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“ability to communicate elfectively,” are major issugs in the “outsider”
cuntext, they becomy secondary ta the native teacher. In mast of the liter-
ature, the natives tsually Fitel themselves as the objects of study. In an’
ftart ta break dawn some of the sfmc:nlypl:s embuodied i the anthropolo
gical literature, we have tecused our studies an groups and institutions in
Western society. So now the native students are taking on the. role 6f an-
thropotugise and studying the prinntive society of th-' school. They come
pens(lte for the lack uf appropriate hiterature by (;o-nm‘m W their own.

We have also learned -that the training of educators, native or non-

“native, reguires more than flu: inclusion of a few anthropology courses in

the teacher training curricalum, Such o limited focus runs the risk of putting
just ‘enough information in teachers” hands to make them dangerous, even
when well-inténtioned (see  Kleinfeld, this p ihlicatian). The (leve|o;)n1e|n
of a vross-cultural perspective in education recuires that the person being
trained have eXtensive guided field experience- in which the methods and
concepts provided in the training are hiended with actual working experience.
Only after having coped with the uncertainty and confusion engendered in a
cross-cultural experience, can a person fully internalize a perspective which
transcends: cultural boundaries, and only when suclh’ a perspective is fully
internaliznd can the vérson use it productively. ‘

’ For mast natie students, cross- ~cutural t*\qwrienci* is implicit in -the
(Imly Ivfo' of the indivdual. Enyaging in acadeic training, itsetf, contributes
to’ th.n Cruss- mlturdl»vxpmwncc The prchlpm then, is one of identifying
and unclerslamlmg the forces. shdpmq that experience, and developing the
capability . to teal with it more objectively. By examining and analyzing the
confluence ()f external and locally dernived experiences through close and
sometimas =e-poTsonal interaction with non-native team members with-
n the community context, the native student is able to mductlvely build
arid gradually [internalize a “transcultural perspective,” while at the same
time retaining his.own cultural integrity. .

For the non-native (or native) student without previous cross-eultural.
_experiencg, the process of internalizing a “transcultural perspective’ appears
to be muore difficult, consisting of three identifiable stages, and of at’least one
vear duration. The tiree stages. may be generally classified as (1) enamot-
ment, (2) antlpathy, and (3) transcendence. In the first stage the new exper-
iences are alt exciting and different. New insights are spawned, the causes of
problems are easily identified, and hope for the future abounds. Then reality
sets in, and we .re in stage two. The problems are not as simply formulated
as thr‘y first appeared, and the solutions become even more evasive. Human
relationships. hecome increasingly, complex and difficuit to manage.*Basic

value ofientations are called into question. Disenchantment reaches the

point of*anger and frustration. Careful guicance is necessary at this point to

prevent  the onset of avoidance behavior, or complete rejection of the
experience. Failure to go heyond stage two will result in bitterness and -an
aversion ta cross-cultural izsaes which is often manifested in a regressive
attitude jmplying "I have been there and it didn’t work.” Careful planmng

“and support must be nvov:ded o insure that the persons being trained . are

given the opportunity to reconstruct their view of reality and basic value
system within \the context of a transcending conceptual framework. Once
they have achieved such a re’onenmnon they have begun to internalize the
cross-cultural exparience. ’
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Finally, we' have learned that the processes by which edication takes
place are often more impaortant - than the content that is being hansmitterl.
The. field -based nature of the program appears to be more nlflucnlml in the,
students’ development than the material being presented in the caurses.
The graduates are frustrated as’ teachers, in part, because their field
experiences, while progressing through the conventional teacher training
curriculum, exposed ‘them to educational processes beyond the school.
Those experiences are reflected in the behavior of graduates who are striving
to develop comparable field experiences and approaches in their work as
“educators.” If thedadage, “You teach as you are taught’ is correct (and
we believe it is), then our task as a program staff is to provide a model where-
by the processes through which we train tnachs'rs will dlso be applicable to
the education of children in the communities. Though we continue to strive
for more appropriate and usetul content in the academic .coursework, the
_process through which the content is prese:ned remains our primary focus
of concern.

Another dimension of the f’eld delwery process that has been critical
to the implementation of this approach is the nature of staff/student rela-
tionships. The closer the personal relationship between staff and student,
the more effective-and productive the learning experlences have been, and
there is. a blg difference between -'personalizing’’ and |nd|vndua||zmg

. those experiences. Using course completion as an indicator, ‘we have had
very httle success with canned correspondence and strict competency-based

courses. Although “such” courses ‘were ” Gsudlly “‘mechanicatly ~ efficient “and
flexible in terms of alternative routes and timelines for completion, if the
instructor did not provide personalizea attention to each student’s needs,
the courses were generally neglected and ineffective. Eclucation is nut an
efficient process, and attempts to make it so can often undermine the__ pur-
pose for which it is intended--the medium becomes the message.

The most successful courses have been those in which the mstructor
has been aware ~f the students’ needs and has devoted considerable time and
effort to take interest in, and personally address issues, problems, and con-
cerns raised by each individual studem.“Though this may seem obvious, it
_is often difficult to achieve because instructors rarely ameet students face-to-
face and are not able to convey ideas, feelings, and impressions in the usual
manner. to which they are accustomed. A personal note on.an assignment
becomes much more significant under these conditions than Sin a campus

" context, so instructors must reorient their percepticn of students. Since
effective teathiny under these conditions—an be extremely -demanding and
time consuming, we have sought to limit the size of the program and the
number of students, and thus provide an opportunity for strong staff/student .°
relationships to develop. Withcut such relationships, -though- sonie students
might be coaxed through a timited number of courses, faw will complete a
four-year degree program. And while, for some purposes a few courses may,
be sufficient, the long range educational nieeds of 1ural Alaska call for fl_J”yl
degreed and credentialed native persons who can begis 1o assume professional
responsibility ‘for, “and control of, the programs serving tieir people. We,
therefore, have attempted tc devefop a program oriented to the needs of
students worklng toward 2 four-year degree. To offer less. would only per-
petuate the sehond class status to which natlve people are .often relegated in
schools today :
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o Thesc,a'r't\? only highlights of what we have done and have learned over
the post few years, We intend to continle learning, trom our successes as well
as our failures, because only through continued exploration of alternatives
can we build upon our experiences and push back the frontiers of our under-
standing. Hopefully, then, the education of the children o tomorrow will
Benefit from our experiences today.
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PART IV

TEACHING/LEARNING ISSUES

It was not a caprice of the moment when Jesus admonished his
own followers to "pray in this way: ... lead us not into temp-
tation.”' ra ther than "help us to overconie temptation when we
8ncounter it.” Very simply, preventive tactics constitute a prag-

~~hiatically stupérior strategy to formulating responses in the-face -
of crisis. So those of us who are seriously concerned with the

. problem of constraining ciiltural bias in cross-cultural encounters

will want to focus our-efforts more on causes than effects, and
attack the problem in the formative stages—we will want to
cevelop preventive measures that will preclude the prab/em S
ever taking shape.

—Bill Vaudrin

“ The folluw ng articles focus on the cross- .cultural classroom, where
many of the students from small villages first encounter “"Western society.’
The problems inherent in this encounter are still a 'ong way from being re-
solved, but the developing awareness and sensitivity reflected in these articles
indicates that progsess is bemg made. The greater pammpanon of Native
people in the schpoling process, and the adaptability of new programs and
teaching approarhes has the potential of reducing the negative consequences
of schoolmq and erthancing some of the positive consequences. The extent
to which this occurs ¢lepends to a large extent on the abulny of educators to
estabtish a learning envifonment that is accommodated to the unigque attri-
butes of the learner, rather than requiriny the learner to always accomodate
to the schoollng :'nwronment As these articles indicate, this is a complex
task with somennns subtle and unanticipated ingredients. CuIturaI biases,
whether in the individual or the institution, are not always-obvious, and even

“when they are, they can be deep seated and difficult to overcome. The

gréater our awareness of the manifestations and corsequences of our biases,
however, the more able we are to deal with them To this end, these articles
are directed. o :
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POSITIVE STEREOTYPING: THE CULTURAL RELATIVIST
IN THE CLASSROOM

by

Judith Klejnfeld -
Institute of Social and Economic Resgarch
. University ©f Ataska, Fairbanks

\

(Ed note Beproduced by asaanssion of the author-troms Human Organeeation 34 269
74,1975 ) ' '

The Ethnocentric Teacher has beea tried and convicted far causing
severe damage ta lodum children, As many anthropolagists hdave testified,
these” teachers with their- disapproval of Indian parents’ “permissivencss,’’

their shock at adolescents’ “pronviscuity,” and their scorn tor children who -

are “‘noncompetitive,”” nndernmme Induan stidents’ sense of warth. Viewing
their educational mussion  as '.’|rnnrmtm{| the American jdeal” on Indian
students, tiese_ethnocentric ‘teachers find - themselves confronted with class
after class of silent, resistant students who “just Jo not want to conform to
the American way .’ _ Co

Tha ethnacentric teacher can still he found in the cross-cultural class-
room. However, my own roseare? on the effects of different teaching styles
with Indian and Eskimo students suggests that he or she s becoming a rarer

Cspecimen, By_and large _these are older teachdrs who were socialized in the
“cultural deprivation’” traditions of ton or so years ago. At that time, tlj]ﬁ'

theoretical parudfgm which the teachers tearned m-professional training was
that mingrity group <huldren did badly in school because deficits in their
home backgraund resulted in inferior intellectual, languagd, and ‘social skills,
According to this theory, the schools could producd schoal success for
minority group children hy’ providing in the ‘classroom the educational
gxperiences, that the heme lad not provided. This ""cultural deprivation”’
paradigm dommaté educational research”and led to numerous program
efforts in the "compensatbry education” framework.

A clramatic thanoe, however, has occurred in educational programs for
minority groups. The pcjc;r:‘n'ive' appellation, “culturally deprived,” has given
way, thankfully,” to the term cealturally different.” Cdltul'a_l_ heritage pro-
grams have replaced compensatory education prograrﬁs, and a new type of
teacher is emerging n the cross-cultural-.classroom. 1o his orientation to
Indian students, he could be named the “cultural relativist.’

@ This teacher poses perhaps a mote insidious danger to Indian students
than the ethnocentric teacher because i some ways' he embo'clies reforms
long recommended -in Indian education. He tends to be young and has
entered Indian”education from partly altruisthe motives‘,'_ He is usually well
traveled and well educated. He has read and bheen strongly influenced by the
anthropological Iiteratute: on culture and education. Indeed, this research s
‘often his primary source ob knowlect_ge about Indian students. As one saic:
Having had:no previous experience workirg with Eskimos or
Indians, and a notice of my position that was.so short there
Cwas no time for. preparation, | was completely new to this
situation. | was well aware of the difficulties this could make
and t came with an intense desite to do my best anl make a

>
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success at working with Native stydents. As soon as possible.
after being notfied of my position, | began studying Native .
cutture ind reading everything | could to make myself inform.

ed relative to worknnq with them. : ' :

This teacher has great u(lnnrdlluu for Indian Lu!luru at least.in its
aboriginal form, and is eager to learn mare about it from his students, In
his classes, he tries to introduce as much culturally retevant material as he
can find. Disapproving, of -pasteducatiangl pressures toward acculturation,
he urges -his own Indian students to retain their culture. This teacher is
acutely awaie of his own cultural biases and wary .of imposing any of his own»
values on Indian students. Yet, the cultural relativist often finds himself
confronted with Indian students as silent and unresponsive to his l(‘.lchln(]
as they are in the classes of his opposite, the ethnocentric teacher.

' A close _examination of teacher- student interaction -in the cultural’
relativist’s L|d5@l00ﬂ1 suggests a few of the bases for Indian students’ unre-
sponsiveness. These teachers’ emphasis on differences hetween Indmns and
Whites often creates unease amang Indian students ancl reinforces their
fears of being peculiar and strange. While the following dialogue was stimu-
lated by m{/ research, whirh involvert videotaping .of.classrooms, it provides

. an example only somewhat more extreme than usual of mesmges frequendy

transamitted in the cultural relativist’s classroom,
The cameraman joked with the students as he panned the
room, "OK, say cheese.” To this, the teacher added nervously:
“You are assimilated into Whituman’c culture, You know you

I

are “supposed to smile when he (RIS cheese.” The students
giggled apprehensively. “Why is he taking 4 picturp of this
class?” There was no fuxthz,r response except more nervous
giggling. Do you thmk if this were a White class he'd be .
here?’” the teacher asked,

The cultural relativist czlebrates Indian culture, but the culture cele¢

brated is tov often a romanticized version of aboriginal life with which fon-

temporary Ind an students actually have had little association. Indeed, some
of these prewntanons where, for exumplu ‘the teacher expounds at length

‘on the . technologtcal virtues of a bone flshhook embarrass Indian students.

While overtly praising Indian_ culture, this ‘teacher’s subtler messages are
often patronizing and dem'eanir;g: '
The teacher was reading Indian poetry (written in pidgin
English with many grammatical errors) to the class. “Now
“this poem ‘shows many -of the things we’ve .talked about,”’
the teacher summed up. "We've commented on how most of
the Native people aren’t aggressive, nowhere nearly as much-
as White people, The idea of a campetition and bragging and
boasting are atien to them, anpd so we think of them as very
quiet and shy and insecure.” . .

The fact that indran students in this type of teacher’s class often turn
out to be indeed quiet, shy, and insecure raises the guestion of what effects
the tuaghnrs stereotvyperd  cultugal role expectations mav be having on
Indian. students. Teacher expectations can be powerful determinants of
student behavior (Rosenthal, 1966; Rosenthal and Jatobsen, 1968). The
cultural relativist teacher may well be socializing Indian students into
stereotypes—~albeit in the teacher’s view positive ones—that his readings in

- ¥
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Indian culture and model personality have led him to expect.
Another serious probkem is that Indian students’ instructinn suffers

‘because these teachers often use stugents-1o advance their own anthropo

logical interests, Assignments too often consist of asking the Indian student
merely to describe his home village or his feelings about school or city life.
Wn:n such students reach college their professors have pointed out, "l'hv

“%kids have a lot of expefience writing about their feelings,” Their essays are

" they should apply to Incian students. The absurd lengths to which this view- '

very touching. But they have hadho practice in analysis and synthesis,”
Always, cognizant of Indian students’ differemt background, these
teachers tend tb place them in a special L.dteqory whele thu are exempt

from academic and other standards applicable to other students. In mixed |

classrooms, White students resent the easier assignments, tests, and grading
system used excﬁ:si\mly for the Indians, They often take it upon the_rﬁ‘es
to redress the inequity by a little reverse social discrimination of their own.
Moieover, not only does the cultural relativist’s special treatment arouse
animosity in White peers: but overly individualized treatment gives Indiae

'students no sense of mcanmgful standards toward which to dir¢ct their
efforts. - :

After class, an Indian q|rl came up to the tuaclw and told her
that she had been sick and had missed the last test. "What
should | study for it?"' she asked. "“Don’t worry,” the teacher
replied, *I'lt make up a special test foryou and you'll do well
on it “But ! don’'t know what ‘to study,” the:girl persisted.

“Don’t worry,” repeated the teacher,.”'l'll make it special . _

e

for you. You'll do well.

The cultural I‘tJdtIVl‘it teachers tend to view any deviant behav'or of an
Indian or Eskimo student as an expression of his culture which they shoujd
be very hesitant about trqu to change. Believing their own values to be
“cutturatly biased,”’ the "teachers have no notion of what standards, if any,

point leads and the harm that can be done childrem in the process is illystrat-
ed in the following acher’s analysis of an Eskimo child’s behavior in her
classroom: : : :
A family has just moved to town from a village where every-
thing is shared. There is no emphasis placed on ownership.
Everything is community property. The child enrolls in the
urban élementary school. Possessions of others begin to dis-
appear from desks, lockers, teachers’ desks, etc. Library
books are seldom .returned—they are passed on to others in
the family and to friends. Items belongmq to the peer group
are found in the child’s desk. Her peers compl loudly that
“she i§ a thief—she steals.”” The child has®difficulty com-
prehending this. Socially, the child.is -now an outcast, and’
from then on, when one of her peers mlsplaces something,
the Native child is |mmud|ately blamed, whether or not she -
has taken the item.
Oblivious to the fact that the other Eskimo children in her. class were
not. expressnng4hmr_t:adu4@aaL¢har4ng--values-m-qum this way, the teacher
doubted that she-should try to -’change the child’s culture” and "get her
into the mainstréam of White society’’ by discouraging her from stealing. '
These - teachers’ concern about cultural .differences results in a per-

gfr . ':j% ib3
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vasive anxiety ‘lnuj uneertamty i dealinup with s‘l(lllu&h’. Thew approach iy
nfewitabily hositant, tentative, wortienll, Soeh anvoas hatedling e turm
increases the hdian students' nervousness e the chasaoom, As Fockson
{1959:13) has pomted out, mete impertant to the developaient ot heatthy
personality me chaldren than' o few asolited negative acts s the aluhity of
adults to “represent 1o the chibd a deep, atmost spmatic convietion that there
is meammy to what they are donut.” These teachers may avord at least bvertly
de-tructive actions toward  Indan chilithen, But, disturhed over the degeti-
macy ot thgir teaching, the cultural relativist teachers cannot tansnnt to
dian studepts an anderlyimg sense of muoamng or of parpose what thoy
are toachmyg. Because they themselves lack contidence, these teachers cannot
give hndhian students confrdence that they are learnmg tongs of value which
will enable them to beepme (‘nnﬁ'«'-(n-n! addults,

Cuttural relativist teachers often views Tedian ;§.rxnlll'|nts as cultaral ab-
sttactions. They see Indiran students more as paste Imnnl rpresentations of
abonginal culture than as chilaren and adoleccents, foncerned 1w om, Ny ways
with the common problems ot biving andh growmng upr tindimg frie nds, dealing

“Swith sexual impulses, looking attractive, Hun the teachers make little

attemipt o wlentity o to empathoee, I,l llllth‘l\llll(l thew Indran students’
problems through recallmg similar problems of then own, Tt is as if the
teachers haer deciaed that “You are Indun and B am White, and there is
nothing ahout us that s abke” Indeed, insome mstances these teachers me we

T Proyress m developing the mpml eisential o suceesstul teaching when they

finatly sad i exa: mvmhun 1 don’t qu dlong with this culture business. He
acts just hke my kid_brotber!™ ‘
In short, the now breed of teacher emerging i the eross-cultural class:

Foons 1 as Cracist” Gnothe dictionary defirstion of the word) as the tider
type. Both the ethnocentrie teacherand the cultural relativist teacher assume
that sociat traits and capacities are ditermmed by ‘race, that races ditfer
radically  from one another, and that ane race s superior. But, while the
ethnocentric t2acher views such racial diftesmnees as deficrencies to be cor-
rected, the cufturat selativist views them ds asscts to be cultivated. lmplicit
in higiview s the tired theme of the “noble save e’ who, 1o the Indian con-
text, (lufino(l by superior cooperativencss, equatitariunsm, and concern
for Ufh!’l‘: Positive racial stervotypes, n short, have replaced negative ones,
How hly this reversal come about? Why s the cultural rewativist replacing the
vthnu(,vh‘rn(' teacher in the classroom? . :

< There are many (‘Iffﬁ‘l(‘ﬂ[ causes and many differsnt levels of explana-
ton. le change to this new type of teacher has resuited from the general
change i the chmate of ideas i the 19605 when the old meltng pot and
equal treatment ideology yave way to the rise of ethnic consciousness and
the linkage of economic and political power to ethnie group status,. The fail-
ure of the compensatory education approach and the search for new edu- -

“cational due(‘tuons are also important to this change.

The most direct source of the attitudes thist spawn ll|e cultural rela-
tivist teaching style, however, are thi concepts of anthropotogy which pro-
fessors present to teachers mouniversity tr_ailning] and in anthropology and
education publications. While the portiait drawn here is the “‘ideal type,”
these teachers quite often uphotd riumerous avant-garde educational notions
they have come across in ther puofwwon al 90(mllzamms, a potpourri unified
by tittle more than academic fashion -

1{06.«.-'
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CAnthropologists may  be sarprisend, uuluml tlattered, by the deadly
soriousness with which teachers seem o <l|'l\|v thirn ideagdn the classroom,
N BU exactly what adean are they applyimng? 10as not the case, as Keyoes has

‘s.‘licl‘ that moen's minds are tuled by the sdoas ot “some academic seribbler of
a few vears back” (M35:383), Rather, as @ later scholar noted, men’s minds
are ruled by the vulgaization ol these wleas. it is yulgarized coneryts of
anthrapoloyy that trachers are apply g e thear elasagpoms,
One of these concepts is the notion that tadigonal cultaral .nnlmh-s
cand values inftiu Lnce Indan students” canent behavior, Teachers conynat the
*  clogical fatlacy of eguating the pmposllmn “l nlmn L (nlunn' is uxpressed in
Indiin sxur{um, current behagior,” with the gnnuq.nmn Ilulmn stuclents’
current hehayior s qn expressian ot traditioeal <ullun-' The tallacy is the
same In kmq’(.h n-.n‘.mmm that because all nelhu.nls are hlim, m heings, then
alt human ~l)n|m)s are redbieads The fiest ;nn;)(mlmn s true bt the sucand
false Iw(‘.ulw both edbeads and traditionally based current Imlmvm: are
sub;."ts of a larger class. Teachers shpy into this taflacy bath becadse of the
Gf{]phdalb pl.u ed on tl.uhhmul culture i anthropotogy and erducation courses
" and because of the pamacy given in lhu discrphine of anthropology to tradi-
tional culture as the key explanitory v, nmhlu
- The second anthropological (nn(‘vm causing m(,l)lun\s in the classroom
arises aut of the culfural telativast school of thought that cultural differences
shautd lw undmxmml moconterd and respected. While cultural el tivism®
has been an important correclive ) the ethnocentrism af the aast, wachers
often vulgarize this viewpamt to mean that na standards they koid can be
applied to tndd children, This mismterpretation oceurs, iiest, bocouse
teachers are anaware of the arguments anthropologists have .dvanced agesist
extreme versions of the cultural relativist position, Second. teachers are
unaware that in many important areas cultural values and standards are heI(i
in comman. As a discipling, anthropology emphasizes differences between
cultures because such afferences provide (xxplan(mons enable tests of
© theories, and are interesting. But emphasis on tnlerﬂslm() cultural differences
" draws attention away from the many areas of dqr(‘cment across cultures.
When the disciplinary emphasis onccultural differences is comhined with the
"ideclogy of cultural relativism,’” t teachers see. serious ethical problems in
applying thair awe standards to Imhan.chlldren even where in .u.tuallty no
difference n standards exists,
what could anthropologists do about such problems? One useful
approach- ml(]h( he to deol (iuv tly With these issues in courses and pubhcaD
tions directed toward toachers. When | have brought up these concerns in
my Oown COUTSES, tmchm; have been greatly n-lmved at the notion-that there '
‘are aréas of culturat stmilarity which |(‘()1“IT\IZ(“ makig certain academic
demands on Indian stuclents. Upon applying this viewpoint in their class- \
rooms, teachcrs have reported favorable results: '
When it became apparent that’the frwr Nanvcs “would dun
“fully bring the body to class, warm the seat, but leave the
brain outside the window or somewhere else, | decided to use
some thoughts. |)rusen{ed in the course on understanding the
Native. Pdrncumrly, | l\«‘(xdt1"to concentrate on the statement
that Natives arc no different from other students (note this

7

teacher’s vulgarization of the idea | had presented in class,

that there are areas of similarity- and areas of difference),
o 107 ’ 1 ‘\)l) . : .
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that demnds miast be made upan them, that thvy should not
Do treateal as exeephionab, Instead of using tha d;m t luffh'-lﬁu
feathers, b o Native” ll‘uuv [ began 1o sist an Wietten
work (som 'ﬁgy nm UL 2|I|“_I('\M‘j,o|l‘l\4| oL Janethas .I. .
. wtmnml to hor ofé S| \u:l . '
“Another” U'myj)iltlv tor avouding the'e uHﬂmI n".nlvnt h‘.nlu'r problem
s lu plage moge vmphlasis on the “situabonat™ .mmmuh o cultural far.
pnces 1w|nq used 0 the areds ot crosecultyral cognition and Language (Cole
and Scribner, 197 l, Phillips, 19722). The wtaational approach eiphasizes no,

w

cultaral dhitferences in lh('ll\\tlvn‘s’ but rather the speaific \IllldllUI\” factory

that lead to specific types of cultural response, Why, for example, are Indian
studunts tatkative in certain situations, hke the playyround, but silentin other
situations, hike the chisstoom? What types of SItdtions encourage or impede
verbal communication by Indn chitdren? Teachers could use lhu typﬁ of
mfonn.nmn to slm( ture their classroom sifuations in positive way‘;'

As currently” apphed i anthropology, however, the situational pers-
pective stubl suffers from the defect nf Lo exclustve a focus on traditivnal
cultural patterns as the sole basis of u'\pnnws ‘to.ditferent situations.: Ruecog-
mizing that Indan students’ responses to a situation stem from other factors
15 watl might be a more gseful approach to the solutfon of Indian students’
actual classroom problems. An example of this kind df overfocusing on
traditional cutture as the key explanatory variable came up in my own field-
work. 1 was acconipanying o home school coordnator who was counseling

an 18xear-old Eskimo student who wanted to move out of his boarding

home. The young man was upset about the strange behavior of his Eskimo
boarding home mother, whom the haméschool counselor knew quite well,
'T!1c hoarding nome mother had recently migrated to a socially disorganized,
White donmnnatedd regional town from a relatively stable, traditional village.
According to the student, the woman was always nervaus and upset” and’
scolded lim and her husband for no‘reason. She didn’tetake care of the house
and was always buying things she didn’t need. While | was pondering the ‘
sacioculturdl consequences of migration, the home-school counselor placed
her hand on the student’s knee and said, *'Oscar, have you ever heard of men-.
opause?’ As Harry Stack Sullivan has pointed out, "We are alt roore human®
ten any thingelse.”’ )
While these kinds of cdrrectives may help, | have begun to think there
may be a more fundamental prohlum in applying concepts of anthropology
m the classroom. This problem may e in the madequaues of the concepts
themselves, in the general focus an cultural difterences as the explanation
for mino ity group children’s problems in school. Dms.msfdct'on with these
concepts is becoming increasingly evident in anthropology and education,
As Lantu and Storey (1973:x-xi) point out:
School children . who are “culturally different’” on the other
hand, are not i every case best understood as slien, as being
so cifferent as to be more remnants of obscure tribal histories
than as American citizens, or as mysteries only an anthropol-
gist can fathom.
i Anthmpdloqurs are segrching for new ways of analyzing educational
tuatlons which do not necessarity involve the cancept of cultural dif-
ferences. Gearing's (1973) effort to develop a yeneral theolv of culturat
transmission is. an example of such an attempt. )

v
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'Thn pYesent state of uH.m\ in athropology and edtication ruy e an
" lnsmmu ut Kuhin's (1962) mmnn of llu' lulun}\ G scientifie Cparadng,”
: ¢ e [)-‘Idlll(]n\ rokers to llw ||n|fwlqu et ntg.us.mnum I .uul concepts that
« deting the resoidtch |lluh|l'|n the lm\(‘«-p(u.ll toals whith miuy e tsetd to e s
solve 1t and  the acdeptable standartds of solition, Kuhn suggests Uiyt o
Cristy OCeurs in a ‘.un'Lmlu Lomny mﬁ’- wl‘mn the ;un.uluun that has qunded
*L bt nwﬂuh in lol.uuﬂ'mfvjuun.m' Sueh X )ll‘»l‘- onignatled by g aense ot
diss nn‘f.nolfn 1V an the sy n-mkhc community and hy dhibferent attempts Lo e
ap owith Qo tundamertal reconceladalieation that upeny uapand ch, ||u|l'\M/
field, - . \ .
Perbaps the finld of anthy umj‘)q}guul ecducation meeds a new anily e
paradhigmy, a paradigm that qo\lmdn-\ tresh problems, different nu-nmd. and, :
. aseful mlmmm to the l'(lll(.lllr)lhll pmhlqm* Wi minotRY group (Inllin'n .
Until sueh a paradigm emergny, b wover, anthropologists should be AW o
of the harm done children by vulgarized vinsions ol the old ane, Theorey, v
. about cultural differences Wiy merely e repl wind Theoties abaut cultur, |I
deprivation as an excuse tor teaching failure, N Lﬂ '
-

A}

o

- »-

b \ .
P N _POOTNOTES
1 Tius quotitian, as el gy ather teagher sl.m‘-‘nwnu quater m this paper, wiks wiortten
by teachers o an o' seviee-toinimg Nnu seon Aliska. Teactn s wene ashed 1O desernbe
iproblemen then (qu(nnm. mvulvnn\| nchran o Eshimo imidents, fln\n nu'll\lsm
solving o, amd Shay resahis, . R
2. This reseach, from which some (\-I have been' Coawn trom the puls('rn paper, 15 \
report 1n J. S. Kleinfeld {1975). The mmhu(wlmw consisted primarly ot ot¥servation
and interviews ot apprroxamately 40 o u(h\'rs‘()f acadenie s}rl)]ml" in two all Natwve
baarding seneols and R mtegrated urbae high sehoots during the 1970.43 sehoo!
yuoar. Thie major crteria ol teachityg pffectivenpss werp {1 whether Imh.m and
Eshimio students veehatly  paicpated o elass, and (20 the cogminve level ol their
verbal comments. The rationale for the chcaed ol this mitasureyind a descoptian ot
° supplementary axperiments designed 1o test prgpositioas developed in this researcn
may be tound in the SCHOOL REVIEW arhicle. . . ‘
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' ‘ TEXTBOOK REVIEW:
. CRITERIA FOR ALASKAN CLASSROOM TEACHERS

1y

e Conny Katasse
. . Anchorage Community College
. ' University of Ataska, Anchorage .
o . M
Cor teses phace S heavy Toadd o any chald who cannat sdengity
with the white ethnoventoe pont of Gew Weben chalidion feel that
their foretearers didn’'t count i molding the past. they foel that
they have Bittle chonce tosshope the tuture, Teis the responsibifity »
oof {c.'\'{lun’r\,ﬁ.\' Wrd other teaching soaterials o make ol ehilifreon
feed ther troe nnportance N

’ ' i : Foundation tor Change
CUunde to Raceam Rating””
Testimg Texts lor 1acism

Iptroduction
AH\/ Abiskote closstodim teaeher whao agrees with the quotation on the
|\|c.ux||n\ page 15 probably aw e of the need for standards or eriteria ta
A b b thee development and selection ol mnstractional nraterjals, The
farst textbook Tevieys comnuttees were bhoin durimg the 1960 Civil Rights
’IH.(lVl'!II‘l‘l\l\,‘I)lll nany  such committees also et today, fu{l(lmnlnq n
ddvisory (most prevatent) or pohlicy kg {less froquent) eapyeity inoco
Joperation with local <chool boards, hedion Education Act pr(k ams, and
, apectal nterest_graups advacating the needs and mterests of minarty stu-
‘ dents. Qrianrzations stch as the Foundation for Change, Ine. andk ﬂw Cortrrr—
SIS, ]| |l\(('|l\l(l\l| Books for Childien shawe andertiken the t\sk of dis-
serynating  guitlelines for textbook and suphlemental reading |vd|lh|ll()l1 ’
The Nationdal Councit of Teachers of English and other national edue tional
conferences Suve addeessed the problems ot racism and bras i thd teaching.-
<ot bnglish .m(t the content areds. Inoa special gestare, the State ()I‘M()m nan
amended m;'mim’n:lnlmn moorde. o ecognise Cthe distinet \m}I ynique
Crbeeral herirage of the Ameniean INdians' and to commit *in ity mfucationatQ

.

givals tothe preservation Of then cultanl iteqrity l\ B ’
“TWhete daes this waidespread afotessional interest e textbook rdview
deave rhn' Alaskan clasiroom tegcher ! Profably back where she/hp started.
’ CUOUS W exannne het Wiy own onat srals far acearacy angt honesty, but
unsure of how o proceed Desprte 0 oonal awareness ot the' nend for text-
S hook i‘,‘llll.ltum, teachers typeally receive no (._()ul‘nwmk’ or training in
Foviowe as part ob e andergrastuates programs in (Bdgi(:dli()c_\.g Ethine studies
and curticatum development projectsToccasionally address the problem, but
it s rare for taai] school boards to undertake the diftituit task. of textbhook.
n'vmw-\ln.fmc- being coaxed ta do 50 by munoriy parents and teachers,
Consequently, the chissroom teacher who s serisusly interested in matertals
L‘Vdiu\nlt)n..nmy pncotnter u\..,hPml board -that is unable or unwilling 1o
help her i, 48 addition, the parents of the students witl most fekoly nold
diverse J\tIoLu(h"‘, aboat the necd for stgndards n texthooks and about what

the standards should be. v : )

. - ’ -
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v The information in_this report is designed to be read, modified where
necessary, and applied by ‘Alaskan classroom teachers in all subject areas and

grade leve[s who want their students to ''feel their true importance.”4

7 Which Materials Should be Evaluated?. - : : :
: _ Most teacheré would probably agree that evaluating-all of the materials
they use in their classiocoms would be a time-consuming, perhaps endless,
task. However, continuous materials review should be built into each school
“day, and teachers will certainly want to work along with students, school
personnel, and parents for effective, efficient-review. ..

* Generally speaking, any instructional or supplemental (enrjchment)

material which- will be made avaiable tgo students needs to be thoroughly

"~ .examined by their teacher.  Books, newspapers, magazines, other periodi-

fo-to films, filmstrips, slides, tapes,records, workbooks, programmed learning
"packages, games, and activity kits deserve equivalent examination and review
procedures. Sot dl studies materials and all kinds of literature frequently
attract the attention of textbook reviaw committees, particularly because of
inaccurate portrayal of the contribution of Black and Native Americans,
In-Alaska, materials which depict the traditional and modern lives- of Alaska
Natives ' (Eskimos, Aleuts, Athapaskans, Tlingits, Haidas, and Tsimpsians)
warrant. special attention, and in any locale, teachers should scrutinize care-
fully the materials which describe the so-called minority and majority groups

““in the immed;ate area. : o - o

. In an effort to limit its review project to a workable scope, the Amefi-
can indian Historical Society’s all-Indian organization _of schofats: and

_+ historians_held a-confere:ize to establish criteria for the adoption 6?@09‘[&

in history and social sciences in 1965: This textbook ‘correction program
.‘opzned .up the whole state of affairs concerning education ABOUT Native
peoples; it is alsprblamed publishers, educational writers, and school admin-

_istrators Yor failm.provide accurate classroom. instructional materials. A

_direct result-of tié. Gonference was the creation® of an independent Indian.
pliblisning house, th2 Indian Historian Pfess, Inc. o )
By centering its efforts solely on’ teéxtbeoks; the Americap Indian
Historical So‘ei\tgty became the_ first organization tc recognize '‘a ‘difference
* between a boc')'k: for general readership andwone accepted for classroom
dse.”’d The Society maintafned thatbooks far ‘free reading’* by the general .
- readership seed to provigle the individual with choiges, even if these choices
include misinformation, distortions, or omissions of important. history.
Stucj‘ems,_o:i the other 'hér]d;.are compelled to sn_de from approved ‘text-
books, and.”in this case, we have a right to ifisist upon truth, accuracy,”and
."obiecii'vity.”6 * . . . .
The following ‘statement, summarizing the viewpoint of the American
Indian Hjstorical Society, is accepted by . the majérity of the. textbook

review ' committees sufv sed. by the Council on Interracial Books

- for Children! Nevertheless, a growing number of committees are extending

their pre-scregning authori‘ty_ to include supplerﬁemal and non-textbook

instructional materials. _ Y o

N - MRl Lt .- . . L

. © LWe" . believe everyone has theright to his opinion. A persgn
- : also has the right to be wrong. But a textbook has no-right to

be wrong,-or to lie, hice the truth, or falsify history, or insult  ~
and malign a whole race of oeople.7- - o

.'.'\."‘,C N .
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.What is “Facism,’”and Whom Does It Hurt?

According -top “Definitions -of Racism, A Contemporary Glossary’’
published by the Foundation for Change, racism is.more powerful than
racial prejudice, hatred, or discrimination. Any aftitucde, action, or institut-
tional structure which subordinates a person or group because of color can
be racist—if the forbe_ required to carry out systzmatic discriminatory ’
. practices is preserit. In other wortls, “'power + prejudice = racism.”’® There are
various kind$ of racism, too,
\pmernallstlc and some people classify sexism as a subcateqory of racism.
~Most important to the tlassroom teacher, racism in textbooks can be identi- :
fied without long years of special training. An open mind and a thorough |
background in her’hls sub]ect area are the teacher’s essennal ingredients for ;’

B !
|

useful textbook review .
Slurs anyl halftruths about non-White and other mlnonty groups are

often easier. to spot than slights or omissions. Texthooks have giveft yenera-
_tions of American students .the mistaken notion that nothing important
happened in the "New World"’ until the continen was "discovéred’’ by White
Men. Most history books tell only the story of European. occupanon of
North America from a one-sided point of view:

Native Americans {Indians) become important.only when
they block the path of expandmg white domination;-Mexican
e Americans {Chicanos) get attention only when Whites are

. ready to take over the Southwest; and Blacks make history

only when they pose problems as slaves or modern-day mili-

tants.
Alaska-Natives are hardly menhoncd at all, and this restricted V|ew of history
fosters the development of White ethnocenmsm by assuming that a superior
roie for Whites is needed to fulfill America’s destiny. While recent textbook|
revisiofis have corrected some glaring errors, teachers must search for book
which treat'minurities’as a basic part of American hnstory ""History througr
whose eyes?” is a question that social studies teachers should constamlyI
ask of their books and .their own classroom presentations. Teachers—and
their students—should also he,,alert for stereotyped definitions which often

appear in racist socnal studies books:
naked person who utters strange sounds -while a proud Wh|~te male dlscoverf

the sliore by planting his country’s flag in the sand? Does progress for White
people leny a land of plenty to Americans of other colors? Is the word
problem used to describe whatever or whoever is troublesome to the Whltes

in power, and are the problem-makers usually poor, dissatisfied non- Whites? | ‘

3 Other loaded wdrds such as savage, ‘conniving, lazy, trgaCherous, wily,
" inscrutable, docile, happy, and;b'at'ie‘nt may be used subtly to refer~to
minority persons, and students can even make a class project out of checklng
their texts to find. out who gets most-of the favorable and unfavorable
adjactives. ;
The "'bigger"”’ th-e book, the mora important a check of its index
becomes. Does it -include Blacks, American Indians, Asian Amerucans
Chicanos, Pue-to Ricans and Alaska Natives m their. own right or only m
relation’to White society ? Are minorities listed separately or only under such

"'Slavery,’’ “Mlqrant/Wﬂnrs " or “'Wethacks''? Teachers and

headings as
indexss: checking

students should also be aware that many publishers pad”’
is necessary to be sur: that each reference is a rea! one to the group in
A -[ene ) i

!

o Y aid 12

such as institutional, individual, White, and | .

Is a pumltlve any dark -skinned, half- .
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-questzon ‘rather than just a passmg .comment, map citation, or one-sentence
“footnote. Comparing the nurnber of genuine index entries for all groups,

including Whites, will give an indication of the book’s balance —or lack of it.

Analyzing Books for Racism and Sexism

Racist and sexist books and other media distort perceptions until

stereotypes and myths ahout minorities and women are presented as reality.
it can.-be difficult for teachers to qusstion society’s attitudes and to
encourage students to discuss racism and sexism in a book. However, discrim-
ination, in the positive sense of the word, is an essential survival skill for

_modern children and adults; knowledge about and respect for thesimilarities

and differences' among human beings are values that develop slowly over

_the experiences of a child’s lifetime, particularly her/his school experiences

since many children do not see "different’ people in their neighborhoods.
The following gwdelrnes for detecting racist and sexist biases in

children’s materials are excerpted from the Interracral Books for Chrldren' )

Bulletin, vol. V, no. 3, 1974. Criteria for picturebooks, primers, and flctlon

are contained in Part |, with additional standards for school book: and B
_reference works outlined in Part 1.

PART I: Children’s Free- Readlng Materials \
1. Check the illustrations for stereotyped oversnmpllflcatlons of partr

cular groups, races, or sexes. Watch for pictures with characters that are

demeaned or ridiculed because of race or -sex. Be on the lookout for

‘tokénism, non-White characters with White features on sllghtly tinted faces.
Examine the lifestyles of minority characters and their settmgs {such as

“dirty’’ houses) for unfavorable, yet unstated, bias. Are minorities always

_associated with ghettos or primitive village living? Or do.stories which to

attempt to depict other’ cultures go beyend generahzatrons and offer reai
insights,into different llfestyles7 : -
2. Check the story line., .

a. Relationships® Do Whites function'in power- and decision-

~ -making roles” while minorities serve in subservuent posi-
T tions? : . :

.b. Standard for success: Do non-White characters have to
exhibit superior qualities to succeed? Does the non-White
_in a friendship do most of the undesstanding and forgiving?

¢. Viewpoint: Are ‘minority people considered “'problems”’
where solutions ultimately depend upon. White bene-

. volence?

d. Sexism: Are achievements of -women and glrls based on .
their initiative and lntelhgence rather than on their good
looks or relationship with boys? Are sex roles rncudental or -

" paramount to characterization and plot: that is, “could the
same story be told if sex roles were veversed?
3. Ponder the effects of the book on the self-image and self-esteem of

5 -

§
<

ren's aspirations anc self- -concept.

4, Cansider the. author’s and illustrator’s credentials. Read the’ book
jacket and check the author's qualifications to deal with minority themes and
other toplcs Books ABOUT minorities and women but not written BY them

-

.

_113_; 1ii - -

chlldren sometimes books establlsh overt or covert norms which limit child--
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shouId ‘be very c!osely examined—even if their stated purpose’is to present
the majority ‘opinion. (NOTE: These observations do not preclude the ability
of writers and illustrators to empathize with the experiences of people with
different sexes and racial heritage, but the chances for honesty and authenti-
crty are probably ‘not as good.)

. 5. Examine the copyright date. Lots of hastily -written hooks on
minority themes appeared in the wake of the 1960 s Civil Rights movements;
many were composed by White authors and have obviously Whire vrewpornts

The children's bock world reflects only. rem_otely the realities of a multi="

cultural, multi-racial society, and it has just begun to reflect.feminists’
concerns.’ 10 Of course, there is no guarantee that a book with a recent
copyright date is relevant or sensitive. But books are usually written one‘to
five years before they are published, and this time lag is important in the .,

field - of children’s books, where awareness and conscious elrmrnatron of

bias is incteasing daily.

PART ii: School Texts
6. Determme the author’s perspectrve There is no such thing as a truly
objectlve account of anything; every story is told from some point of view.
White, European male perspectives dominate certain content areas, and this
h#s influenced "the' content and presentation of ‘instructional material.
Naturally,_there is more llkdrhood that a textbook wtll reflect the contr|-
produce it.

. 7. Note the. copyrlght date, lememberrng that it takes much |onger to
produce a«extbook than a story book. In addition, the first (or oldest)
date given on the copyright page is the one you chould notice; although
publishers®are occasionally willing to make necessary (and costl ) revrsrons
of older-editions, "‘editing out” viewpoints yvhrch are pervasively racist or

" sexist is nearly impossible.

'

8. Watch for loaded. words, especrally those whrch ‘purr’’ at majority

characters or persons and ‘‘sharl’’ at minorities. Sexist langyage éncompasses’ -

5ad;ect|ves that ridicule women and, in. some cases, the use of the rale prg-

: noun to refer to both males and females. The generic use of the words

“man,” and ''mankind’’ was once accepted, but its exclusive use today is’
usually interpreted as an indication. of the writer’s lack of awareness. .

9. Notice the heroes and heroines. Textbooks, in ‘particular, seem to
limit them3elves to ‘‘safe’’ minority. heroes =nd herornef—those who avoided
serious conflict with the White establishment o* theis times. Today minority
groups are maintaining that they should define their own heroes and
heroines, based on their .culturawalues and struggles for’ 1us\uce Always"
double-check |ndexe_s to be sure*that names cited therein are actuatly includ-
ed in the text and treated in full rather than eretxngly ordisparagingly N}

Y

I

Addrtwnal Cntena for Rez-dmg and Lrterature L . \
"By cornparison with social studies materials, English and |anguage\b_. -

arts materials might seem to contain lnslgnrfrcant amounts of racism and
bias. In~ reaIrty, it is through language arts materials that mc-t’ students
receive’ 'images’ as well as information’’ about themselves and gther per-
sons, races, and cultures. Ut is essential that these educational materials foster

in each student a sense of her/his personal drgnlty and-an understanding of

v

.
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T tivity.

the nositive aspects of cliversity in American.society. In many areas, mcluc.ng‘
a number of Alaskan villages, bilingual materials are the only answer for

- Native students but cgaventional English courses and reading’ programs

still need revision. Because many elementary, secondary, and college courses

. are organrzed around an anthology or basic text, the National Council af.

Teachers of English Task Force on Racism and Bias in the Teaching of’

. English recommends the following criteria for materials in- the Ianguage arts
fields: : :

1. Literature. antho\oqres to be used as basic texts and havrng inclusive
titles and/or introductions (such as American Literature, A Survey Course} -
must be balanced (reflecting diversity of style«subject matter, and social and "
cultural view) and fair (more than ‘tokenly representative of all groups)
In other words, works by non- Whites must be included, in substantial num-’

" bers, to avoid the |mp||cat|on that members of these groups are less Worthy.

or significant than White American writers.

2. Hostile or sentimental depictiens of non- White groups must be
balanced with realistic ones.

3. In collections where any writer is represented by only one seléction,
the basis for its inclusion'must be made ciear. :

4. When a dialect of English appears,-it must not be exaggerated or

. inconsistent, but appropriate to . the setting and the character (for fiction).

Non-fictional materials written in dialects ¢ English need not be ignored;

however, they must be presented accurate-ly with appropriate attention
pard to the writer's purpose, audience, and subject. Representations of the
speech of brlrngual Amerrcans should not be .,uggestlve of cultural insensi-

5. Edrtorral and criticai commentar\' must depict in full the);ole played

by norn- Whrte wr\ters in- continuing titerary development,’and literary criti- '
~ cism must draw as heavily as possible from the critical writings of non- Whltes

6. Historical comthentary and interpretations must not’present idealiz-
ed or otherwize distorted pictures ‘of social and political history out of which-
Amerlcans have wrr’ten ancl are writing.

Specnflc Crlterla for Chlldren s Literature
“Literature is what learning to read is-all about
Children’s literatufe makes a definite contribution toward
créative development in boys and girls . "
"True literature stimulates the lmagmatlon o
THese quotanons from James A. Smith’s Adventures in Commumca-

1 tan v

re

. tion11 descrrbe the place of - lrterature in the gducation of children. Good

chrl(!ren s Irterature ‘possesses the following characteristics:

r" -

T CAN ) )
I 2SN W

_ 1. stimulate children tQ wrate for tHemselves. %
2. provide a means of therapy for troubled children. .

_ 3. help build skills in expressron deflnlng and elaboration. LA
, 4. help build a colorful vocabulary . . :

5, become the-basis of constructive da ydreamrng'and
" . problem identification. = v

make children more discreet in pa;srng ]udcments and

'

o
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" making chqices especially in diction (chou,e of words).
. be a source of creative stimulation. -
8. dcw*l()p sensitivity to places, sights, sounds_, words,
lifestvles, and people. .
-9, ‘help children build valum or stdndar(is for (,rv.mve
writing. . 7
Good books should be rea(‘l, shared, and enjoyed rather than just
taught. With the teacher functioning as intermediary between .author and
-audience, the children develop their tastes I3 reaclihg_ for pleasure. -''Social’
studies books reach the minds of children, but literature reachus -their
hearts.” 12 According to James A. Smith, good literature recaptures the
mood of life and transplants the reader to another time or place. Empathy
and projection are teveloped through good literature and therefore, litera-
ture can be used to complement social studies lessons by providing a ”feel-
ing” for a different way ot ilfe in addition to the facts about a Country or
people.
Books read uloud to children must be pamunhn ly relevant:
1. The story should be meaningful to the children and their situa-

e

~4

) tion.

2. It should have aa fresh, moving pfot‘ or deal with an exciting
cevent. . . : .

. The story should have- unigueness.

. Plausible,.chiract conversationshould tell much of thf' story

. The charagters should be fully developed.
The outcomel(s) of the  story should appear authentic and lz‘*-
lievable. 13 ) . -
"Honest sentiment, moral value' unclerstandinq of children’s abilities, -artd’
meaning which continues after the story |tsclf is- forgotten are other char-
"acterjstics of good children’s literature. - O
Books surveys developed to assist teachers in planmng reading programs
at various grace-levels are useful if they serve as broad. guldelmes rather than.
S total programs or policies. Chlldren do tend to have specmc interests at
' different - -ages, although prefaences Mmay vary greatly among indivicluals and
certain groups. Geperally speaking, young children likz single-plot stories
with predictable outcomes, direct conversation, natural ‘climaxes, ‘and, single
boy heroes or girl heroines. Illustrations are also very important. Older
children may clevelop interests m specific animals, folk literature, historical
fiction, biographies, and storigs built around a vanety of themes taken from
real life and the supernatural. imaginery and real “‘otfer children®’—with’
.their own.characteristics, problems, and backgrounds—are favorité subjects
for steries. Teachers should guide but not dominate students in the selection.”
of " jndividual reading materials, choosing from a variety of contemporary
and (,Iassm wrltten and recordecl media.

oW

e

-Whg Evaluates What, for Whom and Why7

* One of the purposes of the American Indian Hlstoncal Socmty con-ll
ference on textbook correction was to determine ‘where the responsibility
for honest texthooks lies. The conference concensus was that publishing
companies and educational writers and school aclministrations must share
the ‘blame for past inacclracies, bu that all members of any educational
community must workl togethe’r'for the improvement of teaching materiglﬂs.w

- ’ b j_i‘i'
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Tt follows lhdl ihe best ((hdl is, -the most balanced and fairest) textbook
© review commiltees dare hmddly hased, including teachers, stuients other
_school personnel, librarians, administrators, school board members, racial

and speciat interest groups, male and female mpresentatnon School dlsmcts
can establish comprehensive review boards to formulate goals for ‘entire

boroughs and cmc but each school should also have a texthook review
_committee of its own, with a membership that is representative of that

school’s population of teachers, students, parems, and other interested
community. membvrs

Bécause of the complex nature of school communities, textbook review ©

ommlttees seem to function best when th ey are allowed, to determine their

. own organization, methods of opemtlon and by- laws, Some offer tram’\g

workshops in evaluation, while othiers cooperate w1th tocal civil and human
rights organizations to disseminate materials on tcxﬂ)ook review. Actions
which textbook review LUF“I“II[{‘L‘S can take include, but are not limited to,
these: o R
1. Discuss the -biases+in books with family’ members, com-
munity youth groups, Literary’ Appreciation Clubs, “and -
other groups; make a point of uncovering hidden messages )
and implied - vatues in books and other media.

Holid “onen’ as well as “closed” meetings to. exchange

ideas with others interested in. analyzing books and class-

N

"

room lnﬂ?lmls

- 3 Plan school- and communitywvide meetings, with speakers

- on racism and sexnam hold workshops for wdmn..strators

. wachers, palems,-an(! students. Make -sure thdr there is.
Substantial logal -input to such “worksheps, parncularly m

-initial ptanning and tpplementation stages. g e

4. En(‘ourdga open amalysis of textbooks and other majgerials "1

~rather .than pre- (_ensorshl_p in the c!assroom Suppom :

classroom mm.w.mons :which lead to the creation and -

sharing of hook crm';ue " ay well as hook reports by

.« students. . S

5., Set up spoual sections for aci‘,t and sexist: books I

library; let stuclents warking i3 groups decide whlclgv‘pboks
merit special placement. Post "hook reviews writtgh by
students’on library shelves.

6. Write, and.let childrer ayrite, 1o book ;Jubl)shers ?lom
plaining about specific passages andd their offensiveness.
Send copies of such letters to local newsmpers and urge

. others toNo 'ikewise. h

7. Inform

.

. state, and national organizations of ..
your ef : ideas with other concerned
L I citizens. ' :

8: Avoid the "aII of- -the-people-all- of the-time'”syndrome.
For newly orgamzed texthook review committees, guldelme ﬁg_(’nber
8 is perhdps the most |mp0|tant one to remember: textbook evaluation must
be performed with rational, mlnsnc judgment as well as with an eye for un-
due bias. A book ‘which presents stereotyped images mgdy not always bﬁo/
inaccurate or in need of burning. For example, women did function muc
llke slaves in celtmn perlods of hlstory, and a Black man may be lazy,

o . . .
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although it is not his ”Blackn'ess” which makes him so. Rather than burn all '

. books which céontain racist angd sexist images, we must teach children to

recognize and confront prejudice, to formulate values based on.adequate
‘information, and to resist “snap’’-judgments of human personality. The
. story of Chiang and Chiquita Applebaum, & brother (?) and sister (?) with
) unstable ‘personal identities, describes what can happen ‘when a writer {/i‘elds_
o .. to special group pressures and tries 1o- contrive a story that will offend no
one. The moral of this story is that a children’s story which-offends no one .~
s also- inspires no one and is unrealistic because no-honest.point &f view is
rebresented. This kind of writing is “emptier’’ than biased writing,. which
presents only -one viewpoint or maintains that one lifestyle is superior to
all others.
Conclusion . )

The most constructive attempts at cdueatlonal materlals evaluat-|on
occur ‘every day in the classroom, where students and their teacher discuss
textbooks and other media in an honest, discriminating fashion. From these
discusgions, projects such as the rewriting ot local history-or the staging of
hmortcal skits to correct inaccuracies can develop One teacher in a New
York public school asked her class to_re-enact famous events in American
htstory from a nonWhite viewpoint.. Here are some of the sprmgboards
that the students used to get started: '

‘Thanksgiving is a dav of mourning for Native Americans.

A A "Harriet Tubman was the greatest heroinesof Amerlcan
) . history. : . . ‘ )
el s -t “The U.S. qovernment plotted a war agalnst Mexmo in order ~-

to steal its tands.
T’-‘The U.S. is not helping Duerto Rico .to |nc!ependence but

¢ © s hélping itself to Puerto Rico. -
Other classes of students have paltnmpated in restructurmg classroom Ilbrary
* corners to include more books that appeal to minority (and® majorlty)

stucdents. Middle-<choo! children have wrntten book reviews for vounger

students and designed their own reading lists. S

" .. Working with.other children on book review pr0|ects and. ”correctmg

, rmsLeaqu information is an adventure-for most students Learnlng rotto.__ -

.~ “accept everything in print but at the same time recognizing-and apprematmg
honest, vital -literature is ‘a bold undertaking which involves meeting issues
such as racism and sexism headon, becoming -personally involved with fic-
,tional characters and real peopte, and developing individual tastes in reading
‘hy shafihg bioks with others. Children, like textbooks, can be, '‘culturally

. deprived”—if they kngw nothing about themselves and their realicontrlbuuon

to cultuve, if they know nothlng about thelr own history.

A

Recommen’datjon = "'_ :

What can a teacher, school, school board, and school district’do when
relevant, unbiased materials about thejy community are lacking? Conduat™a
community-wide writing campaign to produce the necessary« materials!._
Aftér some initial training in edycational materials des|gn young and older -
people workmg together in Native languages and English, can enjoy writine,
publnshmg, evaluatmg and revising their own textoooks and supplements

u
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7 CROSS-CULTURAL ASPECTS OF o -
' ACADEMIC PERFORMANCE: | )
lMPLICATlONS FOR THE SCIENCES
by :
Paul A. Goodwin . T
Geophysical Institute - . )
Universitv of Alaska. Faighanks e
\ . -
and '
James M. Orvik
Center for Northern Educational Research P
University of Alaska, Fairbanks e
Introduction s
Most students have been exposed to mathematics and some form of

N * science education for each year of their first nine grades. Many have gone on

“to increase their skill in these subject areas while in‘higfi school. Nevertheless,

the most commonly referred to nemesis of a given student’s college degree

aspirations are the associated math and science requirements.

~The low matriculation rate of munorlty students into -the f|elds of '

mathematics, physical sciences, engineering and chemistry, herein referred:to .

as the basic sciences, has become a. ma;DLQoncern of the professional scierices.

A -large component of this concern originates with the econom|c‘o~reﬁs>sure-"_',-m
_attendant to the recently enacted afflrmarlve action statutes. More recently,”
however -the- concern about mmoruy representation in the -basic sciences
has- been increasingly mctivated by.more humam_snc and academic con-

-~ siderations. In the. first ‘place, an increased minority participation in the

.~ ~workings of basic science would add dlmensmn to the field. In the second
' place, the- quesylon itself is interesting: )Why is ttxeredﬂgi more mmorny_.
representanon .t any educational level, in the fields ol‘the basic sciences?’”
“"Clearly the .question has a partial answer by virtue of the fact that
many potential minerity'students of the basic sciences are mnmlda(ed by a-.

- . negative anticipation of the currlculuw However, th|_s_ parnal answer will "
: loglcally lead one to ask why the minority studeng® sh“til& be so decndedly _
affected in this"way when comparlﬁ\t: the typifat ’Stul:lé*m of the dom-. .
N mam culture and race. Such questions were raised durmg t"lk yecent develop- S

'_ ment of courses designed specifically to meet the needs clf Native Alaskan
upiversity students. [

e l“' STAU the ‘start of the fall semester, 1972, two speC|a| crogs-cultural science

e \ v cour—ses were offered at the Unlversnty of Ataska, Falrba_f s (UAF)These

" courses were developed in respcnse. to.a-growing ‘awarenegs that many cul-

turally dl_fie,r_ent and-rurally ‘educated students did not go'on to complete

“their college dégree aspirations simply because of the. d|ff|culty they

. ..—U“experlenced while "trying to sansfy course requirements that implied a
' working knowledge of math and the associatéd-scientific method.

_‘,\ At the begmnmq of each. course, quesnonnalres were-passed out, . The
e .intent of the guestionnaire was to determine the average Workmg knowledge
of the.class in math and science. Once this norm was established, the courses
would begin at that level of math and science and work upward; reaching,
1 Hopefully, a poin\t\ at"ﬁ?hieb each student-could successfully compete in-othér
i S~ N NS L. . ot
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scientifically oriented courses on their own. The results of the questionnaires
were surprising. For instance, in the class offered during the fall semester of
1975, a questionnaire was passed out during the second meeting of the
course—before instruction began in earnest in any course at UAF. The
questionnaire contained problems: of a mathematical and physical nature.

. The questionnaire was anonymous and there \)yas no time limit. An example

of the type "of problem found on that questionnaire is “What does 7-8

equal?’ Also: “What does 1/2 + 1/3 equal?” There was another problem of ——
sSimilar nature and also one word problem. The word problem was con- -
strueted so as to give its own answer. Out of 22 respondents, 13 students -
answered all the math problems incorrectly. Of the 22 students, 18 could

not answer the word problem, evén though it gave its own answer. Similar

_ studedt pe'rforman\t:e has been noted within every class of every semester

that the courses-have been offered. o .

The quesﬂbn as to why there is not more minority representation in
the basic sciences. and the guestion concerning why the minority student v
should“so negatiVely anticipatesa scientific curriculum seems*10 have been -7
largely answered by the results of these questionnaires.. That is, typical '
rurally educated Alaskan students were being sent to college grossly under-
“prepared for the academic challenge that would face them. The next question

" ‘that arises, then, is how-the college level educator might successfully instruct 4

_even be requifedto take science?

. what cognitive areas are represented in science, we_see that education thetein,

this group of students in the seiences, their academic preparation notwith- 7 .
standing. Indeed, given.their preparation, why should this group of students

. In answer to the latter question, the value of scientific education can
be-séen to manifest®itself in many ways; the most, obvious of which is to
allow the student a certain flexibility in a technologically “bound society.
8y learning the vocabulary and method of science, a student opens up broad .
areas of experience that would normally be closed to him. Bt thisis only a
narrow pragmatic aspect of the value of a scientific education. If we consider

.

'if appropriately done, could facilitate -cognitive mobility in exactly those.
areas. The obvious cognitive task involved in science is abstract thought,
Thus, by constructing science or math courses that deal not only with-the *

. pragmatic aspects of science education but. also-.with cognitive: mobility in

abstract thought, the stadent could'..benef_it"" by being involved in.a direct_ed
effort that explicitly. addresses develo éﬂ_t in at least one of the major

consequential cognitive, areas of the f,brﬁ'ra' é'dﬂ:ca‘tio:n -puocqs,éj@elf.

1o answer the former quastion, ond st appeal to cuftural and edu-,
cational research. In ‘concurrence, it, is the purpose of: this purer to present

“the results: of educational research 'that was ‘pérformed for the intent of

improving the effectiveness” of the afore-mentioned cross-cyttural stience
courses. While the results of the research were addressed to the;need of the
particular group of’students of the class being taught, it is thought that these
same results could juétf-as easily -be applied-to any group of cultuFé‘Hy__dif-
ferent students at: any educational level. That is. to say, the orientatioh of
the educational research_was broad in scope and it was concerned with'the

’ _Vc_let'ermination of which cognitive parameters were of primary impgrtance in

O
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Cognitive Ability: Genetics Vs. Enwronment e
Cultural minornty yroups are often composed of people who may
atso-be considered as racially minor. [t is well known that | Q. test data yields ™
consistent associations between the type of cognitive response being assessed
by the 1.Q. test and the race of the testee. Alternativeiy, the same test data_ __
will show a sttong association hetween culture and cognitive ability. Con-
>_5equently, a large portion of the ‘res‘earch associated with cross-cultural
education ‘concerns itself with thie polemic issues surrounding the cognitive
consequences of culture or environment versus race. This issue is germain to
" the endeavor of this paper, for if certain L\{ cial groups are cognitively incap-
- ..able _of academie—succeds ‘in the basic scténces, tife guestion ®of minarity
_participation i those seiences_is largely answerecd. The sarr 2 s true if certain
. cultural groups afe cognitively incapable of “académic success in the basic
' sciences. There is one important difference: If scientific cognitive capability *
" s largely under racial genetic control,-short of eugenics, little can be done to -
achieve a productive and viable- racial balance within the basic sciences. If,
on the other hand, scientific cognitive capability is under a dominant cul- .
tural control, much can be done to increase minority participation in the
-sciences bif appropriate chianges in curriculum materials teaching styles, etc.

A good part of the problem of assessing the cognitive capability or
intell;genre of a-particular cultural or racial unit is the lack of an acceptable
“definition for what is rreant by cognition or intelligence.' Many researchers
simply défine intelligence as that cognitive componeni that is measured by

T the 1.Q. test.Jensen ((1969), using such a definition of |nre|I|gence showed ¢.

) that inteliigence is functionally related to race. In a later and much broader
analysns of  the genetics-znyironment _argument, Baker (1974) concluded
much the samé thing as Jen;en Baker’s-main thasis was that given the easﬂy
.assessed morphological dlfferences between racial “norms, it would: be. in-’
cpnceivable to assume that the poteptial cognmve capabitity of one race
was exactly the same as- thaf of any orher race. . PO R S
Myriad papers have heen: “witten in .rebuttal to, especially, Jensens
_argument that mtelhgence is genetically hetitable, Essennall_y, these rebu*
“tals filled in those areas that concerned the cultural and énvironmental
influence on intelligence that Were either neglected or superflclally treated
_oy both Jensen and Baker. Some papers took a general exceptlon to the idea
of relating. phenotypxcal and genotyplcal traits among b !0qnca. popul‘.nons
(see, for instange, Layzer, 1975).. The rehuttal arguments were persuasive
o and when taken in conjunction- withzthe.genetic position showed the need

" for a conhnued effort into the quesnon of the cognmve |anuences of cul-
ture and environment, as opposed to rene. : . © e

It has become increasingly clear; that' there are many cognmve in-
fluences in our lives; two of the most important of which are the cognntrve
influences of #anguage.and formal  education. [t will bhe recognized that

e Janguage i§"a function of Culure, or in some cases, contact among cultures.

¥ Formal education is virtually always a-cultural contact experience for the
culturally different student. Whorf (1956)" using a Hopi Indian example,

establisied the hypothesis that differences between |lﬂgUISth structures

imply differences in cognitive processes. To exemplify” this hypothesw we

need *only consider the grammatical emphasis on time exhibited by the
currently dominant. Western culture. and -compare that with the lack of -
emphasis on time found in ‘most American Indian ¢ultures. As an example, .

s . . . -
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in the Inupiaq (Eskimo}) languagP to say . ‘four seals’’ is perfectly feasible

: whereas to say “‘four hours®is not. In lnuplaq, there are event ‘oriented time

deslgnatlons for morning (uvlaaq), afternoon {gitingnguq}, and night {unnuk),

* (Wilson, 1975}, .but time durations,.like the hour must be somehow specified -

according to the given time designations. For. instance, ''the -man stayed

~ four hours’’ might be translated in Inupiaq as ‘the man was here in the |
afternoon.” Whorf showed that the Hopi language is similarly event oriented

with respect to time. It is WRorf's tontention that this grammatical difference
is a manifestation of a different conception of reality. While Whorf’s thesis is
not umversa.ly accepted, it does point to some difficulties of a grammatical
nature that may beé encoufitered in cross- cultural ‘edutation. Shribner and
Cole (1973} in their paper on cognitive consequences of formal educatlon

_showed thzt classification, articulatidn and abstract thought are among the

smore easily defined cognitife consequences. Whor('s point thus falls into
perspective. If different linguistic. schemes imply different cognitive

topologies, then surely at-least one of the consequences of formal education--

becomes involved: vis., articulation. Academic’ success at the college level

depends heavily on the ability to articulate well in the?acr'epted fashion of _
the given educational community. A crossculturalstudent "‘whose lexicon is °
different from the academic community in which he is’a member will find-

articulation difficuit. Consider then the problems that may be encountered
if the student s conception of reality is also differerit. )

Colby (1975). suggests the term culture grammar to describe the opef- '

ational function of culture. Colby quotes an unpubllsnw descrup\mu of his
meenmg, written- by Schwartz as: “There are a ‘number, probably not large,
*&f basic and powerful heuristic modes of problem construal and approaches
to solutions whicn are variably manifest .nd developed in different cultures.
"Where these heuristics are present théy may be specific to certain tasks or
they may be general—in other words, - available for the solution of novel
problems."’ The heuristics - described . by Schwartz are synonymdus with
‘Colby’s culture grammar. f>the culturally different student’s conception of
reglity is not exactly different, his cuiture grammar most assuregly is. Hence,
this student’'s form of expressing reality, or more- particularly, his behavior
will. also be different. Giyén different modes of problem construal and
approaches. to solutions, the culturally minor student wili exhibit a-propen-
sity toward *failure when faced with the task of interpreting contmgenCles

_that_are culturally speCIfled in ways"that are, by defmltlon outsnde his

scope of ‘experience. ‘

It wil- be recalled that a hlgh percentage of the studénts involved in
the cross- -cultural science courses could not answer, the .worded problem

e Thls word problem and the average student’s mabllrty to answer it points to -

a general non-interpretable contingency. That. is to’ say, the student'’s
W famllranty with ..c:entnfrc lexrcon. and syntax was minimal. Consequently,
the student could not encode the |nformat|on contained in tl)e Guestion.
That the student cou’ldrdecocte the. questlon if understood, is testified to by
“his abrlrty to complete the redt of the questionnaire. Thai the student could
.cognitively process the ‘questiom, once it was encoded, is apparent because

of the relatrvﬂy«cxmple cognitive task’ built into the praoblem. It is not clear-

whether Whorf 's contentien that a person of a different linguistic commumty
possessgs a different conception of reality was represented .in the response
that was.recorded for this questron itis clear, lhowever, that the difficulties

123 -41.‘.41” Y
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encoyntered by the students in understandnng ‘such a questton are easily
overcofne. This was demonstrdted by asking similar questions at- a latér

"~ date and recelvnng a predomnantly correct response on each occasion.

Cole and Scribner’s book, ‘Culture and Thought.(1974), suggests that
abstract reasoning.is not intrinsic to maost traditional cultural units. While
this 5uggest|on is nmmnnently reasonable, the concept 'of .a relation between
cuitural traditionality’ and -the possession of abstract thought is not-simple.

"On one hand:ther¢ is a temptation to.equate articulated or nonarticulated.”

abstract cogni'tive‘processes with “Western'’. modes of thought. However, .

if one traces the cognitive development of Western man,.it'is found that the

‘abstract thought processes were not made explicit until_father late in history.

The Greeks brought to explication abstract reasoning in the West when they
further deveioped and articulated the various logical systems. Nevertheless
Denny (1972) would "argue that a substantial pottion of any ‘‘Western’
sample of "beople use thought processes that are distinetly nonabstract (so-

'

- called cancrete thought). So, if the Greeks brought formal abs’sract processes

to the West, there are, evudently, still a great many . Westerners who haven't’
yet caught on.

On the other hang, one m|gm take the position that while abstracl
thought may not be universal to Westerners, it is in the West that such modes
of thinking reside, to the exclusion of other civilizations. However, a study -

“of Pre-Columbian civilizations flrmly establish "that the American  Indian

practiced the scientific methcd (Brown, 1975) and, as a resuit, must have
incorporated abstract thought’ processes into their culturally specified cogni-
tive patterns. Indeed, Gallenkamp (1976) has pdinted out that the Maya
developed fully articulated versions of certain scientific congepts that even
the Egyptlans, Greeks and Romans did not possess. Other examples of this
type of cognltlve development within various anc:ent clvullzatlorxs of man
can be clted -

- Where does this. Ieave us? As stated before {here is no simple relation

between traditionality and abstractness. This ‘statetnent now becames more

“‘associated by definition.

-persuasive in_as much as we can establisi the existence of concrete thought

among some persons uf Western culture and abstract thought -within some

-"'traditional” cultures. The position we consider the most useful for further.
conceptual development is to make the extent to which:abstract cognition

comprises high probability -behavior.in :a- particular culture™ part of the
definition of .its traditionality Thus, rathér.than impljcitly assuming a cause
and effect relatnonshlo between tradmonaluty and ‘abstractness, they become

.

)
Academuc Success -
Academic succe$s has been mentioned throughout the preceedlng

discussion’ concernlng the periphery of a few important aspgcts of. cognitive. '

ability and mtélllgence Cognitive ability and intelligence werée dealt with
primarily becausg they are.at the'core of questcons that involve a student’s

‘ability to complete successfully a scientific currlcule’m ‘In one sense, the
d

assessment of ‘cognitive abuhty and iritelligence is'a prededent of- the academic
endeavor, while. .academic success is a post’factual evaluative devrc&—Howe&
we agree with Wallach's (1976) persuasive presentation that test scores,

college grades, et cetera, do not ctorreiate very well with external achieve- -

ments in the real_world. Mevertheless; for minority students;~performance in
. L . "
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-0 -achieve: This in addition to_ the usua! avenues of achieverhent with

. -
. f

" the present academic settiny is.itsglf a realistic "real life" gituation in which

-

© . that'the academic success criterion does contain many of the same parameters

5

e

" Student Orientation Services , : ' : » ‘
‘ The -Student Orientation Services (SOS) was begun at UAF in 1969
" int response to the needs of students from rural areas of Alaska and students

in their

*cuilture of origin. = . .
If we examine the cognitive attributes of a given student or group of

ttudents énd then allow _thos'e attributes to infer something 6f the capability
of that student or group of students, we are in somewhat of a coniectUral
milieu. . This is because nd precede‘nt cognitive evaluation can portray ‘the,

entire cognitive 'Vspect.rur‘n needed to construct a comprehengive prediction,

"~ Using academic success as the metric of cognitive ability or intelligence, on -

-thé* other hand, requires no conclusions of a conjectural n’at'ure,.other than

success is a more neaningful measure .of cogritive ability than 1.Q. tests,

et Getera, simply because the academic success criterion is a means whereby

one may quantify..that which exists in fdct.. Inductive reasoning may then be

. those raised by Wallach (1976). From the realistic point of. view, academic . '

invoked to attémpt.to explain the reason why behind the factual observation.”

For these reasons, the academic success criterion will be defined .and

‘thereafter used in conjunctiorrwith the point of this paper._ ‘
~ Adademic success is presently defined as the achievement of a grade
point average (GPA) equal to or greater than 3.00 (grade = B), while at the
‘same time enrolled in courses that comprise at least 12 semester hours. '
) _Relating the various cognitive components‘ of academic success, as it
has been defined, to the existing-1.Q. tests\,_and'o'ther precedent cognitive
. measures is outside the scope ofi this 'pager.’ It can be inferred, however,

‘that_characterize the 1.Q. Test, provided that the course structure_implicit

within the eriterion is sufficiently broad in scope. In addttion, the academiba

success. eriterion implicitly contains cognitive parameters that are not'gen-
erally assessed by precerdent evaluative tests*We thus assume the validity of

that affects Ythe criteriori. In so doing, it is felt that we are using.a more
unified cognitiv_e assessment tool and one that is, in any case, post-factual.
' . o ’4“

jwhose cultural background ‘was different from the major culture of the
‘campus. .From the inception, the SOS student pody has been -composed
primarily of students. with-a Native Alaskan ra_cial'an_d cultural heritage.
Usuaily, a student sarved by SOSsreceives financial assistance from the
Bureau of Indian Affairs {BIA). Academic fundirig from BlA.is contingent
upon the rac/e-"of the applicant.JAt least one-quarter {ndlan or Eskimo blood
{Indianid) -is \gnandatory by law for the applicant to qualify for financial
assistance. Part of the BIA scholarship assistance applications contain certain
questions that seek to establish each-applicant’s racial background. SOS

. seeks to establish racial heritage for each student under their auspices since

these’ statistics are ‘a part of their operational objectives. Bath BIA and

SOS are aided in their endeavor ‘by the recent enactment of the Alaska
Native Claims Settlement Act (ANCSA) of 1971. To receive benefits urider
the new Act, each registrant must have a verifiable Native Alaskan ancestry.

Consequently, most students who are a part of the SOS student body- have an

-~

Sy .»—()L"’ .
: '71“~25'1 ‘.'"",5~:. .

B

I.hJ?, academic success criterion as a retric of total cognitive ability, with the
pravisd that care must be ‘taken- in examining the implicit course structure’

o

’-



O

ERIC

Aruitoxt provided by Eic:

- village or_town of origin and the schools anendcd :

- . :
accurately known racial herndge In addition to thls valuable racml srofile
for each student the cultural heritage may be inferred from the stydent’s
Hybridity among the Indianid population is common. Most h brids,
however, are at most third generation or I€ss. As'a result, the mmoflly of
SOs students are known to be 0/4,1/4, 2/4, 3/4, ar 4/4 Indlanld ‘White*
hybrids. A few students fit the racial fractions 3/8 5/8, 7/8, and !15/16
In actual fact, these facial fractions do not cxaqtly fit many of tWe SOsS
population students. This is -a consequence of a cohstant gemmc |npul from
- European and Asian races for at Icast the last 150 yaars. Howevqr this
genetic |nput has been sporadlz and generally far removeu in terms of the
generation of the current SOS population. By now, this genetic pe.3! ‘\r{oader.
ing influence must be random and slight. It can therefore be assu-néd that
the racial fraction listed by each individual student applies accurately’ to the
average of all students who list their race with,the same fraction. Quite easily;
then, those SOS students who can be described by the given racial f:]actlons

can be grouped into two populations defined as £ 2/4 indianid and >2/4

" indianid. Moreover, .the Indianid genetic influence within these two ‘)opula

“tions will be known to an unusual accuracy. .
Cultural and societal isplation is .a very tangibte quality of Iaskan
“life. The immense area of Alaska combined-with its sparse populanon renders
st towns and villages easilyaccessible only by air. If it is known that a
na‘rncular village or town js isolated, except by air, and that it is cofnprnsed

primarily of Indianids, :he cultural demeanor of the village may be ipferred. |

In this example, it could be said that a member of the village undei -~on-
“sideration has been-exposed to a more traditional culture than some arbitrary
member of another town or village <hat was neither so isolated nor pgpulated
so. predominantly by Indianids. Thus, SOS students .who have listpd the:r'

village of origin can at least subjecnvely ke placed into three categories:that =

best describe the type ot cul.ural influence they have had in their early life.
The categories that will be used here will be defined as Native bac ground
(NB), rural background (RB). and urban background (UB). NB corresponds
to the type of background described in the above example. The RB c¢ategory
corresponds-to those students whose origin is listed as a rural town or wllage
which is knqwn to, have a cultural demeanor that departs radically from the
traditional culture of the Indianid members. Such a ‘place would bl Glenn-
allen, Alaska, which has a S|gnrfrcant lnd|anud population but vhich is
accessible by road and which is cuiturally “western.” Another RB{location
would be a coastal village whose economjc base has shifted to commercial
fishing; an enterprise governdd by western: culture. The UB category is ob-
vious. h thiy category were placed all students who were raised eithef outside
Alaska or, within one of Alaska's urban. centers. ‘Foreign Indianids were

excluded from consideration because their racial and cultural make np could

not be.determined as avcurately as U.S. Indianids.
~ The majority of the members of the generation of students
cussed here- received their- primary~education in their village-of origip.

eing dis-
This is

not tAe case for their secondary education. Because most villages fhave .too

small a population to support a high sckool, the State of Alaska and the BIA
deemed it appropriate to offer secondary education only at schpols that
were removed from the student's homé. Boarding home progrgms were

established and students from the outlying villages populated the ;I.r'ograms.

- N . 4
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" When a boarding home student was sent to an educational institution that
was meant primarily for native or BIA students, that student was categorized
“as receiving a native education (RE). Those students who were fortunate*
enough -to have a boardlng home school located in their village and, ‘as a .
. result, attended that school were also categorized as receiving a native edu-
. cation. -Most boardmg home schools were, for the generation of students
under consideration, located in an area with a high Indianid population. if
the school was, on the othei hand, located in a rural or urban area and‘ was
not meant primérily for boarding home students, then the student was
categorized as either receiving a rural education {RE).or an urban education
{UE). Students who did not attend high schoo! or Wwho received a high school
d|p|Qma by eéxamination or correspondence school were categorlzed as GED.

In addition to tabulating students according to background and educa-
tion, a table was constructed which delineated the number of students: of
each racial fraction according to thair year in college, their sex, and whether
or not they have deciared a major, This later category was included because a
declared rmajor implies a more directed dcademic endeavor as well s implying

-~ ' more academ adwsement f;om counsellng sources outside.of SOS. .

Pt T e BT
. R T A

Data Analysns ‘ ' ,

' The data were arranged so as to form a tabIe which gave the total
number of SOS students by racial flactlon baokground and education cate-
gory, NB NE, et cetera. Tais was dene for the group of students_who
attended college and took 12 units or more during the. fdll semester of 1974
and also for the spring semester of 1975 There was a total of-172 students
counted during- the fall semaster of 1974 {F74) ard 142 during the spring

_semester of 1975 (§75). Each student included in these numbers could be
tnamoiguously lazed mnto a racial, cultural’ and educatmne' category;
otherwise they were excluded from the count.
" Once it was known how many of the total number of SOS students of
each semester. were represented in each compound racial, cuitural, and
"educational. category, it was then determined how many of these had
achieved a sermester GPA greater than or equal to 3.0. The two numbers were
then compared. First, the number of studerts who, on the basis of chi 1ce
alone, wouit Le expected to fit a given compound category was compared
" with the number actually occurring in that category. This-gave information
as to whether the number of students appearing in a given category was
- apove or below that number of students which could be expected to occur
at random. Next, a statistic related to chi-square was applied to the numbers

of each compound category so as to determine the s|gn|f|cance between the .x;

. relative magmtudes represented by the numbers, if any.

" Table-{1) shows the results of-this procedure.. The. numbers appearing
in® each compound category .are termed 2-numbers. To clarify the meaning
'fof the .3 —numbers consider the table and the category of students who

“ .~ Indianid. The 2 ~number for the-background section UB F74 <2/4 In-
dianid set is +89. This mearis that random fluctuations alon2 would produce
the number of F74 < 2/4 Indianid academically suécessfus {AS) students ~
appearing in that factor 89% of the time, given the background structure of
the SOS populatian. The sign indicates directionality and shows that the AS

factor number exceeded expectatlon (+) or that the AS factor number was
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"NB
RB
us

.. NE
\A;.sR E,,_.n
CUE -
-¢ED
YR1.
YR?

YR3-4

M
£

MAJ
RACE

"NO. IN

AS SET .

575
Union |

19

575

2/4
-93

+66

92

-84

-9

" .92

-85

TABLE (1)

, 575"

==
2/4

+70,

188

+74

+63

+8€. -
.76 -

+73

+13

-90
+8.L

1M

F74 +74
Union >
' 2/4 -

. -87 +91 8
.95 +90
+9% - +89
+88 +B9 +717
496, - i +91
- 96 _-93
.94 .96 +94,
+95 +90 .80
+95 .85 . +84
. 94 " +94 - 83
+87 .97 +87
.88 .96 +95 -

- .90 490
26 13 S 13

below expectatlon {-). The same factor Iasted for the S§75
a -number of +66. In the same manner, the +66 valte in-
> 2/4 Indianid AS students occurring in -

" set shows an
dicates that the number.of S75

- that factor would occur by chance -alone 6€% of the time, given the back-
- groand structute of the SOS population. The vther 3 -numbers imply the
same interpretation.

hava“the lowest

Given the meaning of the

3 ~number, we see that those factors that
3 —numbers are the most significant. That is to say, a factor

> with a low 2 -number sunply says that the AS populanon number appearing
““ in that factor would dppear by chance aloze less often thin if it Had a higher

a —number. In that case, it is evident whn.h factors are the more sngmflcam

to which racial types.
From the table it“can be seen that the most s:gnlfucant background
features of academic success among the group of students of each semester
< 2/4 Indianid are, respectively, NB, UB, and RB. Among those

who are
students of each semr.ter who
- nificant background feature see

\,\L:e greater than 2/4 Indianid, the most sig-
s to be the UB category. The data are

mcomplete for this set but the fa —number given for the S75 > 2/4 cate-
gory suggests that it is highly significant whether or not the Native students
i mvolved were raised in an urbap setting.
ectionality for this category is positive. In other words, those students who

fell- into this ‘category exceeded
idea that an urban background

It should be noted that the dir-

'expectatlon This result corroborates the
rovndes 4 person with & cultural grammar

» that- possesses more f‘ognmve c)mponents requisite to academic success

than does the Native or rural background.
mterpr’tanon
semester. We see that, on the ayerage, ‘a person.: raised in the traditional

culture falls below. expectation

In

support of this

considetr

.wholly urban setting always exceeded expectation.

2]

the union set for each

hile (hoSe raised in setrings indicative of a -
dominant. cuitural influence, usually exceeded expectanon Those raised in a

> 2/« _.ndjanid '

>

.
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. The education secnon of Table (1) shows that the GED factor was

in’ all cases not amenable to lh\‘ type of statistics used .in the analysis. No
.attempt was made to dcvcqu; means whereby this factor could become
statistically analysed.

s

From the educa'tmn sec\aon some  very imeresting observations .

|mm9chately emerge. It is notlced from the data that the NE directionality
rémained positive,across thg;sa‘nester for the < 2/4 sets. For this same set,
the UE factor remained negative. This is in contrast to what would be ex-
pected. A .rural native education should equnp a student academlcally less
well than the urban educanon _The reverse seems to be the case. Here we see
that tnose students with a rural nauve education exceed expectatuon while
those students maracterlzed as recelving an urban education achieve at a
rate that is less than expected. Judging from the magnitude of the signifi-
. cance, we clnnot assume -that the unexpected® behavior of one or two
students have daused tlus curious Situation to have occurred. The > 2/4
set indicates that the magnituge of the significance of this category chaiiged
little from F74 to S75 but the directionality was negative. However, the
significance levels are so slight here that little meaning can be attached to
the directionality. :
o Recalling the criteria used to categorize a student as either NE or
academlq potential. An. c)bwous consideration is whether or not the student
was removed from his traditional background te attend a school that reflect-

"ed a different cultural milieu. In analysing the data.it was found that during

F74, 20 > 2/4 students were categonzed as NB. For this same group of
students, it was ‘found that only 10 were categorized as. NE. Sirailarly,
RB =30 and UB = 18 while RE =-27 and UE = 28. Obviously, there is a diver-

* gence of students from the rural and native background setting into the

* urban education setting. The students so dispiaced may have reacted to their
environment to result in a population of students who received the "benefits’’
of an urban education Eut whose psychological andcultural impact problems
overlaid those educational aspects assuiried to be beneficial. This conclusion
has been reached independently by Kleinfeld (1974)

Considerations other than prior bar‘kground or education ente; the
equation for academic success.' For this reason other categories that suit-
ably describe each student have been included in the data. The YR. STAND-
“ING section, has been included both because the information is easnly obtain-
‘able and because the data can serve as a check to see if the SOS student body
and their academically successful students follow the same yearly trend as
the general UAF student “body. At UAF and most other universities, the
year standing of the student has much to say about their chance of becoming

’academlcally successful. A higher percentage of upper division students
" atfain the 3.00 GPA . than lower division students. |n other words, the year .
standing becomes a more ‘and more significant aspect of academic success.:
Most of the S75 data is not usahle to determine whether or not this is the .

case with_the SOS student body. The F74 data shows, however, that the
tendency for SOS students to academically succeed, the longer they remain
in college, :matches the general tendency of the UAF student body. That
. this is so adds credlbulny to the tacit assumption that a g:ven SOs studem
is representative.

The MAJ factor was |ncluded for reasons prevlously stated. We not‘lce )

‘UE we see possubly |mportant differences that may affect.the student’s later '

e
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from Table (1) that the slquu_amc is slrght but it s notlccd that, except
for the union set, the signiticance increases from one semester to the other.,
*The greatest (‘hanqe and greatest absolute significance is recorded for the
> 2/4 Indianid group of students.- Moreover, the directionality shows that
this group of students fell short of expectation. Declaring a major implies an
increased level of academic advisement from . counselors outside of SOS.
For the > 2/4 Indianid student, who would exhibit more of the difficulties
associated with a student of a rural native backgrountd and education, this

« advisethent may be detrimental. In keeping with this interpretation, we notice
that within the S 2/4 Indianid group of students, the MAJ category is less
important than it is for the "> 2/4 Indianid set. The < 244 Indianid student
“hody contains fewer stucdents with a rural native background or. education,

~ Hence, unenlightened academic adyisement woul(l be. expected to affcct

" them less.
Turning now to the rmplrcanom attendent to the racial factors we

notice only a marginal significance. It is interesting to note that the < 2/4
Indianid students exceeded expectation during both, somcsleri while the
> 2/4 Indianid group fell below expectation. Howevvr, as. can ‘be nonccd

the sigmficance in the racial factors changes from one semester to the rroxt'

This would suggest that the racial factors are confounded with other factors.
The dll‘t‘CtIOndhly notwithstanding, the significance levels for this factor
when comparecd with the significance levels of other factors indicate that
whilg race may unter into the equation for academic success, other factors
are potentially much more important. : :

© Discussion and Conclusion

To6 summarize the results that have been. obtained by analyzrng the

SOS student body data, it has-been found that various factors enter the
equation for academic success. The most significant of these factors was
found to be related to whether or not the student had been displaced from
his traditional cultural environment to receive his sccondary education. It
was )found that if a student was so displaced, the supposed beneficient aspects
.of the displacement were |n fact translated "into a propensity for failure,
insofar as achieving a high grade point average in college was concerned."On
_ the' other hand, if the student remained within his own cultural unit to re-
‘ceive his secondlary education, this was translated into a propensity toward
success. This, in spite of the fact that the urban integrated school is con-
sidered the superior.educational environment when compared- to ‘the rpral

often, nonintegrat.c school.
The next important term that entered the eqaation for academrc suc-

cess at the colleg. level was found to be related to the students’ early cul-

tural environment. In pafticular, those raised in an urban setting wefe found
always to exceed expectation whereas those Jraised in rural or trddmonal
cuﬁurq{ environments, on the average, fell below expectation.

In the data analysis it was dlso found that the race of the student was
.of less importance than the student’s cultural and educational background.
For instance, correlations between the race of the student and whether or
not that student became academicallv successful was fo and to be of marginal
significance. On the other hand, if the student were raised it an urban setting,

+ expectation was exceeded regardless of .the racial type consrdered

128 RO
. ERE _ o

7



O

ERIC

Aruitoxt provided by Eic:

-encoding and decoding 5o as to increase general articulation “skills.

But, how m.ght one translate this information into a meaningful educa-

“tional process’ spucified for-the Alaskan minority student?

In the: first place, it should be apparent that the delivery system for

sacondary education in' rural’ Alaska needs to be overhauted. If the results of

the data analysis reported herein are correct, it is obvlous that the present
delivery is detrimental to the average student, That us the data,suggests
that it is better fot a stgdent to receive. his education within the cultural
unit in which he was raised. This'is evidently true even though the rural
sécondary programs are not in gwwml able to meet the same academic

standards” as the . urban secondary programs. Hence, the delivery. system -

should bo changed so as to allow more students to receive their education,
in total, within the cultur al unit in which they are raised.

However, this is a long range goal and does nothing for those students
who have been displaced and who are now displaced in deference to their
secondary. etucation. To,develop viable educational programs for- this group
of students, onc. must: conslder what the net educationdl eHcct must hdve
been in the displacement of these students.

From v simplistic point of wew, we may say that stuclents dlsplaced

fram their traditional culture to receive their secondary education simply. h

did not “learn’’ at the rate expected. More precisely, we may say that such a
student did not incorporate the consequential cognitive tools, usually
prowded by tho formal educatioq process, into a modified culture grammar
that would allow them to competc successfully in an urban professional or
collegiate setting. .

Moreover, those students who were raised and also, educated within

" their traditional native:environment may be considered it somewhat the

same manner. Albeit to a far lower degree, these students also have not
ihcorporated the necessary cognitive components within their operational
culture grammar ‘that will allow them’to compete successfully in an-urban
s"‘ndemic or professional environment. ’

- Any, educational process specified with respect to these students
should therefo‘rc cor tain the” specific objective of reinfdrcing those
cognitive areas that hive here been postulated as weak. in other words,
thé educational process should, among other thmgs stress the development

of the cognitive tools that are Khown to be important in the academic gn-

deawor. For instance, English courses could, among .other things, . #tress
;

Perhaps one of the more valuable courses that ‘may be offered the

group of studenm wnder consideration- here is a course concerned with the

conceptual ‘development of the scientifig ‘method. The reason for 2 science

course being singularly important. is because basic mtroducmry science

deals with very narrowly defined conceptual processes. There is very little'

sub]ectlve area for a student to deal with in solvmg a problem in the basic
sciences.’ -
Since science and math is '\othmg more than highly specialized Ioglc
and hence _abstract thou%ht the narrow conceptual format may be utilized
in a very ddvantagpous way- As an example, a stude,nt could be asked to
delinéate verkally what one i$ actually (loum when one solves a simple math
prob}em Tﬁfz narrow conceptual format of the problem does not allow the
student to strdy very far from the cognmve process being described. More-
over,’in asking the student such a question, one would be glvmg the student
a l.a
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valuable practlce in how'to arhculuto her/his own thoughts This ability has

obvious valug rugar(lluss of whether the Student ¢ontinues on m college or

not. =,

’ " Again usmg the narrow conceptual format of science to advantage,
practice in encodmg comphcated verbal information is also easily given the
student ‘of a science-course, For instance, the, Ledcher can give the student

- an- equation to solve write down the solutmn vorba]ly and then. ask_thie
student-to solve the equat|on The syntax and lexicon of the verbal solutton
- gould be varied, thus giving the student practice in encoding broad areas of'

. articulated information.

B .. Scienice has been a widely neglected area of education’ in most rural

. school systems of Alaska, This is evident when one consnders the remarkably
poor performanee., recorded for the afore mentioned' questionnaires which
were passed out to some 200 SOS students over a period of sevén semesters.
This apparent neglect of Smence education is indeed unfortunate for it has .
" been shown that®cience can be an extremely valuable toolin facilitating
cognmve mobility in exactly those areas that are known to be cansequential
to the formal education process itself, Furthes, senzling students mto a tech-
nologncal soclety, many times to participate in a coflegiate or professional -

: enterprise, only increases the probablhty that those students will fail in their

particular endeavor.

In view of this, the authors of this paper Strongly advise the devqlop-
ment of ‘rural educational programs that include “science .education as an
important component, It is felt that in so daing the future practical, profes-
sional, and educational vnablluty of the rurally educated person will be con- -

) stderably enhantced,
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PART V
ol , |

.~ LANGUAGE ISSUES
| Y

Languages bear within them the biases of their originators—their

attitudes and values. So that if young people grow up speaking ]
v and learning in the language of cheir ancestors, then certain ’

central components of their cultural heritage are absorhed by’

them automatically. If, on the other hand, a language emanating

from some other culture becomes the primary language of young

people, then their most important link with their own cultural

past is broken, their cultural iden tity: begins to weaken, and

ultimately, perhaps, the attitudes and values cherished for many

generations by their own people are supplanted by those of the

alien culture by which the language was imposed. | '
' —Bill Vaudrin

© ° “Language has been a central issue in rural Alaskan education programs
for many years, but has just receritly emerged as a focus foy local influence
and involvement in educatiorfal programs and as a means for revitalizing
cultural identity. Bilingual education has evolved into a major political move-
i ment which has affected nearly all ‘rural, as well as some urban schools in
the state. Though the momentum for bilingual education has been sustained
largely through political ‘processes, a growing awareness, and acceptance of
the educational and cultural sigritficance of indigenous language Tn the school
has led to the development of numerous Native language programs with a
“variety of purposes and rationales. The following articlés address the issues
from different perspectiyes', but all point to a clearer understanding of the
role 'of janguage and an increased use of indigenoys languages, both (,iiréctl\'/,
and.indirectly, ir the educational process. :

-

v
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BILINGUAL PROGRAMS: A NATIVE POINT OF VIEW
‘ ‘ by '

Vera Kaneshiro
_Alaska Native Language Center
University of Alaska, Fairbanks
Education is somutHing"fh;_l't‘,'a,persun acquires that nobody takes away
from him, What is education? ls.‘learning education? It learning is education
then learning in any language and culture must be education. Some, Native
Alaskans used to 'think that ‘education was only being able to speak the

v

" English language. Thay did not realize that what they had learned to do in

their language and cultufé 'was education. The childeen are taught how to
carve, to sew, to huat, to determine the weather, to learn the respectful ways

of life and many, many moro things. A lot af these things are learned in -

the classroom by city childrén, We all happen to have come from some sort

of ‘tacial background. Our first education in essehtial living was learned

through our immediate language and culture. We do not notice this until.we’
“see it in another culture. Language and culture goes ver’s closely togather.

Many of us had narrowed our education on English education only.

" Urfortunately focusing our education on only English has made soine of us

drift away from our original background g

« - We are not -overlooking Engiish education. It is a must for us,

especially living in this widely Cnglish-speaking country. It opens many
doors' to deeper knowledge, but it should not let\us strély away from our
original culture. We can develop -from where we are, without changing our

image. : .

_ Bilingual ec'ucation has been misinterpreted and misunders_tood-‘ by
.- mary people. As soon as the word;“Bilingual”’ is heard, it is thought of as
teaching in a Native tongue only. We forget the real meaning of it, which is

really using two different languages. | personally hope that most of us inter.

pret bilingual education as studies in two cultures and their “respective -

languages. ) . : .
" . Bilingual programs vary in Alaskan communities. For those who speak
their Native tongue, the Native tongue is'used as a first language in instructing

- children in the classrooms when they first start sthool, because many of these
children know very little or no English_at all. For the communities whose
language-is English or both English and Native, the Native language is taught .
as a second language. The concept of bilingual education for tl.ose who are’

from Native speaking communities is.teaching that in a Native tongue is to

teach \hem in the language they know and upderstand. Aut thatis not al'. It

is also to carry on the language and culture that js important and original to
them, to show them that.they can be educated and still continue to live

‘their own {culture. For those who ae mixed Native and English comi-
munities—Native language is taught. as a second language so the younger,
-generation can learn their original background and appreciate it:. 1 have

already seen the appreciation of learning and knowing the Native AIa_gkan

‘culture by many children and the younger generation, ) S

- Sinceé education has been based on only English, we have drifted
" away from using our -own Native ‘language, and using English Janguage has

* - made us slowly drift away from our own culture. We had been too busy to
. . . . . s - .
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‘of the children. The teaching should begin

[}
L
\

“raalizo alt this, We shautd be gritetul that reviving our fanguage and reviving
Our eultune dare uu:lmh'g m oour ducational system now before it completely

facles away. For those of us who lgve a duep feeling about our language and

culture, it meang so mueh to us. 115 not portowad, it is something that is
, ‘

thare, passed on from gunieration to generation. Do we want'to get careless
and Tet it pll fade away? | would hate to see something that is meaningful
and original fade away. o

SOOI is sad that some praple do not realize the importancé of our language
and culture. Recently ' was told that it did not matter whether the Native
fanguage and culture is preserved or ntst, and that the only importance of
asing Native language is ¢ tool for the Native chitdren to leartt to speak better
English, That was hke telling me that it did not matter whether an Alaskan
Native race survived or not. | did not forget that, [t encouraged me to work

harder - toward studying and upgrading our own Native Ataskan teachings.

Yas, it is heiging chifdron to understand and speak\better English, but
teaching if Alaskan Natwe is also to ‘each them to Nwrn in their own
wspective Native tangueyc anel culture, . \ ‘

The bilingual programs have helped in -many ways. U is giving good
results o teaching children in classrooms, gspecially in Native-speaking com-
munities. : . o
‘Mow : is the bitinguat dducition helping in the willage schools? |
come from a 5tri¢:'tly Native-speaking community. When | go home, many
things. change for me--the language,  the qulture, food, behavior, and | feel
good about if, because it is the vrigimal me. When | attended grade school, it

" was very litficult to understand what was being taught by English s‘peakinQ

instructors. We guessed a lot. When we were asked questions, we were afraid
to respend irf@l)glish.for fear that our Engtish was poor. We held back a lot,
knowing.our”expressions were different “than the white teacher. We were
lubq__léd retarded for not being_responsive. Some of us were fortunate to have |
parents who cared about our education. | had a lot of help from my father
who taughy and explained schoo! work and studies to me in Yupik. | did-
not unchrstand half of the lessons in schoot, When my father explained in
Eskimo what 1 did not understand, then | began to learn. | remember this
and it made me feet good to learn. . ' i
When teaching an Alaskan Native fanauage it has to be prepared ana
talight in the Native culture, orelse it loses its taste when it is taught from
an Engtish teaching point of view. These are two different cultures. One

‘has to have lived and experienced a culture in prder to fully understand it.

Speakiig techniques differ when' switching from one culture to another. The
manner of speechhas to he entirely from the particular view point of the.
culture and 'anguage that is being used..That is why the technique in Native
language teachings need. to be prepared 'Py thie Native instructor instead of
being ‘prepared from only ‘the’ English pgint of view. When*teaching in the
Alaskan Native culture, thi eyrriculum shoyld be prepared tp-fﬁeet the needs

te: ‘vi'th the immediate surroundings.
it is important that children begin to learn frém theipifmmediate environmgﬁt
and to gradually expand o wider areas as'‘they become aware of distant
events in life. i o '

Today with bilingual proqr'd?n_l_ncludecl, in our schools, | have seen a

tremendous change ip the children’s atti'fdde toward'schoo! and towards their ..
white teachérs. | can’speak for St. Lawrence Island schools because | am more,

B
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famlllar with the schools there, First of all whon the children first go to
school - their teachers are Eskimo teachers who teach them in Yuplk the
concept of English learning. They are raspansiva to what is baing taught be-

cause they are being taught in the language and manner they'know. They fuol

what ‘they gre and how they axpressed themselves. Thoy are not afraid to
express themselves to their English teacher because they readily feel accepted
*from their Native teacher. Good motivation to fearn has shown itself in these
students because they are understanding whatis being taught to them and the

. accepted a:Z appreciated as students and bacause they are not criticized for

way In which they express themselves in their own culture are accepted.

SChool"‘is‘fun for them now. This is showing them a greater udderst.anding
in their own culture as well as white culture. 0
_ Do we have to change our imaye to be.accepted .by larger sotieties?

Sometimes we feel we have to, because we feel out of place and nct belonging

to the accepted' culture. | have heard Native peoplé saying they hesitate to

express themselves in larger communities because they feel they are not

accepted the way they are. Then they try to change their identity in order to
be accepted. They feel bad tor not being able to meet the culture of a city,
. \We.-ara’oﬁl\‘/‘ hurting ourselves when we try to change our identity and if we
“feel we don’t meet the standards. We must help our children to appreciate

their. heritage and feel comfortatle about expressing it. | haye often heard -

the expression by» ssme village people asking why all of a sudden we are
. trying.to set them back to the old way of living, We are not trying to set
them back. The idea for manv of us who -are concerned is, that Native

.- Alaskans don't hgv? to change their identity to be educated in the whitemans

world. You can stay just what you are and still betome a prafessional in any
field. | would like to mention that it should be emphasized, especially to
the viltage children that they should act just the way they.are. Tne feeling
of being unable to measure up to a ‘white culture in cities is really a set-back
to the education of students from rural areas. They do not have to meet the
standards of city lite to be educated., - : )

- Teaching in the Native language in Native speaking villages is working
because the children feel comfortable being taught in the manner thc 7 know.
It.is also expressed that it is hoped that Native instructiuns would no lunger
be needed in Native-speaking communities because teaching in English only is

" anticipated in the future. This kind of problem arises from misunderstanding

-...of .what we Natives want in ur schools. Althopugh we do not have any

et

authority, we are-concerned.about our children’s education and future. We

have a right to express our 1eelings. | am efcouraged -to see more and more
Alaskan Natives getting -intere.‘ed in Native language teaching as well as
English teaching. Not everybody speaks two languayes. :

~ Bilingua! education is important'to us because it will give us a broader
knowledge and understanding of one another. It.is a troubl<d world already,

- we must work- together and prepare a better. future for our children so that
they may feel comfprtable just the way they are and accept each other. God
made us what we are—why should we change to something we are not, We

have an origin—we have a given talent, let us put that talent to work and
;+ pragress from there—as-a Native. ' ’ ' '

| feel sad with the Alaskan-Native high school and.éollegé students who/

come to our University language oftiée and €xpress that they have no ki
ledge of their language and’ background. They are begitm are of
e & \ ‘ v arg bed
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0 .
tha imporganca of thalr culture and want to learn about it 1t is a slow move:
ment and we will have some more differenceg ebout the program but | don‘t
fael discouragud To sou those young puople becoming interested in lvakning
their language and culture is the beginning of reviving the otiginal Alaskan
culture, Because If we don’t do anything about it, another eulture wi'l take .
ovar and our &laskan Native tanguage and eulture witl anly be histary, .
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DEFINITIONS OF BILINGUAL EDUCATION IN ; ".ASKA

by
‘ i . ' © James M. Orvik
Canter for Northern Educational Resvarch

o ' University of Alaska, Fairbanks ‘n

(Ed. note Pisented ot the 30 Annual Meeting, Sociaty for Applisd Anthropology.
Amsterdant, Maeh, 19761 ¢

Definitions are not ahways elear, nor s it atways clear just why defi
nitions are necessary. The paradox of defimtions lies in their bemyg simal-
tantously nacessary and useless, A sandwich may be detined as two adjacent
stices of bread separated by a comestible™, but try to order one by its define
ition and you may get hungry, it not assaulted. We communicate by words

not hy their definitions but without definftions, words would be ar hmmy_;

and henco, useless.
One of the joys at ayr lifetime .)hevn the passing p.n.l(l
technical terms claiming to wdd efficiency, precision, and dlarity. t

ot new
an other-

. wise complex existence. While not field 1s immune to neofbgisms,; the
practitioner m any field has the responsibitity of making As definitions,

useful, By'uscful P mean precise and comprehensive.,

The purpose of this paper ig to explore the usphﬁnuss ot various
attempts to cdefine "hilingual education’ with pdmcul.lr urﬁph‘ms placed on
their meaningfulness for multiple audiehces; consumers s ;[/e!! as educational
and political practitioners in Alaskd’s multilingual environnient

Before proceeding’to the definivons and their evalyntion, let me first
give you some l)at.quoun(l ahout the namrokunrl ‘t“x’f/l'nt of bilingualism “in
Alaska. This background ‘will also describe the various onditions under which

the term “bilingual education’ is currently being used, appropriately or not,
, g vi X¢

Bilingualism in Alaska : ‘ v -
First, let me describe some general patterns, of -bilingualism in rural

Alaska Urban Alaska, thouuygh confronted with bilingualism reptesents

somolmgursnc patterns beyond the scope of the present pdpel‘ A straight

forward definition of bilingualism s given by Weinreich as ’‘the practice

N . . . vy
“of alternately using two languages”. . ., the person. involved beirig called

bilingual (Weinreich, 19583, But beyond the simple and straight forward

there lles consrdem\lu complexity. Lanyuage use for any pagticular person

~may also ihvolve the relative tevels of con petence in understanding languages

heard (repeptwe skills), as well as the ability to produce lanyuages (expres-

sive skills) for communicating. Expressive skills may be further elaborgted
as speaking and writing skills; and re('emrve skills may also include read-ng
in addition to Ilstenmg skills.

In the case/ot hilingualism thesv,'definitlon,al'ref‘inements are important
because-they regfuire a closer look at the individual, since there are obvigusly

- gAany ways a bp‘rson can practice the use of two {or more} languages. There

is also educatjonal wnportance insofar as the business of education is to
develop prohq’ency tf there is moré than one way of being proficient, 1hen
there are a hly"e number of jobs to which educators must attend. -

S 186 o
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Llngu|;ts vary in the amount of proficiency a person ‘must show before .

-he can be called bilingual..On one end of the spectrum, Bloomfield (1933) .

claims eq+al and” native-like proflaency must be shown before one may be
called bilingual, whereas Dieboid {1968), at the other end, suggests only

- passive (receptive) ability reed be.shown in a second language to qualify.

. For Alaska, a useful definition of b|lxngual|sm should allow, s to
describe : meaningfylly sas many b|[|ngual persons’ and -bilingual’ contexts as

" possible. Thérefore, for purposes of practical application, it is probably the

wisest course to accept the least conservative definition (Diebold’s) as the
most useful because it allows for the most sensitive’ system possible for .
descrlbmg bilinguatism in Alaska. ‘

Krauss {1973) has -employed a system for descrlbvng Alaskan com-
munities accord g to their level of native language use, not inconsistent with
the aboye deflnl ion requirements. The system classes Pach native communlty

.as one of.three possible types: . -

Type A.

Type B.
Type C.

Monotingual Native: (fluent natlve Ianguage speakers of - .
all ages, including all or many chlldren)

Bilingua!: {few or no speakers under 10 years of age),
Monotingual English: {few or no speakers under 30 years

of age).
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T A'number of points should be. made about the’ descrlptlve system to
make clearer its educational importance. First, each wype of community is

" “bilingual;”" even though two, types A and C, are fisted as "’monolingual.”
- The key factor is, language contact..Type A communities are in.the constant

posmon of contact with the national language, largely for purpose of com-
merce and other communication with the outside. Type’ Ko communitirs. are
generally in a state of transitional change away- from a native language,. the
degree of transition varying from place to place. "Table 1 shows.the numbers
of Alaskan communities of each the by generaI language group.
Definitions of Bilingual EdUCatmn

Given some understanding of the dlmenslons of bilingualism as a
concept,* and .a cursory look at its; dlStl‘lbuthn among Alaska’s language
groups et us turn to def«rut:ons of buhngual education. .

(O . Rt o ’ . p

Table 1
' Numbers of Alaskan Native
Communities by Languaga Group and Language Use

-

) Language Group

. : Eskimo- Athapascan- - Tl L )
" Language Use? Aleut Eyak - Tsimshian Haida | -Tlingit | Total
Type A N " 5. .0 "0 0| 38
Type B 4¢ 7 .0 0 - 0 | 47
_Type C 54 - 39 | 1 2 13 {109
Total 125 51 . 1L 2 13 | 192
a. A — All people speak the native language mcluqu chlldren T

B — Some children speak the native Ianguage ", i
" C - No children speak the native Iangqage. B T

(S .
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in tha Draft Guidelines for preparing program. proposals undel Title
VIi—Elementary and Secondary Education Act (1867 amendment), the
following definition appears: i ] . '

Bitingual education is instruction ir two” languages and thL

use of those two languages as médiums of instruction forany .

part or all of the school curriculum. Study of the history angl -

.culture associated with the student’s mother tongue is consid-

. ered an integral-part of bitingual education (1967, p. 1).

Similarly, Gaarder (1967) defined the bilingual school- as one “‘whigh uses,

concurrently, two languages as mediums of instruction in-any portiof of the

curriculum.” He goes on to say, ""teaching of a vernacular solely as a bridge

to another,. the offlcial language, is .not bilingual education . . ., nor is

ordinary foreigh Janguage teaching.”” . .

The National Education Association’s Task Force. qn Bilingual-Multi-.

cultural Education (1974) defined bilingual education as ‘‘a proces ' which
_uses a pupil’s primary language as the principal medium of instrubt‘ioq while
teaching the language of the predominantculture in a well-organized program

éncompassing a multicultural curriculum.” B ] N

The fourth definition-comes from the Education Amendments of 1974, -

enacted into law as U.S. Public Law 93-380 on August 21, 1974. \t|says, in

part: . L .
The. term ‘program of dilingual education’ means a program of .
instruction designed for children of limited English-speaking
ability in elementary or secondary schools, in which, with
respect to the years of study to which such program ‘is
applicable— . . . . .

1. there is instruction givew,in, a study of, English and,|to

R " the extent necessary*to allow a child to progress gffpc-
- tively through the .educational system, the native lpn-

N . guage of the children of limited English-speaking ability,
and such éngtruct‘ion is given with appreciation for the

cultural heritage of' such children, and, witH respect

to elementarv sciool instruction, such instruction shall,

’ " ¢ to the extent necessary, be in all courses or subjectg of

o study which will allow a child to progress effectiyely
3 : > through the educational system. L

implied in .the first two definitions, and explicitly stated in thp last two
- is the reqpirement'that the child possess a primary native, or homg language
." other than English,in order to be a {egitimate target for bilingual edyication.
These definitions make clear the importance of the |ang'[:age' Bs a
medium ‘of instruction not just as subject matter, in order to hualify as”
bilj.ngu‘al schooling. Stressing the point, Anderson and Boyer (1969) take -
care to note that English as a Second Language (ESL) programs, anid cultural
awareness programs are often mislabeled bilingual education. Thay made a -
needed point that “such indiscriminate use of the term renderg it mean-
ingless.’” . T . L
7" There “are .distinctions worth maintaining among types o’ bilingual
programs; all of which may qualify under _the above -definition. MacKey
{1969), addressed this problem by conceptualizing a_typology of bilingual

education which accounts for ten basic curriculum patterns for five types .. . -

of Iearners._Beginrling.with the latter, Mackey ‘sees the home gnd school

.
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language congruence as a key ‘to typing bilingual education situations. The
five types are: o _ Cd °
. 1. Unilingual' home: where "the home language is the
school language. . ) .
2. Uriilingual home: where the home language is not the
school language. '
3. Bilingual home: both home languages include one

v, school language. 4 .
" 4. Bilingual homme: both home languages exclude schoo!
languages. . : . )
5. Bilingual home: both home languages include both
school languages. L

The ten curriculum patterns Mackey i:lentifies vary according to five
factors: - . C :
1. The medium of instruction may be one language, two
languages, or more; in other words, the school may have a
. single medium or a'dual medium curriculum: )
2. The development pattern may he to maintain two or rifore
languages, or to transfer from one mettium of instruction
] ‘ to another; :
’ . 3. Thé distribution of the languages may be to present dif-
ferent or equal amounts during the day;
4. The diré_ction may be toward assimilation into a dominant
culture. towa. d acculturation, or toward reintegration into
"a resurgent one, Lor it may be neither, but simply the
maintenance of the languages at an equal-level; '
5. Finally, the change from one medium, to another may he
complete or gradual. v

-t should be pointed out that Mackey’s typology is not consistent with
_ the earlier-definition in that two languages need not be present as mediums
_of instruction in order to be classified. The. only requirement is for a bilingual .
" context to exist either in the school, or in the interaction between the schcol
:and the learner’s home, his c'ommunity, or his country. By so doing, Mackey
created a comprehensive’ scheme capable of describing virtually all cases -
where bilingual schooling in some form may be relevant. : ’
Unfortunately, while the above definitions and Mackey’s ty pology
acvco'unt for all of the important forms a language-sensitive education program
can take, none are designed to account for the social or political aspects of
the situations in which the programs exist. Describing the educational inten-
‘ tions of program ‘planners gives only a-portion of the-picture, leaving the
’ practitioner unable to evaluate the appropriateness of the educational- plan
for its social-context. ' R
Recent works by Spolsky (1974), and Erickson (1974) draw attention
" to the sociél context of hilinguat education by adding non-schoo! factors ta
existing descriptive models. Erickson stresses the “’political’” factars enter-
ing the des&riptf've system, suggesting the “"politics of speaking” in" a com-
munity are 'g'mporr;mt to evaluating the appropriateness of a particular edu-
cation approach. To transtaie an example given in Erickson’s account into
the ‘present discussion of flescriptive systems, a progran1 may. be intended -
K .to have the effect of language maintenance, but without accounting for the .

fome 0 -
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: f_or fail by succeeding. As Erickson states:

"so added the discriminating, feature "with broad nails.’ ' Man then was "a

K]

socnal context estabhshmg the program n&could lneralW succeed by fglmg

.+ By analyzing the actual ‘politics of speaking’’ in a program,

" ‘tesearchers could determine how much the formal curriculum
and social organization of the program was fostering first
language maintenance. In addmon and perhaps even more
importantly, this, approach to evaluation could. deterinine .

- ~whether or not the informal or "hidden” curraculum and

social organization of the program was inadvertently "dis-
_couraging students from ‘using their first language, despite
the best intentions of the staff parents, and the students
‘ themselves

Spolsky sought to deveIOp a formal model to account for the total

- context of bil:ingual prografmming. The model is based on a hexagon, each

side of which represents a set of important factors lnfluencmg the educa-
ti onal program. The faciors Spoisky considers imgortant are Jabeled psycho-
Iogncal sociological, economic, political, rellgw -cultural, and linguistic.
While each set has special significance for |nfluenung the nature of an edu-
cational program, not al| factors are equally important for all programs, and
may even assume dlfferennal |mportance at.differcnt phases in the life of '
a single program. ’
The details of the descrnpnve systems offe: ed by Spolsky and Erick-
son are ‘too lnvoI\ch for the short introdaction given here, and you are

advised tc pursue the source docurnents for further viaboration. The main

reason for their being discussed is to give you some idea as to the complexity
of the.situations in which bilingual programs find themsetves.

" Limitations of the Definitions

Definitions of complex phenomena often risk having key limitations.
Legend has it, for example, that one day Plato seét the academy to defining
man. Afler a fuli day [ dlalogue they Settled tentanvely on the definition

“man is a featherless biped.” The following day Diogenes appeared at the

,-Academy with a plucked chicken, and stated, ‘‘Plato, here is your man.’
""Plato sensed the problem lay in the overinclusiveness of the flrst attempt and

"

featherless biped with broad na|ls ' a slight improvement.
The central limitation of all widely used deflnmuns of bilingual edu- .

'canon lies in their not property accounting. for cases where the chiidren

possess the residual effects of an indigenous’ language. but are not able to
speak it. In such cases the children may be every bit as estranged from
school’s standard Enghsh curriculum  as children possessing & minority
languaqe To thgir additional disadvantage. however, they have no alternative
language to which the school can turn to provide a meanlngful educational

.experience. Furthermore, the schoo! may tend to treat the childrer as if

fanguage were no factor since, if the children do not speak another language,
the school is free to use standard Engiish. . '
Native communities where the native Iangua_ae tradmona! to the area
has been replaced by a nonstaridard clialect of Engllsh are notrare in Alaska.
Table.1 showed the humber of communities within each of Alaska's language.
groups at general levels of pative language strength. The overall percentage
in Alaska of type C_—ommunmes (where no children, speak the native
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Ianguage) is about 57 per cent. If the number of communities where only
some. of the children’ sprak the native language is added to that figure it
rises to 81 per cent! : :

If we assume the vast majority of these communntles to be .na slate of
hngunsnc and cultural transition, it follows that the ¢hildren carry into their,
school years, residual zffects, Imqunsnc as well: as cultural, capable of exer‘
cising profound inftuence. on their ability and desire to function in a ﬂchool
envufonment compnsmq standard™ “Enghsh u)nsxstently tangential to then
llfe expprlences : . ’

With few ‘excep‘ions (e. L|, Kari and Spoisky, 1973), little is known
abodt the sorlc)llnqumcc forces governing this transitional situation, making
the job of creating a culturally and finguistically appropllate curriculum
doubly d:fflcult s noted by Kati and Spolsky: . :
_ o few distinguished’ exceptions, the student of an
. Amermthan Jlanguage has patid fittle attention to the sociolin-
guistic. situation of his informants, except to remark how few
speakers there are or how pourly tlwy remember the Idnguage
) Frony their studies, orquan learn mmdemally about the
| . language loes and destruction, but seidom are thera indications

of the process itself, of what oti.2r ianguages are adopted, or
of the nature of bilingualism, Only very recent Iy, with the
unpvtus ‘of mlerest on the one hand in the ethnography of
sspeech and on the jother in bitingual education has there
been a ‘smattering of studies focusmq on Amerindian l)l|
ingualism (p. 1), .
Since nearly _all of Alaska’s rural communities can he showr- to be.

bilingual 'in some sense, it follows that, given the.necessary sociolinguistic.

research, an ap;)rc)priate program could "be devised i which the native
language occupne a .ignificant role in the curriculum, Each community has
different. needs and. desires where the native language is at issue. THus, for
Alaska. a useful definition of bilingual education must be flexible enough
to meet the specific needs of cach community. Two things must be con-
sidered; the blhnqual sntuanon in a particular community, .)nd the kind of
language .program dpploprlate to that situation.

Table' 2 lists the number of schools operated by the Alddka State
Operated Schoot System (ASOSS) and the Burcau of Indian Affairs (BIA)
by slanguage situation . and -whether some form of bilingual programming

“currently-is in ‘aperation. or expected to be in the near future. As can be

saen, a sizeable preportion of situations still remajn with unmet bilingual

“programnting needs. Also, the proportion of curreriit unmet needs in the -

typa C commur.mes where, understandably, thie greatest potenual contro-
versy exists on the role of native lanquages in the curriculum, Clearly, in
such cases, the nativé language wauld have to undergo extensive community-

. ,wad(' rovival of a magnitude capable of ‘sustaining. it as an instructional

me(hum. On the gther hand teaching the native Ianguaqe as a second lariguage
(NSL} in'such cases might well be consufpred an integral part of that aspect
of the curricutum devotec to enriching the chilel’s sense of cultural roots.
Definitions that rule or(lmmy foreign language teaching” out as
bilingual education do so because it is taught as a subject matter ‘and not
used as a me:duglm of instruction. While it would follow, then, that NSL
programs would suffer the same exclusion logicalts,.NSL is not inconsistent
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Numlmrs ‘of ASOSS and BIA Alaskan Schools by -
1974 language situation and bilingual progrdm status

- Table 2

Kl

Language situation?

e

. Source - Krauss, Ataska R
Cenu'r University of l\)w

b. Sou:cv Personal communications with Kathy Parrin, ANE.B Frank 8( rr\/ JOM: o

F.nrbanks

AL 8 s C

Mo with No.with | . | No.with

Agency | Tot.|Bil. Programb Tot. | Bil. Program | Tot.|Bil. Program
[ ASOsE | 15 10 17 7 66 35
BIA 25 10 15 1 12 ¢}
Towl¢ |40 20 {32 8 78 35
RSN S ‘..Wu._\.,.' SN U SR D

Tol B:I Progmm

98
52

150

Baxter Woodd, ASOSS: uml CTOSS ree fn-n'nu' of varicus .uwm Y directorics.

this report.

. lnh)rm._mun‘on Ald_\'k;n indepenident sehool Chistricts

with the prolmhle intent of all (lf‘fllllll()lh of bilingual educatl()n

- Once ayain, (|v01mq Gaarder

(1967),

ﬂlo with -

ive panguage Genter Heport, Alaska Native Languaye
1973,

WS urm'.'.nlahlt.' at the time ol

the following is a main reason

Ilste(l for using a mlnmxty contmunity language in the school curric ulum:
to avoid the alienation from family and linguistic commumty

that is (‘r/nmonly the price .of rejection of one's

mother -

tongue and of complete assimilation into the dominant lin-

- guistic gjoup (emphasis added),
These purposvs dre wel served if indigenous language teaching is m(‘luded
even where it noflonger is.usecd in the home, because i the home and in the
historical, and familiar connection
W|th that language and ity associated culture. Such tonnections are organic
whernas the Alaska native child’s potentidl connection ti Frenchi, German,

child there mdy stifl. reside & cultural,

or Spanish are not.

His native language,

Y

gven though disused,

is part of his

ermotional and coguitivee STructure in 4 way no other Iunquaqv, pcrl»dps Sdve

English, could ever be.
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 TEACHING NATIVE LANGUAGE AS A SECOND LANGUAGE

»

. , : by L.
. V.A Wilson
Alaska Native Language Center
Umversnty of Alaska, Fairbanks

(Ed. note Adapted from a thesrs uresenlud to rhe Univirrsity of Ataska hv V. A erson
August 31, 1976.) .

“Natives in Alaska want to revive and maintain their ‘languages. Mem-
bers of each community now reslize that extn."non of their language wi'!l
be sure and swift if their children do not learn it. Therefore they. h-ve
turned to the schools, whrch have been-a powerful. force in SUpPPreasing

] Native language, to reverse the process and save the language.by teaching °

it to the chlldren many of whem have not fearned it at home.
s it wise  to expect so much from schools when their record for

-teaching competence in second—i.e., foreign—languages is abysmally .poor?.
"Do people realize th children can really learn Native language only by

using it -at home and n the community? Dependence on a, schrool program
1o teach the children Nanve language if aduits in the communlty continue
habits of speaking only English, is sure to hasten the extinction of the lan-
guage. It is essential, then, that people c0ncerned with the survival of the
language ask how, where and by whorh. can Nanve language be taught. The
best answer is simply that ho#ne school, and’ communrty all teach by the
only sure method for.learning any language, using it jn all facets of com-.

: “munication. In many communities, however, this method has become &n
[ impossibility "as a generation has already grown to adulthood without

command of their Native language In other communities, it would be 2

~ process of extreme frustration for adults and children alike to begin to try to
communicate in 4 language which the children do' not understand: Most

speakers of a language cah only use it, not teach it or even understand how it
works. The problem, then, if communities do .want to use the Ianguage is
who should teach it to the non-speakers and how.

-~ All Native speakers should be teachers of the’ Ianguage ‘in the home,
in the“community, and in the school; but this means that they need to.learn

:how to teach it as a second language. If the' community truly wants to main-

tain a vrable language in active.use, then it must assume the responsibility
for learning how to teach it. No Ionqer ¢an language workshaps be only for
bi-lingual teachers; they must be fur all speakers in the community’ Every-
body will learn to read and write stories of therr experiences, memoties,
ideas, and feelings. And, most important, everyone will learn some way to
teach their language as a second language. .

People need a way to teach thdt is easy tO Iearn and seems fairly natural
to .use. The purpose of this paper i$' to demonstrate an active method for
teachmg a second language through real communication and to suggest pro-
cedures for developing effective lessons and teactiing materials. The activities
suggested are most’ effective in qroups " however- the terms ‘‘teacher’’ and -

“class’’ should not suggest limiting the use of these. technlques to the school.
_ A class can be any group qf children, teen-agers, or ‘adults; and th. teacher is

any ‘Native $peaker who is willing to undertake the discipline of [ -ading the *
grou;, Classes may be held in school, homes, or the communrty center.

14
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< " An Actwe Method for Teachmg Real Communlcatlon
P o in a Second Langudage

(Al material printed in ftalics is to be exprossed in the Native language.)
. ]

To be effective, second lanquage -teaching should mvolve teacher,
students, and Native language speakers physically, mentally, emaotionally,
and socially in learning experiences thn will make them feel good about
thémselve- each other, the fanguage being learned, lh(‘ll’ capacity for i
|tdl!\l!1q, and the value of communication, A qon(l fn»r lesson is:

I'm Ginity. You are . )
The teacher, or leader, sits n a \nmll circte of students and gets them to
identify themselves and wach other. Then the teachm points to each one,
asking: ' i

Who s this? ) .
. Atter this lesson i is not difficult to procaxd with further ddenti-
tication; ) . Ny ) '
L s woman. Thisds o man. Are VOu g 1nas Ora woman?
Jm g teacher. Are you a teacher or a studesit?
Are you Eskimo or Indian? . . ..
Soon it should be pdsible to go around the aircte with 2veryone uI~'|1t|fy|ng

themselves in varicas roles, the teacher beginming: .

Py Gy 1'mea o woman., 1'm a teacher. ' “,
Afterwards each parte ';mnt recalls wvhat sameone else hd‘i saick:
Youare —__..... Youare .. L . »
Of course there are a number of possible ways to Tdentify yourself,

such as My name 1s . or I'mealled . Beginning with /'m_._<_,

.-ho\w’ver enables a teacher to ovp;md the use of subject pronoun and linking

verb to add v:)ubuldry that hMas real meunmq for the participants so that
fram the tnsl fesson Ihcy are.communicating, not just mnmckmg or naming
things. ' .

T Lessorss ;n'pgruss N a sequence of increasingly con‘mlex grammar

objectivas. Each Tesson typically includes: (1) teaching activities. for present:’

ing a new gragmmar concept: (2) talking activities introducing new’ vocabu-
fary; {3} making books to illustrate open-ended, emotionallv involving
questions: awd (4} social activities to stimulate use of the language -in the

community . ¢

Teaching Activities -
T&'dchmq activities nnysumﬂy involve ‘.Iudemx with actions, ub;cus
and people gt the same Umu thay are Imnnmq the words describing them.

. These activities are brief, ()nl\, congnuing Ionq enpugh for students to he
Lable to say what the teacher mtends for them to learn and to understard

what they mean when they say it

Talking Activities . ) :
These activities, such as interviews or talking zbout pictures, get
studengs mentatly invalved, assogtating the language with merntal images of

“actions, people, aridl things, There is cunsiderable menldl involvement in
all the activities of this method - the active mmkmq ncwr.smy to gereralive

the use of [ht Ldnqum}f' to create new ulterances or use fmmlnar onesin new
5|tUdt|0ns . . R
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Activity of Makmg Books C

The open-ended guestions add a dimension of emotional involvement
as they deal with ‘what people like to do, what is important to them. Answer-
|ng open-ended questions requires a vocabllary which teachers cannot antici-
pate. Therefore, it is suggested that.students make quick drawings 'to
illustrate their answers. This activity ends with a conversation circle in which
all participants, including the te~cher, share their answers to’ the que stion,
1Hu>tratmg their meaning with theﬁ)u‘tures they fave drawn’ -

'
Socnal Activities - t .

Social involvement with Native speaking members of ‘the community
is sought by askirg students to find out answers to a variety of questions.

S

‘Such assignments are usually directed-toward a student’s parents or grand

parents. Since some students may. not have Native-$peaking families, it would

. be of great value for the teacher to help such students "adopt’’ Native-

speaking grandparents. Dajly activities requiring active use of the language in
the community are vital to the success of the teaching program and to the
very survival of larfguages in danger of dymg out of use. Planning such acti-

- vities and having them reported in the class are of utmost importance.

I
o’

Choice of Language ‘
The fesson modeled hvrv is.‘printecd in a combination of roman typu

. and italics for the purpose n,/_dlscnmmat_mg between the language that

students will learn to use insthe lessoa and other teacher-talk--directions,
commands, conversation--tfat’ students may understand only mia very
general way. Everyrinnq%non in italics in the model lesson is instruc-
tional- material—tc. ‘b Axpressed in smu)le direct Native language which
teachers.wil! expect ;/gtr students to learn to understand and use rather
well. Teachers’ diregfions o students should also be in the Native language
but they will vary/according to the stucdents’ previous experience with the

" language. -Teachefs can experiment with making thernselves understood with

gestures, pictugés, and demonstrations. They shouid be very careful to make"
students ' fee) comi Dr[ahIP and secure in understanding—at- liberty to say
"l don't: uyderstand : o
// ' A MODEL LESSON
/. OBJECTIVES
Behavioral .objective: S‘udvms (Imu'l)u phycmal acnvme% respornd
to commands.

‘Grammar obijertive: Students use: L '
S your're, he'sishe's L ing”’
_ Constraction like to. .. - o /
;
TEACHING
; Imroducs- the voecabulary aiid the verb conjugauom by demomrratlnq

a physical activity, saving what youy are doing; and thun tellmq someone to
do it. Students can recognize commands-by your gestures.” :
I'm walking. {Student A), walk! e
I’'m running. (Studemnt B), runi’ .
© I'mjumping. (Student C_),/ump! . ' o




. . . P

A'm craw/mg (Student D), crawl! ,
While the students continue the various activities, ask
Who's walking? ' s
Who's running’?
Who's jumping?
‘Who's crawling?
What is (Student A) doing?
. {Student A), what are you doing?
Continue with all students.,Change persons doing activities and give everyone
the opportunity to act and talk. Seat students in circle with acnvmes around .
the outside’ of ‘the circle. If the class is large, make two circles, one inside
T ~ th othef. Have the outer circle do the acnvmes and the inner circle talk;
then reverse posmons

P /f-,,

I TALKING ‘

\ With teacher and students snmng together in a C|rcle ask some questions.
aboult what studems like to do. New vocabulary can be explained.by gestures,
dem nstranons or pictures. Encouraqe the students to ask each other and

" Do you like to walk wr do you like to c_raw/?

Do you like to run' or do you like to jump?

G A BOOKf
' i .a conversation circle, ask the open- ended quesnon
. . © Y “What do you like io do?
Since the éx}gems will not know the words to describe the activities they

like, let them draw pictures. Give each student paper and drawing materials
‘and ha’ve th draw p|ctures of what they like to do. While they are drawmg, .
+.  walk around looking at the pictures and asking:
[ What do\yuu //ke to do? Ah, you l/ke to (name of actwnty)
‘ Do yol //k\? to. .
Let the student answe( and then write under the picture:
! like to-(namé of activity).
‘When the pictures are f\l‘mshed form the C|rc|e and ask the question, Ietnng‘ .
.all- the students show the\|r p'ctures and answer. Then have the students =
“recall all the answers: N .
{Student’s name), you like to {name of activity). -
The teacher participates also, w\nth a picture and an answer. When the actnwty
. is finished, collect all the p|ctdr\es and fasten them together with a cover,
making a book for the library shél N .

The emphasis is on the personal—use of the lahguage—being emotionally
mvolved with the’significance of woRds and structures. Therefore, the class
environment is most .helpful if there i coqurtable atmosphere of accep
tance and a W|Il|ngne¢s to experiment; \

T

.- TALKING AT HOME
N ' - Have_students ask five people in the co mumty what they like to do.
The next day, in- a ‘conversation -circle,. getq‘students to report what each
‘person they talked to likes to do. Afterward each student recalls what,":.
another student said. . . \ L P
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Development of New Lessons \ - ‘
Natlve speakers can learn’ to create new Iessons and audio-visual

_materlals however, they probably need the’ help of a Imgulst to discover
what are the basic grammar concepts of their Ianguage They need_to think '

about how they ‘ask and answer such Questlons as:
Who is this? A o .
What is this? b '
What is —_doing? What did __.do? What /s_go ing to do?
Wha is doing it? {Singular, dual, plural)
Who is he'(are they) doing it to? {Singular, dual, plural)

How? When? Where’ Why?
They need to decide.in what order to teach the grammar concepts and what
vocabulary to use, taking into consideration what is necessary te begmmng
conversation and the degree of- dlfftculty for the learner. The greatest™dif
ficulties teachers face are limiting their owrr language to'what their students
can understand and limiting their teaching to one grammay concept at-a time.
Thls can bes} be done by working out a detailed lesson plan-for each day.

¢ Newlessons can be patterned after the model by following these steps: ™

1. Determine the specific gramrar objective—that is, the
.~ "~ prefix, verb, stem, postbase, verb ending, houn case, etc.—
. that students need to learn. : '
2. Determine the behavior objective for the kmd of language
situation to be mas*ered.” i
3. Think of specific. physical actions that will demonstra&e
the meaning of the word or concept and give students the .
opporturiity to use it over and over again with- questions
and answers for each of ,the three perwons |, you, he/she.
. Example 1 . .
= The teacher sits’ with a few_students in a circle and ®

. ) han s tham small tools/ . .
v e Student: '

Mia e e screwdriver,
please. . K
Who gave me mv screwdriver? - Mike gave it to you.
) Mike, ask me.for the wrench: Give me the wrench,
. . S i _ Pplease.
e Did | give Mike the wrench? . Yés, you gave it to him.

M:kp did Iq:ve you the wrs-nch’ Yes you gave it to me.

4 Plan mter\?lews games, Or other talking actlvmes that will
" involve students with each other using.the new vocabulary
/ ‘and grammar concepts. Talkmg actlvmes develop mentai

nwolvement They broaden the scope of the Iesson from  — -
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approprmte to Native culture. Audlo visual materials—
dialogs or stories with illustrations—are very effective.
. ’ These are recorded and used with questions and answers
" that help students to dlscern the various components
of sentences and words. s B
Example 2 '
T Prolect a p:cture of a young EsI imo workmg on

Qs



. l ’ ~ * C \

. . \ \
h|s snow maq’hrne ..and play the tape ol Janguage
, master: Rogers"ivarkvngnon his Sno-go.’

Ve

Teacher: ,/ . Recording: : Studﬁnt -
Who s this? / : Roger’s working on  It’s Roger.
- - - e his Sno-go. o .
- What's rh/s; " °. Roger’s working on It’s 3 Sno-go.
p : hi§ Sno-go. .
. Whosa Snp-go is it? Roger's working on. It’s Roger’s.
ke his Sno-go. e
Js it Roger’s . Roge¢'s,working on  Yes, it’s his <
Srow-gp? -+ his Snogo. Sno-go.
- | Whats/Roger doing? He's working
o g s ST “on his Sno-go.
. l Whv/s working on his ' Roger’s work-
Sng~go? ' s !

5. Think of an gpen{fded question that wnII requwe the .use
of the grammar concept just learned—a questlon that will
be 'a good theme for making a Eook Personal questions,
such. as those in the following example, get students emo-
tlonally involved.
Example.3

What do you like to do?

What do you have that makes you feel gond?
_ Where do you like to be?"

.

Wht makes you happy? Sad? : .
: ‘What do you do very wal/? .
’ 2. L What bothers you or makés you angry? ‘ly

. Wheh did you learn to—_fa number of accampl:shments! ?
‘When did youefirst— factivities)? .

What have you done that made you feal gaad? When d/d
you do it? . 4

What has someone done for you that made you feel gaad?
What have you dong for someone that made them feel good?

\v

What does someone rgll you to do? Who ‘says.it, ar;d how -
does it make you feel? W ’

What did someone used to teil you to do?

What are you going (0 do romorraw> Whar would you like
to do tomorrow?

What are you going to do next summer? What would you
do if you could?

. 6. Make up ‘grammar- pracnce questlons to use with books
N - that students make. /,/_ ‘
T - Example 4 Ay

From *. e studer}£ -made book glhat Do You Like to
.Do? the «eacher.reads:
! like to fish. *
Teacher: : . A
Who is this? . o ’
> Whatis A doing? “ . ' ‘ "
Ifi the pictures is A fi,%ing? ;
Is A fishing now? }
B, ask A if he is fishing.
.. C,ask Aif he likes to fish. K : :
. . © .7 Does A like to fish?.. . . '
- o D, ask A what he likes to do. ©

O
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N © These quesnons and Qnswers make good worksheets if they
are written out, leaving words or parts of words blank for:

students to fifl m as in the followrng example : -
Example 5 " , . e :
Moary likes to fish. - : S .
- Who is this? WThis is — . L
_ What is Mary doing? - .- She’s fishing. . .
Is she fishing? . Yes, — tikning, - - "
’ w—— Mary fishing? R ~Yes, ]
‘ Mary, are.you =2 ? . +Yes, I'm . C o
Mary. what — you doing? z .. )
-* Do you like to tish? Yes, / to fish.:
‘Mary; what tike to do? < —— . . -
. Does Mary like ______ fish? She likes ..
» Who likes to— ? Mary fish.
o
Sam likes to dance. ’ ' -
14
) Who is this? This is
. What. is Sam ? . He's dancing.
. Is —_ dancing? . : Yes, o
Wro's ? Sam dancing.

Sam do you like to dafice?
Sam like___a 7

Worksheets are made for each ¢lass of verbs so that mor-
phological or orthographic changes are observed by con-
trast, as in fisn: fishing; gance: danging. 1f worksheets are
made. for each grammatical structure, using such conver-
sational topics as those jn Example 3, then students will
write their own grammar workbooks. .

7. Plan social activities that will motivate students to talk .
Native with people in the community and learn from them a
£ach question used to make a book can be used for home-
work activity as well Have students ask. five peoplein the
community,and ‘feturn o class*to report what they ‘have
“learned. Invite’ people to come to the class for an intef-
_view or to talk aboit their interests. Exploit the resources’
of the community to make the use of the language as
lively JInteresting, and stimulating as possible.

~

onclusvon
-These lessons wrll help Native language speakers teach language in .a
unctional way and-use‘it in simple, but real, communication with beglnnnnq
tudents. A series of such lessons for learning ‘Inupiay . Eskimo have been
t‘vrltten and used successfully at-the University of ‘Alaska in Falrbanks They-,
ave also been used in the Barrow schools and translated for use i the.
Nome-Beltz High Schcol Similar lessons are being incorporated into a cur- .
jriculum for teaching Yupik as a second language-from k:ndergarten through
:hlgh school. ./
So far, however, therz has been little training for/teachers in develop
ing and using such lessons and no wide- spread training of all the speakers of

“any community in teachlng their Iannuage to non-speakers. The need is great;
,only if every speaker is teacher and every, child.is Gslng the language will the .
survrval of Nanve language be assured .

h o - LR ' 155150 : . //
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IDENTITY" SYMBOLS AND BOUNDARY MAINTENANCE:
SOME FUNCTIONS OF SPEECH FORMS IN RURAL ALASKA
. by :
‘ Lary Schafer

Cross cultural Education Development Progaam
Unlversny of Alaska, Ft. Yukon

Despnte thelr homongeneous appedrance to ar outsider, Alaska Nanve

‘ communities often contain a var:rLty of sub-groups which_ are delineated in
_both overt and subtle ways. W

en a parncular speech form is used to
delineate these group dnfferences} the speech cannot be fully understood
apart from the context in which it oceurs. Often this context cannot readily
be discovered or understood by those who do not share the same cultural
or social experiences as the participants. But understanding the nature-of the

- differences is secondary in a process in which one must first of all realize

that differences do; in fact, exist. Often, by careful’ observation, teachers
and others will be able to pick up cues that will help them order their exper-
iences and responses in a linguistically appropriate manner, éven though
much of the amphcxt meanmg @nderlying the relationship may never be fully

understood. Speech forms may constitute many kinds of .Junspoken.

assumptions !hm an outsider may never know, but if he realizes that certain

) speech forms and social acts may. represent specific problems and - functions

.

in group identification he may be able to increase effectlve mteracnon wnth
the participaits of these groups. R =

Barth' {1969} argues that close attention to, and ana|y5|s -of, boundary
maintenance systems and the social organization of ‘group dift :rences may’
-yield valuable information regardmg the nature of groups wich interact-
with each other. The forms of interaction that reveal group huundaries may

tell'us more about the internal structures of those groups than studies dealing

-with the cultural traits of a specific group. He suggests a focus of investiga-

tion that deals with boundaries of groups and the systems that maintain
them, rather than with the cultural context of the separate group or groups.

The following observations and comments concerning some .functions -
. whicH. speech forms may serve in rural Alaskan communities represent an
initial attempt to address a particular set of concerns about language function

which>-have been a neglected part of the tranmng for new teachers going
-»nto Alaskan bush schools, Such information may also be useful for any
other persons who live or work in a soclal environment which is different
from that with which*they have prevnouslv heen familiar. :
In-this paper, | will discuss ways m which forms of speech function to
delmeato.bounddrles botween suh- qroups in some Alaskan communities. |
will look, in part, at the culturat {speech) and. ordanizational requirements

- for certain systems of boundary maintenance. between groups and between .

specific vafue, spheres. \

.

Ldnguuqe is often cited as an indispensable component in the mam o

tenance of group identity and boundariés; this implies that language varia-
tions. .are necessary for generatmg specific groups and for maintaining their
|dentmes Such variatipns are viewed as bmng the primary factor in gener-
ating group: sohdamy and in making minifest qruup boundaries. Recent socio-
Imgulsnc ?mdmgs however .indicate that "s|gn|f|cant (hfferences in speech
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between various kinds of groups "that are in frequent contact ate.not, in
themselves, responsmlv for the establisnment and maintenance of group
boundaries. These: difterences rather reflect features of social organization
through a process of social codification, and thus serve as idioms of identi-
fication with pamcular group values, whether sannoned mternally or foreed
upon the group by outsiders” (Blum 1969: 83). :

-In many situations, the relevant structure for communicatiop of group:

- boundaries is speech form rather than the language itself. DeVos {1975: 16} .

suggests that group identity can even be marnnrned‘ by minor differences in ~
linguistic patterns and by style of gesture. g
The processes of group ‘identity can be illustrated on a rontinuum

starting wrth interaction to- establish personal icdentity and exjending to

people mtéractrng to make manifest a national identity. | would like to deal
with a smaller continuum representing whatl feel are the major C)mponen_ts .

“in group identity processes people experience in Rurai Alaska. Atjone end of
‘this continuum is the situatign in which people of the same group go through

the mechanics of establrshmg rules of identity. This often’ takes place in an
intra-ethpic or intra-group context. Further along.the commuur\ another’

.point which represents perhaps the hSIfway mark, is the srtuémcn in which

.~d|fferem groups interact with each other in defining their. bounJarres This

could be referred to as inter-group interaction and basically dealg with social
identity rather than ethnic identity. At the’ other end of the continuum, |
would-describe the situation as being where people and uroups are seen by a
broader group— Rural Alaskans affrlratcd in some sense, usually in{ the sharing .
at some level of values. These thiee situiations or comexts are r)thou'sly not
mutually exclusive and indeed overldp in many ways but they .fe represen-

-tative ‘of_points—on the connnuum ard can be used as a ieurist-c devise to

illustrate th int.
" The three contexts thus-can-gencrally be described Js follows:
! 1. Broadest context of the Rural Alaskan life style.
== 2, inter-group affiliation within specific communities ¢ the
broader Rural Alaska contéxt.
3. Intra.group affiliation, ugually seen in the coriiext (ﬁf the
ethnic identification processes. \
What 1" will be concerned with here: is the, codrfrcanm of spem t forms and
therr use as idioms of identification and therr functicn in deba. ting intes
ancl intra- qroup sphares within thcse comr’ ts

RJral Alaska erestyle asa Group

| I Alaska, thpre _arg numerous Nat‘rve qroups identified|as Eskimo,
Indran, and Aleut m thv broagest sense. And amony’ “these group there are
many sub-groups drfferermatmg themselv\Xs by ,hnquage cultyire or-yeo-

'graphrcal locanon Although each village (s ‘unigue 0 its qwi) right, the

majority of Natives and cthers living in, what is often referred| to as "'the
bush, " have similar experiences in terms of the. physical, social dnd palitical
envuronmem which cause them to see themgelvps as belonging fo a‘special
cIass of people There s quml feeling that jhafing these experjences gives

. one an -affjliation \vnth the group. This 'grou,! as bne ‘can imjgine, has a .

vdther dmorphous nature, and boundary lines\are hxghly flexiblf: and fluid
dependmg upon the spectfic-situation.in which the bouhdarres of this value
sphere are identified. Whether the individual is r‘ccepte}/l into the|fold of his
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" " or her group depends.on many things, incll}ding the specific experiences and

- the ability to send out recognizable and accepted signals identifying oneself
with group- membership. These signals  will be received and translated by the
group; and the leyel of participation in the group activities erI thus be
; deterrﬁmed There is a limit to the level.6f participation, dependmg on the
Spectflc experiences of both the mdmdual Iooklng for recogmtlon and the

receiving group, :

I would: like to share an experlence whtch | think demonstrates how
. |den\t»ty signals are received and translated into adm:ttance into SpelelC group,
. ~ value spheres. This example illustrates how a specific speeeh form, a ''village
dialect” of English, was the overt|signal which alerted an audience to my
bisckground and allowed me to stj re in certain experiences with that parti-

. . cular group, Working with the Alaska Federation of Natives, | had occasion
"4 torvisit the villages of Gambell and Savoonga on " St. Lawrence Island. On
one of the first visits, | went in.with & number of state and federal officials

" who also had business in these villages. In Savoonga, we met as a.group with
" the Indlan Reorganization-Act Committee, schoo! board, and other interested :
people During a break of our all-too-familiar show and tell program, an
. ‘Eskimo woman asked if | was part Eskimo or Indian and if | was from some
- village. There were na physical charactertstlcs to make me stand out from
the State and Federal people who were on the same program. | assured her =

.. that 1 was neither Eskimo nor Indian, but had spent considerable time in the
Tlmglt community of .Kake. She . rep!ned she suspected as much because

vou talk like, us.” Evidently during my presentatior ! had inadvertently.
slipped into.a form of village dialect which she -ecognized. The use of this
speech form identified me as having had sume experience in a rural
commurity, at least enough for me to have picked up some use of the village
dialect. it implied much more, and after being asked more specific questions
about my years at Kake, | was accepted -as a member .of the group, at leéast

up to certain specified levels. Use of village dialect was an overt signal which .-

allowed me admittance to the sharing of certain activities which were denied
* the other visitors, mcludmg invitations to visit homes for tea and meals and
to share sleeping quarters rather than being bunked in the school. The use of

. vnllage dialect contained overt signals with positive attributes allowing for = -

Jinter-action in value spheres that would otherwuse have been denied. This is
not. to suggest that outsiders conscnously attempt to use village.dialect as.a
. means of gaining admlttance to a village cdmmunity; but only to illustrate
my point:regarding some functions which speech forms serve.
i Although the above example is one which shows speech form as a posu
tive attribute, there have been, and are, situations where such signals, are
i cle rly received and translated as.a stigma. The ‘following examples |Ilustrate
o] vtllage dialect can be translawed as a negative signal whlch can result in
classafymg the dialect speaker to an lnfEl‘lOl‘ status. )
In many situations, especially inter-group interaction, vullage dialect
functtons as a stigma, an overt sign or signal, usually negative in connotation,
tdentlf\/mg a’'person as belonging to a certain category. Stigmia is an attribute
which distinguishes between virtual social identity and actual social ldentlty .
: of individuals or groups. Virtual social identity is the characterization of an
/ individual based on what others feel a person should be. The characterization-
. of an indiYjdual based on the person as he exists copstitutes his actual social
_identity. If these characteristic attributes are negative, so that the person is
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viewed as less ghan his virtual social identity, then these attributes may be
éla_ss'ified as stigmas and constitiite a special discrepancy between virtual and
actual ‘identities (Goffman 1969: 3). However, the stigma per:se is'not the .
discrediting factor so much as "the relationship of those involved in the .-
process of identifying the stigma. - . . ST

. One example of speech’as stigma can be seen as reticence on the part of
many Native people to discuss or commupicate with members of the domin-
ant culture, reflecting @ feeling of inadequacy in their ability to express
themselves - properly, explicitly, and articulately. For many village people, :
the self-perceived inability to express themselves effectively in a-standard or.
acceptable dialect of English will often cause them-to remain silent, rather
than to give themselves away as poor speakers. .

In reality, however, village dialect can actually enhance a given com-
munication, since certain’ social and cultural phenomena may be made more’
m - ingful when communicated through a particular form of speech. For
exwnple, certain personal relationships have categorical values that are best
‘expressed ‘within a particular form of speech, one of ‘'which may be village
diale_ct..Emphasis on particular phenomena through specific speech forms
may make ‘manifest a meaning that could not be duplicated: by . standard
English. Nevertheless, many see this form of vitlage English as a stigma and
avoid situations in which such “incompetence” could be recognized. This
reluctance to speak in certain situations may be internally sanctioned, though'
such internal values often have outside pressures as their sources. C

This, | would suggest, is- the origin of the following example. In this
-+ situation, village- dialect is seen as a stigma by another group, usually some
form of the dominant culture, such"as a bureaucracy, educational institution
or other formal organization. When people speak in a village dialect, they are
often sti_gmatized as incompetent and inept in understanding the ways, of the
organization or person being addressed. Being identified and placed in such a
category often results in being talked down to in a patronizing and dero-
gatory manner. . S ,
.. An example of thiscan be seen in" the client relationship between’
Natives and the Bureau of Indian Affairs {BIA). General Assistance program -
‘when the program was operated out of the BIA headquarters in Fairbanks
and managed for the most/part by career ‘employeés. There was much dis-
- satisfaction expressed. by the Native clients, who stated that there was little
understanding on the part of the BIA Assistance officers and that they were
always “talked down to.” BIA employees often complained that the Natives
__ could ‘not manage money of that'th_ey drank it up. But'what was extremely
“important, in terms of the.issue here, was the frequency that the comment
was made by BIA personnei that the Natives could not even speak “‘proper
English.” My limited field observations suggest that those who spoke a village
dialect were treated differently from those who spoke standard English with
a minimum of dialectal variation. S .
When local Native organizations later contracted with the BlIA to
administer the General Assistance program, Athabascan and Eskimo case
workers were ‘hired and there was, in general, a change in attitude towa:{d the
relationship between client and case worker. At this time, |. had the oppor-
_.tunity to_observe at close hand many client transactions, and one thing absent -
in .the interaction was complaints by caseworkers about the Natives not
speaking proper English. There was also more informal ‘communication

N
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between client and w0rker and though l made no systematic comparlson
I suspect there was much imore interaction then than there had been between ™
the client and the career BIA employeée under the old system. | would like to
emphasize that there were a great many factors influencing these interaction
situations and ensuing dttitudes: however, the speech form which had pre-

. viously functioned as a stigma was now removed as an intervening variable.

As Alaska- Natlves move into positions of influence, they are becoming -
less concerned about wllage dialect and other overt sigrals which were once
percelved by themselves and others as sngma Thf-y are now speaking out
without hxu- and shlftmq the responsibility of understanding to the listening
party. v

This last example has " several mterestlng implications that may be
worthwhile to discuss. When the BIA was running the program the interaction
was inter-ethnic; that is, it was basically Native .interacting with another socio-
cultural group, the BIA. Shultz (1972: 15) states that inter-ethnic encounters
tend to be characterized by a lack of intimacy, and that pamcmants usually
prefer to discuss only “safe” topics, that is topits which tend not to get
personal, such as weather, fOrde business, et cetera. This type of communi-
cation makes for some measuré of social distance, and where one group or
partidipant is dominant the distance becomes vertical as well as horizontal.

" When the reorganization of the General Assistance program came about.and

Native people were hired and the participation took place in the local Natjve
Center, the type of interaction changed—it became intra- -ethnic. Shultz
(1972: 16) describes intro-ethnic. encounters as' more intimate and less
concerned with institutional identification. Although the context of relation-
ships tended to be impersonal and bureaucratic, it was couched in an ethnic
context as well, which made for a much different quality of relationships.
Ethniz'ty estabhshes a more inforntal context for interaction because of its
known hlstorlcal and socml relationships. .
l‘n'ter-Group ldentification Processes . oo oo )
I will now focus on the boundary maintenance processes that take place’
at” another- fevel of group identification=that of various subgroups within _
larger commumty or reglonal contexts—and how speech forms are used by
such grouf)s as methods of delineating -and retq, zing group boundaries,
The identity process ‘on this level is mostly social, although ethnicity can be
a factor in many of the situations. .
Pcrhaps a comment on social xdenmy 1s in order, In most,./-\'laskan'
communmes there is a “lot of action.” The source of this action comes from
increased econornic opportunity ani increased political power, the two main
phenomehetgd these increases are the Trans-Alaska Pipeline and the.
Alaska Notlves Clatims. Settlement Act. There is no need to go into detail
about the'effects these havb hact on rural Alaska, except to say that they have
brought great social, ecou1om|c and political changes throughout the ‘State.
So much so.in fact, that there has been-a trend toward the formation of
new groups -along economlc\é'ﬁd,\ﬁ)ohn‘cal lines. As Wax' (1974: 165) .has
indicated elsewhere, buin’}’a‘mmeq‘porarv Indian may be a matter of social

and political- identity, as well 35 cultural identity. The nature of interaction

between groups ‘at this level is less formal than the previous level, but for the
most part still revolves arounc ’ sufe -stopics.’ Adain speech . forms can p!ay
important roles 4n-identifying dnd helping maintain the boundaries of the

LN
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group though this first exampl’e involves, village dialect, the use of the Native
languay. and its function as stigma occurs in a less overt and more subtle

wny than the previous examples These situations were observed in the
sommunication structures and patterns in a rural elementary school. | knew
the teacher and.most of the students “airly well, and for the most part |

“attemptéd to play the passive observer, being fairly unobtriusive and not

interfering. noticeably with any .interaction taking-place. There were-eleven
children in the classroom {grades 1 through-4) and the teacher. The students
sat in a semi-circle around the chalkboard. The teacher used this central
focation when so'mething had to he written on the chalkboard or when some
general mformanon was given to the whole class. .

As the teacher helped an individual student, the remaining children
would often-start to talk to one another. The tatking was not loud, and had a

“sort of constant, buzzing effect. Occasionally the teacher would interrupt
- her discussions with indivittual students to-warn the_class to be quiet and -

continue with their work. After several instances of this, it-was noticeable
that the teacher spoke directly to two particular children most of the time.

‘There was not noticeable loud talking from these two to dlstlnguush them

from other students when they were repnmanded for making too much
noise. It seemed that the other children weie making similar levels of noise,
although there was no accurate way in which the noise levet. could be
measured.

i What did’ becomc distinguishable upon closer observation .was
occaslonal use of the Native language by the students. It was when these two

students and occasionally others, would speak their Native tongue that thev

teacher would respond, as though the sound of the Native language was an
indicator of distraction. When the Native language became audlble to the

" teacher, for whatever reason, her attention was attracted and she re',p anaed

'

by reprimanding those children who were perceived ds “‘making nose,
The-evidence is not sufficient to suguest anything except that on this parti-

-cular day in this particular school it seems that the teacher lesponded L'llCOn’

sciously to the Native language as extiesslv.. noise, in.that sense a s.igma.
This-phenomenon is discussed in Lambert (1964) in more detail wherz e
deals ‘'with ;ndlvndual responses andl athdes to a ‘comparable statoment. in
two larrguages or dialects. The above is a similar situation in which two
languages are being used ar.d one Ianguage elicits a more favorable response
than the: other. . - P

One of the things that has hdppened ‘here is a break in the primary
group identity through the encroachment of ‘symbols from-another voup.
The- primary, group is the class whlch includes the teacner. When sex ral
students start talklng the Native language, s +:.als are being rarsmitted that
|nd|cate they are acting as a different group to" the exclusion o! others,

] most’ lmportantly to the uxclusion of the teastier . There are a ~umber of ways

in which this process could establish in-group/out-group relanonsh|ps
Kutchin/Non-Kutchin speakers, Teacher/Students, or Native/Non-Native.

“However these relationships were in“erpreted, group .boundaries were made

visiblé by speech form whlch 2licited alternative response by the parne,
involved. : .

Another examp.e of the function of village dislect in malntannlng
boundaries occurred in a relatively large rural co'nmun«ty, where the out-
ward appearance provides vely few overt stqns of ’the various sub-cultures
J
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" probably not-a factor, since 1'was in the bedroom babysitting and few of the

-

that live within the community. However, there are, as in most communities,’

many different groups with. different value systems, all-of which are dif-

ferentiated by specific though fluid boundaries. Sometimes speech form

becomes one of the instruments used to distinguish these different sphéres
. of values. ' ' s

as belonging to a higher social class than some of the others namely, the
less educated and those -from the smaller villages.. They often speak dispar-

agingly about the ""dumb Indians,” who are often identified as being unable

' to read, write and speak-standard English. The comment, ""The dumb Indian,
he can’t even write or speak right,”’ is often bandied ubout. | observed a group
of these young people for a. time when they discussed the- “dumb

" Indians ...."” All the participants were-Native themselves. My presence was

.group, were aware of my presence. As the discussion pregressed, it became
apparent to some of the participants that the label ’dumb Indians’* may be
putting\\themselves,outside the identity boundaries of generalized ”Indians,”
a§ seen'by the people -of this area. Before they reached this stage of intro-
spection, the group began consciqusly using exaggerated village dialect. The
juxtaposition of the forms of speech was used to create stylistic effect depict-
ing the speakers’ attitudes. It was done as an act of re'aff_irmaﬁon of identity

.- with the ,larger group, and “their identity as ‘“/Indian’’ was reinstated and

verified by use-of this particular form of speech..'This éxaggerated use of

village d,iélect'decla(ed their ability to cross boundaries and to participate in
- two value sub-systems while’ maintaining their identity as "{ndian,” &n
_-activity in which the “dumb Indians’’ could not engage. oo

It is interesting that these students ‘turned to village dialect instead of .

their Native language to reaffirm their identities. One of the reasons is that

many young people in this-area do not speak their Native tongue. The village -

dialect, therefore, represented an overt signal of group characterization used

to establish group and individual identity. In this particular case, village

dialect was perceived both as a stigma and as a positivé symbol in ident'fying
. particular group boundaries in the same sphere of interaction. :

Personal and Ethnic Contexts of Group ldentification .. 4
. "The third level of identification process | wish to discuss is the function

A N . N N . g . . .
of speech form in maintaining ethnic identification. The major difference

between ethnic®dentity refers to ‘direc.tjc'ultural and historical relationships™

“betweéen people. Ethnicity is defined here in the narrow sense, in that it is

past oriented and ‘is primarily. a'sense of belonging to a particular ancestry

and ‘sharing specific cultural phenomenon as. language, religion and other
“traits {DeVos 1975: 19}. This level of intra-ethnic interaction is characterized

by higher levels of intimacy than the other twe, and in fact iminjacv seems to

be the main structute of the interaction. , .
The city of Ft. Y.ukon is not a traditional village site, but was a central
trading place for the nearby villages, and after the Hudson Bay trading post

was established, it'became the largest population center on the upper Yukon.

¢ Many of the inhabitants of. Ft. Yukon are from the surrounding villages and
-although there are situations in-which peoplé interact and see themselves as

Ft. Yukonérs, the more common focus of identity is ethnic. Ethnic identity

One faction of voung peo'p|e in this community perceives _the‘mselves_'

is an important factor in dealing with problems, particularly when conflict’
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s involved. These problems may be personal, sacial, economical or_other,
" but support of one’s primary gthnic affiliation is very impartant in the solu-
tion of these conflict sltuatl ns. The following example relates how, in a
conflict situation, speech form was used to emphasize ethnic differences.

In certain situations, even standard English- may imply stigmatic char-
acteristics. In this instance, ajyoung lady had some sort of conflict with one
of her, friends in which the jargument grew heated. She later expressed her
actlons and feellngs as follols: "'I really told her off! | told her off in my

~very best. English!”’ The unmistakable innuendo hete is that belng told off i in '

proper English was a real jnsult. The implication of. being "‘cussed -out”

.proper English is that that person had to be spoken to in proper’ Enghsh .
. and that she is less than "‘yndian..’ It implies that the person is outside specific

group boundaries and r quires a specific form of speech for comprehension,
The symbolic message/of understanding only*proper English makes that form
of speech a stigma to the person to whom it is spoken.

In this instance, village dialect can be seen as a restricted form of speech. .

or code to be used only where trusted “Indian’ identities are necessary for
the interaction. Eidheim (1969) gives simifar examples of this among the

Lapps and Norwegrans, where Lapp is spoken at certarn times to those who -

are known to share similar social identities and value spheres. N

>

house staying over to catch-a plane back to their village. They were sitting

around talking ‘about various things when the question of language came up. .

The girls proceeded to test one another on their abilities to speak the Natlve
language effectively. After establishing that- each was an '‘expert,”. they
proceeded ‘to discuss- how others spoke the |anguage differently. and perhaps
not quite as correctly One of the girls wouid say something imitating the
_dialect from anothervillage, and the other girls would gleefully laugh and

joke about how '“funny’ the other villages spoke the language. Soon another
girl would start in by saying, 'Here, let me show you how (such and such) )

“people say something.” Then, to much laughter and ridicule of the dialett,
- she would. proceed This became a major source of entertainment for them
"and lasted for some time. One of the things that was happening here.was that
the girls were reaffirmir.y themselves as a special ethnic group and at the same

_time identifying those dialects by which they can differentiate between

members of their group and outsiders.

Summary and Impllcatlons : :
As | have tried to illustrate, speech forms are often much more complex
and. influential than they appear on first observatron ln this' paper | have

~examined a number of diverse spiecch-forms and tried to show how they

function in identifying and maintaining group boundaries. Although’ there
are a number of ways in which speech forms -complete, this. task, the two
with which 'l have been primarily concerned are how speech forms are per-
ceived as having stigmatic. attributes and ‘how ,.hdy are used as identity
symbols, depending upon the social context in which they are jused.

It indeed, identity maintenance is an important process in the func- -

tionipg of small communities, knowledge of that process should be of con-

siderable value to teachers both as educators and members of the com-~

mumty
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In another example, there was a group of young women vrsutlng my

There are some drfferences however in how |dent|1y related processes
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can atfect non-Native and Nanve teachers When non- Natlvc teachers are in a
rural - Native u)mmunlty, they are. often .strangers to the cor‘m)lex web of
group affiliation that is so typical of these communities. As teachers become
more awaré of these processes and the undvrlymg structure of local group
identities this knowledge can be influential in establishing relationships
within the community. On one level at least, the non-Native person can often
act with immunity to.sanctions against improper behavior by virtue of her/his

* role as a learner. 1t is not uncommon for teachers to be given great latitude

in their behavior and interaction patterns because of their unfamiliarity with
locally established pattérns The communities appearsto have a high toler-
ance-for learners, by allowing such’persons to make hoth quantitatively and
qualitatively more mistakes than would normdlly be . tolerated. But -
non-Native teachers become aware of the new social smmtlons with which
they are confronted, and they learn the new roles that these situations
require. They are expected to-behave in an appropriate manner.

The Native teachers too are involved in the identity maintenance
process, butin a way different from that of the non-Native teachers. If the
Native teachers are within their own cultural milieu, they already know a -

" dreat deal about the various groups and sub-groups within the milieu. But

the Native teachers aze a part of that system themselves and are, therefore,.
more intimately involved with the interaction. One of the differences in
the refationships being the level of intimacy els' described in intra-ethnic as
contrasted withntese inic encounters, - :

The Native’ teacher, being so closely related to 'he social system, may
find that the knowledge of group identities is restrictive sather than helpful
“in dealing with specific problems. The tolerance for error is much less for
these teachers, as they have two positions; one as teacher and oné as com--
munity membér, and theretore are not accorded the tolerance given to the
non-Native "learner.’

Referring to the examplc of Native Ianguage ‘as an mdncator of noise
level, a Native teacher wouid Probably not be forgiven for the same behavior
if it was known. On the other hand, it is improbable that a Native teacher
would have responded in the same manner. : ,

“The new role the Native acquires as a teacher may enhance her/Mis
social prestige, but the added requirement of acceptable community behavior
required of the dual roles may'be a source of serious conflict. ;

| see the solution as perhaps not a dual role snuanon but as group
identities gre being redefined with the ensuing economic and political change
taking place, new ‘roles will emerge for "'Native tcachers " Although the
nature of thusc roles is speculative, it will probably re‘qulre a new set ¢!
expectations and identity more consistent with the existing social order.
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