of the cosmology-of a people and i5 a mental
ﬁ&déhii its 6ﬁh§ht Ediiéitbi’ﬁ who liiiié learn"’ ned to thiik of

assertmn that folk stories—the stories of a peopl&—mxgﬁl:bgnf

“real” educational significaice other. than to provide. isolated

experiences or a special day or hour of “fun:”” But such stories
(even-the likes of Hansel and Gretel, The Three Little Pigs, and
Red Riding Hood) embody the cosmic consciousness of a culture.
Aside from bringing a sense of unity, int: rgnty, and belongmg to

a_people, the primary function of ‘‘story’ -and-stories is to

structure and to confirm the structure of thought in cultural
contexts. The significance of storiss ior the people who own them

is a quite different matter from the limited value placed upon
them by educational curricula:

Madeleine L’ Engle (1978) writes thnt oral (folk) htzratures of
many western European cultures were debased, not because of
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the advent of the printing press and the availability of printed

material at & time when relatively few people could read; but

because of the rise of rationel thought in the 18th and 19th cen-

turies, the Age of Realism and the industrial revolution. *“Truth”

came to be that which could be observed and measured. Stories
were, subsequently, regarded as nothing more than foolish,
trivialities to be relegated to the idlings of ~hildren {an unfor-
tunate view of both children and oral literature). Stories which
survived the reign of rationalism still, coliectively, provide a

metaphor for the cosmic consciousness which they represent: ar-

chetypal characters _(wickedness, evil, innocence, - goodness,

foolishness, . deception, . honesty); archetypal circumstances

(beasts to be slain; hunger to overcome; poverty to endure and,

perhaps, to rise above; abandonment); archetypal human needs
(loving, success, security, safety); and archetypal lessons (den't
be too greedy, tricks often backfire, honesty is better than
cleverness, people have responsibilities to one another}. The story
structures, the manners in which stories are organized, illustrate
cultural truths regarding a variety of cause-effect relationships

and universal orders (for example—circles and cycles; windings

and unwindings, events and episodes, problems and resolutions,

strategies for solving problems).

- Story patterns are also set in con!xguratxons whxch conform t,o
the sacred numbers of a culture. Stories embody the order im-
posed by a people upon the cosmos. Hopi cosmelogy, for instance,
is based iii thé ﬁiiiﬁbéi‘ fdiii‘. é §€ér€d iiiiiiibéi‘ (Wﬁtéi‘é; 1963)’ and

The Hopx stories “work" that s way because that is the * mn'ect
and “natural’’ order of the Hopi world. The stories create and

confirm _the natural order. Oral stories represent realities that,

despite the remaining influences of so-called *‘rational thinking,”

continue to shape human behavior. The creative activity and
thinking (especially literary) of a people is still centered upon
very basic assumptions about the nature of the cosmos which
rovern the structure of the stones

Jgh,nggn‘ 1977, Slmj.h E&LMeyer & Rice, 1984) Scollon and

Scollon (1979), .in an. investigation which involved Northern

Athabaskan children’s retellings of stories from their traditions,
found that individual children were able to understand stories
told in other, mutually unintelligible, Northern Athabaskan
dialects, provided that they “knew’’ the story in their own
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hnguages They wnua “lt 18 almost as 1f by underatandmg
(p.-1). They also found that western. Europ’e’a’n collectors of
Chippewa stories tended to restructure the stories from patterns
of twos and fours {sacred number 4) to patterns of three {sacred
number 3), and to add or delete portions of a story to fit their own
notions of how stories should work. Translation of stories;
according to the Scollons; requires as much attention to pattern
as tn vsords.

Smith (1982) éuggééts that eaLd mdxwdual has hls or her own
mtemahzed mental model(s) for story structure. If these are dif-
ferent from the pattern(s) of an encountered story, the individual
is likely to change the story to- make it conform to his or her own
rules: Individuals tend to retell not what was told, Eiiti&ﬁitﬂiéif
own mental models will allow. The story structure that is ‘‘right

and sensible” is the one that each of us knows best, and that, not
surprisingly, will be the structural mventwn of our own cultures.
A story that does not make sense is not nonsensical; it simply
does r:ot conform to the mental model for story order that the
listener has learned. Coherence is liﬁﬁdééd by listener’s culturil
meodels for ‘‘story’-and stories. --

Many ‘western European collectors Qf non-western sj;cmes

ity. These rewriting efforts _were usually stmcturai—om:ssxon or

insertion of structural elements in a native story to better accom-
modate the story to those of western European origin, recasting
of a four-patterned story into patterns of three ot five, and the ad-
dition of names and personalized information to archetypal
characters ti:ought to be ‘‘too simple.”” Such changes- were not
bbiiii:iﬁiié iifd délibéi‘ﬁté éffdi'té t6 i‘&iﬁi‘iﬁtﬁiét the _entire

- there, for the sake oi“sensnbxhty,”jasednn the ethnocentnc

assumption that the ideal for a ‘‘proper’’ story was the western
European model. Stories which *tailed’’ to conform to the model
or ideal were, somehow, ‘‘unnatural,” ‘‘wrong,”’ and *‘didn’t make
sense.’ " They needed to be restructured because of the collectors

b,as,ed, o exterior riles or truths which can be used as models to
“‘repair”’ faulty story structure. In such ‘‘repaired’’ collections;
the native sense of meaning and value in the universe. as given in
the stories, is violated. Furthermore, the stories come to be

regarded (as they are often so regarded today) as nothing more
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than lusboncal and anthropologxcal curiosities and not  as

evidences of models for a reahty held in common by a people:

Many recent mvestigatxons of “story end behavxors renated to

?trucwtp:&he, way in wh;ch stories work. Rumelhart- 11975),
Bower (1976}. Mandler and Johnson (1977, Kmtsch 11977). and

That is, stoneg have “overall orgamzmg prmcxples" which “can

be described mdependently of any given content’ (Meyer & Rice,

1984, p. 327), much in the manner in which a sentence can be
mappedm terms of its internal functions. The sentence structure

“subject, verb, object’’ (agent, action, object) can be described as
existing independently of words which might be used in the
structure—'‘The dog chewed bones.’”’ A given story structure can
also be mapped independently of its content. And, just as
sentence structures as patterns in memory are regenerative;
capable of generating an unlimited number of spoken or written

sentences, story structures are patterns in memory considered

capable of generating an unlimited number of stories. The fact

that people tell stories verifies the truth of the pattern in
memory, and the fact that so many people tige the same kinds of
structural devices, or similar devices t3 put information in story
order, establishes ihe conventionality at mentai models for oral
stories. -

That dxfferent ;ultures generat.e st.ones svhxchjre st.ruetura]ly

snggesta that mental models for stoneacan be different. Yet the

existence of similar story structures in different cultures, and the
existence of “‘story” itself in all cultures, indicates that people of
different backgiounds have managed to solve the same

problem-how to save and remember mformatlon—m much the

the nature of the ,cluldx:en s mental model for ‘,‘storyf’ and the
types of conventions for making stories that children have
invented (Sutton-Swith, 1981). The attempts of children at

making stories suggest. that even very young children recognize

the need to structur: information into stories in order to

remember it better. - -

Where do mental moilels oome from?
The fact that young children, a}parently lndependently, expen-
ment with story making suggests that ‘‘story’’ is a primary
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organizing principle, whether it exists iri the mind of a single in-
dividual of in the collective consciousness of a people. “‘Story”

and stories are, indeed, ideas that exist in the human mind: All
human cultures, most likely without collaboration, have'" these
ideas or- mental models. Where the ideas come from is central to
establishing the importance, perhaps the urgency, of cultural

preservation through practice of an oral literature. In particular;

we must consider whether these ideas originate from_within the
collective consciotisniess of the culture, or whether they exist in-

dependently of the culture in the environment, waiting to be
discovered_and learned. While this distinction may seer: vn-

necessary to this discussion; it is. central to the nature of tki: .
tegrity of a culture's literature. If the mental models for “steiy

anid stories originate from within the cultiral “mind," then they
are genuine metaphoric constructs which impose a “truth’” and
order upon the universe. And such ‘‘truth,” though ‘‘nonscien-
tific.” is as real as any other and is a distinctive measure of the
manner in which-a people think about their world: If, instead,
these ideas come from withoit, then any collection of stories can
be substituted for those of a native culture, or a more “scientific’’
lore can replace the stories; since the native stories represent

“wrong" views of the natural world. If literature exists simply as
a device for providing empirical data about the universe, then a
ciiltiire's means of preserving its identity may not be seriously af-
fected by the loss of its stories. And, perhaps even “‘story” itself
becomes a questionable or trivial way of organizing information
once empirical investigations provide better models. . _______
_ Interestingly, most, if not all mythologies, include stories
which account for the origins of *'story’’ and stories. Such stories
tell of spiritual and mysterious encounters between people and
supernatural powers in which st: -ies; hence the idea of ‘‘story,"’
are given as absolute cosmologies—truths. In thesc accourits; the
stories emerge instantly and whole in the human mind. The idea
of ““story” and the stories themselves are finished products in the
very beginiiiing. They are delivered whole by the first chcsen one;
the first storyteller. The stories are never *‘learned” or assembled

from smaller bits and pieces, and, although they may evolve, they
are never less than complete. The cosraologies thus constructed
are not environmental data to be learned; they are “given.” And
they subsequently influence a people’s perceptions and
assessments of the surrounding world. Since science has no
verifiable, empirical answer to the quastion of where such mental

models come from, origiz stories proviae explanations just as
261 .

[\

270




reasonable as various contemporary theories. In fact; cultural
lores 2y explain emergerice of such mental models as *'story"” in

a metaphorical manner consistent with at least some current

“scientific” ideas about the nature of cognitive developmert. -
_The “scientific lore” offers theoretical explanations of the

origins of mental models. Since these empirical worldviews have

had and continue to have such a significant impact on the prac-

tice and the integrity of oral literatures, some might be important
to consider here. To better understand these ideas, let’s make
three assumptions about the nature of “knowing.” The first
assumption is that knowledge in the brain forms structures or
patterns of organization—~mental models. The second assumption
is that mental models exist as knowledge structures of higher and
lower orders; and that higher oider structures {more global, com-
prehensive structures) serve to order and organize lower order
(smaller concept) structures. In other words, knowledge struc-
tures are “nested,” smaller within larger. The third assumption is
that lezrners do not make memories of “‘facts’’ per se, but of ex-
periences which are reconfigured into structures. This would
me=n that learners do not ‘‘know” things or facts, but organiza-
tions. Nor are such organizations (knowledge structures) mads up
of facts. They do not “house” or “‘contain facts,” which would
sugge:t frameworks in which information is stored. Instead.
knowledge structures are very probably, by themselves; the con-
figuration of information in memory: The structures; not “facts;”
are the facts, or what is known. L o
_Then where does ‘‘story,” where do stories originate as mental

models or knowledge structures? We will consider four contem-

porary ideas which represent the lore of scieiice: accretion, fun-
ing, creation, and invention. Each _explains the_rigins_ of
knowledge structures somewhat differently; and each dees not
necessarily mean that tha others are “wrong.” . .
Rumelhart and Norman (1978) address the problem of -the

origin or development of new knowledge structures (schematal by

proposing three possible means by which mental models might

refinement of concepts’’ through experience, resulting in the fur-
ther ‘‘equilibration” or perfecting of an already-existing schema
or model. Creation suggests that entirely new concepts can-be

generated through repetitious contact with a pattern or model in
the environment, & form of “induction from experience.” Creation
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0? @y 'alv new mental models, schemata. can occurmther by
v+ zrned generation” or by “schema induction.” Patterned

- zation involves develorment of new knowledge structures by
~pying the structure of an older, existing mental model; with
necessary modxficatxons, -a form of “learmng by -analogy."’

structures are induced in the learner’s mind providerd such struc-

tures are repeated sufficiently in the environment. ..

__Both accretion and tuning are unable.to operate. thhout the

presence. of prior knowledge structures, and implicit in both

theories is the notion that learners will evaluate and reconfigure
new data using existing models. ‘'Patterned generation'’ assumes
that old structures exist from which new, similarly configured
mental models are constructed. ‘‘Schema induction” asserts that
knowledge structures exist “‘whole” in the environment; to be
learned ‘‘whole’’ -through repeated contact and without in-
terference from other existing models.

_All of these theories regarding the origin of mental models or

knowledgestructnresiscﬁemta)me constructive and interactive

{centered on what happens inside the learner) except for schema

induction, which is focused on what exists in the environment
(outside the learner). The induction theory regards learners- as
passive receivers of information and the patterns for organizing
that information. Of the theories -presented;_ only_ ‘‘schema

induction’’ addresses- the problem of how entirely new mental

models ongmate This ‘‘environmentalist’’_view_suggests that

knowledge st;ructunea exist in the environment, and that

individuals ‘] tﬁesaatmctures. The. “constiuctxmt" view,

mental models by reconﬁgu: fg 2y Y reo.gamzmg data from the
environment. All other theo:. « « yunt oily for reconstructive
activity centered upon existir..; .nowledge structures and do not
account for the emergence of original (new) structures.
Bates (1979); however, posits a process for emergence of ¢ entire-
ly new knowledge structures consistent with the principle of con-

struction. She suggests that the new mental models, totally new

)

configurations of _information, can e:nerge from preexisting

memory, that new constructs can be generated or invented by the
mind using parts of existing knowledge structures and emerge
whole in memory mthout mterventxon of such medmtmggpe?a

Rumelhart and \Ib’ﬁiiim’ s theones which limit the configuratmn
of new structure to conformity to the arrangement of the old
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{and, for some learning; that may be so), Bates’ notion (related to
oral language acquisition) allows that learners literally invent

complete new structures by cannibalizing or raiding #nd recon-

figuring bits of older structures:

~ While the above discussion may seem somewhat lost from con-
cerns related to culture and “story,”’ it could not be more to the
point. The environmentalist contention that individuals “learn’
whole patberns from the envxronment ergues that tie stricture of

the learner to “absorb for. smencaté “discover” and present to

the world as a better truth. The constructivist position holds that

learners literally represent._ their reality through the act of

bmidmg and testing mental models. For the constructivist, truth
is in the learners and is the learners’ invention, or the invention of
the collective consciousness of a people. -

If a true ‘‘natural order’ exists outside 1ndxv1duals as sets of
gwen structures waiting to be learned; then a culture; the collec-
tive community across many generatlons. develops a literature
which merely tells truth from an environmental point of view.
Then,; folk mythologies can be replaced by newer and better scien-
tific data as it is discovered. But, if, at a cultural level, the truth

of the ‘“natural order” comes from within the culture itself
(through individual storytellers and audiences acting &~ agents
for invention and const  uction of collective mental models), the
emergent (oral) literature is, itself, a configuration - which
represents—is__ tlié étiiiétijiil .embodiment _ Bf—jﬁé collective

tmtﬁ—ﬂxi*man 's._‘‘cosmic _ conscxousness"—a tmth which
transcends empxricism and which is not operating in the same

frame of reference as scientificdata.

“StOrj,"x form of truth or way of knowing that is also in the

leamer. is a way of organizing language into higher order pat-
terns (for example: beginning, middle and end; setting category;
probler development; sequence of events or episodes; resolution;
coriclusion). “Story” binds lanouage and events in the lives: of
people inito an orderly, sensible, coherent higher -order reality
which can transcend time. “Sﬁii‘? gives greater value and mean-
ing to mundane daily experience; connecting the ordinary ‘‘to all
of human existence; and revealing the significance in the trivial”
(Eivo & Rietz, 1986; p: 4). ‘‘It illuminates and clarifies’ (Frost,

1980). Hillman (1975) suggests that stories (the oral literature of

a specific culture) represent the truth as a given culture might
define it, that a culture’s oral literature is really a collective men-

tal model for a realxty 44 l§a costiic corsciousiiess of a people’’.
. : 264



" Though the detailing of these two views of the origins of mental

models (behaviorist and constructivist) may. seem esoteric, the
distinction between the two, for instruciional purposes; is not

small. It is, in fact, at the heart of matter- -vkich involve confron-
tation of two sets of knowledge structures, truths;
realities—cosmic constructs— sf two culturcs, and__of the
imposition of a language and literature upon one culture by the
other.

Where do “story” and stories come from?
_ To discuss cultural consciousness and the manner in which a
culture “'saves" its collective knowledge of its world through the

device of “story.” it is necessary to take a position regarding the
chicken or the egg questior: of the origin of knowledge structures,

the mental models by which people organize information, here

related specifically to “story” and to stories. I accept the

Jungian notion of the world view/knowledge structure as. in-

herent in and originating from within the people of an individual
culture (Hillman, 1975). Hillman contends that a people {a group
with a comimon culture such as an Indian tribe) holds a set of
seemingly “‘innate” mental models in common uhat it uses to
make stories: he refers specifically to archetypal features of

stories and the manner in which stories ' ‘work.” These models are
metaphoric reconstructions or reconfigurations of the natural

univwyee. A people. does__not_‘‘learn’’ whole structures . or

organizations of information intact from the “outside,” but
invents them. Knowledge structures arise, given this view, as
inventions of the natural machinations of the human brain. They
are learned, not from the outsids, but created from the inside. The
model emerges in the mind first, before it can be used to make a

scﬁ@éﬂﬁﬁgufatnon in the environment. Do TToo—Imnos
Given this view, “story” could be considered a mental model in-
vented and/or constructed by the human brain at some point in
its evolution, and, thereafter, refined and used to organize lower
order concepts into more inclusive, higher order arrangements.
“Story,” the original idea, could not have been learned from the
environment, because it did (and does) not exist in the environ-
ment independent of human construction, any more than does the
structure of a textbook. It represents a human need; not an en-
vironmental fact. Someone had to tell the first_story, and
however rudimentary it might bave been, it either w:. ~

recognizable ‘‘storying,” or it was not. It either was.a = _

story, representing the existence of the idea in mind, or it was
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not. Before thnt remarkable moment. §‘story" ’dxd not exist in the
environment. -waiting to be learned “Story’’ is a structure impos-
ed by people upon circumstances, thus investiLg daily ex-
periences with greater sensibility «{ cause/effect relationships
and niiiiibéi' ijattéi-iiiiiihéi'éntin the étéi’y étfnétiifé itself. Wéééé

but _because w&pntjtthera We “story sig'mﬁcance mto our

lives using this device of our invention. “Story’ is a functiou and

a dimension of “mind.” It is very likely an ancient structure and

constitutes one definition of *humanity.”’

- Immediate to the relationship between culture and “story
!:,he, question of where such an idea or knowledge structure as
“‘story’’ might come from. Since the origin of a mental model
such as ‘‘story’’ is a-matter of speculation {meaning: we do not
know), what we decide to believe ab _t the origins of knowledge

structures; of ‘story,” in “‘mind’’ will very much influence what

we do at curricular and instructionai levels:

Let us propose the following argument regarding the -origir of
“story” and of stories. It is a cogent encugh explanatmn and
more reasonable than some. The idea of “story” is ¢ -ntal
model, nvent.ed whole and complete by the hiiina Amnd

once 1nvenbed, it appears real in the world and constitutes a
structural metaphor imposed 1 upon circumstances to both under-

stand and remember them: The very existence of ‘‘story as &

idea; a_ knowledge structure or model, :onfirms it as a truth: Its

structure is a reality in its own righ:, and it gives a people a
means of creatlng sxg'mflcance, senS}bLlity, meamng. and oruer—a

“story."” People make many stnnes,jﬂ gf:gyﬁlcﬁ,conforlnio gxa
idea of ‘‘story,’’ but which are somewhat different from one

another internally. Each story is a way of making “story’’ work,

and each is a truth, Some stories are more easily told and
remembered. These, perhaps, become conventional structures for
stories we know today. The more conventional or regular the
story structure, the more readily the story can be remembered
(Downing & Leong; 1982). And. with_the evolution of regular
forms—1I can remember your story because I already know Bow xt

works—stories become community praperty :
Each culture,; in its collective invention of a set of conventional

story _structures or models; creates forms which, tlioujﬁ they all

conform to the idea of “at.ory, are somewhat unigne. Each
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storied worldwews of other culttntes Lﬂienonlndmn teacher can

say to the Indian, *‘I can see that you have stories, bui I don’ t
understand how they work, and I don’t know what they mean."”

So each culture's stories—worldview, reality—iave internal in-
tegrity and consistency, but are somewhat inconsistent with the
stories of another culture. Examination of stories, in fact, reveals

more consistency than one might expect, assuming mdependent

invention (MacBnnaldki 982). But human experience 1s, aft,er all

st.r‘.:c* ares and number pattems,xn common; _Still; eacch lt,ure s

storied cosmology is a different truth—a different metaphor.

These different truths invoke some interesting considerations
regardxng the conventxonal westem Europee*: curriculum:

The tradntnonal cumculum ; B
“Much is presumec v the traditional cumcuium, indeed, by the

1dea ‘of curriculum, zbout what childrer know and what they

should know. ‘“The"" curriculum is not an innocent ordering of in-
formation for presentation to students. It s, in fact, a structuring
of reality; usually predicated upon western European assump-

tions. Its primary content is the lore of science. It ‘‘views myth as

an ignorant formulation of scientific lore that can be replaced by

[a] better scientific [one]". (Frobt 1980, p. 26) and fails to verify

the reality of the metaphor.in ‘‘story’’_and story structure. It

divides the universe of information mtofgaglﬁmﬁgﬁeggl}a delivers
them in a disembedded fashion: That is, students encor~ter and
“stidy” knowledge sulled from its natural, culturr nd/or

linguistic context and treated as an object, taken apart ,{zedf

then reassemblzd in a controlled, step by step fashion: ~Lole
Leing treated as nothing more than an additive c ectioy of
parts. . . —

But a curriculum whxcﬁ nits the oral literature expeuence,
especially stories that reps . .ent the native literary heritage of

the children, ignores many of the mental models,  the

cosmological order, and the metaphorical structure, which are the
gift of the culture to its young and which many ¢ children bring to
school. The knowledge structures of a second culture cannot
replace or substitute for those of the native culture -ithout

jeopardizing the future of the native culture; for the cul*:ss is
defined in those mental models: The structures or model= cf the

school culture, *f these differ from those of the home cuiture, are
different. They are niot alternatives. They can be learned, but they
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cannot rep‘ pa- t:he nstxve Imowledge ':tructuresc In fact httle

attempt is made-in schools, I’braries; or the average American

home to give studentsgstrbng backgrourzd inany oral hte-ature

western or non-wostern, which might help build taitional

frames of reference

___Cne primary responsibility of ) people to 1tself isto g:ve its oral
literature (and with that literature, a most powerful expression of
its creative oral language) to its children. Through the stories. the

children wili learn the traditionai _knowledge . structures;,
metaphor;-and allegor:y—l;he truths, which are the very substance
of the stories. Children learn their piace in the world and patterns
on whxch _they can _ build theu' hves These oral hterature

since _ story began and can out.lxve and conquer short-hved

experiences and dead-end patterns, for example, of the modern
drug and youth cultures.

Justlflcauons o

a restructuring Uf a curriculum to accommodate aspects of oral
literature experienice is something - teachers a.id- school ad-
ministrators must do in a way which does not violate cultural
~onstraints which attend the practice of that literature: The

sck ool is not, of course; the tre ditional setting for the exercise of

an v.al literature, perticularly if all or any part . conside..d

sacre:i text. Careful research must precede any such efforts.

However if sckacls are to work in concert; witi the community,

they musi rzinforce traditional ways of looking at the world.

Stories can serve the following purposes in schools:

1. Oral stories from students’ cultures; prgwdestude;c; thh a
sense of ‘‘righ:tness’” ggéf?e@oqgmg" and invest the truths
of tﬂestonea thhrmportance, smce schools convey nouons

- teach

2. Stories :prbvxde vtudents thh fannlmr “top level"
constructs or models for text from which they can more
accurately construct meaning during reading.

. Stories provide language and literary knowledge structures
which will support student efforts with oral language. . -

[“- A

4. Stories, when told in students’ native languages, illustrate

the best, most creative, most powerful elements ¥ that

language and chmfy the role of oral language as a literary
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5. Both structural and lmgmstm elements of oral stories can

be used to support student efforts to write:

6. Oral literature can be used to support developmem of B
culture's original written literature.

7. Orsl stones are the most proper, senslble, coherem

begmning readers.

8 Oral stories, bouowedihtgreadxng and wntmg instruc-

tion; can be used to ‘‘minimize the differences’ between

oral and written forms of expression. .

9. Older students can dlscover thnt written iiuguagesare not

the idea that wntmg is talk converted to prmt students
can, by actually telling storiss, learn that oral language en-
codes entirely different images, a diiferent message and

. reality, then written language.

10: The cuiiural cosmology can be preserved through preser-
vation of.its oral Lterature. Barring violations of literary
ritual and protocol, the schoo] offers access for children to

. the oral tradiiions of the culture.

11. The power of the native language to encode cultural truths
can b preserved through the active maintenance of the

1ral 9 terature

presented in_ textbo 3. and tlassrooms through

systematic.employment of oral ston.es. Stories could also

help students to better learn regular class content—which
is not to suggest that tie stories exist to serve the cur-
- nculum -
13. Cider students can exariine the know‘edge structures of
their respective cultures by consndenng the nature “nd
organiza..dn of the c: al stories.

deyelopment of other skxlls comp.xtatlon, speakmg. listen-

ing, readxuglwntpg creative d~:atics and movement;

.. music, and the visual arts. . o
15. Stones can provxde students w1th 8 famd;ar set of strnc-

worldwews of other cultures

Anabndged crrriculum
The following lists of objectives are excerpte‘d trum a more
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tlonal in desxgn in that it represents an attemptto brmg some
practice of native oral literature in*  the formal educational set-
ting: Once 2 egam, constra “its of cultusal rules govemmg practlce
of the literature must prevail in determining how much, when,
and where any of these objectives could be implemented. A viola-
tion of a literature and its ritual practices just to meet curric .lar
godls would be unthinkable. If such violations of literary prac:ice
would occur by bringing the-literature into the school; and if the
fact of formal schooling also has a negative impact upon the abili-

ter ‘.)f the culture to reach its young people with its literature, then

_: entire concept of formal edncation bears reexamination: For-

mal education should not separate children from their cultural
and li‘erary heritage:

Prlmary Program (K 1 2, 3)

App'-ecxatxon of literature and the development of eventual

adult competence with literature depends largely upon early ex-

periences childrer: have with oral and written iiteratures: Early

literary development requires exposur- to a variety of literary

forms and positive and successful experiences with ‘‘story’ and
other genre. From suf'h expenences, c!uldrer leam to predxct the

develop a .Jundatxon of expectatxons for the pattarre That foun-
dstlon of hterary expectatnon is the readmess ana the necessary

quclahz,ed pxeces of hteratune. L o

_ Buring primary years; expostzreto story is of xmmedxatem

portance. Children will develop a sense of ‘‘story’’ by listening to
Loth orel and written sto:ies, by participating in dramatic ac-
tivities based upon familiar stories, and by interacting with
stones and w1th hterary pattems through talkmg and storytell-
of mcreasmgly g'reater sophlstxcatxon by usmg lnm;u ’—ge wnthm

“story,” will learn to predict a variety of story grammars, will
become famiiiar with. archetypes within ‘‘story,’”” and will learn to
use “‘story’’ and other literary forms for development of hmguage

and literary play. . _

Two cautions are unportant to deve opment of hterary ex-
penences for young children. First, selections found in commion
basal readers and in most supplementary reading teacling
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materials are niot literature, either in terms of their origins in a

literary tradition foral or written) o in terms of their intent. They

are, by comparison to genuine stories, discontinuous, structural-

ly chaotic, and metaphorically confusing, if not empty. They pro-

vide little, if any insight into the significance of human existence;
and they give little foundation for-expectation for story behavior

and shape. Second, primary children are not ready to *‘study’
literature. They are ready_to develop the fundamental memory
for literary pattern and behavior upon which later literary study
can be built. That-fundamental memory.is formed through ex-
perience and activity. Literary-study cannot be substituted for
literary experience, and study of stories will no’ provide the sense

of “story" produced by accumulated experiences with stories.
Listening (oral literature)

A. Story Shapes. Students will:
1. listen to oral stories from their culture's oral tradition.

2. listen to and participate in cumulative-cype stories and
the internal language play provided by additive se-

quences. - = - ,

3. listen to and ﬁaftxéli)égg uf: event substitution stories.
4. listen to and participate in event repeat type stories..
5. listen to and participate in single problem plot type
~ stories containing non-repetitious event sequences.
B. Soiig Shapes. Students will participate in: o

1. additional types of language development songs, Singing
_ games, and dances. e :
9. songs and singing games from their literary culture.

C. Poetry. Students will: - - S
1. listen to and (when appropriate) participate in poetry of
_their literary culture. - ) .
3. listen to ana (when approprieie) peTt. I . poetry
_ recitations from the literature of ‘r cultures. .
¢ listen to and participaie in simg - - ;. /ning games which

provide repetitious and predictable patterning:

D. Riddles; jokes; iind’giméiStudenEé ;nf}:, el
i. experisnce and participate in appropriate riddles; jokes;
_ and games from their literary cultere. . .
2. experience and participate in appropriate riddles, jokes,

and games from other literary cultures. - .

3. experience riddles; jokes, and games as forms of inven-

tive language play.
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4. learn to create language and to play with literary form
within the frameworks of riddles, jokes, and games.

Listening (written literature) - - - -
A. Oral Literature in Print. Much oral literature has been record-
ed in print. Although oral literature loses much of its integrity
when presented in print, it does retain its general grammatical
shape and can be used to help children develop a sense of st ry
shape and behavior). .= . . S

1. All items—see listening objectives given for Story

~__ Shapes. L
B. Riddles, rhymes, jokes, games, and songs. Stii~ats will:

1. listen to_and participate in use of writtcn language
gumes, songs, riddles, -!.mes, and jokes.

2. play with language withis the frameworks of langusge
games and experience repetitious language patterning

_ . practice within thein.

Talking. Student: witl:

i

2. display a growing control of story _grammars _&nd

. character development with repeated *=:ling experiences:

3. tell personal event stories—be able to do autebiocraph-
ical or anecdotal storytellings.

retell steries from oral and written traditions. N

4. chent, sing, tell, iuvent, and piay with oral languags in-

ventions and repeated patterns in songs, rhymes, and

. language play games. .. . R
5. learn to tell jokes and riddles appropriate i« their levels

of development and sense of humor.
play oral language games. = L
participate in developmen: of appror-iate voicing for
pr=sentation of reader's theater scripting of selected
. stories. - - :
8. participate in invention; development and extension of
- dramatic invention and storv invention.
wﬁiiii- Sihaents Will: , -- ool
i. be encouraged to retell stories, jokes; language games,

o

anc. ~ther literary forms in writing:

2. be encouraged to select and copy various oral language
storius for their own personal use.. =
3. participate in_writing reader's theater- scripts from

criginal written and oral literature materials.
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4 e encouraged to copy thexr h:nguage inventio  ur
during oral literature experiences. . __ _

5. use oral literature materials and inventions asa: :}«
for copywork letter formation development, and practice

- of various sentence structu:«s.

6. be encouraged to create and invent. stones and other

forms of hterature based upon or extansxons of shapes

forms

Readlng Students vnll read
1. stories-and other forms of hterature fxrft expenencad
_ through oral language activity. -
2. dictations given during talkmg-out of wral hterature and
. personal stories. .
3. language inventions done during language games and
. songs. o ]
4. their. copywork forms of ora! or “mtten literatiire
selected for child reproduction.
5. reader's theater scripts based upon oral andlor wntten
_ literature.
6. various forms of poetry mtroduced through oral lang‘uage
activity.
7. their literary inventions.

Intermedlate Rrogram (4 5, 6)

penences with _literary mzudy and htetary awareness. _ Smce

awareness of what literature_is and how it works must be built

upon what students know, study of literature to know about it

must be predicated upon literary experiences that have gore
before. Since students will come to the middle grades with a sense
of “story,” a variety of literary experiences, and exposure to
several literary genre; they will be ready to study or ‘look at”
those literary forms and experiences and to ‘‘know-about’’ them.

_One dimension, then, of *‘literature” in the middle grades will

be designed to . develop conscicur _knowledge and will involve

studenis in various examinat‘cus of literature and literary ex-
perience.. Students can be expurted to learn about specific genrs
and story pattern and to recognize and discuss archetypal
features of familiar pieces of literature. They can also -begin

rudimentary examination of questions related to evolution of




literature and to cultural and persen~! purposes for literature.

A seccnd dimension of “literaturs” in the middle grades is in-
troduction of extended, more sophisticated, and specialized
forms of literatur-. Studer:t= can Legin to. hear euid develop expec-

tations for literary forms they will study in later grades: These

forms are to be introduced in’'«: students’ experience, but not
delibcrately into the student's awareness. - - -

Materials selected for literary study should be tli’ose for wh1ch
students have developed a degree of _expectation and con-
troi—those that were introduced-in pnmarv gmdes All study
should focus on literary forms students wiii recognize as tamiliar.
Basal reader and other reading teaching materials are not ap-
propriate forms for literary stndy

__*iaterials for literary experience should be those that will be
studied later. Initial student contact with a given piece of
literature is not to involve study, and study is not to replace in-

itial expenence

therary study
A: Story Structure. Students will:

1. examine and trace orderings of events w1thzn famxhar
stories.

2. compare and contrast event sequences m]between

- which fgmrhar stques fit.

5. identify general story shxpe -

6. discover that ‘‘story’’—its general shape and the pur-
pose served by that shape—is common to :.any
cultures.

B: Archetypcs wltlun Story Students w111
1. examine the kinds of nrople and animals tuat pcpulatze
familiar stories.
2. discover that speclfic character types ap:ear it. mAn; d.t-
- férent Stones o
3. discover that- specxfic character types oceur in stories
, fmmmnny different cultures. . = .
4. examine smrymﬁetypesjﬁatrecur in vnany d:fferent.
cultures— for example; the ‘‘Cinderella” archetype, the

“Rumplestiltskin’’ archetype:
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C. ﬁ e in Story Students w;ll
examine the purpose of “story from personal and
cultural perspectwes

examine ‘‘story’’_as a vehicle for carrymg 1mportant

cultural messages.
identify cultural messages. within story

1dent1fy personal messages within story.

.—n

!911

o b 91

messages- thlun story. -
consider the importarice of “story’ as a structural veh1cle

for carrymg messages.

D. Mood in Story. Students w111

learn to recognize character mbods Wlthm swry
learn to 1dent.1fy and describe the general mood or fee.:
of a story. -- -

identify sh1fts in mood or- F hng w1fhm story.
identify cues to mood and mood shift within story.

3
4
E. Story Comparisons. Students will: :
1. examine and-compare stories ong'matmg in thelr oral
literature tradition -vith stories ong ltmg in other tradi-
_ tions. . . __:
2. compare oral stories authored collectwely by a people
with stories authored by one person. _____ _

3. dewt lop a beginning ability to recognire. originally-
authored work as different from collectively-authored

~ work. -

4. consider the role of author compared vnth that of

8 oryteller

F Story Traditions. Studentv will:
1. discover th= oral literature expenence as nt:ual
2. examine some oral literature/storytelling rituals.
3. examine the -nle of storytelling. - - - -
examine the oral literature rituals of thexr culture

.Olm

0 =

4. -

5. consider how a culture selects and trains a storyteller and

. relate same to their culture.

6. be able to describe how a storytellmg ic done in their
culture,

7. beableto dea:nbe the rules Whl(!h pertmn to storytellmg
in their culture.

(: ‘%torytelling Studcnts mxght e I
1. develop and tell stories tv children in the pnmary grades;

276 284




2. develop ritual-to accompany their storytellings.
3. understudy a local storyteller.
H therature as Play Students wxll -
1. consider that literature is a form of play
"~ discover what it is that people play with or at when they
do literature. S

re-experience . familiar stones S0 they nmy xdentxfy the

“play’’ within them. (Why are they fun?)

.. Authors of - iterature. Students will: -
1. consider the purposesahbemturesemes. o

2. consider the motivations that cause people to tell or to

write stories.

“rieet”’ and examine selected authors and storvtellers
tilk to storytellers in their own community.
consider themselves as an author or storyteller; e exarnine
personal motivations for telling and writing stories; and
looli at audxences ‘or wluch stories are written or told.

O i

A. Wang Students mll .
1. engage in writing exercises as extensions of hterary

. study.
2 be encouraged to crwte ongmal hterature

1 engage uuppropnate reading exercises as extensions of

. literary study.

2. be encouraged to reread famxhar (pnmary-mtroduced)

- hterature for literary study. -

3. b:encouraged to find u::d read new pieces of hterature
that iall into familiar literary categories under examina-

tlon;
C 'i‘alkmg Students vnll be encouraged to
1. describe and discuss discoveries made dunng hterary
study.__ .

2. tell stories. rnd recite other favorite hterary pieces.

. {Memorizstion is not to be enforced:) = -

3. develop an oral literature repertcire and share it thh
others

D Lletening Studts w1ll have the opportt ‘uty to
1. listen to local storytélle.s
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2.
3,
E.P

2.
F.C
1.
2,
3.
1.

&

talk to and interview adults in the community about the

literature traditions of their people.

listen to taped literature.

liijiiié Students will be encouraged to:
fid stories, riddles, rhymes, games, and jokes and share
these with others.
invent literary play of theu' own and to share thexr in-
ventions with others.

ontent Area Connections. Students wﬂl.

be exposed to literature that-also teaches cont;ent

be encouraged to identify the content of stories and
other literary materials. - -

identify the content within the hterature of t}'exr culture
and will conrider the importance of that content to

themselves and totheirpeople.
identify - stories_(especially) as carriers of information
and content —stories as teachers.

experience selected and appropriate pieces of hterature

integrated into content arsss.

G Predncting end Comprehmiun Monitormg. Students will:

3.

2.

I T3

.GI\:

p\}

learn tc predict story shape, content, and outcome

before and during reading and listening.
develop a sense of awarensss of their understanding of a
pics of literature during reading and listening. B
isio to ask personal-application and geaaral eamné
que‘lons during reading and listening.

lesrn to _‘‘talk out” their perceptions_ of story and

nriorstandings of story during reading and listening.

!+ = ¢ ronitor the:r awareness of cruse/effect relation-
shiise s g reariox, and listening. -

i 8¢5z iv relate what they alreﬁdy knﬁw w
compie: -13ion of story during reading and listening.
learn strategies for devaopmg comprehennon of a piece
of lLiterature: Qquestioning techniques,  referring - to

previous _text, reaching tentative conclusions, using

later tezt to confirm earlier perceptions, and skipping

unclear text ~.. eturning later with additional infor-
mation. -

learn to self-examine fur ﬁlf knuwleﬂga momtm'ing
(1iow do you know what you know?)

learn to use the REQUEST method. -
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A Listening lOnl Literature). S*e:lents mll

1.

10. «

listen to and participate i activities related to longer

pieces of oral literature,

listen to stories with more involved plots. Wlth two and
three problem structures, with sub-plot strictures.
listen to collecuons of stories that feature one

liét.éii to-stories whose structures are non- repetmve
listen to-EPIC stories.
be introduced to stories ¢ contammg acult levels of humor

and social commentary. -
listen to tribal histories and aecounl:mgs farmly remern:

brances; and biographical and aut,obxograplucal telhing =
of community members. .

listen to additional and ext;ended poet,x e .
listen to riddles; rhymes jokes, t. . . _ twisters,

language games; singing games. and danoe= appropntt.e
to therr fevel of development. = = )
see_and listen to available forms of dramatlc ac-

tivity—those provided by the activities of the older

“students.

B Lutenmg (Wntten Lntentnre) Students wﬂl hstexu,o., ,f

1.

w‘wp:;-r"#w::

short story. short novel; epic story, and multi-problem
plot story forms.

.exten&ec and more formal and comphcated forms of

bxogruphlcal nnd nuwblographxcal mabenal
tribal histories and accountings. -
tribal and family remembrarces, 1f recorded in prmt
historical fiction. -
local, regional, and natxonal fictlon o
language play forms: gumes, nddles. :liymns Jolses.

tongue twisters, songs, singing games, and dar.ces

forms of dramatic biterature.

C. Talking. Students will:

1.
2.

‘l“‘lcﬂl\

retell selected pieces of literature t} r.hat tliey havehear&.

ex’nd and elaborate upon familiar stories; invent and

tell stories, and Y0_memory-supported tallings.

do biographical and autobiographical tellings.

recount selected portions of tribal history.

2g7



5. participate in oral language games, chanting, singing,
singing games and dances, riddlings, rhyming, joking,
and tongue twisters.

6. participate in group poetry EEantxngs and recitations:

D Wntnng Students will:
1. take dictations from j ygunger st.ndents
take dictations of tribal tellings and histories:
3. take dictations of biographical and auwbmgraplucal

tellings of community members. -

1!\91

3. develop written extensions of famxhar stories and SOTIZS.
5. chart language inventions made during language game
_  play.

6. make data collection charts of anecdotal information

collected from community members:

7. develop reader’s theater scripts and other dramatlc ac-
tivity formats for originsl material or for ﬁmuhar

- stories and poems.
8. develop wntten extensxons of farmhar stones

E Reauding. Students will read:
1. other student-produced written mat,enal and hterature
2. dictated materials.
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