
"ability to communicate, effectively," are major issues in the "outsider"
context, they become secondary to the native teacher_ Ii most of the liter-
ature, the motive,: io,,dly trnd themselves as the objects of study. In an

'---NIffort to break down some of the siereotypes embodied ii the anthropolo-
gical literature, eve have fGicused our studies on grnups and institutions in
Western society. So now the native students are taking on the. role 'Of...an-
thropologist and stUdying the primitive society of the school. They .comv
pensate for the lack of-appropriate literature hy genffirti,q their own.

We have also learned:that the training oreducators, native or non-
native, tequires mOre. than fhe inclusion of a few anthropology Courses in
the teacher training curriculum, Such a lim'ited focus runs the risk of putting
j;.rst 'enough information in teachers' hands to make, them dangerous, even
when well-intentioned (see .Kleinfold, this p ihlication). The de'velopment
of a crosscultural perspective in education ret,uires that the person being
ttained have eXtensive guided field experience:in which the methods arid
concepts provided in the ti aiming are hiended with-actual working experience.
Only after having caned with the uncertainty and confusion engendered in a
cross-cultural experience, can a person fully internalize a perspective which
transcends cultural boundariesand only when such' a perspective is folly
internalized can th-e ue-fson use it Productively..

For most nati re students, cross-c,;!tural experiencit is implicit in..the
da.ily,life of the individual. Engaging in acadeiaic training, itself, contributes
to that cross-cultural experience. The broblem, then, is one of identifying
and understanding the forces. shaping that experience, and developing the
capability, to deal with it more objectively. By examining and analyzing the
confluenct of external and locally derived experiences through closeiand
sometimes ir eisonal interaction with non-native team members with-
in the community context, the native student is able to inductively build
and gradually ,internalize a "transcultural perspective," while at the same
time retaining Iiis.own cultural integrity..

Fbr the non-na.,ive (or native) student without previous cross-cultural.
..experienc, the process of internalizing a "transcultural perspective" appears
to he more difficult, consisting of three identifiable stages, and of a0east one
year duration. The three stages. may be 'generally Classified as (1) enamor-
ment, (2) antipathy, and 13) transcendence. In the first stage the new exper-
iences are all exciting and different. New insights are spawned, /he causes of
pri..hlems are easily identified, and hope for the future abounds. Then reality
sets in., and we are in stage two. The problems are not as simply formulated
as they first appeared, taid the solutions become even more evasive:Human
relationships, become increas-ingly., comPlex and difficult to manage..,Basic
value orientations are calfed into question. Disenchantment reaches the
point or.iinger and frustration. Careful guidance is necessary at this point to
prevent \he onset of avoidance behavior, or complete rejection of the
experience: Failure to go heyOnd stage. two Will result In bitterness and -an
'aversion t1 o crOss-CUltural rsisnes which is often manifested in a regres-iive
attitude implying "I have been there and it didn't work." Careful planninb

cand support must he provided 'to- insure that the Persons being trained.are
given the opri.ortunity to reconstruct their view of reality and basic value
system within \the context of, a transcending conceptual framework. Once
they 11,-.re achieqd such a reorientation, they have begun to internalize the
crosscultural experience.
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Finally, we' have learned that the Processes by which edi calion takes
place are often More important .than the content that is being ansmitted.
The. fieldbased nature of, thEi program appears to be more influential in the
studdnts' development than the material being presented in the Arses,
The graduates are frustrated as teachers, in part, becatise their field
experiences, while prpgressing 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 th&adage, "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 thiough 'which we train teachers will also be applicable'to
the education of children in the communities. Though we continue to strive
for more appropriate and useful content in the academic .coursework, the

.
prOcess through which the content is presented remains our primary focus
of concern. . . .

. , .

Another dimension of the field-delivery -process that has been critical
to the implementation of this approach is the nature of staff/sthdent rela-
tionshipS. The closer the personal relationship between staff and student,
the more effective.and productive the learning experiences have been, and
there is: a big .difference between ."personalizing" and "individualizing"
those experiences. Using course completion as an indicator, we have had
'very little sUccess with canned correspondence and strict competency-based
courses.. Although suchi courses -were usually methanicatly- efficient -and
fle'xible in terms of alternative'.routes and timelines for completion, if the
instructor did not provide personalized attention to each student's needs,
the courses were generally negleCted and ineffective. Education is not 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 instructor
has been aware of 'the 'students' needsand has. devoted .considerable time and
effort to take interest ir, and personally gaddress issues, problems, and con-
cerns raised by each individual studentf21hough this may seem obvious, it

. is often difficult to achieve because instructors rarely aneet studenrs 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 'in a campus
context, so instructors must reorient their perception of. students. Since
effective teathing under these condititin-can LIa ex!ri:mely.rlemanding 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. Without such relationships, -though, some students
'might be ..coaxed through a limited number of courses, fr:w will complete a
four-year degree program. And while, for some purposes a few courses may.,
be sufficient, the long range educational needs of tura: Alasla call forfully
degreed and credentialed native persons who can brgir to assume professional
responsibility 'for, and control of, the programs serving their people. We,
therefore, have attempted to develop a program oriented to the needs of
students working toward 2 four-year degree. To offer less would only per-
petuate the segmnd class status to which native people are .often relegated in

schools today.
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These,ak only higOlights of what we have done and have learned over
the past few years. We intend to continUe learning, from our successes as well
as our failur.es, because only through continued expfofation of alternatives
can we build.upon our experginces and push hack .the frontiers of our undt:r-
standing. Hopefully, then, the education of the children of tomorrow will
1;enefit from our experiences toda.y.
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PART IV

TEACHING/LEARNING ISSUES

It was oot a caprice of the moment when Jesus admonished his
own followers to "pray in this.way.... . . lead us not into temp-
tation.': rather thaii "help us MovercoMe temPtation when we
encounter it." Very simply, preventive tactics conStitute a prag-
matiCally stipenor strategy to formulating resp.onses in the-face
of crisis. So those of us whp are seriously concerned with the
problem of constraining cUltural bias in civss-ctiltural encounters
will want ta focus ourefforts more on causes thao effects, and
attack the probleM in the formative stageswe will want .to
develop preventive measures that will preclude the' PrOblem's
ever taking shape.

Bill Vaudrin

The "follow: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 progFess is be4ng made. The greater participation of Native
people in the schooling process, and the adaptability of new programs and

teaching approaches has- the potential of t.educing the negative consequences
of schooling and enhancing some of the positive consequences. The extent

: -to which tMs occurs depends to a large extent on the ability of educators to

estabtish a learning envii'onmeht that is accommodated.to the. unique 3ttri-
butes of the learper, rather than requiring the learner to atways kOOmodate

to the schooling rmvironment. As these articles indicate, this is a, complex
task with sometimes subtle anci unanticipated ingredients. Cultural biases,

.whether in the indivrdual or the institution, are not always.obvious, and even

. when they are, they can he deep-seateq and difficult to overcome. The
greater our awareness of the manifestations and cortsequences of our biases,

however, the more able we are to deal with them. To this end, these articles

are directed.
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POSITIVE STEREOTYPING: THE CULTURAL RELATIVIST
IN THE CLASSROOM

liv

Judith Klejnfeld
Institute of Social and EConomic Research

University 7)f Alaska:Fairbanks

(Ed net,' HiV, (Ow od dutt),HI 3,1 269

74, 19 75

The Ethnocentric Teacher has bre. tried 111(1 convicted for causing

severe damage. to Indian children. As many anthropologists h,ive testified,'
these' teachers with their disapproval of Indian parents' "pin:missiveness,"

their shock at adolescents' "promiscuity," and their scorn tor children who

are "noncompetitiv'e,- undermine Indian .stUdents.. sense of worth. Viewing

their educational nussiori as *.'imprinting the American idLI" on Indian
students. these.ethnocentric 'teachers find themseives confronted with class

after class of silent, resistant students who "lust ijo not want to conform to

the American way :
The ethnocentric teacher can still he found in the cross-cultural class-

room. However, my own rese.wch2 on the effects of dif ferem teaching styles

with.Indian and Eskimo students suggests that he or she is hecoming.a rarer

By_and lame_thes.i. are oldeP teadrers.who were socialized in the
"cultural deprivation" v'aditions ef ten or 'so years ago. At that time, 'thi
theoretical paradigm which the teachers learned m.professional trinning was

that' min(i'ity group diddren did badly in school b.ecause deficits in their

home background resulted in inferiOr intellectual, languagt!, and 'social skills.

According to this theory, the schools could produce school success for

minority group chilth'en hy' t)roviding in the classroom the educational
experiences, that the flume had not provided. This "cultural deprivation"
paradigm doMinateci oducati6nal research and led to numerous program
efforts in the "compensatory education" framework.'

A di'amatic' Uhange,.however, lus oecurred ,rn educational programs for

,Minority groups. Thkj pejorative appellation, "culturally deprived," has given

way, thankfully,.' to the term "culturally different." Cultural, hdritag6 pro-

grams have replaced compensatory educatiOn programs, and a new type of

teacher is emerging in the crOss-culturar.classroom. In his orientation. Co

Indian students, he could be named the "culturaf relativist./
p This teacher poses perhaps a mo.re insidious danger to Indian students

fhan the ethnocentric teacher..because jib some ways he embo'thes reforMs

long recommended -in Indian education. He tends to be young and has

entt-ired Indian education from partly altruist* motives.. He is usually well
traveled and well 'educated-. He has read and been strongly influenced by the

anthropological literatuie' on culture' and ed'ucation. Indeed, this research is

'often his primary source,obknowled,pe about Indian students. As-o.ne said:

Having had:no previous experience working lArith -Eskimos or

Indians. and a notice of my position that was.so short there

was no time . for preparation,' I was cbmpletely new to this

situation. I was well aware of the difficultes this could make

and .1 came with an intense desire to do my best and make a
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success at working with Native studwits. As soon as possible,
after being notified of my position., I began studying Native
culture and reading everything I could to make myself inform
ed relative to working with them. .

This teacher has great admiration for Indian culture, at least.in its
aboriginal form, and is thiger to 'lear'n mnre .about it from his students, In
his classes, he tries to introduce as much culturally relevant material as he
can find. Disapprovinl, of post 'educational pressures toward acculturation,
he. urges -his own Indian students to retain their culture. This teactrer is
acutely a).-wiie 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 teaching
as they are in the classes of his opposite, the ethnocentric; teacher.

A close examination of teacherstudent .interaction in the .cultural
relativist's claeroom suggests a few of the bases for Indian students' unre
sponsiveness.. These teachers' emphasis on differences between Indians and
Whites often creates uriease among Indian students and reinforces their
rears of being peculiar and.strange. While the following dialogue was stimu-
lilted by my research, which involved videotaping of.classrooms, it provides
an example only somewhat more extreme than usual of messages frequently
tranSmitted tn 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 Whiteman's culture. You knOw you
are 'supPosed to SMile when he says cheese." The students
giggled apprehensively. "Why is he taking a picture of this
class?" There was no further. response .except more nervous

"Ijo you thinrc if this were a White class he'd be
here?" the teacher asked,

The :cultural relativist c.lebrates Indian culture, but the culture cele:
brated is too often a romanticized Version of aboriginal life with which Con-
temporary Indir students actually have had little association. Indeed, some
of these pres'egtations, where, for' example, the teacher expoundS at length
'on the _technological virtues of a bone fishhook, embarrass ladian students.
While overtly praising Indian,. culture, this 'teacher's subtler messages are
often patronizing and demeaning:

The teacher was reading Indian poetry (written in pidgin
English with many grammatical errors) to the class. "Now

'this poen) '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 competition and bragging and
boasting are alien to them, Nil so we think of them as very
quiet and shy and insecure."

The fact that Indian students in this type of teacher's class often turn
out to be indeed quiet, sh.y, and insecure raises the queStion of what effects
the teacher's stereotyped cultural role expectations may be having on
Indian. stcdents. Teacher expectations can be powerful determinants of
student behavior (Rosenthal, 1966; Rosenthal and .Jacobsen, 1968). The
cultural relativist teacher may- well be socializing Indian students into
stereotypes7albeit in the 'teacher's view positive oneSthat his,readings in
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Indian culture and model personality have led him to. expect,
Another serious problIem is that Indian students' instruction suffers

'beCause these te'aehers 'often use sturkmts to advance their oinm 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,,

.1(017e,n, Such students reach college their professors have pointed out, "The
°kids .have a lot of expehence writing about feelings.' Their essays are
very touching. But they havO hadim practice in analysis ahd synthesis,"

Alway% cognizant of linlian students', different back9round, these
teachers tend tb place them in a special category where they are exempt
from academic and other standards applicable to other students. In mixed
clasSrooms, Whi students resent the easier assignments, test's, and gra ing
system used excliisively for the Indians, They often take it upon Therri es

to redress the inequity by a little reverse social'discrimination of their own.
Moi cover, not Only does the cultural relativist's special treatment arouse
animosity in White peers but overly individualized treatment 'gives Indiam

'students no sense of meaningful standards toward which to dirdct their
error ts..

After class, a'n Indian girl came up to the teacher and told her
that she had been s.ick and had missed the last test. "What

,

should I study for it?" she asked. "Don't worry,". the teacher
replied, "I'll make up a special test foryou and you'll do well
on it." "But I don't know what 'to study," the:girl persisted.
"Don't_ worry," repeated the teacher, "I'll make it, special
for you. You'll do well."

TI.e cultural relativist teachers tend to view any deviant behavior of an
Indian or' Eskimo student as an expression of his culture whiCh they shoujd
be very hesitant about trying to change. Believing their own values to be
"culturally biaSed," the teachers have no notion of what standards, if any,
they shtiuld aPply to Indian students. The .absurd lengths to which this view
point leads and the harm that can be done childrem in the process is illustrat-
ed. in the following lacher'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 elementary school. Possessions of others begin to dis-
appear from desks, lockers, teachers' desks, etc. Library
books are seldom feturned-L-they are passed on to others in
the farnily and to friends'. Items belonging to the peer group
arefdund in the child's desk. Her peers comp-i loudly that
"she iS a thiefshe steals."' The child has7ifficulty com-
prehending this.. Socially, the child , is now an outcast, and'
.from then on, when one of her peers misplaCes Something,
the Native child is immediately blamed, whether or not she
has taken the item.

Oblivious to the fact that the other Eskimo children in her class were
_n_ot.expressing_their_traditalLsbaring-values-in-quite -th-is way, the teacher
doubted that she should .try to "change the child's culture" and "get her'
into themainstream of White society" by discouraging her from stealing..

These teachers' concern about cultural .differences cesults in a per-
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vasive anxiety dltij tower Ity Ill (10,11114 voth qtutlents. l'hea 41pitio,ich
ililtvitahly tIlillIlt lIllIllill VI1il loll. anvoth 11.11111111N .111 Wm

increakts the Inthoti t,tutiont.,' not wt11ne,s I he el,e,looni. A!, I I ICIq111

(19F19:13) hos pointed put, mt.te onotaloitt Ple ,),\.elopolont of 1 healthy

personalit\i in children than' 1
ew isolated negative acts is the bility of

utults ,to "reptesent to the child 1 deep, dIrno,a somatic conviction that there
is 11103111114 to what they dre ltip!..0 teachelii may avoid at least overtly
deATuctive dctI0Ijt; to1Valt1 ile:rtelied over the lettili-
mdev ot th-tir teaching, the cultnial telative.t teacheis cannot l.liil,llIit
Indian stude;nts an underlying sense of meaning Lit of put po,.e in what they.
dre Ith1011111. BeedllSt, they themselves lack conlidenee, these teachers cannot
give Indian students roof iden(e,thdt thev are learning things of value wind)
will enable them to become coMcotent adults.

(uttural relativist I eacaei s. often view Indian students as colloid) ah
sh.actions. They see Indian ,;tutleut,, mow ,c; pat,teltoditl teputseutdtloils III
dtiorirleliil culture thdu as 011k-iron and adole,.conts. ioncelned in many ways
with the common pioblems of living tirovolitt up 11111 le.1 friends, dealing

with sexual impulses, looking attiactRe. lluis the teachers make little
i.ittempt to identity or.to I'm (understand then Indian students'
problems thtough .recalling similar problems of then. owl. It is as if the

teachers decided that. ".You are Indian and I am Whiteind there is
no:hing allow us that IS .111k0." S11111` InSI;IIICC those teachers made
progresS in developing the rapport essential to successful teaching when they
filially sail in,rxalmerdhon, "I don't go along with this culture businms. Hu
acts just like my kit!_brotherh-

In short, the new hi eeiI of tedchei emerging in the erosscultural class-
room is as -racist" tin the dictionary defirlion of the wordl as the trlder
'type, Both the ethnocentric teacher.and the cultural relativist teacher ;0;some
that social traits ,ind cdpacities are determined by 'race, that races differ
radically from ono anotherind that one race is superior. But, while the
ethnocentric taacher views such racial diffe,-mces as deficiencies to be cor-
rected, the cultural tieldti\iist views. them ds.assi ts to be cultivated. Implicit
in hili:view is the. tired theme of the "noble savare- who, in the Indian con-
text, is (lef wed by superior cooperativeness, equalitarianism, and concern
tor othev. Positive racial stereOtypes, in short, have redlaced negative ones.
How ho,s.this reversal come about? Why is the cultural relativist replacing the
ethnuoh-tric teacher in the classroom?

.h1e.1e are many different causes ;int) many differtnt leVels.pf explan-
bon. The change to this new type of teacher has resulted from the general
change in the climate of ideas in the 1960s when the old melting pot atid
equal treatment ideology gave way to the rise .of ethnic consciousness and
the linkage of economic and political power to ethnic prom) status..The fail-
ure of the compensatory educabon approach and the search for new edit-

'catiOnal directions are also important to this change.
The most direct source of the attitudes thaq spawn the cultural rela-

tivist teaching style, however, are the concepts of anthropology which pro-:
fessors present to teachers in university training and in anthropology and
education publications. While the portrait drawn here is the "ideal type,''
these teachers quite often Lijuhtula riunlerous avant.garde educational noLions
they have come across in their professional soi:iatizations, a potpourri unified
by little more than academie fashion.,
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Anthropologists may he st'ir prii(ed, 111110ell flat tOrttll, bV !hi! deadly
wriousnes4 with which teacheni seem to ilbily theii ideil%iin the classroom.

VPILit'exactly what ideas 4ini they applying% It is not the CdSt!, aS Keynes has
/said, that mon's minds are 'tiled by the ideas of "some academic scribbler Ot
J few years hack" (1.935.383). Rathei, as a later scholar noted, mon's minds

are ruled by the vulgalizatiion (if those ideas. It is ulgar6id concects of
anthropology that teaeheis are applying in their claim

0110. of thoS0 C(1111'iptS iS hut 1101i011 111,11 thud! WWI C(11101,11 01111(1(IPS

and values iiftliAince Indian students cid 1 ont behavior, .1.eachers commit the
'logical fallacy ol equating th'e pioposition, "haditiog,i1 culture is expressed in
Indian stig,)en,' cuirent lichat'dor," with the.pitioNsilion, °Indian students'
current behaylor is an expression of tiaditioal cultuie." Tho fallacY is the

same in kin0 ioasonind that because all nIlheads are hlenan heings, then
ihl aumao..,Oeings ahi redheads The fast propoSition is true but the svondl

false .heCatke both todh.eatis and traditionally basrd cuirent behavior are
subsets of d larger class. 'reacher slip into this fallacy both because of the
,eplyasis 1;laceti on traditional Cdlltlift! iii inthropology and education cburses
and because of tho pignacY given in thidiscidin itt mthropology td tradi-
tional culture dS the Isoy explanatory varilible..

The second anthropological concept causing prchlems in the classroom
'arises out Of tin; telativist school of though; that cultural differences
should be undpistood contrrit and respected. While cultaril
has been an important corrective to the ethnocentrism of the nast, techers
often vulgarize this, va!wpolint to meair that/no standards they hold can be

. applied to turf:Oen children. This mismterprotatinn occurs, iirst, because(
teachers are unaware of the arguments anthropologists have advanced ictoeist
extreme versions of the cultural relativist position. Second, teachers are
unaware that in many important areas cultural values arid standanis are held

.
in common. As, a discipline, anthropology emphasizes 'differences between
cultures because soil) nifferences provide explanations, enable tests of
theories, and are giteresting. But emphasis on interristing cultural differences
draws attention. away frorn the matly areas of agreement across cultures.
When the disciplinary emphasis.onicultural differences is combined with the
ideology of cultural relativism,' teachers see_serious' ethical problems in .

applying their own standards to Indian. children even where in actuality no
..difference in standards exists,

Nhat could anthropologists do about such prbblems? One useful
approach-might he to deal directly ikth these issues in courses and publicat,-,

tions directed -toward teachrirs. When I have brought- up these concerns in

m'y own courses, teachers have been greatly Telieved at the notion'that there

'are arE!as of cultui=a similarity which legitimize maki,?ig certain academic
demands on Indian students. Upon applying this viewpoint in their class- \

rooms, teachers have reported favorable results:
When it became apparent that'the frk;ur Natives.Would duti-

'fully bring the body to class, warm.the seat; but leave the
brain outside the window or somewhere else, I decided to use
some thoughts.presented in the course on understanding the

Native. Particularly, I heuan to concentrate on the statement
that Natives' are no different from other students (note this
teacher's vulgarization of the idea I had ,presented in class,
that there .are areas of similarity- and areas of 'difference),
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that demands miist lii made upon them, thiit they should n )
he treated as exceptional. lostead (il using Out (1,:it't ltifflet-
leathets, he is &Native- tl(eoiv, I hewn to insist tin 4..tten
work !Isom 'Ora. . Janet:has
rettloNd to her (i1li4sto !

Anotlien'cosulity lot ,ivouling the cultliral relativist Wachter lieoblein
is to place 0101e emphasis on the "situational" ST)pioach 'o cultural (111far-
emes 'biiing used in the .111MS of crosti,cultmal cognition anti language (Cole
antl Scribner, I 9/4; Iiiillips, 19/2). The swilational approach emphasizes no,
cultural diffennices ill themselves but rather the specific situational factors
that lead to specific types of culttual response. 1,Ailly, for example, ,tre
students talkative ill certain situations, the playground, but silent in other
situations, like the classroom? What types of situations encourage or impede
verbal communication by Indian children? Teachers could use this type of

onfoimation to structure their classroom situations in positHe wayti..
As curnmtly' applied in anthropology, howevet, the situational pers.

Pective still suffers bon) the defect of.too exclusive a focus on traditional
cultural patterns as the sole basis of responses to.different situations. Recog.
;tiling that Indian students' 'espouses to a situation stem from other .factors
is well might be more useful approach to the solution of hulian students'
actual classroom problems. An example of this kind (if overfocusing on
'traditional (..ulture as the key explanatory variable came up in my own field-
work.. I Ms acconipanyinq honw school coordmator who was counseling
'an 18)yearold Eskimo student wlm wanted to move out id his boarding
home. The young man was upset about the strange behavior of his Eskimo
boarding home n)ther, whom the hornbschool counselor knew quite well.
The hoarding oome Mother had recently migrated to a'sdcially disorganized,
White-don.uoated regional town from ;I relatively stable, jradinonal village..
According to the student, the woman was always nervoos and upset' and
scolded him and her husband for no'reason. 'She didn'totake care of the house
and was always buying things she didn't need. While I was pondering the
sociocultural 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 arc all piore human"
0%n any thi ng o sr. ."

While these kinds of c6rrectives may help, I have begun to think there
may be a more fundamental problem, in applying concepts .of anthropology
in ffie. classroom. This problem may he in the inadequacies of the concepts
themselves, in the general focus on cultural differences, as the .explanation

mino ity group children's problems in school. Dissatisfaction with these-
concepts is becoming, increasingly evident in anthropology and education.
As Lantu and Storey (197 3:x-xi) point ,out:

0.0

School children .who are "culturally different" on the other
hand, are not in every case best understood as .,lien, as beirsg

.
so different as to be more remnants of obttcure tribal histories
than aS American citizens, or as mysteries only an anth'ropol- .
gist can faththn.

)
*Anthropdlogists ar,e se.,,irching for new ways of analyzing.educational

s tyations which do *not necessarily involve the concept of cultural dif-
ferences. Gearing's (1 97 3) effort to develop a general diebry of culturaf
transmission is an example of such an attempt.
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TEXTBOOK REVIEW:
. CRITERIA. FOR ALASKAN CLASSROOM TEACHERS
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,The information in thk report is designed to be read: modified where
necessary, and applied by 'Alaskan classroom feathers in all subject areas and

.grade levels who want their students to "feel their true importance."4

Which Materials Should be .Evaluated?
. Most teadher<S' would probably agree that evaluating'all of the materials

they use in their classiooms would .be a time.constiming, perhaps endless,
task. However, continuous materials review should be built into each school

--ttOy, and teachers will certainly want to work along with students, school
personnel, and parents for effective, efficientreview.

Generally speaking, any instructional or supplemental (enrichment)

material Which- will be made available to studenTs needs to be thoroughly
.examined by their teacher. Books, newspapers, magazines, other periodi-

colls-; films, filmstrips, slides, tapesrecords, workbooks, programmed learnibg

packages, games, and ..aCtivity kits deserve equivalent examination and review

procedures. SoL .el staries materials .and all -kinds of literature frequently
attract.the attention of textbook rev;aw committees, particularly because of

inaccurate portray.al of the contribution of Black and Native,. Americans,
InAlaska, materials which dePict the traditional .and modern lives- of Alaska

Natives .(Eskimos, Aleuts, Athapaskans, Tlingits,. Haidas, and Tsirnpsiansr.
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 immediate area..
In an effort to limit its review project to a workable scOpe, the Amefi-

. can Indian Historical Society's all-Indian organization of schgtats_;: and_

historians heid a .conferee to establish criteria for the adoption Of-boo-ZS

in history and soda( sciences in 1965: This textbook-correCtion program
:Opened ,up the whole state of affairs concerning eduCation ABOUT Nitive

rieoples; it is- alsp:Named publishers, educational writers, and school admin-

istrators for failu.provide accurate classrbom- instructional materials. A

direct result of tfte. tionference .was the:creation: Of pn. independent Indie'n

pCiblis'ling house, the Indian Hktorian Press, Inc.
By centering its efforts sole1\,/ on' textbooks; the American Indian

Historical SoPkav beceme the first organization to recognize "a 'difference

between a bo&k for general readership and4,one accepted for clasSroom
iise."6 The Society maintarned that-books fg1 %free reading'', by the general

readership need to 'provide the individual with choi:.es, even if .these choice;

include misinformation, distortions, or omissions of important. history.

Students, on the ,other "hand;.are compelled to study from approved -text-
bOok,s,.afid"in this case, we have a right to insist upo'n truth, accuracy,sand

objectivity."6 ,

The following statement, sumbiarizing.the viewpoint of the American

Indian Historical Society, is accepted by . the maj6rity of the, textbook

reyiew committees survi ;ed by the Council on interracial Books

for Children: Nevertheless, a groWing number of committees are .extending

their pre-screening authority to include supplernental and non-textbook

i6structiOnal, materials.
/

9

. beliesve everyone has the-right to his opinion'. A perSpn
also has the right to be wrong. But a textbook has.no-right to

be wrong or to lie, hide the truih, or falsify history, or insult

and malign a whole race of oeople.7



:What is "Flacism,".and Whom Does It Kurt?
According to "Definitions 'of Racism, A Contemporary Glossary"

published by the Foundation for Change, racism is .pore powerful than
racial prejudice, hatred, or discrimination. Any attitude, Action, or institut-
tional structure which subordinates a person or group because of color can
be racistif the force required to carry 'out systematic discriminatory

. praCtices is present. In other wor.ls, "power + prejudice racism."8 There are j

various kindS of racism, too, such as institutional, individual,. White, and
"Ituternalistic; and some people classify sexism as a subcategory of racism.

Most important, to the 'classroom teacher, racism in textbooks can be identi-
fied without long years of special training. An open mind and a thorough i

background in herihjs subject area are the teacheCs essential ingredients for
useful textbook revieW; .

SlUrs anol halftruths about non-White and other minority groups are .

often easier, to spot than slights or omissions. Textbooks have give ! genera-
tions of American students .the mistaken notion that nothing irnportanS-
happened in the "New World" until the contineri was "cliscove0" by White
Men. Most history boOks tell only the story of European.:occupation of I
North America from a one-sided point of view: .1

. . . Native Americims (Indians) become important,Only when
they .block the path Of expanthng white dOmination;Mexican
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 modernday mili-
tants.9 .

Alagka-Natives are hardly- mentioned at.all, and this restricted.view of history
fosters the development of White .ethnocentrism by a3suming that a superior
roie for:WhiteS is needed to fulfill America's deStiny. While recent textbook !
revisidas have corrected some glaring errors, teachers must searCh for book
which treatminorities'as a basic part of American history. "History throug14,
whose eyes?" is a question that social studies teachers should constantly
ask Of their books and .their own classroom presentations. Teachersand
their studentsshould also bez.,alert for stereotyped definitions which often
appear in racist ,social stuthes books: Is a primiti.ye any dark-skinned, halfH
naked person who.utters strange sounds -while -a proud Whi-te. male discover's
the shor6 by planting h-is Country's flag in the sand? Does progress for White
people deny a land of plenty to Americans .of other colors? Is the word
problem used to describe whatever or whoever is troublesome to the Whites
in .power, and are the problem-makers usually poor, dissatisfied non-Whites?

Other loaded wOrds such as savage;conniving, lazy, treatherou,
inscrutable, docile, happy, and.:04.tient may be used subtly to referto
minority persons, and students can even make a class project out of ch'ecking
their texts to find. Out who gets .most of the favorable and unfavorable_
adjactives.

'the "bigger" the book, the more important a check of its inde
ix

becomes. Does it include Blacks,. American Indians, Asian AmericanS,
Chicanos, Pue -to Ricans and Alaska Natives in their_ own right or 'only in
relation' to White society? Are minorities listeCI separately or only under such
headings as "Slavery," "MigrantW6rkers," or ."Wetbacks"? Teachers and
students should alsO be aNpre that irany publishers ;'pad" indev:s: checking.
is necessary to be surii that each referenee is a rea! one to the group in
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question'; 'rather than just a passing-comment, map citation, or one-sentence
footnote. Comparing the number of genuine index entries for all groups,-
including Whites, will.give an indication of the book's balanceor lack of it.

Analyzing Books for Racism and Sexism
Racist and sexist books and other media distort perceptions until

stereotypes and myths about minorities and women are presented as reality.

It can.: be difficult for teachers to question 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.the'sirnilarities
and differences among human beings are values that develop slnwly 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 guidelines - for detecting .racist and sexist biases in.

children's Materials are excerpted from the Interracial Books for Children
Bulletin,. vol. V, no. 3, 1974. Criteria for picturebooks, primers, and fiction,

are contained in Part 1, with additional standards 'for school boolo and
reference works outlined in Part II.

PART I: Children's Free-Reading Materials
1. Check the illustrations for stereotyped oversimplifications qf parti-

cular groups, races, or sexes. Watch for pictures with characters fhat are
demeaned or ridiculed because of race or sex. Be on the lookout for
tokenism, non-White characters with White' features on slightly tinted faces.
Examine the lifestyles of minority characters and their settings (such as

"dirty" houses) .-for unfavorable, yet unitated, bias. Are minorities always

associated with ghettos or primitive village living? Or do,,stories which to
attempt to depict other cultures go beyond generalizations and offer .reai

insights, in to different. lifestyles?
2. Check the story line.,.

a. Relationships: Do Whites function' in power- and decision-
making roles- while minorities serve in subservient posi-, 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 undentanding and forgiving?

c. Viewpoint: Are 'minority. people considered "problems"
where solutions ultimately depend upon. White bene-
volence?

d. Sexism: Are achievements of .women and girls based on
their initiative and intelligence rather than on their good
looks or relationship with boys? Are sex roles incidental or
paramount to characterization and plot: that is,:could the

same story be told if seX roles were ;.eversed? .-

3. Ponder th,e effects of the book on the self-image and self-esteem of.,
ckildren;.sometimes books establish overt or covert norms which limit
ren's aspirations and se[f-concept.

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



should be very closely examinedeven if their stated purpose-is to present
the majority:opinion. (NOTE: These observations do not preclude the ability
of writers and illustratorg to empathize with the experiences of people with
different sexes and racial heritage, but the Chances for honesty and authenti-
city.are 'probably not as good.)

5. Examine the copyright date. Lots of hastily written hooks on .

minority themes appeared in the wake of Ihe 1960's Civil Rights movements;
many were composed by White authors and have obviously White viewpoints.7
The children's bock world reflects only. remptdy 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 releiia-nt or sensitive. But books are usually written Oneto
five years before they are published, and this tinle lag is important in the
field of children's books, where awareness and conscious elimination of
bias is incieasing daily. .

PART School Texts
6..Determine the author's perspective. There is no such thing as a truly

objective account of anything; every story is told from some point of view.
White, European male perspectives dominate certain content areas, and this
hris influenced 'the content and presentation of instructional material.
Naturally, there is more likelihood that a textbook will reflect the contri-

-6-utionTind values of a multi-ethnic society if minority authors help to-
produce it..

. 7. Note the, copyright date, reniembering that it takes much longer to
produce a ctextbook than a story book. ln addition, the first (or oldest)
date given on the copyright page is the one you should notice; although
publishersaare occasionally willing to make necessary (and cdstly) revisions
Of older. .editions, "editing out" viewpoints which are pervasively racist Or
sexist is nearly impossible.

8: Watch for loaded 'words, especially those which "purr" at majority
characters...or persons and "shad" at minorities. Sexist language encompasses
adjectives that ridicule women and, in. some cases, the use of the Male prO-
noun to refer-to both males and females. The generic use of the words
"man," and "mankind" was once accepted, but its e-xclusive use today is
usually interpreted as an indication.of -the writer's lackof awareness.

9. Notice.the heroes and heroines. c-Texthooks, in:particular, seem to
limit thernSelves to "safe" minority, heroes heroinesthose who avoided
serious conflict with .3he White establishment Pt thcil times. Todayminority
groups are maintaining that they should define their own heroes, and
heroines, based on their culturakAtalues and struggles for' juitice..Always
double-check indexes to be sureihat names citecitherein are actutlx includ-
ed in the text and treated in full rather than fleetingly or disparagingly:\

AdditismalCriteria for Reeding and Literature
By comparison with social studies materials, English and language

arts materials might seem to contain insignificant amounts of racism and
bias. ln 'reality., it is through language arts materials that nic-C students
r:eceive "images" as well as "information" about themselves and other per-
sons, races; and cultures..lt is essential that these educational Materials foster
in each student a sense of her/his personal 'dignity and an understanding of
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the positive aspects of diversity in American.society. In many areas, including

a. number of Alaskan villages, bilingual materials are the onl'y answer for
Native students, but cO,iventional English courses, and reading programs
still need revision. Because many elementory, secondary, and college courses

are organized around an anthology or basic text, the National Council of.
Teachers of English, 'Task Force on Racism and Bias in the Teaching 'of
English recommends the following criteria for materials inthe language arts

fields:
1. Literature.anthologies to,bp used as basic texts and having inclusive

titles and/or introductions (such as American Literature, A Survey Course)

must be balanced (reflecting diversity of .styletsubject.matter, and social and

cultural view) and fair (more than lokenly representative Of *all groups).

In other words, works by non-Whites must be included, in substantial nurn;
bers, to avoid the implication that members of these groups are less worthy.

or significant than White American writers.
2. Hostile or sentimental depictions of non-White groups must be

balanced with realistic ones.
3. In collections where any writer is represented b only one selection,

the basis for its inclusionmustbe made clear.
4. When a dialect of English appears,-it must not be exaggerated or

inconsistent, but appropriate to the setting and il;fe character (for fiction).
NonTfictional materials written in dialects o' EngliSh need not be ignored;

however, they 4.-nui be presented aEalately -With appropriate attention
paid to the writer's' purpose, audience, and subject. Representations of the
speech of bilingual AMericans should not be suggestive of cultural insensi-

tivity. .

. 5. 'Editorial and critical commentars, must depict in full thexole played
by norl-White.writers in continuing literary development:and literary criti-
cism must diawas heavily as possible from the critical writings of non-Whites.

6. Historical comMentary and interpretations must not' present idealiz-

ed pr otherwe distorted pictures'of social and political history out of which'
Americans have written and are writing.

Specific .Criteria for
imChildren's`Literature

"Literature is what learning to read is-all about!"
"Children's literature makes a defiriite contribution toward

cr.efatiVe development in boys and girls ...."
,."T,fuefiterature stimulates the imagination . ."

Ifiese' quotations frorci James A. Smith's Adventures. in Communica-
tion11.,..desci.ibe the place of literature in th.e' education of children. Good
chilglren's literature PossesSes the following characteristics.:

IT CAN

1. stimulate children to writg for themselves.
2. provide a means of therapy for froubled children.
3. help build skills ih expression, defining, and elaboration.
4. help build a colorful vocabulary.'
5. become thrbasis' of constructive daydreamingand.

problem identification.
6. make children More discreet ir+ passing judgments and



making choices; especially in diction ichoice of words).
7, lie a source of dreative stimulation.
8. develop sensdiviby to places,..;ights, sounds, words,

lifestyles, and people.
9..he.lp children build values or standards fur creative

writing.
Good books should be read, shared, and 'enjoyed rather than just

tdught. With the teacher functioninc, as intermediary between aUthor and
.audience, the ,children develop their tastes in reading, for pleasure. ."Social"
studies books reach the minds of children, but literature reaches their'
hearts."12' AccOrding to James A. Smith, good literature rer:aptures the
mood of life and, transplants the reader to ,another time or place. Empathy
and projection are .developed through good literaturr and therefore,
ture can be used to complement social studies lessons by providing a ."feel-
ing" for a different way ol life' in addition to the facts about a country or
people.

Books read aloud to children must he'particularly,relevant:
1. The story should be rrianingful to the children and their situa-

tion. . .
2. It should haiie a fresh, moving plot' or' deal with an exciting

event. .

3. Th', story should have-uniqueneSs.
. 4. Plausible.,.thrk!ct conversation_should tell.much of the crory

5. The characters should be fully deiieloped.
6 The outcome(s) of the story should appear authentic and

lievable.13
',Honest sentiment, mor'al values, understanding of children's abilities,artcr,
meaning which continues after the story itself is- forgotten are other char-

.'acteristics of good children's literature.
Books surveys develpped 'to assist teachers in planning reading programs

at various gractelevels are useful if th,ey serve as broad.,guidelineS rather than.
totai progrens 'or policies. Children do tend to have specific interests 'at'rw different .ages, although prefe;enees, may vary .greatly among individUls and

certain groups, Generally sPeaking,. young children lik2 single-plot. stories
with predictable outcomes, direct conversati&n, natural 'climaxes, 'anc . single
boy_ heroes or girl heroine5. Illustrations are alsb very important. Older
children may develop interests in specific animals, folk liter'ature, historical
fiction, biographies., arid Storis built around a variety of themes taken from
real life and the supernatural. Imaginery 'and real "otrfer

.their own. characteristics. problems, and backgrounds are favorite subjects
for stories. teachers should guide but not dominate students in the selection..."
OfJndividual reading materials, choosing from a variety of contemporary

. and classic, written and recorded media.

Who Evaluates What, for.Whom and Why4
One of the .purposes of the American Indian HistoriCal Society con-.

ference on textbook correction was to deierrnirie 'where the responsibility
for honest textboOks lies. The conference concensus was that publishing
comPanies and educational wrrters and school administrations must share
the "blame for past inaccUracies, but th-t all tnenthers of any educational
cOmmunity must work together for the improvement 0! teaching materials.
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It folloWs that the best (that is, .the rnost balanced and fairest) textbook
review committees are broadly. based, including teachers, students, other
school bersonnel, librarians, administrators, school board members, racial

and special interest groups, male and .female representation, School districts

Ch establish cbmprehensive review boards to forMulate goals for entire
borotighs and cities, but each school should also have a textbOok review

.-committee of its own, with a membership that is representative of that

school's population of teachers, students, parents, and other interested

community. menibers.
Because of the complex nature of school communities, textbook 'review

committees seem to function best- when they are allowed, to determine their

own organization, methods of operation, and by-lav, Some offer train1N
workshops in evaluation, while others .cooperate with')ocal civil and human
rights organizations to disseminate materials on textbook reView. Actions
which textbook review comMittees can take include, but are not limited to,

these:
1. Discuss the biases-in books with familV members, com-

munity youth groups, Literary' Appreciation Clubs, -"and

other groups; make a point of uncovering:hidden messages
and, impliedvalues in boOks and other media.

2. Hold "open" as well as "closed" meetings to. exchange

ideas with others interested in.analyzing books and class::

roonI mdttr
3. Plan schoial arid community-wide meetings, with speakers

on racism nd 5.exiSm; hOld workshops for,admtriistrators,
teachers, parents, .. and students. Make sure that there' is,
'substantial lot:al -input 'to such -workshoOs, partitularly in

.initial planning and implementation stages.,
4....Encourage open an.alysis of' textbooks and other M4erials-',,

-.rather than pre-censorship in the classroom. Subport

classroom inn-wo'fions :which lead .to the deation and
sharing of bodk, "critiques" A wiffi as book reports by

students, ' b:1

Set, up ,SpeCial sections frit- raci:-it arid sexist, books Trite
library; let students working groups decide whicfjos
merit special placement. Post 'book reviews writtki by
students.on library shelves.

6. Write, and, let children ire, to hook publishers, 2tbm

plaining about ,specific passages and. their .offensiV-eness.

Send copies of suCh letters, to local newsPapers, and urge

others to lo likewise.
7. Infol'm local, state, and n'atiOnal organizations of

your ef orts and 4..pharige ideas with other concerned
citizens.

.

8: Avoid tbe "all:Of-tbeyeople-all-of-the-tithe"syndrome..
For newly organiied. textbook review committees, guideline rilltnber

8 s.perhaps the most irdportapt one to remember: textbook evaluation Must
be performed.. with ,satinnal, realistic judgMent as well as with an eye for un-

due bias. A book whieh presents stereotyPed images mjy not always beJ-.
inaccurate or in need of burning... For .example, women did ftinction.muefi'
like, slaveS in certain Periods of history, and a Black man may be lazy,



although it is not his "Blackn6eSs" whiCh makes him so. Rather than burn aLl
books which cOntain racist and* sexist images, We must teach children -to
recognize.. and confront prejudice, to formulate values based on.adequate
tnforftiation, and to resist "snap" judgments of human personalitY.. The
story of Chiang and Chiquita Applebaum, to brother (?) and sister (?) with
unstable*personal identities, descr'ibes what can 1-vappen *when a writer Yields
to special group pressures and tries to contrive a story that will offend no
one. The moral of this story is thdt a children's story which-offends no one
also inspires no One and is unrealistic because no.honest.point trf 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 educational materials evaluat:ion

occur *eVery day in the classroom, where students and their teacher discuss
textbooks and other media in an honest, discriminating fashion. From these
.discunions, projects such as the rewriting ot local history or the staging of
hismrical skits to correct inaccuracies can develbp. One teacher in a New
York public school Lsked her class to, re-enaCt famous events.in American
history from a. nonWhite .viewpoint. Here are some of the springboards
that the students used to get.started:

*Thanksgiving is a day of mourning for NatiVe Americans.
*Harriet Tubman was the greatest heroine.of American

history.
*The U.S. gbvernment plotted a war against Mexico' in order

to steal its lands. .

The U.S. is nen helping Puerto Rico .fo independence*-but
is heipingitself to Ruerto Rico.

Other cliSses of studentS- have participated in restructuring-classroom library
- corners to include more bookSthat appeal to minority (andmajority)

'students. Middle-chool children have-Written' boOk reviews for younger,
k'tt.iclents and designed their own readin:g - . .

Working with.other children on book revieW projeciSrandcorrecting"
.misl-eading information is an bdventure'for most students. Learningilot--to___:,
accept everything in print but at the same time recognizing'and appr'eciatig
honest, vital 'literature is .*a bold undertaking which involves meeting issues
such as racism and sexish, headon, becoming -persanally involved with fic-
fjonal characters and.real people, and-developing individual tastes in reading
.by sharitlig books with..-others. Children, like textbooks, can be, "thilturally
deprived"if they know nothing about themselves and theft real.ociantribution
to culture;.if theY know nothing about their own history.

(
Recommendat,ion . aWhat can a teacher, school, school board; and schOol district do when
relevant, unbiased materials about thei,6 .corrimunity are lacking? Conduora
community:wide writing campaign to produce the necessaryomaterials!:_,
,;^ft4r some initial training in edycational materials design, young and older
people working together, in Native languages and English, can enjoy writinr.
publishing, evaluating, and revising their Q wn textbooks and supplements.
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Introduction ..

Most stadents have been exposed to mathematics and.some form of
scienbe education for each year of their first nine grades. Many have gone-on
td increase their skill in these subject .areas while in'higftschool. 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 minority students into :the fieltit of
mathemahOs, physical sciences, engineering and chemistry, herein referredto .
as the basic sciences, has become a.majoLboncern of the professional sci6ices.._
A -large bomponent of this concern originates With the economic pressure :
attendant to the recently enacted affirmative action statutes..More recently,:
however,:the- concern about minority representation in the -basic sciences
has- been increasingly mdtivated by-more huManistic and academic con-
sider.ations. In the 'first -pike, an increased minority particibation in the

-workings of basic science would add dimension to the field.. In the second
place,. the- question 'itself is interesting: '0'Why is tb4*.r,sg.t. More minority

. reptesentation,.et any edubational level, in the fields oiFtlie basic sciences?"
Clearly the question has a partial answer by virtLie of the fact that

many potential minority students of the basic sbiences are intimidated by a .
_

negative anticipation of the curriculuar. HoWever, this..partial answer will
logicallY lead one:to ask why the minority student:If-160i' -be sd decidedly
affected in thisWay when compare( to the typf '"SIUdent of the dom- .

'inant culture and race. Such questions w re raised during thktecent develop-
ment of dourseS .designed specifically. to meet the needs cif Natii/e Alaskan

: upiversity.students::
At.the'Start of the fall semester, 1972, tOspecial cro s-cultural science

cOuries were otfered at' the University of Altska, Fairba
Courses were developed in response to -a-ctrow.lffi-lavvarene s that many cul-
turallY different-and -rurallY -educated students did not gO' on to complete

-4-.:--ttre-ii--C011ege agree aspirations -simply because of the. difficulty they
experienced while trying to satisfy course requirements that implied a-
working knowledge of math and the asBociateit-s-blentific method.

At the beginning of 'each course, que.stionnaires.wereTa.ssed out.,The
intent of the,questionnaire was to.datermine the average vtr.orking knowledge
of the.Class in math and science. Once this norm was established, the bourses
would begin atrthatrjevel of math and science arid work lipwai,d; reaching,
ópefully, a point at Which each student could successfullil compete inother\

/ 8
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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
coursebefore instruction began in earnest, k any ,course. at UAr. The
duestionnaire contained problems of a mathematical and physical nature.
The questionnaire was anonymous and there Was no time limit. An example
of thte type ,of problem fOund on that questionnaire is "What does 7 8

equal?" Also: "What does 1/2 ."1- 1/3 equal?" t here was another problem .of
imilar nature and also one word problem. The word problem was con-

structed 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 wore problem, even though it gave its own answer. Similar
student performar;ce,has been noted within every class of every semester

that the courses,have been offered.
The quesTion as to why there is not more minority representation in

the basic sciences,and the question concerning why the minority student
should-so negati0e1\4 anticipatesa scientific curriculum seems'.to have been

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

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

_even be requited to take science? .

In answer to the latter question, the value of scientific education can
be-Teen to manifest° itself in many ways; the most. obviou% of which 'is to
allow the student a certain flexibility in a technologically -bound society.
By learning the vocabulary and method of science, a student opens up broad ,

areas of experience that Would normally be closed to him. But this is only a
narrow pragmatic aspect of the value of a scientific education. If we consider
what cognitive areas are represented in science, we see that education therein,

if appropriately done, could facilitate cognitive mobility i n exactly those.

areas. 'The obviOus cognLtive task involved in science is abstract thought,
Thus,-by constructing science or math courses that deal not only with-the 7

pragmatic aspects 'of science education but..also with cognitive mobility in
abstract thought, the student could benefit' by 'being involved ina directed
effort that explicitly addresses deyelopnient in at least one of the major

. conseguential cognitive, d'reas of the fOri1l'éduca!ion.pr.oce.ss itself.

To answer the former question, dritl, must appeal to cultural- and edu-,

cational research. In /concurrence, it, is the purpose of( this to present

'the results.of educational research' 'that was Performed for 'the intent of
improving the effectiveness- of the afore-mentioped cross-cuitural kience
courses: While the results of. the research were addressed to Iheneed of the
particular group orstudents of the class being taught, it is thought that these
same results could just- as easily be appliedto any ,group of cultur'ally dif-
ferent students 'at any educational level. That is to 'say, the orientatiOil of
the educational research, waS broad in scope and it was concerned withithe
determination of which cognitive parameters were of primary importance in
the education of thculturally different. '

;
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Cognitive Ability: Genetics Vs. Environment
Cultural minority groups are often 'composed of people who may_

---atso-be,considered as racially minor. It is well known that I.Q. test data yields
consistent associations between the type of cognitive response being assesSed
by the I.Q. test and the race of the testee. Alternativery. the same test data
will show a stiong association .between culture and cognitive ability. COn-
seq uentl y, a large Portion of the research associated with cross-cultural
education 'concerns iiself with die polemic issues surrounding the cognitive
consequences of culture Or environment versus race. This issue is gp rmain to
the endeavor of this paper, for if certain rgcial groups are cognitively incap-
able of academic suece3s 'in the basic sceences, tlie question bot minwity
participation iirthose-scienees_is _largely answered. The sarr e,is true if certain
cultural uroups aFb cognitively incapable of -academic success in the basic
sciences. There is one important difference: If scientific cognitive capability
is largely under racial genetic control,.short of eugenics, little, can be done to
athieve 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_ appropriate changes in curriculum materials Teaching styles, etc.
A 600d part of the probtem of assessing the cognitive capability or

intelli-gdrie of aparticular cultural or racial unit is the la.ck of, an acceptable
de.finition for what is meant by cognition or intelligence. Many researchers
simply dfine intelligence as that cpgnitive cOnnponent that is mdasLired by
the .1.0. test....-Jensen '(1969), using such a definition of inteltigence, showed
that intelligence is functionally related to race. In a later and much broader
analysis- of the genetics-nviripinment argument, Baker (1974) concluded
much the same thing as Jensen: Baker's-main th...sis was that given the easily
assessed morphological differences betwe'en 'racial 'norms, it would'. be, in-
cpnctivable to assume that the poteutial cognitive capability ok one race
was exactly the same as:that of any-othei- race. r

Myriad papers have been-Written in rebuttal -to, especially, Jensen's
argument that intelligence is genetically heritable. Essentiatty, theSe rebtt
tals filled in those areas that concerned the .cultural, and environmental
influence on intelligence that Are either neglected or superficially treated
oy both Jensen.and .Baker. Some paPers took a general exception to the idea
of relatir.g.phenotypical and genOtypical traits among billogi`cal Poptilations
(see, for instance, Layzer, 1975).. The rebuttal arguments were persuasive
and when taken in conjuncti,on.with;Ae,...genetic position showed the need
for ,a Conktnued effort into the questton of the.cognitive influenceS.of cut-

e'
ture and environment, as opposed to

It has become increasingly clear:, that' there pre many codnitiye in-
fruences in 'our lives; two of the most important of_which are the cognifive
influences of +anguage. and formal- education. It will be recognized that

)anguage ia functioh.of culpre, or in some cases, contact among cultures.
'Formal education is virtually always a .cultural contact experience for the
culturally different student. Whorf, (1950; using a Hopi Indian examPle,
established the hypothesis that differences between linguistic structures .
imply differenceS in cognitive processes. To exemplify' tnis hypothesis, we
need %-only ccinsider the grammatical emphasis on time exhibited by the
currently dominant.. Western ..cultbre, and .compare that with the lack of
emphasis on time found in 'Most American Indian Cultures. As an example,



in the Inuoiaq (Eskimo) language*to say ."four seals" is perfectly feasible
whereas tO say "four hours".iS not. In Inupiaq, there are eventOriented time

designations for morning (uvlaaq), afternoon (qitingnguq), 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 lnupiaq as -.the man was here .in the
afternoOn." Whorf showed that the Hopi language is similarly event orienteli

with respect to time. It is Wriorf's 'Contention that this grammatical difference
is a manifestation of a different conception of reality. While Wharf's thesis is
.not universally accepted, it does point to some difficulties of a grammatical
nature that may be encountered in cross-culturaLeduCation. Shribner and

Cole (193} in their Oaper on cognitive consequences of formal education
showed tAct Classification, articulation and abstract thought are amorig the

gnore easily defined cognitiqe consequences. Whops pOint thus falls into
perspective. If different linguistic schemes imply different cbgnitive

topologies, then surely et-least one of the consequences of formal eduCation,--'
becomes involved: vis., articulation. Academic success at the college level

depends heavily on the abil:ty to articulate well in theaCcepted fashion of__

the given educational community. A crosS-cultural ktudenfwhose lexicon is
1

different from the academic community in which he is a member will find' ;

articulation difficult. Consider then the problems that may be encountered

if the student's conception of reality is also different.
.

Colby (1975) suggests the term culture grammar to describe the oper-

ational function of culture. Colby :.-;!Jotes an'unpublisnai descriptiop of his
meaning, written- by Schwartz as: "There ore a number, probably not large,

'bf basic and powerful heuristic modes of problem construel and approaches

.to solutions whicn are variably manifest nd developed in different cultures.
Where these heuristics are present they may be specific to certain tasks Or

they may be generalin other Words, available for the solution of novel

problems.' The heuristics described . by SchWartz' are synonyro6us with
'Colby's culture graMmar. If'the culturally different student's conception of
reOty is not exactly different, his culture grammar most assuredly is. Hence,

this student's form of expressing realitY, o.r more-particularly, his behavior

will, also be different. Giygn differem modes of problem construal and

approaches to solutions, the culturally minor student win exhibit apropen-
sity towarefailure when faced with the task of interpteting_.contingencies
that, are culturally specified in ways'that are, by definition, outside his

scope of 'experience.
It wi/.1- be recalled that a high percentgge of the students involved in

the cross-cultural science courses could not answer, the worded problem.
,.This word problem and the average student's inability to answer it points to

a general non-interpretable contingency. That is to' say, the student's

w familiarity with scientific lexicon_and syntax was 'minimal. Consequently,

the student could not encode the information coniained in te liUestion.
That the student couiciodecocie the question, if understood, is testified to by

'his ability to complete the relt of the questionnaire. Thai the student could
cognitively process the 'question, once it was encoded, is apparent because
of the relatively.simpie cognitive task. built into the problem. It is not, clear
wliether Whorf.'s contention that a person Of a different linguistic community
Possesses a different conception of reality was i'epresented in th.e re'sponse

that was.recorded for this question. It is clear, however, tkat.the difficulties
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encopntered by the students in .understanding such a qUestion are easily
overcome. This was demonstrated by asking similar questions at a later

r,
date and receiving a preilowinantly correct response on each occasion. .

Cole and Scribner's book, Culture and Thought.(1974), suggests that
abstract reascining, is not intrinsic to most traditional cultur.al units. While
this suggestion is imminently reasonable, the concept;of.a relation between
cuRural traditionalr and-the possession of abstract thought is not simple.
On one hand,ther is a temptation to .equate articulated or nonartichlated:
abstract cognitive..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 unt4ather late in history.
The Greeks brought to explication abstract reasoning.in the West when they
further deveioped and articulated the 'various lagical systems. Nevertheless,'
Denny (1972) would 'argue that a substantial pottion of any "Western"
sample:of 'People use thought processes that are distinctly nbnabstract (so-
called concrete thought). So,. if 'the Greeks brought formal abhract processes
to the Nest, there are, evidently, still a great many .Westerners who haven.'t
yet caught on_ .

.

On the other hand, one migl;rt take the pOsition that while abstract
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 civdizations firmly establish that the American Indian
practiced the scientific rbethcd (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. concepts that even
the. Egyptians, Greeks and Romans did not possess. Other examples 'of this:

-.
type .of cognitive development within various ancient civilizations of man
can be cited.' .

. .

Where does this leave us? As stated before,...there. is no simple relation
between traditionality and abstractness. This 'statement now be-comes mor'e
persuasive in as much as we can establish the existence of concrete thought
among some persons uf Western culture and abstract thought within some
."traditio_nal" cultur.es. The positron we consider the most useful far further.
conceptual development is to make the extent to which..abstract cognition
comprises high probabihty behavior . in . a particular Cu1füre7 part Of the
definition of its traditiOnality. Thus, rather'.than implicitly assuming a cause

.N. . and effedt relationshiblietween ir.aditionality and abstractness, they becOme
associated by definition.

ACa-demic Success
Academic succes has been mentioned throughout the' preceedi9g

discussion 'concerning the periphery of a few important aspects of. cognitive
u ability and l'nt.Mgende. Cognitive ability and intelligence were dealt with

primarily becau.,3.hey are,at thecore of questiions that involve a student's
'ability, to complete successfully a scientific dutricUltyn. 'In one sense, the
assessment of .cognitii/e ability and intelhgence is'a prededent of.the academic

' endeavor, while .academic success is,a post?factdal eValuative clevi-Ce,-HoweAer,_.
We agree with Wallach's (1976) persuasive presentation that test scores, 5

, college grades, et cetera, do not correiaye very well with external achieve-
ments in the .real, world. Nevertheless; for minority studentperformance in ..
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the present academic setting is itself a realistic "real life" situation in which
achieve: This in addition to the usual ttvenues of achievement within their

'cUlture of origin.
If we- examine the cognitive attributes of a given student or group of

.1:tudents and then allbw thoSe attributes to infer something 6f the capability

of that student or groUp of students, we are in somewhat of a conjectUral

milieu. . This is 'because n6 precedent cognitive evaluation can portray the

entire cognitive 'spectrum needed to construct a comprehensive prediction.

Using academic success as t.he metric of cognitive ability or intelligence, on

the' other hand, requires no conclusions of a conjectural nature,.other than

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

sudcess is a more meaningful measure of ,cognitive ability than I.Q. tests,

et 8etera, simPly because the academic success criterion is a means wheieby

one may quantify., that4which exists in fact..Inductive reasoning may then be

invoked to attempt.to explain the reason why behind the factual observation.

For these reasons, the academic success criterion will be defined and
thereafter used in cônjunctionewith the point of this paper:._

.
Aeademic success is presently defined as the achievement Of a grade

point aver-age (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 th9 various cognitive components of academic success, as it

has been defined, to the existing,d.Q. tests....and other prededen't cognitive

measures is outside the scope ofc this paper. It can be inferred, however,

. tharthe academic success criterion does contain many of the same parameters

that characterize the. 1.0. Test, providecrthat ifie course structure implicit
within the criterion is sufficiently broad in "sCorie. In adcfhion, the academi,

success criterion implicitly contains cognitive parameters that are mit' gen,

erally assessed by precedent-evaluative testOWe thus assume the' validity of

the. adademic success criterion as a metric of total cognitive ability, with the
prokliô that care must be taken. 'in examining the implicit course structure

that affects )the criterion. In so doing, it is felt that we are uSing. a More
unified cognitive assessment tool and one 'that is, in any case, pdst-factual.

Student Orientation Services
The 'Student Orientation Services (SOS) was begun at UAF in 1969

response to the needs of students from rural areas of Alaska and students

)("" 'whose cultural background 'was different from the major' culture of the

campus. From the inception, th;; SOS vudent body has been composed

primarily af students with a 'Native Alaskan racial. and cultural heritage.
Usually, a student sarved by SOSi. receives financial assistance from the

Bureau of Indian 'Affairs (BIA). Academic funding from BIAis contingent

upon the race Of the applicant...At least one-quarier Ind/an or,.Eskimo blood

(Indianid) is ,mandatory by law for the applicant to qualify for financial

assistance. Part of the BIA schdlarship assista3ce 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 dart bf their operational objedtives. Both BIA and

SOS are'aided in their endeavor .by the recent enactment, df the Alaska

Native Claims Settlement Act (ANCSA) of 1971. To receive benefits under

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

1 2 3
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,accurately known racial heritage. Iti addition to tbis valuable racial .rofile
for each student, the cultural heritage may he inferred from the sh dent's'
village or.town of origin and the schools attended. _

Hybridity among the Indianid population is common. Most hybrids,
however, are at most third generation or Igss. As ,a result, the ma.!oity of
SOS students are known to be 014, 1/4, 2/4, 3/4, or 4/4 IndianidcWhite
hybrids. A' few students fit the racial fnictions 0/8, 5/8, 7/8, and 15/1R
In actual fact, these racial fractions 00 not exaqtly fit many, of the SOS
populatiOn students. This is ,a consequence of a constant genetia-inpult from
European and Asian races for at least the last 150 years. Howeviii., this
genetic input has been sporadi,- and generally far removeu in terms:of the
geheration of the current SOS population: By miw, this genetic po.)",doader,-
ing influence muM be random and shghx. It can therefore be asspnki that
the racial fraction .hsted by each individiial student applies accurately/ to the
average of all students who list their race with,the same fraction. Quits easily;
then, those SOS students who can be described by the given racial frjacons
Can be grouptx1 into two populations defined as .S2/4 Indianid ant >2/4
Itidianid.. Moreover, the lndianid genetic influence within these two 1)opula-
dons will be known to an unusual accuracy,

Cultural and societal isplation is .a very tangible quality of lask5n
life. The immense area of Alaska combinedwith its,sparse population,renders
, ast towns and villages easily' accessible only by air. If it is knowT that a
particular village or town is isolated, except by air, and that it is co)nprised
primarily of Indianids, :he cultural demeanor of the village may be i(lferred.
In this example, it Could be said 'that a member of the village unuer r!on-
sideration has been=exposed to a more tradidonal culture than some Irbitrary
member of another town or village that was neither so isolated nor p pulated,
so predominantlY by Indianids. Thus, SOS students .who have list d their
village of origin can at least subjectively ba placed into three catego ies'?ihat
best describe the type ot culwral influence theY have had in their e rly life.
The categories that will be used'here will be defined as Native bac grbund
(NB), rural background .(RB), and Urban baekground (UB). NB cor esponds

Ito the type of background described in the above example. The RB ategory
correspondsto those students whose origin is listed as a rural town or village
which is known to, have a cultural demeanor that departs radically rom the
traditional 6ulture of. the Indianid members. Such a place would b. Glenn-
alien, Alaska, which has a significant Indianid population but Nhich is
accessible by road and:which is:culturally "western." Another RB location
would be a coastal village whose economc base has shifted to commercial
fishing;.an enterprise governad 61/ western' culture. The UB category is ob-
vious. l.r this category were placed all students who were raised eithe outside
Alaska or within one of Alaska% urban. centers. 'Foreign Indian ds were
excluded from consideration because their racial and cultural make ip could4.,
not be.determined as ai-curately as U.S. Indianids.

The majority Of the members of the genelation of students eing dis-
cussed here receivecitheir- primarreducation in their village,of origi . This is
not e case for.their secOndary education. Because most villages have ..too
sma I a population to support a high .school, the State Of Alaska anc the BIA
deemed it approPriate to offer secondary education only at schaols that
were removed from the student's homb. Boarding .home progrt ms were
established and students from the outlying villages, populated the 1 rograms..



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 boarding home school located in their village and, as a
result, attended that.school were also categorized'as receiying a native edu-
cation..Most boarding 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 ancf was
not meant primerilY for boarding home students, then the student was
categorized,as either receiving a rural education (RE), or an urban education
(UE). itudents who did not attend high school or Vi/ho received a high schoOl
diplsma by examination or correspondence school were c:ategorized 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 their year in college, thnir sex, and whether
or not they have declared a major. Thi', later category was inclUded because a
declared major implies a more directed dCademic endeavor as well ;,s implying

- more academi,c advisernerit.f.rom coupseling sources outside.of SOS. .

Data Analysis ,

The data were arranged so as to form a table which gave the total
nuMber of SOS students by racial fraction; background and education cate-
gory, NB, NE, et cetera. This was done 'for the group of students_who
attended college and took 12 units or more during the. fAllsemester of 1974'
and also for the sPring semester of.1975. There was total of -172 students
counted during the fall semester of 1974 (F74) arti 142 during the spring
semester of 1975 (S75). Each student included in these numbers could be
unamoiguously ,-;Inad into 9 racial, cultural '. and educational 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, cultural, and
eduCational. category, it .was then determined how many of these had
achieved a sernester.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 ice
alone, wouitl Le expected to fit a given compound category was compared
with the number actually occurring in that category. Thisgave information
as to whether the number of students appearing in a given category was
abo.ve 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 significance between the

. relative magnitudes represented by the nurnbers, if any.
Table-(1) shows the results ofthis procedure-The_numbers appearing

Pompound categdry.are termed s-numbers. To clarify the meaning
. Of.tthe'.. numbers, consider the table and the category of students who

;.attended college during F74 and whd were lessthan dr equal tO one-half
!.

Indianid. The' 'a. -number for thebackground section UB F74 . < 2/4 In-
dianid set is +89. This means that random fluctuations aloft: would produce
the number of F74 2/4 Indianid academically suCcessfuJ:(AS).students
appearing in that factor 89% of the time,' given the background structure of
the SOS population. the sign indicates directionality and shows that the AS
factor number exceeded expectation (+) or that the AS factor number Was
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TABLE 111

575
Union

575 575 . F74
Union

0:1 F74

2/4 2/4 2/4 2/4

NB . 82 93 +10 , 87 491 A2-'

R8 . 90 188 - 95 +90

UB +84 +66 +74 +95 +88

NE +85 '492 +63 +88 +89 +71

RE 91 +86 - 96 +91

UE 90 '84 76 . 96 - 93

ItiED
.

YR 1 I 00 -- - 1478 +?3 94 96 +94.

YR2 - +96 , +90 80

YR34 +95 - 85 +84

M 93 91 94 +94 - 83

F 491 92 +i 3 +87 97 +87

MAJ 88 85 90 88 - 96 +95

RACE - 88 +8. 90 +90

NO IN
AS SET 19 8 11 26 13 13--
below expectation (-). The same factor listed,,.for the S75 > 2/-s.,,ndianid

set shows an -number of +66. In the same manner, the +66 valtie in-
dicates that the riurnber. of S75 > 2/4. Indianid AS students occurring in
that factor would occur by chance alone 6e% of the time, given the back,
ground structure of the SOS Population. The other a -numbers imply the

same interpretation.
Given the meaning of the. 3.,number, we see that those factors that

,havo'the lowest 3. -numbers are the most significanc. That is to say, a factor

ii.,- with a !Ow ?,-nurnber sirnply says that the AS population number appearing
.. in that factor Would appear by chance alotre less often th7l'n if it h'ad a higher

3. -number. In that case, it is evident Which factors are the more significant

to which raCial types.. .
. .

From 'the table itccan be seen that the most Significant background
featUres of academic success among the grOup of students of each semester
who are __ 2/4 lndianid are, respectively, NB, UB, and RB. Among those'ti.students of each semr..ter who i, ere greater than 2/4 Indianid; the most sig-

nificant background feature see s to be the UB category. The data are
incomplete for this set but the .3 -number given for the S75 > 2/4 cate-

A

gory suggests that' it is highly sig
involved were raised in an urba
ectionality for this category is p(
fell, into this 'category exceeded
idea that an urban background
mat- possesses more cognitive c
than does the Native or rural back!

In support of this interpr
semester. We see that, on the a
culture falls pelow. expectation
dominant cultural influence. usual

ificant whether or not the Native students
setting. It should be noted that the dir-

sitive. In other words, those students who
lexpectation. This result corroborates the
rovides a person with a cultural grammar
mnponents requisite to academic success
round.
tation, consider the union set for each
erage2.a person, raised in the traditional
hile thbse raised in settings indicative of a
y exceeded expectation. Those raiec.: in a

.. wholly urban setting always exceec

1 ...))

ed expectation. .
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. The education section ot Table (1) shoWs that, the GED factor was
cases not amenable to 14 type of statistics iised in the analysis, No

.attempt was made to develqpi means whereby this factor could become
statistically analysed. ,

From the eduatfon section some very interesting observations
irri-mediately emerge. It is nOticed from the data that the NE directionality
ramained positiveocross thOamester for die 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 equip a student 'academically less
well than the urban education. The reverse 'seems to be the case. Here we see
that tnose students with a rural native education exceed expectation while
those students characterized as receniing an urban education 'achieve at a
rate that is less than expected. Judging from the magnitude of the sighifi-
cance, we cannot assume that the unexpecte& behavior of one or two
students have,daused this curious -situation to' have occurred. The > 2/4
set indicate's that the magnitude of the significance of this category changed
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.

Recalling the ,criteria used to oategorize a student as either NE or.
'UE we see possibly important differences that niay affect,the student's later
academiq potential. An:Obvious consideration is whether or not the student
was removed from his traditional background to 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 categorized as NB. For this, same group of
students, it was Iciund' that Only 10 Were categorized as. NE. Similarly,
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 but whose psychological andicultural impact problems
overlaid those educational aspects assumed to be beneficial. This conclusion
has been reached independently by Kleinfeld (.1974).

Considerations other than prior background or education entc 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 easily 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
academically successful. A higher percentage of upper division students
attain the 3.00 GPA than lower division students. ID other words, the.year
standing becomes a more and mdre significant aspect of academic success.
Most of the '575 data' is not usable 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 academical!), succeed, the longer they remain
in college, :matches the general tendency of the UAF student body. That
this is so adds credibility to the tacit assumption thai a given SOS student
is representative.

The.MAJ factor was included for reasons previously stated. We notice
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from Table (11 that the significance is ,slight but it is noticed that, except
for the union, set, the significance fifth-eases from one semester to the other.
The greatest change and greatest absolute significance is recorded for the

> 2/4 Indianid group of students.. Moreover, the directionality shows that
this group of Students WI short of. expectation. Declaring a major implies an

increased level of academic advisement from .counselors onside of SOS.
For the > 2/4 Indianid student, who would exhibit moue of the difficillties
associate,d with a student of a rural native background and education', this
adviseThent may be'detrimental. In keeping with this interpretation, we notice
that within the 2/4 lndianid group of students, the MAJ category is less
important than it is, tor the > 2/4 Indianid set. The Indianid student
'-body contains fewer students with a rural native background or. education.
Hence, unenlightened academic advisement would bei expeeted to affect.

them less.
Turning now to tha' implications attendent to ihe racial factors, We

notice only a marginal significance. It is interesting ,to note that the 2/4
Indianid students exceeded expectation 'during both, semesters while the

> 2/4 Indianid group fell below expectation..However, 'as. can 'be noticed,
the significance in The racial factors chanties from one semester to the next.
This.would'suggest that the racial factors are confounded with other factors.
The directionality notwithstanding, the significance levels fcr this factor
when compared with the significance levels of other factors indicate that
While:race may otter into the equation for academic. success, other factors
are potentially much more important.

Discussion and Conclusion
To summarize the results that haye been 'obtained by analyzing the

SOS studeht body data, it has been found tha t 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 .secondary education. It
wasf ound that if a student was so displaced, the supposed beneficient aspects
of the displacement were in . fact translated into a propensity for failum,
insofar as achieving a high grade point average in college eas concerned."On

..the other hand, if the student remained within 'his own cultural unit tb re-

ceive his secondary education, this was translated into a propensity toward
succeSs. This, in spite of the fact that the urban integrated school is con-
sidered the superiorieducational environment when compared- to 'the rUral,

often, nonintegratid school.
The next important term that entered the eq.aation for academic suc-

cess at the colleg,. level was fOund to be related to the students' early cul-i4
tural environment. In particular, those raised in an urban setting were found
always-.tc exceed expectation whereas those raised in rural or traditional
'di:1116q4 environments, on the average, fell below expectation.

.
In the data analysis it was also found that the race of the student was

.
of fess importance than the student's cultural and eduCational background.
For instance, correletions between the race of the student and whether or

not that student became atademically successful was fo and to be'of marginal
significance. On the other hand, if the student were,raised in an urban setting,

expectation was exceeded regardless of.the racial type considered.

y
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But, how might one translate this information into a meaningful 'educa.
tional process'specified for the Alaskan minority student?

In thir. first place, it should be apparent that the delivery system for
,secondary education in' rural Alaska needs to be overhauled. If .the results of
the data analysis reported herein are correct, it is obvious that the present
delivery is detrimental ro the average student. That is, the data;,suggests

that it is better. for a, student to receive. his education .within the cultural
unit in which he was raised. This 'is evidently true even though .the rural
secondary pragrams are not in general able to meet the same academic
standards' as the urban secondary programs. Hence, the delivery sys'tem

should be. c.hanged so as to allow.more students' to receive their education,
in total, within the cultural unit in which they are raised.

However, this is a long range goal and does nothing foi'' those students
who have been displaced and who are now ,displaced in deference to their
Secondary. education. Toedevelop viable educational programs for this group
of students, one. must consider what the net educational effect must have

been in the displacement of these students.
FroM simplistic point of view, we may say that students displaced

from their traditional culture to receive their secondary educatiop simply
did not 'ilearn" at the rate expected. More precisely, Vve may Say that such a

student did not incorporate the consequential cognitive tools, usually
proVided by the formal education process, into a modified culture grammar
that would allow them to compete successfully, in an urban professional or

collegiate setting.
Moreover, those students whd were' raised and also, educated within

their traditional native- environment may be considered id somewhat the

same manner. Albeit to a far lower degree, these students also have not
incorporated the necessary cognitive components within their operational
culture grammar:that will allow, them' to compete successfully in an ,urban

n ad em i c or professional environment.
Any,. educatiOnal process specified with respect to these students

should, therefOre, col tain the' specific objective ,of reinfOrcing thOse

cognitive areas tha't htA e het'e been postulated as weak. in Other words,
the educational process Mould, among other things, stress the development
of the cognitive tools that are known to be important in he academic en-

deauor. For instance, English courses could, 'among othe .things,.4tress
encoding and decoding so as to increase general articulation' skills'.

Perhaps one of the moli-e valuable courses that 'may be Offered, the
group of students under consideration here is a course concerned wirh the
cpncept-ualdevelopment of the scientific method. The reason for science

course being singularly important, is because basic fritroductory science
deals with very narrowly defined conceptual processes. There is very little
subjective area for a student' to deal with in solving a problem' in the basic
sciences..

Since' science and math is nothing more than highly sPecialized logic,

and hence, .abstract thouzht, the narrow conceptual format may be utilized
in a .very advantageous way. As an example, a student, could be asked to
delineate verbally What one i actually doi0when one solves a simple math

probleM. The..narrow conceptual formacol the problem does.not alloW the

student to stray very far from the cognitive process being described. More-
over2in asking the student such a question, .one would be givingthe student



,

valuable practice in.how to articulate, her/his own thoughts. This'ability has
obvious 'value regardless of whether the,student Continuos on in college or
not. .7;,

Again using the narrow conceptual format of science to advantage,
practice in encoding_Complicated verbal information is also easily given the
student 'of a science-course. For instance, the, teacher can giye the student
an equation to solve, Write down the solutiài vethaffyand ihen a.sk..the
student to solve the equatio.n. The syntax and lexicon of the verbal solution
could be varied, thus giving the student peactico in encoding broad areas of
articulated information.
. Science has been a widely neglected area of education in most rural
sChoiil systems of,Alaska. This is evident when one considers the remarkably
poor performance, recorded for the afore mentioned questionnaires which
were passed out to some 200 SOS students over a period of seven semesters.
This apparent neglect of Science education is indeed unfOrtunate for it has
been shown that'lcience can be an .extremely valuabfe toolin focilitating
cognitiVe mobility in exactly those areas that are known to be, consequential

.tO the formal education process itself. Further', sending students into &tech-
nological soctety_many, times to participate in a collegiate or professional
enterprise, only increases the probability that those students will fail in their
particular endeavor.

In view of this, .the authors of this paper strongly advise the deve,lop-
ment of .rdral educational programs t'hat include science,education as an
important component. It is felt that in so doing the future practical, profes-
sional, and educational viability of the rurally educated person will be con-
siderably enhanCed.
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PART V

LANGUA6E I§SUES
Ctiotts,4Jocc::),<S44-

Languages &mr within theM the biases of their originatorstheir
attitudes and values. So that if young people grow up speaking

and learning in the language of (Lheir anCestors, then certain
central components of their cultural heritage are absorbed by

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

from some-other culture becOmes the primaty language of young
people, then their most important link with their own cultural
past is brok-m, their cultural identity 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 recently ernerged as a focus for local influence
and involvement in education'al programs and ifs a means for revitalizinci

cultural identity. Bilingual education has evolved into a major political move-

ment which has affected nearly all rural, as .well aS some urkian sChools in

the state. Though the momentum for bilingual education has been sustained
largely through political ProcesSes, a growing awareness. and 'ecceptance of

the educational and 'cultural sigrillicance of indigenous language fn the school

has led to the development of numerous Native language programs with a

variety of purposes and ratfonales, The following articles address the issues

frOm different perspectives, but all point to a clearer understanding of the

role .of language and an increased use of indigenous languages, bpth ciirectlY.

and.indirectly, in the educational process.
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BILINGUAL PROGRAMS: A NATIVE POINT OF VIEW
by

Vera Kanoshiro
Alaska Native Language Center
University of Alaska, Fairbanks

Education is sornothing hat,apnrsun acquires that nobody takes away
from him. What is education? ls..learning education? If learningls 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
.Engriih language. They did: npt realize that what they had learned to do in
their language and culture was education. The children are taught how to
carve, to sew, to hunt, to determine the weathej, to learn the respectful ways
of life and many, many mOre things. A lot of those things are learned in
the classroom by city children. We all happen to have come from some sort
of acial background. Our first education in esseidial 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 ve& closely together.
Many of us had narroWed our education on English education only.

Unfortunately focusing our education on only English has made some of us
drift away from our original background

.We 6re not .overlooking English education. It is a must for us,
especially living in this widely EnglishspeakIng country. It opens many
doors. to deeper knowledge; bo it should not let iUs,s,trily- away from our
original culture. We can develop frOm where we are, without changing our
image.

Bilingual education has been misinterpreted and misunderstood., by
many 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. I personally hope that most of os inter.
pret bilingual education as studies in two cilltures and thenrespective
languages.

. ,Bilingual programs vary in Alaskan communities. For those who speak
their Native tongue, the Native tongue is' used as a first language in instruct)ng
children In the classrooms when they first start sthool, because many of these
children know very little or no English at all. For th,,.. communities whose'
language is .English or both E-nglish and Native., the Native language is taught .

as a Second language. The Conceprof bilingual education for those Who are
from NatiVe speaking communities is teaching that in a Native tongue is to
teach diem in the language they know and understand. ',lot that is not al'. It
is also to carry on the language and culture that is impOrtant and original to
them,' to show them that ,they can be educated and still continue to live

'their own (culture. For those who a..e mixed Native and English corn-
munitiesNative language is taUght as a second language, so the younger.

.generation can learn their original' background and appreciate it:. I have .

already seen the appreciation of learning and knowing the Native Alaskan
culture bY many Children and the younger generation.

Sin0 education has been based on only English, we have drifted
away from using our .own Native language, and using English langutge Was \s.

- made us slowly drift away frorri our, own culture. We had been too busy to
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realite all this. We shnhld thl triltottd thjit reviving our language and reviving

.our cultto e ate included in oui educational syswm now 'befoul it completely

.fades away. For those of us who love a tleep feeling about our language and

culture, it moans. so much to us. It is not borrowed, it is something, that.ls

there, passed oh from generation to generation. Do we wantio get careless

and let it all fade away? I would hate to see something that is meaningful

and orieinal fide away. .

It is '.iad that some people do.not realite the importanq. of 011Y language

and culture. Recently ! was told that it did not matter Whether thu Nati Ve

language and culture is preserved or nh't, and that the only importance of

using Native language is a tool for the Native Children to learn to speak bettor

English, That was like telling me that it did not matter whether an Alaskan

Native race survived or not, I did not forget Mot. It encouraged 4ne to Work

harder toward studying and upgrading our own Nati e Alaskan teachings.

Yes,i it is helping children to understood and speak better English, but

teadling if Alaskan Native is also to ..each them to siirfl in their own

vlspoctive Native language and culture, \
The bilingual programs have helped in mahy ways.. It is giving good

rcsult ii teaching children in classrooms, especially in Native-speaking com.

munities.
. 'How is the bilingual thlucation helpiwi in the village 66hools?

come from a strictly Nativespeaking community. When I go home, rrraq,

things. change for nwthe language, the cultum, food,.behavior, and I feel

good anout if, because it is the original me. When I attendedgrade school, it

was very4lifficult to understand what was being taught by English Speaking

Mstructois. Wo gmessed a lot. When we were asked qUestions, we were afraid

to re,spohd in7\English.for fear that our English was poor. We held back a lot,

knowiog.our 'expressions were different 'than the white teacher..We were

labeled retarded for not being.responsive. Some of us were fortunate to nave

parents who cared about our education. I had a lot oi help from my father'

who taughV and explained school wOrk and studies to me in Yupik. I. did `"-

not 'uncterstand half of the lessons in school. When my father explained in

Eskeho What did not understand, then I began to learn, I remember this

and it made me feel good to learn.
When teaching an .Alaskan Native language it has .to be prepared and

taiiiht in the Native cultt7e, or 'else it loses its taste .when it is taught from

an English teaching point of view. These are two different. cultures. One

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

Speaking techniques differ when' switching from one culture to another. The.

manner 'of peecn'has to he .entire4ly 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 f-)y the Native instructor instead of.

being 'prepared from. only The English pont of view. When'teachMg in the

Alaskan Native oulture; t4w,_c.urriculum shoold.be prepared toineet the needs

of the children. The teaching Olould .begin 6i`th the imMetflate surroundings.

It is important that children begin td learn frt. m theyAKmediate environment

and to gradually expand .to wider areas as It_ley become aware of distant .

events in life.
Today with bilimpal proiram.inCluden in our schools,. I have se.en a

tremendous change the children's attitude toward'school and towards their,.

white teachers. I can'speak for St. Lavirence Island schools because I am more.
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familiar with Ott sehools there. First of all when the children first go to
school their teachers ere Eskimo teachers who teach them in Yupik the
concept of English learning. They are responsive to what k being taught be

cause tHey are being taught in the language end manner they'know. They feel ,

, accepted anq appreciated as students and because they aro not criticized for

what 'they 5Ire and how they expressed themselves. They are not afraid to

express ththnsolvos to their Ernglish teacher because they readily feel accepted

from their Native teacher. Good motivation to learn has shown itself in these

students because they are understanding whatis being taught to them and the

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

School "is fun for them now. This is showing them a greater understanding

in their-own culture as well as white culture.
.Do we have to change our image to be, accepted .by larger sobieties?

Sometimes we feel we have to, because we feel out of place and not belonging

to the accepted culture. I have heard Native people saNfing they hesitate to

express themselves in luger communities because they feel they are not
accepted the way they are. Then they try to change their identity in order to

be acceRted. They feel bad for not being Ole to meet the culture of a city,
We aro ohly hur tind 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 comfortable about expressing it. I ha)cerften heard

the expiession by) some village 'people asking why all of a sudden we are
trying to set them beck to the old way of living. We are hot trying to set

them back. The idea for many of us who 'are concerned is, that Native

Alaskans don't havi to change their identity to be educated in the whitemans

world. You can stay just what you are and still betorne a professional in any

field. I Would like to mention that it should be emphasized,' especially to

the vilrage 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 IN to be educated.
Teaching in the Native- language' in Native speaking villages is working

because the children feel comfortable being taught in the manner thr / know.

It .is also expressed that it is hoped th'at Native instructiuhs would no longer

be needed in Native-speaking communities because teaching in English only is

anticipated in the future. This.ldnd of problem arises from misunderstanding

of what we Natives want in ,pur schools. Although we do not have any
authority, we ard.conterned. about our children's e'ducation and future. We

have a right to express our ieelings. I am ebcpuraged to see more and more

Alaskan Natives getting inter(' *.ed in Native language teaching as wail as

English teaching. Not everybody speaks,two languayes.

Bilingual education is important'io us because it will give us a broader

knowledge and understanding of one another. It is a troubhd 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 eac'h other. God

Made us what we are7why should we change to something we are not. We

have an briginwe have a given talent, let us put fhat talent to work and
preigress from thereasa Nati've.

I feel sad MO the Alaskan-Native high schbol and.dollege students who

come 'to our University language office and express that they have no kr

ledge of their danguage an& background:They are begii are of

1



the impOrtancm of their culture and want to loam about it, It is a slow movu .
mont and we will .havo some inure diffortmcqabout the program but I don't
feel dIscouragmb To see these young people becoming interested In Whiting
their language and culture is the beginning of re1/44ving the original Alaskan
culture, Because If we don't do anything about It, another ililture WI take
over and our i\laskan Native language mid culture will only be history,
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DEFINITIONS OF BILINGUAL EDUCATION IN '..ASKA

by

,J(1111011M. Orvik

Center for Northern Educational flosearch.
University of Alaska, Fairbanks

(Fir note Itmsonled .11 ..1.101 Annual Moolmq, Society lot Applied Aiitlitopolooy,
Atriderdow, MAI , 191!) i

Definitions are ,not diwayi clew, ifor is it always clear just why deli
nitions are ncessary. The paradox of definitions lies in their honig simul
tanifously necessary and useless, A sandwich may be defined as."Iwo adjaCent
slices of bread sepatated by a comestible", but try to order one by its thffiii .
ition and you may get hungry, it not assaulted. VVe communicate by words
not hy their definitions but without definftions, wools would be arbitrary,.
and hence, useless, ,

One of the joys at nut li fet line .h been the passiN parad of 'new
technical terms.claiming to add efficiency, precision, end dlarity t dll other
wise complex existence. While not field is immune to nen misms; the
practitioner in any field has the responsibility of making s definitions,

\ useful, By useful, I mean precise and comprehensive.
The purpose of this paper iii to Lexplore the usefteness of various

attempts to define "bilingual education" with particular eMphasis placed on
their meaningfulness far multiple .audieiices; cansunfigs:as 'ell as educatiOnalt
and political practitioners in Alaska's' multilingual environn ont, '

Before proceedinfrto the definitions and their evalrfation,-let me first
give you some background abbut the nature afid-rktrrit of bilingualism .in
Alaska. This background.will also describe the various .Conditions under which
the term "bilingual education" is currently being used', appropriately or not,

.1.

Bilingualism in Alaska
First, let me describe some general patterns. of .bilingualism in rural

Alaska. 'Urban Alaska, though c'Onfronted with bilingfialism reptesents
sociolinguistic patterns beyond the scope of the present paper. A straight
forward definitio'n of bilingualism is given by Weinreich as "the practice
of alternately using two languages ," the person involved being called
bilingu& (Weinreich; 1984). Efut beYond the simple and straight forward
there lies considetat2le complexity. Language use for .any pagicular person
may also involve the rerative-levels of compelence in understanding languages
heard (receptive skills), as well as the ability to produce languages (expres-
sive skills) for communicating. Expressive skills may be further elaborated
as'speaking, and .writing Skills; and receptive skills may also include reall;ng
in addition to listening skills.

In the cast
becase. they re uire a closer look at the individual, since there are obviously

yof bilingualism thest;definitionaf refinements are important
u

many ways a Orson can practice the use of two (or more) langmages; There
is also educational importance insofar as the business of education is to
develop profiggiency. If there is more than one way of being proficient, then
there are alifyle number of jobs to which educators mUst attend. -
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Linguigt-Nary in the amount of proficiency a person must show before

he can be called bilingual. On oneend of the spectruM, Bloomfield (19-33),.
claims eqi.al and- native-like proficiency must be shown before one may be
called bilingual, whereas Diebold (1968), at the other end, suggests only
passive (recep-tive) ability need be shown in a seccind language to qualify.

For Alaska, a useful definition of bilingualism shobld allow...us to
describe meaningf4lly.as many bilingual.persons. and bilingual contexts as
possible. Therefore, for purposes of practical application, it is prObably the

wisest cOurse to accept the leaSt conservative definition (Diebold's) as the

most useful becau4se it allows for the most sensitive. System possible for
describing bilingualism in Alaska.

Krauss (1 73) has employed a system for describing Alaskan com-
munities accord g to their-level of native language use, not inconsistent with
the aboye defini ion requirements. The system classes each native community

as one of .three possible types:
Type A. Monolingual Native: (fluent native-language speakers of

all ages, including all or many children),
Type B. Bilingual: (few or no speakers under 10 years of age),
Type C. Monolingual English: (few or no speakers under 30 years

of age).
= A' number of points should be. niade about the descriptive system to

make clearer its educational importance. First, each'stype of community is
"bilingual( even though two, types A and C,,are listed as "monolingual."
The key factor is, language contact..Type A communities are in.the constant
position of con6ct with the national language, largely for purpose of corn-
Merce and other communication with the outside. Type`C communitios .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.fhe numbers

of Alaskan communities of 'each type-, by ge"neral language group.

Definitions of Bilingual Ethication
Giyen some understanding of the dimensions of bilingualism as a

conceiat,, and a cursory look at its: distribution. among Alaska's language

groups, iet us turn to definitions of bilingual 6ducation.

Table 1
Numbers of Alaskan Native .

Communities by Language Group and Language Use

Language Usea

Language Group

Total
Eskimo.
Aleut

Athapascan-
,---Eyak

-

Tsimshian Heide Tlingit

Type A
'Type B
Type C

31

40
54

5

7

39

0
0

1

0
0
2

0
0

13

36
47

109

Total 125 51 1 - 2 13 192

a. A All people speak the native language including children.
B Some children speak the native language:.
C -.-- No children speak the native language. ".
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In the Draft Guidelines for preparing program. proposals unde Title

VIIElementary and Secondary Education Act (1967 amendmen ), the

following definition appeart:
Bilingual education is instruction in two'langucges and th

use ,of those two languages as- mediums of instruction for an

part or all of the school curriculum. Study of the history an

culture associated with the student's mother'tongue is Consi

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

Similarly, Gaarder (1967) defined the bilingual school as one "whi h uses,

concUrrently, two languages as mediums of instruction in any portio of the

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

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

ordinary foreign Janguage teaching."
The' National Education Association'.s Task Force. qn Bilingu

cultural Education (1974) defined bilingual education as "a proces which

uses a pupil's primary language 'as the principal medium of instructi n while

teaching the language of the predominant culture in a weil-organized rogram

&compassing a multicultural curriculum."
The fourth definition comes from the' Education Amendments

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

part: . ,
The. term 'program of <bilingual education' means a program

instruction designed for children of limited English-speaki g

abilitY in elementary or secondary schools, in which, w th

respe'ct to tha years of study to which subh program .is

applicable
1. there is instruction giverkin, a study of, English and, to

the extent necessary-to ..allow a child to progress eff c-
tively through the .educational system, the native I n-

guage Of the children of limited English-speaking abili y,
and such instruction is given with appreciation for he

cultural heritage of.' such children, and, witH resp ct

to elementary schiool instruction., such instruction shall,

to the extent necessary, be in all, caurses or subject of

study which will allow a child to progress effecti ely
through the educational system.

Implied in .the first, two definitions, and explicitly stated in th last two

is the requirement that the child possess a primary native, or hom language

other than English, in order to be a legitirriate target for bilingual ed cation.

These defihitions make clear the importance of the lang age ts a

medium of invruction not just as subject matter, in order to ualify as"

bilingdal schooling. Stressing the point, Anderson and Soyer (1 69) take

care to note that English as a Second Language (ESL) programs, ar d cultural

awareness programs are often mislabeled bilingual education. Th y made a

needed point that "such indiscriminate use of the term render it mean-

ingless."
There 'are .distinctions worth maintaining among types o bilingual

programs', all, of which may qualify under .the abOve definitior Mackey

(1969), addreSsed this problem by conceptualizing a typology o bilingual

education which accounts for ten'basic curriculum patterns for five types

of' learners. Beginning. with the latter, Mackey :sees the home nd school

f 1974,
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lAnguage congruence as a key *to typing bilingual education situations. The
five types are:

1. Unilinguar home: where the home language is the
school language.

2. Urii lingual home: where
school language.

3: Bilingual home: both
sehool language.

4. Bilingual hoMe: both h
languages.

5. Bilingual home: both
school languages.

The ten curriculum oatterns
factor.s:

5

the home language is not the

home languages include one

ome languages exclude school

home languages ijiclude both

Mackey identifies vary according to five

1. The medium of instruction may be one language, two
languages, or more; in other words, the school may .have a
single medium or ddual medium curriculum;

2, The .development pattern mai/ be to maintain two or tffOre
languages, or to transfer from one medium of instruCtion
to another;

3., The distribution of the languages may be .to present dif.
ferent or equal amounts during the day;

4. The direction may be toward assimilation into a dominant
culture, towai d acculturation, or toward reintegration into
a resurgent one, ,or it .may be neither, but simply the
maintenance of the languages .at an equallevel;

5. Finally, the change from one medium to another, may be
complete or gradual.

It should be.po)nted out that. Mackey's typology is not consistent with
the earlier 'definition in (flat two languages need not be present as mediutits
of instrudtion in order to be classified. The.only require't=nentis for a bilingual
context to exist either in the school, or in the interaction between the school'

'and the learner's home, his community, or,his,country. Ely so doing, Mackey
created a comprehensive scheme capable of describing virtually all cases
where biltngual schooling in some form may be relevant.

Unfortunately, while the above definitions and Mackey's tipology
aqc6unt for all of the important forms a fanguage.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 giv.es only a- portion of the-. Picture, leaving the
practitioner unable to evaluate the appropriateness of the educational. plan
for its social.context.

Recent works by Spolsky (1974), and Erickson (1974) draw attention
to the social context of bilingual. educabon by adding nomschool factors t.o
existing clecriptive models. Erickson stresses the "politicar' factors enter-
ing the desdripthre system, suggesting the "politics of speaking" in' a com-
munity ar:e. 'mportant to.dvaluating the appropriateness of a particular eclti
dation ;approach. To translate .an exam'ple given in Erickson's account into
the 'present discussion of odescriptive systems, a program may, be intended

.to have the effect of language maintenance, but without accounting for the .
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social context establishing, the program; it/Could literallci succeed by filing
'or fail by succeeding. -A's Erickson states:

, Ey analyzing the actual "politics of speaking" in a program,
'researchers could determine how much the formal curriculuM
and social organization of the program was fostering first
language maintenance'. In addition, and perhaps even more
importantly, this approach tb evaluation could determine .
whether or not the informal or "hidden" curriculum and
social organiiation 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.

SOolsky sought to develop a formal model to account for the total
context of bilingual prograMming. The .rnodel is ,based on a hexagon, each

side of which represents a set of important factors influencing the educa:

tional program. Tne factors Spoisky considers important are labeled Osycho-

' logical, sociological, ecOnornic, political, religio-cultural, and linguistic.
While each set has special significance for'influeneing the nature of an edu-
cational program, not all factors are equally important for all programs, arid

May even assume differential importance at different phasels in the life of
a single program.

The details of the descriptive systems offeied by Spolsky and
son are too involved for the short introduction given here, and you are
adiiised to pursue the source documents for further elaboration. The maih
reason for their being distussed is to give you some idea as to the complexity
of the.situations in which bilingual programs find theinselyes.

..Limitatioris of the Definitions
Definitions of complex phenomena often risk having key limitations.

Legend has it, for example, that one day Plato set the academy to defining
man. After 'a full day's dialogue they 4settled tentatively on the definition
."man is a featherless .bipecl." 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. first attempt and

so added the diScriminating. feature, "with broad nails." Man then was."a
featherless biped with broad nails," a slight.improvernent.

.:The central limitatiOn of all widely used definitions of bilingual edu-
,

cation lies in their not properly accounting for cases where the children
possess the residual effects of an indigenous' language. hut are not able to

speak it. In such cases the children may he every bit as estranged from

school's standard English curriculum as children possessing a minority
language. To thseir additional disadvantage, however, they have no alternative
language to which the school can turn to provide a meaningful educational
ekperience. Furtheernore, the school may tend to treat the children as if
language were no factor since, if the children do not speak another language,

the school is free to use standard English.
Native communities where the native language traditional to the area

has been replaced by a nonstandard dialect of English,are not rare in Alaska.
Table-1 Showed the humber of Communities within each of Alaska's language

groups at general levels of ,riative language strength. The overall percentage
in' Alaska .of type 'C-66-Mrnunities (where no children, speak the native

,
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language) is about 57 per cent. If the number of communities where only
some. of the children spi;ak the native language is added to that figure it
rises to 81 per cent!

If We assume the vast majority of these communities to be .n 'a state of
linguistic arid cultural transition, it follows that the Cnildren carry into t,hei.r,,
school years, residual ffeçts, linguistic as well:as cultural, capable of exer--
cising profound inNence on their ability and desire to function in a-. sol
envir'onment comprising standard Engltsh consistently tangential to :their
life experiences.

With fetile 'excepiOns (e.g., Kari and Spolsky, ,1973), little is knoWn r
abotit the sociolinguistic forces governing this transitional situation, making
the job of creating a culturally and linguistically appropriate curriculum
doubly difficult. snoted by Kari and Spolsky:

Of a few distinguished exceptions, the..student of an
Amerindian ,language has imid little attention to the sociolin-
guisnc. situation of his informants, except.to. remark how few
speakers there are or how_poorly they remember the language.
From their sfudies, cinel,"can learn incidentally about the

1
languae loss and destruction, hut seldom are there indications
of the process itself, of what oti,,!1- ianguages are .adopted, or
of. the 'nature of bilingualism. Only very recently, ,with the
iapet us .of Interest On the one hand in the ethnography of.
speech .and on the other in bilingual education has there
been a smattering Of stLidies focusing on Amerindian bil
Mgualism (p. 1),

SMce nearlv all of Alaska's rural .communities c'an he shown to be
some sense, it follows that, given the,:necessary sociolinguistic

research, an appropriate program could be devised in which the native
language occupies a ,ignificant role in the'CurriculuM. Each community has
dif ferent. 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 each community. Two things must be con-
sidered: the bilingual situation in a particular community, and the kind of
language.prograM apprOpriate to that situation.

Table' 2 lists the number of schools operated by the ,Alaska State
Operated Setiool System (ASOSS) and the 'Bureau of Indian Affairs (BM)
by t-language situation and .whether some form of bihngual programming
currently is in 'operation or expected to be in the near future: As can be
s,?.en, a si:rcable .proportion of situations still remain with unmet biliiicjual
prograMming needs. Also, the proportion of current unnaet needs in the
type C commun'fties where, undei-statidably, tha greatest potential contro-
versy exists on the role' of native languages in the curriculum. Clearly, in
such cases, the native language w.ould have to undergo extensive community-
wide .revival of a magnitude capable of :sustng. it as an inStructional
meclium. On the other hand teachinq the native language as a second language
(NSL) in.such cases might.well be considered an integral part of that aspeet
of the curriculum devoted' to enriching the child's sense of cultural roots.

Definitions that rule '!ordinary foreign language teaching" out as
bilingual education do so because it is taught as a .subject matter and opt
used as a medium of instrucdon. While it would 'follow, then, that N.SL,
prOgr'ams would .suffer tl.e same exclusion logicall/,,NSL is not. inconsi,stent
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Table 2
'Numbers of ASOSS and BIA Alaskan Schools by

1974 language situation and bilingual program"status

Agency Tot.

25

40

Language situationa

A

NO. W41
Bil. PrograMb

10

10

20

Aiik Native

TOt.

11

15.

3,2

i_ariqu,ot

B

Nu. with
Bil. Program

1

8

Center

Tot.

66

78
L

Heourt,

No. with
Bil. Prograi

35
o.

35

Alaska Native-

Tot.

98
52

15pt
Lantluarte

61o. with :
13iI. Program

ASOSF
BIA

Total-
,:

52
1,1'

63

a..Sourc Krauss,
Center, University ot .Alaska. Fairbanks. 1913.

b. Source: Personal cnamlunications with Kathy Prnrin, ANF,B; Flank Berry. JOM:
Baxter VI/pod, ASOSS: anii cross re.fm:ence of vatic us .dgency dirom:toot:s.

c. Intormation,on Ala.ska independent school districts was onavailahle at the time ol
this report.

with the probatile intern of all definitions of bilingual education,
..Once a9i'.0), quoting Gaarder (1967), the following is .a main reaon

listed 'for using a min.ority conirnunity language in the school.curriculum:
to avOid the alienation from family and linguistic community
that is cofnMonly the price .o.f rejection of one's mother

. tongue inul of complgte assimilation into the dominant lin-
,. guistic ginup -(emphasis added).

These purposes re weh served if indigenous language teaching is included
even where. it-.tio lo.ntjer is'.used in the home, because in the home and in the
-Qild there may still, reside a cultural, historical, and familiar connection

,...with that- language and itrj asshciated culture. Such tnnnections are organic

whereas the Al.tska liative potentidl cohnection tb French, German,
or Spanish are not. His native language. nvern thOutth disused, is part of fiis
emotional and ..(otinitive structure in,i way no other language, perhapssave

English, could ever lie.
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A

.TEACHING NATIVE LANGUAGE AS A SECOND LANGUAGE

by

V.A. Wilson .

Alaska Native Language Center
University of Alaska, Fairbanks

(Ed. note:. Adapted from &thesis .bresented to theUniviqsity of Alaska by V.A. Wilson,

August 31, 1.976.)

.
-Natives in Alaska want to revive and maintain their languages. Mem-

bers 'of each community novv reJlize that extii.r.tion of their language will

be sure and swift if their children do not learn it.''Therefore, theV. h^ve

turned to the schools, which have been a powerful, force in suppo*,sing
Native language, to reverse the process ancl save the language .by teaching
it fo the children, many of whom have not learned it at home.

'Is it wise, to expect so much from schools when their record for
teaching competence in secondi.e., forei9nlanguages is abysmally .poor?.

Do mole realize thik. children can really learn Native language only by
using if .at home and in the community.? Dependence on a, school program

to teach the children Natrve language if aduits in the community continue
habits of speaking only English,. is sure to hasten the extinction of the lan;

guage. It is essential, then, that people cOncerned With the survival of the
language ask how;where, and by whorh. can Native language be taught. The

beit answer is simply that hOilne, .sc.hool, .and community all teach by the
only sure methocrfor. learning any' language, using it ,in all facets of corm,

.munication. In many communities, however: this method has become an

impdssibility as a generation has already grown to adulthood without
command of their Native language. In other communities, it would be a
process of extreme frustration fOr'aclults andchildren 'alike to begin to try tO
communicate in a language which the .children do not understanek ,Most

speakersof a language can only use it, not teach it or even understand ticiw it

works. The problem, then, if communities db .want to use the language, is

who should teach it to the non-speakers and how:
Ail Native speaker's should be teachers of the'language,'in the home,

in theconimunity, and in the school; but this means that they need to learn

:how to teach it as a second language. If thecommunity truly wants to main-
tain a .viable language in active.,use, then it must assume the responsibility
for learning how to teach it. No longer Can language workshops 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 their experiences, memohes,

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 thatis easy to learn and seems fairly natural.

to .use.. The purpose of this paper iS'' tO demonstrate an active method for
teaching a second language through real communication and to suggest pro-
cedures for developing effective leSsons and teaching materials. The activities
'suggested are most- effective in groups,' however. the terms "teacher" and
."class" should not suggest limiting the use of thesetechniques to the,school.

A class can be any group of -children, teen,agers, or adults; and. th,: teacher is

ahy 'Native Speaker who is willing to undertake the.discipline of I ading the

group-. Classes maY be held.in school, hom,.:s, or the community center.

I 4 I
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An Active Method for Teaching Real Communication
in a Second Langaage

(All material printjai iii itahosis to be expressed in the Native language.)

To be effective, second language teaching should involve teacher,
students, and Native language speakers physiCally, mentally, emotionalhi,
and socially in learning experiences that will make thi:rn feel good about
themselves; each othCir, the language being learned, their capacity for
learning,--and the value pf communication. A good firsclesson is:

Ginhy. You are
The teacher, or leader, sits in a small circle of students ;:ncl gets them to
identify themselves and each other. Then the .teachei points to each one,.
asking:

Who is this?
Af ter this lesson it is not difficult to pin( .ed with further identi-

fication:
I'm 3 Woman. fluIss mu. Are-you o ma,. or ;)1.1.oman?

a teacher. Are you a teacher or a stutlit
Aw yoo Eskimo or lodiao?

Soon It should be pj:,;sible to go around the circle with everyone identifying
themselves in varic-LIs roles, the teacher ber;amini.r.

Ito .Girmy. I'm 3 W00i311, I'M a teacher.
'Afterwards each participant recalls what soibeone else has said:

You are Yoo art: . .

Of .course there a're a number of posstble ways to 'clentify yourself,
such as My row?, or I'm calle,/_____,..13-rginning with

Atowever enables a .teacher lo expand the use of subject pronoun and linking
verb to .adil,vocahulary .that has real meaninjtfor the participants so that
from the brst lessoil they are.communicating, not just mimicking or naming
things-

Lesson's progress in- a sequence of increasingly coMplex grammar
objective9. Eacn 'lesson typically includes: (1) teaching activities, for present:
Mg a new grapimar concept: (2) talking activities introducing new vocabu-
lary; (3) Taking books to illustrate open-ehded, emotionallJ involving
questions; and (4) social actiVities to timulate-us(; Of the language in 'the
community. a"

Teaching Activities
Teaching activities physically involve students with actions, objects,

and people ,at the same time thiiy are learning the words describing them.
These activities ire brief, concinuing lonjj. enough for students Lo be

. able to say what the teacher intends for them to fearn and' to undet...starid
what they mean when they say it.

Talking Activities
These acteivities, such as interviews or talkini, about pictures, get

studenST Mentally involved: assof.-aating the language \rvith mental images of
actions, people, and things. Th;i' is cbnsideeabie mental involVement in
all the activities of this method -the .active thinking necessary to gepei'alive
the'use of the language to create new utteranees or use familiar ones in neW
situations:

u-
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Activity of Making Books'''.
The openendiid queS'tions add a dimension of emotional involvement

aS they deal With what people like to do,.what is important to theM. Answer-
ing open-ended questions requires a vocabUlar-y 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 techer, Sn'are their answers t5 the question,
illustrating their meaning with theopictures they have drawn:

Social Activities
Social involvement. with Native-speaking members of 'the community

is Sought by asking students to find out answers to a variety of questions.
'Such assignments are dsually directed-toWard a student's parents or 'grand-
parents. Since some students may. not have Native-Speaking families, it would
be of great value for th'e teacher to help such students "adopt" Native-
speaking grandparents. Daily activities requiring attive use of the language in
the community are vital to the success of the teaching program and to the
very survival of lariguages in dmiger.of dying out of use. Planning such acti-
vides and having them reported in the tlass are of utmost impbrtance.

(I

Choice of Language
The !esson modeled here is;printed in a combination of -roman *type

'., and italics .for the purpose of< discriminating betWeen the lanquage that
students will learn to use irtithe lesso.1 and Other teacher-talkdirections,
commands, conbrstion--4at studeuts may understand only in a. very

general way. Everything. written in italics, in the model lessnm is instruc-
tional. materialtr ,xpressed in siMple, direct Native language which
teachers...wilt .expect leir students to learn to undentand and use rather
well. Teachers' dire ions to. students shoukl also be in the Native language
but they 'will var according to the student;' previous experience with the
language.-Teache-s can'eXPeriment.With makin9 themselves understood with
geStures, pictu s, and, demonstrations. They Should be very careful tomake
students fee,; comfortahle and secure in unders(anding----at liberty to say
"I don't'un erstand."

A MODEL LESSON

OBJECTIVES
Behavioral .objective Students descr,tn.! physical ilctivities; respond

. to coMmands.
. .

Grammar objective: Students use:
"I'm, you'ie, log"
Constrction like to. . .

TEACH I NG .
lntroduce the vocabtilary and the verb conjugations by dembnstrating

.physical activity, saying what yot,j are doing, and then telling.someoue to
do it. Students can recoqnize commands-b,/ your gestures.'

I'm walking. (Student.A),
I'm running. ,(Stuilent B),
l'in`jumping. (Student C.), jut.np!



I'm Crawling (Student D) , crawl!
While the students continue the variouS activities, ask:

Who's walking?
Who's running?
Who'sjumping?
Who's crawling? ."
What is (Student A) doing?
(Student A), whet are you doing?

Continue with all students.,Change persons doing activitiei and give everyone
the oPPortunity to act and talk. Seat stUdents in circle with ictivities around
the outside. of .the circle. If the class is large, make two circles, one inside
the othe.r. Have the outer circle do the activities and the inner circle talk;
thei reverse positions.

TA KING
Wit teecher and students sitting together in a circle, ask some questions
about what students like to do. New vocabulary can be explained.by gestures,

\ dem nstrationS, or pictures. Encourage the students to ask each other. and
\ you

Do you like to walk do you like to crawl?
Do you like to runi or do you like tb jump?

CO tin e with other activities, indicating the action by pantomine.

MAKJG A BOOK,
a conversation circle, ask the open-ended question:

`What do you like to do?
Since 'the udents will not know the words to describe the activities the'Y

like, let the draw pictures. Give each student paper and drawing materials
'and have the \draw pictures of What they like to do. While they are'drawing,
walk around looking at tne pictures and asking:

What do\you' like, to do? Ah, you like to (name of activity).
Do you lik to..:?

Let the student answer and then write undet' the picture:
/ like to1namii of activity).

'When the pictures are 6nished,' form the circle and ask the question, lettin .
all the students show thr pictures and answer. Then have the students '

'reca!l,all the answers:
(Student's name), yPu like to (name of activity).

The teaCher participates also, lAqth a picture and an answer. When the activity
is finished, Collect all the pictilrs and fasten them together with a cover;
making a book for the library shelf\

. The emphasis is on the personal-use of the languagebeing emotionally
involved with the-significance of wcicis and structures. Therefore, the class
environment is most helpful if there i a cornfgrtable atmosphere df accep-..
tance and a willingness to experiment.

TALKING AT HOME
Have..students ask five people in the community what they like to do.

. The next day, in a conversation circle, get "students to report what each
person they talked to likes to do. Afterward .each student recalls what
another student said.
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Development of New Lessons \
Native speakezs can learn to create hew lessons ind audio-visual

.materials; however, they prObably need the help of a linguist to discover
What are the basic grammar concepts of their language. They need,to think
about how they ask and answer such questions as:

Who is this? -

What is this? \
What is _doing? What did _do? What is _going to do?
Who is doing it? (Singular, dual, plural)
Who is he' (are ihey) 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 considerati6n what is necessary to beginning
convers'ation and the degree of- difficulty for the learner. The greatesCdif
ficulties teachers face are limiting their own' language to' what their students
can understand and limiting their teaching- t6 one grammar concept at-a time.
ThiS can best be done by working out a detailed lesson plan.for each day.

Nevir lessons cart be patterned after the model by following these steps:
1. Determine the ,specifit gramrhar objectivethat is, the

prefix, verb, stem, postbase, verb ending,, noun case, etc.
that students need to learn.

2. Determine the behavior objective' for .the kind of language
situation to be mas.erecl.

3. Think of specific, physical actions that will demonstr
late

the meaning of the word or concept and give students the
opportunity to use it over and over again w:th questions
and aftswers for each of.the three per,ons I, you, he/she.
Example 1

= The teacher sits' with a few students in,,a circle and
" them small tools.

Mb\ e screwdriver/
please.

Who gave Me tile, screwdriver?
Mike, ask me,lOr the wiench:

Did I give Mike the wrench? .
Mike, did I give you the wrench?

Student:

Mike gave it to you:
Give me the wrehch,

please.
}).es, you' ga.,:e it to him.
Yes, you'gave it w me.

4. Pl6n inteiliews, games, orother talking activities that will
involv students with each other usin,g.the new votabulary
and grammar concepts. Talking activities develop mental
involvement. They broaden tile scope of the lesZon 'from
what is Jimply available in the immediate surroundiffgs to
things that may he of more "irTierest to students or more
appropriate to Native culture. Audio-visual materials-L-
dialogs or stories with illustrationsare very effective.
These are recorded and used with questions and, anSwers
that.. help students to discern the variaus components
of sentences and words.
Example '2
' Project' a picture of a young 'Eskimo working on

'ar..
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his sno;in masihrne,..and play the tape oi language
master: RogeoretVorking.on his Sno-go:..

Teacher; /K. '. Recording: Student: 'I--
Who's Ilis? 1...

I .
What's this,

Roger's working on It's ROger.
his Sno-go. .

- Roger's working on It's a Sno-go.
hil Snp-go. ,

Whin Sn -go is it? Roger's working on It's Roger's.
his Sno-go.

Air Rog' r's R4ee'S working on Yes, it's his -
I

.Sifow-g ? . his Sno-go. Sno-go.

/What's Roger doing? He's working

1 .
on his Sno-go.

i Wh:ls working on hjs Roger's work-
; Sn -go? .72Ingsah is

,' t...,"------ . '. .'Snovo.

5. Think of an Wn-eded questibn that will ,., require the .use
of the grammar concept just learneda question that will
be 'a good theme for making a book. Personal questions,
such as those in the following example, get itudents emoT
tionally involved. \
Example 3 1

I
What do you like to do?

1
What do you have that makes you feel gond? 1

Where do you like to be?' !,

Wh t rnekes you happy?,Sad? :
'Wh t do you do very well?
Wh bothers you or makes you angry?

WheJ, did you learn to_ia number of accomplishments'il
When did Vow first_ (activities)? .

.

What have you done ,that made you feel good? When did
you do it? , .

-..

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

What does someone tell you to do? Who says,it, and how
does it make you fee)? ,,

What did someone used to tell you to do? .'

What are you going to do tomorrow? What would you like
to do tomorrow?

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

6. Make up 'grammar-practice question's to use with books
that students make.
Example 4

From t: e studelyf-made book that Do YoU Like to
..Do? the Leacherseads: .

I like to fish.
Teachei.:
Who is this?

' What is A doing?
the picturd; is A fi.."Iing?

Is A fishing now?
B, ask A if he is fishing.
C, ask A if he likes ib fish.
Does A like to fish?
0, ask A what he likes to do.

c;
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These questions .and 4nswers make good workshgets if they
are written out, leaving words or parts of words blank for
students to fill in, as in the following examPle..
Example 5

Mary likes to fish.

Who is this? %This is

Wht is Mary doing? . She's fishing.
Is she fishing? Yei,_ fiihing.-
.Mary fishing? Yes,

Mary, are-you Yes, I'm
Mary, what you ,doing?
Do yOu like to fish? Yes, I tO fish:
Mary; what like to do?
Does Mary like fish? She liAes
Who likes to ? Mary fish. 4

Sam likes to dance.

Wh; is this? This is
What. is Sam._ 7 He's dancing.
is dancing? . Yes,

Who's _____ ?
Sam, do you like to dance?

Sam:-..-- dancing,

Sam likeL___._ ?
WorkIheets are made for each C:ass of verbs so that mor-:
phological or orthographic changes are observed by con-
trast, as in fish: 6shing; dance: dancing. If worksheets are
made...for each grammatical structure, using such Conver.:
sational topics as those,in Example 3, then students will
write their 6wn grammar workbooks. ,

7. Plan social activities 'that will motitiate students ..to talk
Native with people in the community and learn from them.
Each question used to .mike a book .can be Used for home,
work activity as .well. Have students ask five people In the.
communityoand return to class-,to report what they 'have

'learned. Invite 'people to come to the class for an inte-
. view or to talk abobt their interms. Exploit the resources
.of the community to make the use of the language as
lively.Tnteresting, and stimtilating as possible.

onclusion . '. I
. .

-These lessons 'will help Native Ihnguage speakers teach language in a
unctional way and use it in simple, but real, communication with bzginning
tudents. A. serieS of ,such Jessons for learning Inupiaq .Eskimo have been

pvritten and used successfully at the University of Alaska in Fairbanks. They

lave alsO been used in the Barrow schools- and translated for .use'in the
(Nome-Beltz High 8-Cheol. Similar lessons are being incorporated into acur-
riculum for teaching Yupik as a second language 'from kindergarten through

high school. . ,
,/ .

.
So far, however, ther2 has been little training foefteachers in develop-

ing and using such lessons and no wide.spread training, of all the speakers of

any community in teaching their language to non-speakers..The need is great:

, only if every speaker is teacher and every child. is 6 sing the language will the

: survival of -Native language beassured. -
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IDENTITY SYMBOLS AND, BOUNDARY MAINTENANCE:
'SOME FUNCTIONS OF SPEECH FORMS IN RURAL ALASKA

by

Lary Schafer
Cross.cultural Education Development Progi am

University of Alaska, Ft. Yukon

.Despite their homongenebus appearance tO ar outsider, Alaska Native.
' communities often contain a vari!ty of sub-groups which, are delineated in
.6Oth overt and subtle ways. W, en a.. particular speech forrn is uSed to
delineate these group differences) the speech cannot be fully understood
apart from Vie context in which ii occurs. Often this context cannotreadily
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 .
lances and resppnses,in a linguistically appropriate manner, 6i/en .though
much of the implicit meaning tinderlying the relationship may never be fully
understood.. Speech forms may constitute many kinds of :unspoken,
assumptions that an outsider may never know, but if he realized-that certain
speech forms and social acts may:represent specific Problems and:functions

, in group identification he may.be able to increase effective_interaction with
the participants of these groups...

Barth (19691 argues that close attention to, and analysis-of, boundary
maintenance systems and .the social organization .of 'group cliff ?rences .May

. yield valuable in formation regarding the nature of groups w iich Mteract
.

With each other: The fprms of interaction that reveal group h,Jundaries may
tell us more.about the internal structures.of those groups than studies dealiny
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 wifh the cultural context 'of the separate group or groups..

The 'following observations and comments concerning some .functions
. whiciLspeech forms may serve in rural Alaskan communities represent an
in-itial attempt to address a particular set of concerns aboutlanguage function'
which - have been a neglected part of the training for new teachers going
-into Alaskan hush schools. Sikh information may also be useful for any
other persons who live or work in a sOcial environment which is different
from that with whichtthey have previ'ousli been familiar.

In :thiS paper, I will discuss ways in which forMs of speech function to
delineate boundaries petween sub7groups in some Alaskan communities. I

will lookfin part, at 'the cultural (speech) and orgaQizatio.ial requirements
_

for certain systems of boundary maintenance, between grouPs and between
sPecific valuPheres. \

Language is ofte0 cit0 as an indispensable component in the main- .'
tenance of group identity and boundaries; this implies that language varla:
tions.,are necessary:for generating Specific groups and for maintaining .their

., identitips.: Such yaripQns are viewed as being .the primary factor in gener-
ating group:solidarity and in making minifeSt gruuP boundaries. Recent sdcio-

.. linguistic findings, however, indicate that "significant differences' in speech
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between various kinds of groups that are in frequent cOntact a e -not, in
themselves, responsible for the establishment and maintwance 8f group
boundaries. T6sedifterences rather reflect features of social or anization
through a process of social codification, and thus serve as idionis of identi-

fication with particular group values, whether santioned internally or forced

upon the group by outsiders" (Blum 1969: 83).

In many situations, the relevant structure for communicado 1 of group
boundaries is speech form rather than the language itself. DeVos 1975: '16) ---

suggests that group identity can even.,be maintained by minor dif erences in
linguistic Patterns and by style of gesttire.

The 'processes of group 'identity can be illustrated on a .ontinuuM

starting wiith interaction to establish personal identity and ex ending to-
people interacting to make manifest a national identity. I would/like to deal

With a smaller continuum representing What I feel at'e the major
I
c mponen,ts

in group identity processes people experience in RurP Alaska. At one end of
I

this continuum is the situatiqn in which people of the same group o through
the mechanics of establishing rules of identity. This often takles lace in an
intra-ethoic or intra-group context. Further' along.the ccintinuu 71, anoiher.

,point which represents Perhaps the hglfiniay mark, is the si.tuti n in which
different groups- interact with each other in defining their. bibun aries.. This

, could b&re-ferred to as inter-group interaction and basically deal with social
identity rather than ethnic identity. At the 'other end'of the c ntinuum, I

woulddescribe the situatiOn as being Where people and 'groUps a e seen by a
firoadergroupRural Alaskans affiliated in some sense, usually in the sharing
at some level of -values. These three sitbations or .contexts 'are obviouSly not
mutualky exclusive and indeed overlap in many 'ways, but they ,i-e represen-

tative-'o pointson the continuum ar ,-.1 can be used as a Hiurist-c deVise to

illustrate t}ioi,flt. . . i

The three tontekls-thru-sean,gener-ally- be described as fo,llow :

1. Broadest context of the Rural Alaskan life st0e.
2. Inter-group affiliation within specific communities f the

br.oader Rural Alaska .contbxt.
43.. Intra.group affiliation, usually seen in the. cor,;xt f the

ethnic identification processes. -. .

What I will be concertwd with here: is the,codificatipn of spA forms And
their use- as idioms of identification aoditheir, function in delit :lino inte;

a4I intra-group sphares within these cOnddKis.
.. .

Ritral Alaska -Lifestyle as a GrouP .

\ la 'Alaska, there_are nutherous Nadve gioUps, identified as Eskimo,
Indian, and Aleut iri -the. broadest sense. i nd .arnqng"these grou i', Hwre are

,

many sub-ijroups differentiating ,therriselv s. by /language, cultiire or- geo-
graphical location. Although each yi.Ilage 'is 'uni,que in its QM right, the
majority of Natives and rthers living in, what i. often referred to as "the
bush," have similar experiences in,terms of t- e.iihysical., social and \political
enviionrnent, which cate,t thern to see them;ely s as belonging o &special
class\ of. peiiple. There 'is ,gener al feeling that taring these eXper ences gives
one an affiliation with the group. This "grou as One/can im gine, has a
ratfiei\ amorphous' nature, and .bottiidarY lines- e highly flexibl and fluid
depen'ding -upon the specific -situation,in which he boundaries- of this value

., sphere \are identified. Whether rhe individual is liccepteyj into the fold- of his.I .

:-
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or her group depends ori many things, including the specific,experiences and
the ability to send out recognizable and acceptedsignals identifying oneself
with group. MemberShip. These 'signals will be received and translated by the
grbup; and the level of participation in the group activities will thus be
deterniined. There is a limit to the level.Of participation, depending on the
vecific experiences of both the individual looking for recognition and the
receiving grOup. .

.
. .

I wbuld- like to share an experience which I think demonstrates how
iderftity signals are received and translated into admittance into specific group,.
value spheres. This example illustr tes how a specific speech form, a "village
dialect" of English, was the .over signal which alerted an audience to my
blckground and allowed me to sIjire in certain experiences with that parti-
cular group,. Working with ihe Alqca Federation of Natives,. I had occasion
to visit the villages of Gambell ,and Savoonga iiri-St. Lawrence Island. On
one of the first visits, I went in .with a nUMber of state and federal officials
who 'also had business in these villages. In Savoonga., we met as a.group with
the Indian Reorganization Act Committee, school board, and other interested
people. During a break of our all-too-familiar show and tell, program, an
Eskimo woman asked if i was part Eskimo or Indian and if I was from some
village. There were no physical characteristics to make me stand ou: from
the State and Federal people who were on the same program. I assured her
that I was neither Eskimo nor Indian, but had spent considerable time in the
Tlingit community of Kake. She reptied she suspected as much because
"you talk like, us." Evidently during my presentation : had inadvertently.
slipped into, a form of village dialect which she -ecognizeO. The use of this
speech form identified me as having had some experience in a rural
commurity, at least enough for me to have picked up some use of the village
dialect. It implied -much More, arid after being asked more specific questions
about my years. at Kake,. I was accepted as a mernber of the group, at least
up to certain .specified levels. Uie Of village dialect was an overt signal which
allowed me admittance 'to the sharing of certain.activities which where denied
the other visitors, including invitations to visit homes for tea and meals and
to share sleeping quarters rather than being bunked in the school. The use of

.' village dialect contained overt signals with positive attributes allowing for
.II inter-action in value spheres fhat would otherwise hale been denied. This is
pct, tb suggest that outsiders consciously \attempt to use. village.dialect as..a
Means of gaining admittance to a village cOmmuni.ty, but only to illustrate
My point.regarding some funCtions which speeck forms serve.

I
I Although the above example is' one which shows speech form as a posi-

tiJe attribute, there have been, and are, situatiOns where such signals are
cl6rly received and translated'as.a stigma. The'following examples illustrate

\olt village 'dialect can be translated as a negative signal which, can result in

f

classifying the.dialect speaker to an inferior status.
\ In many situations, especially inter-group interaction, village dialect

unctions as a stigma, an overt sign or signal, usually negative in connotation,
identifVing a person as belonging to a certain category. Stigma is an attribute
which distinguishes between virtual social identity and actual social identity
of indiv\yuals or groups. Virtual social identity is the characteriza'tion of :an
individual\ based on what others feel a person should be. The characterization.
of an indNidual based on the person as he exists 'constitutes his actual social
identity'. If. these characteristic attribUtes are negative, so that the person is

V'
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.

,,,,,...-. viicwed as less than his virtual social identity, 'then these attributes may be .

ClasSified as:stigmas and constittite 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.
One example of speech'as stigma Can be seéhas reticence on the part'of

many Native people to discuss or communicate with members of the domin-

ant cultUre,x reflecting a feeling of ina equacy in their ability to express

mtheselves properly, explicitly, and a, iculately. For ma,ny village, people,
j

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-

rrinication, since certain' social and cultural phenomena may be made more'

rn iingful when communicated through a particular, form of sPeech. For

exb,nple, certain rersonal relationships have categorical values.that 'are best

expressed within a' particular form of speech, one of which may be village

dialect..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 viflage English as a stigma and

avoid situations in which such "incompetence's could .be recognized. This

reluctance to ipeak in certaihsituations may be internally sanctioned, though'

such internal values often have outside Pressures as their sources.

This, I. 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 stigmatized 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 deró-

manner. .
,

, An example of this tan 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 careeremployees. 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 dow'n to." BIA employees often complained that the Natives

could 'not manage money or that they drank it up. Butwhat was extremely

; important, in ferms of the issue here, was the frequency that the cOmment

was made by BIA personnel 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 miriimum of dialectal variation. . .

,When local Native organizations later contracted with the BIA to

administer the General Assistance program, Athabascan and Eirno, case

workers were hir.ed and there was, in general, a change in attitude towai'd the

relationship between client and case worker. At this time, I. 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 'cornmunication
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between client and wOrker, and though I made no systematic comparison,
I suspect there Was much ihore interaction then than there had been between'
the client arid the career BIA employee under the old system. I would like to
emphasize dol., there were a great many factors influencing these interection
situations and ensuing attitudes; however, the speech form which had pre-
viously functioned aS a stigma was now reMoved as ap intervening variable.

As Alaska )Natives move,into positions of influence, they are becoming
less concerned) about village dieleCt and,other overt signals which were once
perceived by theMselves arid others as stigma. They are now speaking' out
without-fear arid shifting the responsibility of understanding to an:listening
party.

This last example has' several interesting implications that May .be
worthwhile to clisCUss. 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
tendto be characterized by a lack of intimacy, and that participants usually
prefer to discu-ss only "safe" topics, that is topics Which tend not to get
personal, such as weather, formal business, et cetera. This type of communi-
cation makes fur sorrie measure of social distance, and where one group or
participant 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 Native
Center, the type Of interaction changedLit became intra-ethpic. 9hultz
(1972: 16) describes 'intro-ethnic, encounters as more intimate ,and less
concerned with institutional identification. Although the context of relation-
ships tended to be imp.ersonal arid bureaucratic, it was couched in an ethnic
Context as well, which made for a much different quality of relationships.
Ethnr.-..ty establishe a more informal context for interaction because of its
known historical and social relationships.

litter-Group Identification Processes ,

I will now focus on the boundary maintenance processes that take place
at another. level of group identification-that of vat-06s sub-groups within
larger community or regional contexts-and how speech ,forms are' uSed by
such groups as methods of delineating end retitieling group boundaries.
The identity process 'on this level is mostly social, although ethnicity can be
a fector in many of the situations.

Perhaps a cOrnment on social identity is in order. In most.. ?claskan
communities there, is a "kit of action." The source of this action comes from
increased eConornic cippdrtunity and increased political power, the two main
pherionieThettipcl these increases are, the Trans-Alaska Pipeline and the
Alaska N,,tives Caimsi_Settlement Act. There is no need to go into detail
about the',effects these have had on rural AlaSka, except to say that they hav-e
brought great social, econOrnic, and political changes throughout the-State.
So much so .in fact, that there has been 'a trend toward the formation of
new groups along econorhicipolitical lines. As Wax (1974: 165) has.
indicated elsewhere, beir g. d cOn-tertipbrorY Indian May be a matter of social
and political' identity, as well- g5. cultural identity. The nature of interactiOn
between groups et this-level is less Iormal than the preyibus level, but for the
most part still revolves around "safe"-stopics.' Again speech ..forms can play
important roles )in identifying and helping ,maintain the boundaries' of the
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group though this first example involves, village dislect, the use of the .Native
langua6_ and its function as stigma occurs in a less overt. -and more subtle
wv than' the previous examples. 'Th'ese situations were observed in the
;:ommunication structures and Patterns in a rural elementary school. I knew
the teacher anct.rn. ost of the students 'fairly well, and for the most part
attempted to play the passive observer, being fairly unobtrUsive 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 semicircle around the chalkboard. The .teacher uSed this central
iocation when something had to be written on the chalkboard or when some
general inforrpation was giVen to the whole class.

As the teacher helped an individual student, the remaining children
would Oftenstart to talk to one another. The talking was not loud, and had a
sor-t of constant, buzzing effect..Occasionally the teacher would interrupt
her discussions with individual students to. warn the, class to be Ouiet 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 n-ot noticeable loud talking from these two to distinguish them
from other students when they were reprirrianded for making too much

, noise. It seemed .that the .other children wei-e making similar keyels of noise,
although there was no accurate way in which the noise level could be
measured.

What did become distinguishable upon closer observation .was
occasional use of the Native language.by the students. It was when these two
students, and occasionally others, would speak their Native tongue that the,
teacher would respond, as though the sound of the Native language was an
indicator of distraction. When the Native language became audible to the
teacher, for' whatever reason, her attention was attracted and she re;p..inded
by reprimanding those children who were peraeived as "making no'3e."
The evidence is not sufficient ((a suggfst anything except that op this parti

cular day in this particular school it seems that the teacher responded en,con-
sciously to the Native language as exessivc noise, iri..that serise.a s'.(grna.
Thii-Phenomenon iS discussed in Lambert (1964) in More detail where '-.e
deals -withstindividual responses and attitudes to a 'comParable statement in
two langUages or dialects. The above is a similar situation in which tWo
languages are being used ar,d one language elicits a more favorable response
than theother.

One of the things that has happened here is a break in the primary
group identity through We encroachment of symbols from. another ,-oup.
The primary, group is the class which includes V-ie teacner. When sek,raI
students start talking the N.ative language, s:;413 are being Lransmitted tnat
indicate they are acting as a differert roup, to- the exclusion.of others,
mostimportantly to the exclusion of the teaefier ,There are a number.of ways
in which this process could establish in-group/out-group relationships;
Kutchin/Non-Kutchin speakers, Te,3cher/Students, or .Nativ/Non-Native.

How"e,:ier these relationships were in'erpreted, group .boundaries were made
yisible by Speech form which elicited alternative response by the partie3
involved.

Another exampie of the function of village dialect in maintaMing
boundaries occurred in a relatively large rural comTnunity, where the out-
ward appearance provides veiy few ()Vert_ signs of We various sub-cultures



that live within the community. However, there are,'as in mbst communities,'

many different groups with differght value systems, all.of which are aif-
ferentiated by specific though, fluid boundaries. Sometimes speech form,
becomes one of the instruments used to distinguish these different spheres

of values.
One faction of young people in this community perceives themselves

as belonging to a higher social class than some of the others namely, the
less educated and those from the smaller,yillages_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 z.,bout. I 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

probably nova factor, since l'was in the bedroom babysitting and few of the

grouO, were aware of my presence. As !the discussion progressed, it became

apparent to some of the participants that the label ."dumb Indians" may be

putting themselves. outside the identity boundaries of generalized "Indians,"
as seen \by the people of this area. Before they reached this stage of intro-
SPection, the group began consciously using exaggerated, village dialect. The

juxtaposition of the lorms of speech was used to create stylistic effect depict-
ing the speakers' attitudes. It was done as an act of reaffirmation of identity
with the ,larger group, and 'their identity as "Indian" was reinstated and

verified by use of this particular form of speech.. This exaggerated use of

village d,ialect declared their ability to cross .boundaries and to participate in .

two value sub-systems while. maintaining their identity as "Indian," an
'activity in which the "dumb Indians' could not engage.

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 n'ot 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 rase, village
dialect was perceived both as a stigma and as a positive-symbol in idenffying
particular group boundaries in the same sphere of interaction.

Personal and Ethnic Contexts of Group Identification
The third level' of identification process I wish to discuss is the function

of speech form in' 'maintaining ethnic identification. The major difference
between' ethnic*identity refers to direct -cultural and historiral relationships'
between. 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 phenoinenon as. langu:age, religion and.other
tr'aits (DeVos 1975: 19). this intra-ethnic interaction is characterized
by higher levels.of intimacy than the other twc, and in fact intirnacy seems to

be the main 'structure of the interaction.
The city of Ft. Yukon 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 people interact and see themselves as

Ft. Yukorfers, the more common focus of identity is ethnic. Ethnic identity
is an important factor in dealing with problems, particularly when conflict'

1621 6 7



I .

is involved. These problems ay be personal, social; economical or. other,
.P but support of one's primary thnit affiliation is very igsprtant in the solu-

tion of these conflict situati ns. The following examOle relates how, in a
conflict situation, speech form was used to emphasize ethnic differences.

In certain situations, e n standard English' may imply stigmatic char-

acteristics. In this instance, a young lady had some sort of conflict with one

of her, Wends in which the i rgument grew heated. She later expressed her

actions, and feelings as folloWs: "I really told her off! I told her off in my
very best.English! The un istakable innuendo here is that being told off in
proper English was a real ..nsult. The implication of. being "cussed dut" in
droper English is that thait person had to be ipoken to in proper' English,.
and that she is less. than "Vndian.': It implies that the person is outside specific

group boundaries and re/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. Eidheirri (1969) gives similar examples of this among the
Lapps and Norwegians; where Lapp is spoken at certain times to those who

are known to share similar social iden, tities and value spheres.
t. , ..

In another example, there was a group of young women visiting my %

hOuse, staying over to catch a plane back to their village. They were sitting
around talking about various things when the question of language tune up. :

The girls proceeded to test one another on their abilities to speak the Native

language effectively. After establishing that each was an "expert,". they
proceeded .to discuss ,how others spoke the language differently.and perhaps

not quite as correctlY. One of the girls would say something imitating the
dialect from another 'village, 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 df entertainMent for them
and lasted for some time. One of the things that was happening herewas that
thegirls were reaffirmirj themselves as a sPecial ethnic group and at the same

. time ;dentifying those dialects by which they can differentiate between

members of their group and'outsiders.

Summary and implications.
As I have tried to illustrate, speech forms are often much more complex

and influential than they aopear on f;rst observation. In this' paper I have

examined a number of diverse spe,:ch-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 tw.o
with which .1 have been primarily concerned are how speech farms are per-
ceived as having stigmatic. attributes and 'how ,hey are used as° identity

symbols, dePending upon the social context in which theyareibsed.
If indeed, identity' maintenance is an important process in the func-

tioning of small communiVies, knowledge of that process should be of .con-

siderable value to teachers, both as educators and members of' the com-

munity.
There are somedifferences, however, in how identity-related proCesses
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can affect nop-Native,and Native teachers', When non-Native teachers are in a
rural Nati Ve community, they are. often .Strangers to the complex web of
group affiliation that is so typical of these communities. As teachers become
mere aware of these processes and the underfybig structure of Weal grouP
identities this knowledge can 'be influential in establishing, relationships
within the community. On one levetat least, the non-Native person can often
act with immunity to.sanctions against improper behavior by virtue of her/his
role as a learner. It is not unComMon for teachers to be given great latitude
in their 'behavior and interaction patterns because of their, unfamiliarity with
locally established patterns. The coMmunities'appear, to have a high toler-
ance-for learners, by allowing such:person§ to make both quantitatively and
qualitatively more mistakes than would normally. be . tolerated, But
non-Native teacheN become aware of the new social situations with which
they ,are confronted, and they learn the new roles that these situations
require. The'y are expected to-behave in an appropriate manner.

The Native teachers too are involved in the identity maintenance
process, but -in a way dif ferent from that of the non-Native teachers. If the

°Native teachers are within their own cultural milieu, they already know a
*eat deal about the various groups and sub-groups within the milieu. But
the Native teachers ar,e a part of that system themselves and are, therefore,.
more intimately involved with the interaction. One of the differences 'in
the relationships being the level of intimacy as' described in intra-ethnic as
contrasted wittilritte,imic encounterS.

The Native' te.acher, being so' closely related to the social system, may
find that the knowledge of- group identities is restrictive ;-ather than helpful
in dealing With specific problems. The tolerance for error is mitch less tor
these teachers, as they .have two positions; one as teacher and one as corn-
munitY member, and, therefore, are not accorded the tolerance given to the
non-Native "learner." .

Referring to the -example of Native language'as an indicator of noise
leVel, a Native teacher would 'Probably not be forgiven for the same behavior
if it was known. On the other hand, .it is improbable that a Native teacher
woulti have responded in the same manner.

The new role the' NatiVe acquires as a teacher may enhance her/his
social prestige, but, the added requirement' of acceptable community behavior
required of the dual roles 'may'be a source of serious conflict.

I see the solution as perhaps not a dual role ,situation, but as group
identities ere being redefined with the ensuing economid and political change
taking place, neW 'roles will emerge for "Native, teacher's." Although, the
nature of these 2-nles is speculative, it wilt probably 4qutre a new set h
expectations and identity more consistent with the existing social order.

C.)
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