NATIVE TEACHING METHODS:
AN EXPLORATION OF THE USE OF TRADITIONAL

PRACTICAL KNOWLEDGE IN THE CLASSROOM
by

Ruby V. Farrell @

A thesis
submitted in partial fulfilment
of the requirements for the degree of

Master of Education

Lakehead University
1993

Ruby V. Farrell



ProQuest Number: 10669224

Allrights reserved

INFORMATION TO ALL USERS
The quality of this reproduction is dependent upon the quality of the copy submitted.

In the unlikely event that the author did not send a complete manuscript
and there are missing pages, these will be noted. Also, if material had to be removed,
a note will indicate the deletion.

ProQuest.

ProQuest 10669224
Published by ProQuest LLC (2017). Copyright of the Dissertation is held by the Author.

All rights reserved.
This work is protected against unauthorized copying under Title 17, United States Code
Microform Edition © ProQuest LLC.

ProQuest LLC.

789 East Eisenhower Parkway
P.O. Box 1346

Ann Arbor, MI 48106 - 1346



National Library
of Canada

Acquisitions and

Bibliotheque nationale
du Canada

Direction des acquisitions et

Bibliographic Services Branch  des services bibliographiques

395 Wellington Street
Ottawa, Ontario
K1A ON4 K1A ON4

The author has granted an
irrevocable non-exclusive licence
allowing the National Library of
Canada to reproduce, loan,
distribute or sell copies of
his/her thesis by any means and
in any form or format, making
this thesis available to interested
persons.

The author retains ownership of
the copyright in his/her thesis.
Neither the thesis nor substantial
extracts from it may be printed or
otherwise reproduced without
his/her permission.

395, rue Wellington
Ottawa (Ontario)

Your file  Votre rélérence

QOur file  Notre référence

L’auteur a accordé une licence
irrévocable et non exclusive
permettant a la Bibliothéque
nationale du Canada de
reproduire, préter, distribuer ou
vendre des copies de sa these
de quelque maniere et sous
quelque forme que ce soit pour
mettre des exemplaires de cette
these a la disposition des
personnes intéressées.

L’auteur conserve la propriété du
droit d’auteur qui protege sa
these. Ni la thése ni des extraits
substantiels de celle-ci ne
doivent étre imprimés ou
autrement reproduits sans son
autorisation.

ISBN 0-315-86191-6

Canada



i

Dedicated to Native children and their Native teachers.
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ABSTRACT

This study explores possible consistent patterns
in the teaching methods of Native teachers in
northwestern Ontario by examining their use of
traditional practical knowledge in the classroom.

The research was conducted in an isolated
community of about three hundred residents.
Qualitative naturalistic research methods were used in
this field research, incorporating iﬁformalropen—ended
interviews, journals, and non-participant observation
techniques in the data collection. The research
focused on the Native teachers and their interaction
with their Native students in the classrooms during a
time period of seven school days. The data analysis
and interpretation was ongoing throughout the ten day
research period. By describing and interpreting the
non-verbal intuitive insights to culturally
significant, subtle forms of expression in the
classroom, the findings offer an insider’s view to the

practical knowledge of Native teachers.
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CHAPTER 1
NATIVE TEACHING METHODS
An Exploration of the Use of Traditional

Practical Knowledge in the Classroom.

The Research Problem

Identification of the Problem

The term ’‘Native learning styles’ has been
addressed by researchers such as Kaulback (1984), More
(1987), Pepper and Henry (1989), Whyte (1986), and
Sawyer (1991). Most of the research in this area has
focused on the identification and definition of Native
studenté' learning styles, lists of successful teaching
strategies for teachers of Native children, and some
theories on how these preferred Native learning styles
may be linked to the Native students’ cultural
upbringing. While this research has served to identify
specific theories of Native child-rearing practices
which may be attributed to the preferred Native
learning styles, we are left with its assumption that
the teachers of these Native students are non-Native
and therefore, making the suggested teaching methods
applicable only to them. Current research does not
provide information on possible differences to the
Native learning styles and its suggested teaching

methods if the teacher is a Native person.



Rationaleﬁ Formation of and Approach to the Problem

This study takes the perceived classroom
implications of cultural values and child-rearing
practices into the classrooms of Native teachers by
examining their use of traditional practical knowledge
in the classroom.

It is the hope of this researcher that the results
of this study will give voice to these former Native
learners who are now the Native teachers, and will
provide insight to culturally significant forms of
interaction between the Native teachers and their
Native students. This communication and cultural
interaction will then be identified as traditional
practical knowledge as it is practised in the Native
classroom.

The purpose of this study is to examine the use of
traditional practical knowledge in the classroom by
Native teachers with many years experience in teaching
Native children in Native communities. Research
literature in the areas of Native learning styles,
teaching Native students, nonverbal communication,
cultural transmission, Native’teachers, practical
knowledge, and Native teacher education programs, will
be reviewed in the search for a thread that may link
together the concept of a Native teacher’s traditional

practical knowledge and whether this actually appears,



or how it may be reflected in the classroom.

In the course of the present study, the view of
this researcher is that of a Native Ojibwa from
northwestern Ontario and the views may not necessarily
hold true to other First Nations acrdss the country.

Thefresearch methods are qualitative and
naturalistic using ethnographic techniqueé. This study
employed formal and informal observation fieldnotes,
taped informal open-ended interviews, solicited
journals, document collection and analysis.

Statement of the Problem

With the greater'demand for Native teachers by
various Band-operated schools across the north, the
situation begs the question why Native teachers would
be preferred for teachihg positions in these locations.
Aside from the fact that Native teachers of this area
would not be expected to experience culture shock, and
that they would most likely have family ties to the
community ensuring long-term positions, they are also
expected to possess a cultural sense of the community.

Assuming that Native teachers and their Native
students share the same cultural and traditional values
of the community, the issues explored in this study
are:

1) How are Native values and practices reflected

in the student and teacher interactions?



4
2) What is traditional practical knowledge as it

is used by Native teachers in the classroom?

Definition of Terms

Native ILearning Stvles

According to the research, ‘Native learning
styles’ are the common patterns or methods in the way
Native students learn, the ways in which they learn
from the environment, their preference to visual
learning, how they process information, and how these
learning styles can be attributed to their cultural
upbringing (Kaulback, 1984). More’s (1987) definition
for the term is "the characteristic or usual strategies
of acquiring knowledge, skills and understanding by an
individual (p.19).

Traditional Practical Knowledge

The term "traditional practical knowledge" is
derived from the "personal practical knowledge" as
defined by Connelly and Clandinin (1988), in which they
state that "personal practical knowledge...is in the
person’s past experience, in the person’s present mind
and body, and in the person’s future plans and actions.
Knowledge is not found only ’in the mind/. It is ‘in
the body’ and it is seen and found ’‘in our practices’
(p.-25). ‘'Traditional’ indicates cultural inherence of

practical knowledge and common experience.



Sense-Making

J. Peter Rothe (1982) describes "sense-making" by
saying that "Students locate and elaborate particulars
differently by relying on speech patterns, visual,
auditory, cultural and biographical informétion...they
have an implicit understanding (based on community
membership) of the speaker’s biographical knowledge and
his purpose for speaking, the circumstances of
speaking, the preceding elements of the conversation
and the actual or potential relations between the
speaker and listener..." (p.2).

Non-verbal Communication

Non-verbal communication is the unstated but
understood forms of communication between members of a
culture. Key (1975), brings these various elements
closer together in her definition: "...every normal
human being, in whatever culture he lives, responds to
and operates within the particular system of nonverbal
communication patterns of his society and subsocieties,
even as he is able to communicate with words because he
automatically responds to that system of verbal
communication. The well-known anthropological
linguist, Edward Sapir (1927b, p.556), said, "... we
respond to gestures with an extreme alertness and one
might almost say, in accord with an elaborate and

secret code that is written nowhere, known by none, and



understood by all" (p.12). This statement from Sapir
is also quoted in Rosenthal, et. al. (1979, p.1l).
We do communicate more than we can or dére to say and
this is often evidenced by the next choice of words.
The Research Study

Developing the Research: A Personal Ground

Having gone through part of the elementary and all
of my secondary education away from my family and home
community, I had experienced a sense of negation from
the education system directed at my identity as a
Native person. In an effort to identify the source of
this information, I later became a teacher. This
position gave me some insight to specific areas in the
curricula which may have been directly linked to my
sense of personal offense. This concern has
intensified over the years as Native children
(including my own), continue to experience difficﬁlties
in the education system. I wondered if the employment
of Native teachers would make any difference in the
education of Native children, and if so, why? At this
point, I began to research and listened to some
comments from Native teachers and parents, and I
discovered that there was a belief that a Native
teacher would possess a natural tendency to act in a
‘culturally appropriate manner’ when teaching Native

children. With this in mind, I conducted a mini-pilot



project and found that my assumptions had some merit
and in the process, discovered that I had overlooked
some areas too common and too familiar to me, for
me to have noticed at first glance, an error that
gave me vision to see shadows within the shadows.

From this project, came the notion that Native
teachers use their practical knowledge when teaching
Native students in their own communities. By exploring
this practical knowledge, possibly, the:e would emerge
some consistent patterns which could then be referred
to as Native teaching methods. This would define and
clarify the broad statement of the
‘culturally appropriate’ way of teaching Native
students.

During the course of the field research
observations for this thesis, I came to realize that
the teaching method itself was embedded in what was to
emerge as the ’traditional practical knowledge’.

This formed the foreshadowing of the research
questions and the focus of this study.

The Research Context .

The community chosen for this study was selected
for its isolated location in that it is accessible only
by airplane with skiis in winter and airplane with
floats in the summer. The time during spring ice

break-up and fall lake freeze-up encloses the community
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in virtual isolation from the outside world. This does
not by any means include isolation from other Native
people in the area. The opportunity is always there
for ingenious manipulation of technology. One example
coming to mind is what is known in the north as the
’northern hoyercraft' a method of lashing -a snowmachine
to each side of a motor boat which then allows for
transportation over water and ice during spring ice
break-up, or by however the best means that a situation
may be adopted to function within the environment. 1In
the Native communities, snowmachines, canoes, and boats
with motors, provide the normal means of transportation
between aﬁd among Native people in the vast areas of
land they may tread in a given year.

In this world, the children in the community speak
and play in the Native language and are involved in
cultural activities within the community. Life in this
particular community still‘reflects the cultural
values, activities and language of the people. For
this reason, the community with its number of Native
teachers was very important for this research.

Significance of the Study

The exploration of the traditional practical
knowledge of Native teachers would be significant in
the field of Native education which would include;

Native teacher education institutions, Band schools,



teachers of Native children, research in Native
education, and to Native post-secondary students.

The traditional practical knowledge as practised
in the classroom would be recognized and valued for its
contribution to the holistic education of Native
children, its presence in the establishment of a
cultural connection to the natal community, and the
cultural relevance and identity, so important for the
self-esteem of Native children, would be reflected in
the teaching by Native teachers. Through these
interactions, Native teachers play a major role in the
establishment of cultural pride and identity for our
students in the education system.

The significance to research would be reflected in
the outcome of the study in terms of its relation to
the ’Native Learning Styles’ research and its trickle-
down effect into other areas of Native education.

Perhaps the most significant aspeét of this study
is the glimpse from the insider’s view, the situation
as seen and understood by Native teachers, in their own
voices, expressing experiences as Native students, and

their response to these experiences as Native teachers.
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CHAPTER 2
LITERATURE REVIEW
Native Learning Styles

Although there are many theories about what Native
learning styles might mean, there are general
agreements on how best teachers might approach the
particular challenges of having Native students in the
classroom. A literature review on Native learning
styles by Sawyer (1991) compiles forty-two suggestions
for the classroom teacher on the most effective methods
of teaching Native children (see Appendix A).

Based on their experience, some Native people may
agree with, or at least find some relevance to the
Native learning styles research. I recognize that I
may respond to this research according to my own
personal and professional experience, and particularly
on how it relates to my knowledge of the Ojibwa
culture.

Preference to Visual Learning

One of the commonly stated characteristics of
Native students’ learning styles is the preference for
the non-verbal or visual method of learning (Sawyer,
1991, p. 99). This will form the main thrust of the
’sense-making’ stage of this study.

This review will focus on the research references

to the cultural or child-rearing practice theories that
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are attributed to this preference to visual learning.
Despite economical and technical changes within the
Native communities, the studies state that the child-
rearing practices have relatively remained the same
over many generations (Kaulback, 1984).

Kaulback (1984) attributes these styles of
learning directly to the child’s cultural upbringing.
As he states,

Native children learn by observing and

imitating the actions of their parents, elders

and older siblings. Basically, in most Native

societies, the child is a revered member of the

family unit and, as such, is a welcomed spectator
and participant to all types of family and
community affairs. 1Indeed, it is not uncommon

to see young Native children accompanying their

parents (or siblings) to bingos, community

meetings, church, or even to their places of

employment (p. 32).

Whatever the label, child-rearing practices

dictate that young Native children use the tools

of observation and playful imitation to 1éarn from
their parents, siblings, and elders...the children
have, in other words, learned to learn through

visual means (p. 33).

Kaulback (1984) goes on to say that the skills and
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knowledge acquired by the children are directly related
to their exposure to activities, where "verbal
instruction is neither offered nor required because the
child’s close proximity to the observable action makes
instruction-giving quite redundant" (p. 33). Kaulback
~states that because Native students are oriented to
visual learning, they are "handicapped in their ability
to succeed" (p. 35) in a predominantly verbal learning
environment. Whyte (1986) is also of the opinion that
the Native child’s behaviour in school is directly
related to the culture’s child rearing practices.

Whyte (1986) states that Native children "learn to
learn primarily through nonverbal mechanisms such as
observational and trial and error learning... This
nonverbal mode is thoughtAto be continually reinforced
in the home and community by the instructional styles
of parents, siblings, and peers" (p. 3). Whyte focuses
on two perspectives, the learning style theory which
states that "the Indian student is culturally oriented
towards visual learning" and the interference theory,
that the "Indian child is culturally disposed to
quietness in unpredictable social situations" (p. 3).
This reference to quietness will be discussed further
in the ‘use of silence’ section of this literaturé

review.

Child-rearing Practices
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One Qf the four areas of research cited by More
(1987) is the ’traditional learning styles’ in which he
states, "Watch-then-do...was a primary method whereby
the child acquired skills within the family group.
Explanations and questions in verbal form were
minimized" (p. 23). The article also includes
references to child-rearing practices in which the
children "were allowed to learn from their mistakes...a
policy of non-interference existed...often misbehaviour
was ignored so that the child would learn the natural
consequences of misbehaviour and 1earn to be in charge
of his or her own behaviour...that grandparents and
other elders in the extended family were responsible
for much of the teaching of the child" (p. 23).

Pepper and Henry (1989) offer a perspective of the
child’s inner and outer environment. The inner
environment would be his/her hereditary endowment and
the outer environment would be the child’s family
atmosphere, family constellation, and cultural child
‘rearing and discipline practices. Some of the Native
values mentioned include, generosity, sharing,
cooperation, group harmony; placidity, patience,
behavioral expression, concepts of time, and'the values
of ownership and property. As Pepper & Henry (1989)
state, all "these values are generally learned in an

informal manner and unconsciously applied" (p. 55).
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Some of the traditional child-rearing practices
mentioned include, permissiveness, selerxploration,
self-discipline, self-direction, self-reliance, freedom
of choice, experimentation and testing, questioning and
reinventing, and absolute non-interference" (p. 56).
Pepper and Henry (1989) state, "It has been noted that
Indian children consider question-asking as an
interactive strategy found in and reserved for schools.
Question-asking generally is not a verbal strategy
employed by the Indian people in their day-to-day
speech habits" (p. 57). ...Much of the informal
learning that takes place in Indian families is non-
verbal in nature. ...The result of an upbringing with
such a cultural background is that Indian children
attending the characteristically highly-verbal school
may find themselves in a culturally incoherent
situation with an effect approximating culture shock"
(p. 57). Much of this article appears verbatim to
Kaulback’s (1984) article for which there is no
reference cited in the‘Pepper,and Henry (1989) article.

This view of the visual learning preference

indicates that the researchers have but examined one
thread from a piece of fabric. Yet, the non-Native
researchers continually restate this supposition,
quoting from one another to substantiate their

findings. This lack of a Native perspective may have
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repeated misconceptions that feed upon themselves.
This also causes problems for the Native researcher who
is then left without references for a fact that has not
yet been stumbled upon or had been misidentified by
non-Native researchers.

Aside from the frustration and the silent rage
that lurks within as the research literature spreads
itself out in all its rhetoric, at times I am
absolutely struck by the fact that several researchers
seemed to have remembered that their subjects were
human children.

It should not be so difficult to understand that
if there is but one sparrow in the woods, it is leery
and cautious, being careful not to chirp too loudly, if
at all, until the chirps of other sparrows fill the
forest announcing that all is well. Silence itself is
a form of communication in an alien environment, and it
is not ’‘culture shock’.

Teaching Native Children
Silent Listening and Watching

Where does all this begin? In reference to the
subarctic Algonquian people, Larose (1991) states,
"During the first year of life, the child spent most of
his or her time tightly wrapped in the cradle board,
consequently limiting her or his motor behaviours. Yet

children were generally set in a place where they would
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be close to people... In such a situation, the child
received a high level of visual and auditory
stimulation. The child had no opportunity to escape
from these stimuli" (p. 83). It follows then, that
when the cradle board or the tikinagan is laid down,
the child’s view would be cut off from the visual
stimulation. Philips (1983) also reports "babies on
cradleboards are propped up vertically so that they can
see what is going on. To facilitate sleep, the board
is laid flat and often covered even when the baby is
widevawake. In this way, visual stimulation is
completely cut off, while auditory stimulation is not,
suggesting an orientation to the visual as the channel
more compelling of attention" (p. 63).

Foreman (1991) refers to a West Coast Native
grandmother telling her grandson "You have two eyes,
two ears, and a mouth and you use them in that order.
When you’ve understood what you’ve seen, when you’ve
understood what you’ve heard, then you may speak, but
not before. You don’t change the order" (p. 78).

This statement though perhaps not said in those
exact words, is one of the first lessons learned in the
traditional Native setting of northwestern Ontario. 1In
the Ojibwa culture, the words for the young would be,
"watch, listen and think so that when you have

understood, then you may teach the others". It must
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also be understood that words and actions are governed
by cultural codes and this statement taken in different
contexts would also change the meaning. Philips (1972)
reports that the Native children are usually present in
adult gatherings where they sit silently 1istenin§ for
long periods of time, and as she states, "there are
many adult conversations to which children pay a great
deal of silent, patient attention... There is some
evidence that this silentilistening and watching was...
traaitionally the first step in learning skills of a
fairly complex nature" (p. 386).

Non-interference

Turning now to the value of non-interference,
Foreman (1991) says that "Direct didactic instruction
is a technique not culturally appropriate in the Native
learning environment" (p. 78). This is also mentioned
by Pepper & Henry (1986) in which they state, "Telling
someone what to do" is in direct conflict with the
value of personal autonomy" (p. 56). For this reason,
direct questioning is seen as inappropriate, impolite,
and intrusive, since it interferes with the students’
personal autonomy.

'Philips (1972) observes thatrthere is usually no
obvious leader or one person directing the activities
of others in community functions and therefore

attention must be given to how activities are organized
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in the school. Based on her research in the Warm
Springs Reservation located in central Oregon, Philips
(1972) states,

If the games involve a role distinction between

leader and followers in which the leader must

tell the others what to do...Indian children

show a great deal of reluctance to assume the

leadership role... This is particularly true

when the child is appointed leader by the

teacher and must be repeatedly urged to act

in telling the others what to do before

doing so" (p. 379).

In this example, individual autonomy and non-
interference is violated and this affects the image of
the teacher in the classroom as well, where she/he is
in total control, determining what will happen and
when,'who will do the speaking, when and for how long
(Philips, 1972). By téking on this role of
superiority, the teacher in effect "structdrally
separates herself from the rest of the participants,
her students...one is either a part of the group or
outside i¢... This helps to explain why Indian students
show so little interest in initiating interaction with
the teacher in activities involving other students...
frequent indifference to the directions, orders, and

requests for compliance with classroom social roles



19
that the teacher issues" (Philips, 1972, p. 391).

Native culture dictates social conformity to
ensure individual equality. In the classroom context,
this can pose difficulties for Native students.
Researchers state that when a student was called upon
by the teacher '"they faced the dilemma of being seen as
a show-off if they performed'édequately; or, if they
made\a mistake, being subjected to peer ridicule and
student teasing" (Greenbaum & Greenbaum, 1983, p. 22).
As memory serves to remind us all too well of this,
Philips (1972) also states that "’/learning through
public mistakes’ is not one the Indians share, and this
has important implications for our understanding of
Indian behaviour in the classroom" (p. 381).

It is also noted by Philips (1972) that teachers
have stated repeatedly that Native children are
reluctant to talk in class and that this problem
progressively increases as they get older; especially
if they were ordered to speak by the teacher. Even in
small groups where the teacher has asked individual
students in that group to respond in verbal
performance, Native students "much more frequently
refuse, or fail to utter a word when called upon...
When the Indian children do speak, they speak very
softly, often in tones inaudible to a person more than

a few feet awdy, and in utterances typically shorter or
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priefer than those of their non-Indian counterparts"
(Philips, 1972, p. 378).

Remember the sparrow in the woods.
Native classroom

Small group work is seen as an effective method
for engaging Native students in school work where there
is no individual performance required and there is no
leader appointed. 1In this setting, "Indian students
become most fully involved in what they are doing,
concentrating completely on their work until it is
completed, talking a great deal to one another within
the group" (Philips, 1972, p. 379). Just a point of
interest here, in this fresearch, the researcher
observed that the "Non-Indian students take more time
in ‘getting organized,’ disagree and argue more
regarding how to go about a task, rely more heavily on
appointed chairmen for arbitration and decision-
making..." (Philips, 1972, p. 379), all of which is
totally irrelevant to a Native child.

Finding identity with peers becomes very important
in an alien setting and Philips (1972) reports that
"the Indian students cohsistently show a great deal
more interest in what their fellow students are doing
than in what the teacher is doing" (p. 376). After
all, there can be no respect for someone who has no

respect for anyone else,.
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Philips, continues that the Native students are
"more interested in maintaining and developing
relétionships with their peers, regardless of what is
going on in the classroom" (p. 376).

.Having established the concept of a Native
classroom community, a distinction can then be made
between intentional silence in the classroom and non-
verbal communication, which are not the same thing.

In the context of a classroom of Native students,
the non-verbal communication that happens is one where
no words are required yet the message is received and
understood by the others. Intentional silence in the
classroom is one in which, as Dumont & Wax (1969).
explain "...cultural differences...and
the basic social separateness and the lack of
communication, ensure that conflicts will develop and
become more intensive as the students mature..." (p.
222). Once the tension takes hold, it can escalate to
the extreme and the students’ reaction to this is
usually silence since the culture prohibits open
confrontations. These will be explored in the next two
sections.

The Use of Silence

Positive silence

One form of silence can be understood as a ‘word

redundancy’ element. An example of this would be,
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visiting in comfortable silence or silence that allows
for individual reflection between people, allowing
thoughts to wander in comfortable company. This would
be positive or non-threatening silence.

Negative Silence

Negative silence is hostility. Since group
harmony and non-interference is vital to the welfare of
the community, one is not permitted to retaliate in a
verbal or physical manner so the one reaction of
defense is usually the adoption of negative silence.

The intentional or negative silence to be
discussed here is one imposed on the non-Native teacher
by Native students. This may also be understood as
being given the ’silent treatment’. This silent
treatment against the teacher may be the students’
display of disapproval or chastisement of the teacher
for a perceived slight or a reaction to an outright
insult according to the social rules of governance in
the community. Because the classroom acts as a
reinforcing element for the group, once this group
action starts it is very difficult to break since the
group is acting as one, and no one person can be or
wants to be the first to change the course of things.
This would involve breaking the rule of group
uniformity and conformity.

Greenbaum & Greenbaum (1983) mention that in
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studies conducted in Sioux and Cherokee classroomns,
researchers reported "older elementary children as
typically very quiet, to the point of being
[nonresponsive]" (p. 21). Greenbaum and Greenbaum also
state that among the Sioux, researchers described " an
unfolding sequence of student behaviour leading to
stone silent classrooms'" (p. 21; Dumont, Jr. 1972). 1In
this case, the battle of wills between the non-Native
teacher and the Native students had deteriorated into a
cold war. The Greenbaum & Greenbaum (1983) report is
as follows:

Upon entering school and through the third
grade, the students were reported as being
interested and willing pupils, highly teacher-
oriented, and spending a great deal of time
attentively looking at the teacher. As they
progressed from the fourth to the sixth grade,
however, teacher/student relations developed in
sharp contrast to the early grades. Students
had begun to orient their attentions to peers
rather than the teacher and were described as
appearing shy, withdrawn, sullen, and dull...
By the seventh and eighth grades, student
silence was pervasive, particularly in large
classes... this pattern.of withdrawal into

silence reflected the emerging dominance of
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the classrpom peer group, which they saw as
pitted against the teacher, the school, and
Anglo culture (p. 21).

Other researchers report that "what typically

happens is that, by the seventh and eighth grades the
students have surrounded themselves with a wall of
silence impenetrable by the outsidef, while sheltering
a rich emotional communication among themselves"
(Dumont & Wax, 1969, p.222; Dumont, 1972).

In the Ojibwa society, if a child commits a
serious social misconduct, he/she is generally
chastised by being given the ’‘silent or invisible
person’ treatment. In another study mentioned by
Greenbaum & Greenbaum (1983) Cherokees and Sioux
students are reported to use silence intentionally to
an effort to Change the teacher’s behaviour. It has
also been observed that "by-their silence they'exercise
control over the teacher and manoeuvre hiﬁ toward a
mode of participation that meets their standards"
(Dumont & Wax, 1969, p. 222). A study of Inuit
students also revealed that they use a similar method
of silence (Greenbaum & Greenbaum, 1983). Other
studies indicate that once this "pattern of silence and
withdrawal" is established, it tends to "persist
through high school and college" (Greenbaum &

Greenbaum, 1983, p. 22).
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Greenbaum & Greenbaum (1983) list some studies
conducted in many Native communities one of which was
in a Canadian Indian boarding school, where "attempts
to narrow the conversation to one speaker...were met
with student silence and embarrassment" (pQ 22). 1In
Minnesota and Ontario, questions directed at Ojibwa
students both in and outside the classroom "were often
met with complete silence" (p. 22). The Mississippi
Choctaw also displayed the éame behaviour. A comment
by Dumont & Wax (1969) may summarize this use of
silence in which they state that it "is their technique
for protecting themselves in order to endure the alien
intrusiveness of the teacher and the discourtesy and
barbarity of the school" (p. 223). It has also been
said that "Intentional withdrawal suggests boundary
maintenance, whiie a lack of intention would indicate
interference" (Greenbaum &'Greenbaum, 1983, p. .29).
Like poured cement, silence once begun, hardens with
time. Dumont (1972) states, "Lastly, silence can be
the final resolution to the cultural differences. As
such, it is as total a breakdown of education as can
take place without the school’s closing" (p. 349).

Nonverbal Behaviour and Communication

Definition

There are many differing perspectives and theories

on the topic of non-verbal behaviour or communication.
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These will be narrowed down to focus on the cultural
implicatibns as evidenced in the Native classroom and
to determine in which areas the nonverbal communication
surfaces during classroom interaction.

Greenbaum and Greenbaum (1983) offer a definition
that "Nonverbal communication has been characterized as
a silent or invisible language (Hall, 1959; Philips,
1983)" (p. 18). LaFrance & Mayo (1978) state that "In
silence as well as in speech, we are constantly
communicating with one another...we are a perpetual
process of communication" (p. 2). They go on to say
that "Communication does not stop when words do. Human
communication is more than speech or sound" (p. 2). In
sum, "There is no silence in nonverbal communication"
(LaFrance & Mayo, 1978, p. 16).

Some researchers on this topic have generally
viewed nonverbal behaviour as a component of nonverbal
communication; LaFrance & Mayo, 1978; Rosenthal, Hall,
DiMatteo, Rogers, & Archer, 1979; Woolfolk & Galloway,
1985; and Feldman, 1985, to name a few. Argle (1972)
offers this explanation‘"Much of the current work on
non-verbal communication in man is concerned with
establishing that the behaviour of one individual is
affected by the non-verbal behaviour of others, and
with describing and classifying the signals and effects

involved" (p. 268).
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For the purposes of this study, nonverbal
communication will refer to the intuitive form of
communication, and the nonverbal behaviour will refer
fb that which is apparent to the eye.

Nonverbal Behaviour

Mehrabian (1972) offers this definition for
nonverbal behaviour: "[It] refers to actions as
distinct from speech. It thus includes facial
'expressions,-hand and arm gestures, postures,
positions, and various movements of the body or the
legs and feet...it also includes subtle aspects of
speech...paralinguistic or vocal phenomena, such as
fundamental frequency range and intensity range, speech
errors or pauses, speech rate, and speech duration...”
(p. 1). The interpretations of these have their
limitations in that they "become interpretable only
when you know what is going on around them and
that, if you change the context, the meaning of the
behaviour Changes; too" (LaFrance & Mayo, 1978, p. 1l1).

In the interpretation and reporting of the data in
this study, these forms of communication may appear in
the course of a conversation and will be interpreted as
such, but it is not so much the nonverbal behaviour
that constitutes much of the Native communication but
that of the nonverbal intuitive form of communication.

Eibl-Eibesfeldt (1974) states that "Birdwhiétell
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(1963, 1967) has advanced the hypothesis that no
expressive movement has a universal meaning and that
all movements are a product of culture and not
biologically inherited or inborn" (p. 20). When the
conversants are from the same culture, the first few.
seconds of the initial meeting gives clear indication
whether or not the nonverbal communication is also
received and interpreted correctly. LaFrance & Mayo
(1978) report that "When two people share the same
culture, they share communication systems as well.
They speak the same language, verbal and nonverbal, and
in more or less the same way" (p. 173).

Nonverbal Communication as Intuitive Knowledge

The nonverbal communication is quickly detected
between individuals with highly attuned awareness of
this and it ’feels right’ or ’it fits’ within the
spoken words and it may ’‘lead’ the flow of conversation
simply by the speakers picking up cues. Rosenthal,
Hall, DeMatteo, Rogers, Archer, (1979) state that it
may be a ’‘feeling’ or perhaps ’‘something’ about the
person that we are picking up and that,

we are intuitively aware that we perceive

(often accurately) an_enofmous number of

nonverbal messages. This "tacit knowledge"

...0f being able to use nonverbal cues that

we cannot describe was what the anthropologist
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Edward Sapir had in mind when he said that

people could understand gestures because of

"an elaborate and secret code that is written

nowhere, known by none, and understood by

all (p. 1).
It is this ‘tacit knowledge’ or ’‘intuitive knowledge’
which forms the bulk of the nonverbal communication
between Native people and with Native children in
particular. Since the children are still sharpening
their watching and listening modes of communication,
they may be more highly perceptive of the nonverbal,
where voiced attitudes and feelings are not required.
Cultural interpersonal relationships also play a
significant role in this type of communication since
",... language cannot be separated from communication,
or communication from culture" (Darnell & Foster, 1988,
p- 70). In the context of a Native community, this can
be understood to mean that the embedded cultural
governance of a community demands a heightened
intuitive awareness of the nonverbal communication and
nonverbal behaviour and its interpretation among its
members to ensure proper manoeuvre through the First
Nation’s complex ruies and etiquette.
Misinterpretation in the Classroom -

This dimension is noted by Rosenthal, et. al.

(1979) in which they state "Different types of
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nonverbal communication are so embedded in our daily
lives that we use the nonverbal messages without being
aware of them" (p. 1l). "Because of the out-of-
awareness nature of nonverbal communication...the
potential for unrecognized communicational
misunderstanding is far greater" (LaFrance & Mayo,
1978, (p. 173). This indicates that communication
between people of different cultures would likely
result in "interference between two patterﬁs, or a
perceived absence of patterning, during an encounter"
(Watson, 1970, p. 60). Argyle (1972) also speaks of
this in which he states "...there are considerable
cultural variations in many aspects of NVC [nonverbal
communication], and the same signal can have different
meanings depending on the culture and the situation"
(p. 267). A situation of this sort is continually
reported in research conducted in a classroom of Native
students and their non-Native teachers. If a
misunderstanding can occur on a more visual level of
basic value differences as described in Greenbaum &
Greenbaum (1983) in which they found that "Indian
students are often described as shy by non-Indian
teachers, who in turn are frequently considered to be
mean and bossy by the students" (p. 29). Another study
was done where Choctaw and non-Native high school

students were asked to rate the actions of a "football
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coach bawling out his players" (p. 29). Ninety-three
percent of the Native students viewed the coach’s
action as negative and they would not like such a
person, and ninety-three percent of the non-Native
‘students rated the same behaviour as positive and
appropriate and that they would like such a person"
(p. 29). This was to indicate that the "Native values
emphasized the inappropriateness of showing off and
acting bossy..." (Greenbaum & Greenbaum, 1983, p. 25).
Then, what is the resulting environment if the
misunderstanding of the nonverbal communication takes
place'in the classroom?

We have now moved from the intentional ‘silent
treatment’ in the cléssroom into the unconscious
coalescence of intuitive communication. In Woolfolk &
Galloway’s (1985) research, they report that "Signals
of intimacy or distance as well as rapport or
withdrawal can be seen in the flick of an eye or a
behavioral turn of recognition" (p. 82). All the
nonverbal behaviour and communication that takes place
within the classroom can set the direction of
interactive or distant context. Woolfolk & Galloway
(1985) continue, "Let a single message or cluster of
cues go awry and context can change. Each message and
meaning is nested within other ievels of contextual

information...Whether these messages cohere to provide
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stable contexts for students’ learning or compete to
leave students confused is an issue the teacher faces
every day in every school lesson for every student"

(p. 82).

Greenbaum & Greenbaum (1983) state that "Unlike
differences in spoken language, two different nonverbal
systems can be in use without either interactant being
explicitly aware of it" (p. 18). Being a Native
person, I have on occasion walked away from a
conversation (in the English language with a person
from another culture) feeling  that something was very
wrong with that conversation. Upon reflection, the
conversation was polite and informative but the ’vibes’
or non-verbal signals picked up were unconsciously
interpreted and consequently emitted a negative
feeling. Whether the message was correctly received,
only the other party would confirm this if it was done
with conscious intent. This would be an interesting
research topic if it were possible to conduct.

LaFrance & Mayo (1978) state that "The degree to
which interactants violate or move beyond the expected
baselines tells you not only about the existence of the
baselines but also about the person doing the
violating. Such ‘out-of-bounds’ behaviour focuses
attention on the individual and probably has some

effect on the partner’s opinion of the violator"
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(p. 193). 1In the Native classroom context, the
students would be engaged in internalizing these
intuitive feelings and reactions. As Mehrabian (1972)
states "Usually, an idea or feeling is made explicit
with words, and remains implicit when the speaker
refrains from talking, or when he says the words in a
voice that conveys a subtle, or even contradictory,
shade of meaning. The explicit-implicit dichotomy also
reminds us of the idea that the coding rules for
verbal-linguistic phenomena are explicit and that the
coding rules for subtle communication phenomena are
implicit" (p. 2).

Contradictions

It is the implied meaning and the contradictory
signals that one receives which are focused here.
LaFrance & Mayo (1978), cite a story about the teacher
who came into her class all excited about how happy she
was to be the teacher of that class, until one of the
students stood up and said "If you’re so happy to be
here, why don’t you tell your face?" (p. 91). Usually,
social politeness would prevent us from calling
attention to these contradictions, but research in this
area measured honesty content in the negative nonverbal
to far outweigh the positive verbal messages. In this
sense, honesty would be the best policy since any

attempt at denying a contradiction would discredit the
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person further. LaFrance & Mayo (1978) cite a study by
Mehrabian & Ferris, 1967, which found that, "when there
was contradiction between facial expression and verbal
‘message, the facial expression predominated over the
words to determine the impression formed" (p. 92).

Greenbaum & Greenbaum (1983) report three
differences in the conversation regulation between
Native and non-Native people and these are; a) the
talk/silence sequencing of conversation, these are the
pauses between words and the length of speech; b) voice
loudness of speaker, and c) gaze, or visual focus.
Based on these, they have found that there are four
ways in which communication problems can occur; a) a
weak "signal to noise" ratio, where meanings are
garbled by unfamiliar components; b) if the nonverbal
cues are not the same between the speakers,
misinterpretation or misattribution occurs. The two
examples given here are the Native child’s averted eyes
of réspect being interpreted as sullenness or
evasiveness by the teacher, and the non-Native
teacher’s loud voice interpreted as being mean by the
Native students because it is louder than is normal in
Native conversation; c) basic value conflicts, which
includes Native preference to group versus individual
competitiveness, consensus versus individual authority

in decision making, conflict avoidance versus direct
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confrontation, quiet observation versus verbal trial
and error, and avoidance of individual public
performances; and d) convergent accommodation
difficulties which involve the mismatch of nonverbal
regulators. According to this research "increased
fesponse matching is associated with increased positive
affect, providing conversants with a sense of being
"tuned-in" or "in-sync" (p. 20).

To sum up this particular section of the review
and refocus on Native students, Dumont & Wax (1969) in
describing a classroom of Cherokee students, state that
"A gesture, an inflection in voice, a movement of the
eye 1is as meaningful as a large volume of words would
be for theif white peers" (p. 222).

Cultural Transmission in the Classroom

Definition

singleton, (1974) puts forth a definition to
cultural transmission as follows: "From an
anthropological point of view, education is cultural
transmission. Culture itself is often defined in
essentially educational terms as "the shared products
of human learning" (p. 28). This broad educational
definition will serve to avoid being drawn into the
vortex of the cultural transmission and cultural
acquisition theories. An example of this is the view

taken by Wolcott (1991), which states that "it may be
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more helpfﬁl to regard cultural transmission and
culture acquisition as tangentially related rather than
as complementary" (p. 255).

Transmission.of Culture

In a classroom context of Native students and a
non-Native teacher, several problems are cited in the
studies. Philips (1972) says that teachers cannot
assume that if Native children master the English
language, they have "also assimilated all of the
sociolinguistic rules underlying interaction in
classrooms and other non-Indian social situations where
English is spoken" (p. 392). Since acquiring a second
language is not only a matter of memorizing and
learning words, it also includes the putting together
of words into proper sequences and sorting out value
laden communication into proper context (Fox, 1973;
Emerson, 1987; Hall, 1976). Rivers and Temperley
(1978) state that the social-cultural meaning is the
hardest to grasp. This is the meaning that "...springs
from shared experiences, values, and attitudes...when
students interpret an English text according to their
own cultural experiences, distortions and
misapprehensions result”" (p. 202).

This then adds another dimension to the classroom
atmosphere- where the Native students speak a Native

language as their first language. In the instruction
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of English as a second language to Native students,
Mitchell (1984) points out, "while the word "language"
implies much more than just words and structures, the
word "behaviour" reminds us directly of the need to
teach appropriate facial expressions, gestures,
physical distances, response times, patterns of
emphasis, emotional expression, and so on, along with
the more obvious components of language. Unless all
these behaviours "match" the English utterances, the
speaker will nbt be well understood" (p. 42).

This process demands that the Native students
acquire another parallel set of rules of behaviour for
the English, or face the threat of the English
supplanting the Native spoken language and the
nonverbal. This is the vise where the student is
caught and the struggle begins in keeping the first
language communication intact, identity, and self-
esteem, for one is inevitably linked to the other.

Auerback and Burgess (1987) state that "...no
curriculum is neutral: Each reflects a particular view
of the social order, whether implicitly or explicitly.
This "hidden curriculum" generates social meanings,
restraints, cultural values that shape students’ roles
outside the classroom" (p. 150). These foreign values
thrust upon the Native child, from the non-=Native

teacher, through the text books, and the implicit
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values elicited by the workbooks, creates an internal
conflict within the child. The child cannot expiain
the sourée,_perceiving only the very heavy, ugly, ‘I
don’t like it’ feeling. The Native teacher would thus
be more sensitive to the culture, its values and
beliefs so that any conflicting concepts broached would
be immediately identified and made appropriate so as
not to challenge or demean the integrity of the
students in which this culture is embedded.’

Singleton, (1974) sees cultural transmission as
"both the transmission of tradition from one generation
to the next and the transmission of new knowledge or
cultural patterns from anybody who "knows" to anyone
who does not...Robert Redfield spoke of education as
"the process of cultural transmission and renewal" (p.
28). Seen in this light, Native teachers not only
function as classroom teachers first, but also as older
brothers, sisters, uncles, orvaunts, for the students.
When Native teachers are from the community where they
are teaching, they assume multi-level roles as will be
discussed in the research review.

The Spindlers (1991) make an important observation
when they state "But cultural transmission is by no
means always ‘calculated.’ Most of the time adults or
older peers are not ‘calculating’; they are just being

themselves. And by being themselves, they are
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transmitting signals (or at least displaying them),
cues, and understandings; in effect, they are modeling,
albeit unconsciously, their culturé, however personal
or collective it may be" (p. 276).

This becomes a very important factor in'the
classroom of Native students and their Native teacher.
By the fact that their teacher is Native, speaks
volumes of meaning for the students in terms of their
acceptability, belonging, ownership, pride in their
education, and most importantly, hope for their future
aspirations.

Native Teachers in the Classroom

In the past sections of this literature review,
the door has been opened into classrooms of non-Native
teachers of Native children and the back door of the
class has been opened in order to observe the Native
children more closely. This brief section will peruse
some research literature with reference to Native
teachers.

‘Barnhardt, (1974) reported in reference to the
Alaska Rural Teacher Training Corps, "We have learned
that it is difficult to be a native and a teacher, too.
Many aspects of the two positions are incompatible and
the demands of the role are enormous" (p.1l8). A
struggle remains in the attempt to deal with the

conflicting value systems between the community, the
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students, and the Native teachers on one hand, and the
school curriculum, text books and worK books on the
other. Reyhner (198l1l), in a note of optimism states
that "Once Indian teachers are able to incorporate the
best of tribal and non-Indian values in their schools,
they can change in a matter of years what otherwise
might either take a matter of cenfuries or never take
place at all" (p. 21).

Native and Non-Native Teachers

Foreman, (1991) found that "Native teachers appear
to utilize a sense of timing that is culturally based,
sensitive to the energies of the 1earners, and which
facilitates easy transitions between learning
activities" (p. 79). In comparing the classrooms of a
non-Native teacher and a Native teacher of Native
students, Greenbaum &.Greenbaum (1983) report a study
conducted by Erickson and Mohatt, 1982, where an Odawa
and one non-Native teachef were observed in the
classroom. The "Indian teacher has a slower classroom
tempo, as indicated by longer pauses for student
responses...events generally happened mofe slowly in
the Indian teacher’s classroom...the non-Indian teacher
" clearly distinguished periods of free time for
students, whereas the Indian teacher made no such
formal provision" (p. 26). The non-Native teacher also

exerted overt social control over the students where
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the Native teacher "made fewer individually-focused
requests or directives and did not assiduously monitor
student behaviour" (p. 26). Erickson and Mohatt (1982)
statevthat,

one has the impreésion of'slowness'and smoothness
as classroom events unfold. The sense of pacing--
of doing the right things at the right time--
has been noted by Smith and Geoffrey (1968) and
by Kounin (1970) as the key feature of successful
teaching performance. We will argue that a shared
sense of pacing between teacher and students (part
of their mutually congruent interactional
competence--their shared culture as it is
defined by Goodenough) is manifested behaviorally
in an interactional smoothness whose presence or
absence is empirically observable. This
observable smoothness...can be taken as an
indicator of shared expectations and interpretive
strategies on the part of the participants in
the interactional scene" (p. 145).
Philips (1983) also reports that "It has been
suggested for example, that Indian teachers will be
less likely to misinterpret Indian Children, because of
the cultural background shared by teacher and student.
And Indian children are thought to be more likely to

identify with, pay’attention to, and establish rapport
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with teachers that are more like themselves" (p. 130).
-Philips (1983) also notes an argument that having
a Native teacher teaching Native children will not
necessarily create a better learning environment than a
non-Native teacher would have. This thought stems from
the fact that some people may feel that a Native
teacher who has been fotally acculturated and
assimilated to the ’‘Anglo’ world would have nothing
left in common with Native children. The fact remains
that no amount of justification from research findings
will illuminate the fact that no amount of sensitizing
Anglo teachers will equal one who has the experience of
being a Native person. Philips goes on to present the
findings that support the hiring of Native teachers for
Native echools. Philips (1983) concludes on this
topic, "Thus it is likely that Indian children will
continue to convey attention in culturally distinctive
ways for some time to come, and will continue to
benefit from the presence of Indian teachers in the
classroom who themselves listen in a similar manner and
interpret their behaviour as it would be interpreted in
their homes" (p. 132).
For whatever our teachers’ attempts at teaching us
during our formative years, Reyhner, (1981) states, "If
the Indian child experiences the school as somethinq

foreign...then he is defensive and apprehensive from
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the start. If at least some Qf the teachers are Indian
and he sees them socially outside of school dealing as
equals with his parents, then the school is less alien.
' If the curriculum of the school includes some Indian
literature and history, the school is even less
foreign" (p. 21). It is therefore, not only what is
being taught that is important, but also how, and who

is doing the teaching.

Native Teachers

Cazden, John, & Hymes, (1972) note that "a child’s
ability to learn from a teacher depends on the sharing
of systems of nonverbal codification. Without this the
child cannot be certain he is following the subtle
interconnections in any presentation, he cannot account
for certain behaviours such as particular tones of
voice, and he cannot feel secure in what he has learned
or what the significance of the learning is" (p. 27).
In the silence of the classroom, the Native teacher and
the Native students will gauge this silence as a means
of ‘check and balance’ which will alert either if
something needs correcting (Dumont, 1972). Although
Dumont is referring to a non-Native teacher, it can be
more so the case for a'Native teacher in the statement,
"In this case both teacher and students know what it
[the silence] means" (Dumont, 1972, p. 349).

Reyhner (1981) talks of an elementary school in a
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reservation in Montana, where half the teaching staff
is Native, and he states "they are producing a
curriculum and a teaching style that meets their own
needs and thus they are more effective as the community
can identify and relate to them" (p. 21). In a study
by Lipka (1990) about an exemplary lesson by a Yup’ik
Eskimo teacher in southwest Alaska, he states that
",..when the social interactional context of the
classroom is adapted in a fashion to accommodate the
social discourse and social relations of the students
in a way more congruent with the natal culture, then
there appear to be significant differences in the
classroom behaviour of ethnic minority and indigenous
students" (p. 20). Based on comprehensive research,
Lipka (1990) notes that "There is evidence
that the indigenous students of indigenous teachers,
even at lower-levels of academic preparation, have
outperformed their mainstream counterparts" (p. 20).
Here is an example of how a ’‘culturally-based classroom
environment’ functions where the teacher has "been able
to successfully integrate Yup’ik cultural values, with
western knowledge while reinforcing and building upon
the childrens’ existing Yup’ik identity" (Lipka, 1990,
p. 19). 1In his concluding statement, Lipka, (1990),
says "...contextualizing the classroom, through

discourse style, social organization, choice of
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content, distribution of student rights, and
authenticity of the teaching act ehables learning "both
ways", Yup’ik and western without apparent .conflict or
ambivalence" (p. 30).

There have been many changes in the last decade to
suggest a positive outcome in the education of Native
youth. Of these changes; a thought was expressed that
"while the advocate of worldview change may come from
outside the culture...the innovator, the person who
actually effects the recommended change...is always an
insider" (Reyhner, 1981, p. 21).

Practical Knowledge

Going on the assumption that Native teachers hold
a special knowledge and competency acquired from their
experiences as members of a Native community and
their learning experiences as students in the education
system, they would be better suited to teach Native
children than non-Native teachers, because of their
unique'form of contextual knowledge. Thus began the
search for an appropriate term for this knowledge. The
literature on ‘practical knowledge’ came close to the
idea addressed here.

Research on Practical Knowledge

Irwin (1989) posits that "practical knowledge is
constructed upon rules of practice, practical

principles, and images" (p. 21). In this sense, the
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Native teachers’ practical knowledge would be reflected
in practice. Irwin (1989) goes on to say "Practical
knowledge is thus constituted according to the knower
and tpe context in which the knower lives" (p. 24).
So, the practical knowledge applied by Native teachers
in the classroom would reflect the demands of the
students, the situation, and the environment.

Aside from knowledge of curriculum and content,
Elbaz (1981) states that there are three other aspects
to this knowledge,

There was a ﬂpractical“ aspect to the teacher’s

knowledge, ie., that teachers have knowledge,

derived from practice, of instructional routines,
classroom management, student needs, and the

like. There was a "personal" aspect, i.e.,

teachers have self-knowledge and they work

toward personally meaningful goals in their

teaching. And finally there was an "interaction™

aspect, which refers to the fact that teachers’
knowledge is based on, and shaped by, a variety
of interactions with others in their

environment... (p.47).

Five orientations of practical knowledge were also
identified: situational, theoretical, personal,
social, and experiential (Elbaz, 1981).

The situational orientation reflects, in part,
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the intuition of the early "practical" category:
it is because teachers’ knowledge is practical
that it is directed toward making sense of, and
responding to, the various situations of teaching.
The personal orientation again reflects my
original assumption that teachers use their
knowledge to enable them to work in personally
meaningful ways.

The social orientation is meant to encompass

both the shaping of teachers’ knowledge by social
conditions and constraints, and the active role
of their knowledge in structuring the social
setting of teaching (p. 49).

The experiential orientation ...brought to light
categories of experiencing (e.g., the time
perspective and "form of spontaneity" which
proved valuable in affording a sharpened view
of how teachers’ knowledge is related to
experience... (p. 49).

The theoretical orientation was explained as
the teacher of the study had certain views on her
subject matter...when similar views appeared
with respect to-other areas of knowledge, it
was found that these similarities could be
explained in terms of a general orientation to

theory which pervaded her knowledge and



48

-conditioned its use (p. 49).
These five orientations will be referred to in the
summary of the findings to determine if this format
would fit the categories to emerge as the traditionél
practicai knowledge of Native teachers.
Native Teachers’ Practical Knowledge

Nelson-Barber (1990) refers to the Native
teachers’ practical knowledge as "often ‘what works’ in
their classrooms has become ‘second-nature’ due to
shared cultural identity or experience with students"
(p. 34). Nelson-Barber (1990) also states that
although these teachers "have highly specialized skill
in tailoring content, in the use of local vernacular,
or in building relationships with students...this kind
of highly specialized practitioner knowledge is never
summoned on a test, nor does it inform the curriculum
in most teacher preparation institutions" (p.34).

Native Teacher Education

A question posed by Foreman (1991), asks whether
the Native teacher education programs are training
Native teachers to be "virtually identical to the
majority of society, or are the programs truly
providing Native Indians with the opportunities to
maintain and -develop components of their own culture--
components that may differ significantly from those of

the non-Indian cultures?" (p. 75).
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The limited research on Native teachers indicates
that in spite‘of the ’‘identical training’ that a Native
teacher may receive and the use of similar teaching
materials and classroom settings as the non-Native
teachers, the other aspects of Native cultural
interaction still makes an impact on the Native
children’s learning experience. Studies have found
that

subtle differences between native and non-native

teachers in their relationships with native

children appear to have a significant impact

on the response of those children to formal

learning... The differences are reflected

largely in non-verbal behaviour and derive

primarily from differences in prior experience

and particular attitudes and values" (Barnhardt,

1974, p. 15).
Research and Literature

The assumption mentioned earlier in the Native
learning styles research context also exists in the
literature on Native educational issues in that the
material is directed primarily at non-Native teachers.

Almost all of the literature normally used

to help prepare teachers for work with cultural

minorities assumes that the teacher will be

from outside the culture. From the native



50
students’ point of view, the literature is
"culturally deprived." While such issues as
"familiarity with the cultural background
of the children," or "ability to communicéte
effectively," are major issues in the "outsider"
context, they become secondary to the native
teacher. 1In most of the literature, the
natives usually find themselves as the objects
of study (Barnhardt, 1974, p. 18).

In referring to the small number of culturally
influenced notions about good teaéhing in research
literature, Nelson-Barber (1990) states that "the vast
store of knowledge remains unrecorded and unformalized
...Delpit (1986, 1988) argues that the perspectives of
minority teachers in particular have been virtually
ignored in academic dialogue about what constitutes
effective pedagogical practice..." (p. 34).

There is obviously a great need for this knowledge
to be identified, articulated, recorded, and its
existence ackhowledged for the benefit of all
educators.

This thesis attempts to answer the questions of
how Native values and practices may be reflected in the
student and teacher interactions in a Native classroom
and what the traditional practical knowledge actually

is and how it is used by Native teachers in the
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classroom. This process also offers a glimpse from the

insider’s view of the Native teacher’s perspective.
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CHAPTER 3

DESIGN OF THE STUDY

Introduction to the Research

This chapter describes the methods used in this
study. The characteristics of qualitative research in
the naturalistic perspective is discussedf Field
research using non-participant observation is clarified
and the use of open-ended interviews, solicited
journals, and formal and informal field notes to form
the triangulation of data to demonstrate validity is
described.

Theoretical Foundations

The theoretical perspectives of qualitative
research involves phenomenology, symbolic
interactionism, and ethnography.

To researchers, phenomenology is the attempt to
try to understand people, and understand why, how, and
what meaning the subjects attribute to their particular
daily actions and interactions. "Phenomenological
inquiry begins with silence" (Bogdan & Biklen, 1982, p.
31).

Symbolic interactionists view human experience as
that which we interpret it to be. "Objects, people,
situations, and events do not possess their own

meaning; rather, meaning is conferred on them" (Bogdan
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& Biklen, 1982, p. 33). Meaning is constructed through
the interpretation of an action by people who share
common experiences and background. Thus, people in a
specific situation develop common definitions, and in
the symbolic interactionist language, people "share
perspectives" (Bogdan & Biklen, 1982, p. 33).

Ethnography attempts to describe culture or
certain aspécts of the culture of a people. Thus, the
"ethnographer'’s goals are to share in the meanings that
the cultural participants take for granted and then to
depict the new understanding for the reader and for
outsiders" (Bogdan & Biklen, 1982, p. 36).

In this sense, the research begins by seeing,
listening, and then attempting to understand from the
insider’s view, the observed, the understood, and
finally the telling of the knowledge.

Overview of the Research

The qualitative model of research was developed
originally by sociologists and anthropologists.

Qualitative research is an umbrella term used to
describe research which is subjective, relying upon the
researcher’s "skills of observation and interpretation
to provide valid information" (Borg & Gall, 1989, p.
379). The methods used in qualitative research
involve, observation, interviewing, recording,

describing, interpreting, and appraising objects and
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situations intact in their natural environment (Eisner,
1991).

In educational qualitative research, the term
frequently employed is ’‘naturalistic research’ to
denote the fact that the subjects are studied in their
"natural state, undisturbed by the researcher"
(Hammersley & Atkinson, 1983, p. 6).

The ethnographic perspective originated from
anthropologists and is also referred to as the
anthropological field study approach (Borg & Gall,
1989).

Characteristics of the Research

Anthropologists and sociologists use the term
'field research’. This denotes the fact that the
research data is collected at the field study site and
not in a laboratory setting (Bogdan & Biklen, 1982).
Field research is therefore the major characteristic of
qualitative research. Wilcox (1982) states that "One
begins fieldwork not with a tabula rasa but with a
foreshadowed problem in mind" (p. 459). The
foreshadowed problem for this research was mentioned in
my ‘Personal Ground’.

There are six features of a qualitative study and
they are; field-focused, in that research is carried
out in the naturél setting; the researcher acts as

primary instrument; the interpretation provides meaning
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for ’'why’ through detailed description; language is
expressive, the ’voice in text’; attention to
particulars to arrive at general statements; its
coherence, insight, and instrumental utiiity is used to
persuade by reasonable judgement (Eisner, 1991).

In the naturalistic perspective, ten
characteristics of qualitative research methodology are
incorporated and they are; field research in the
natﬁral setting; the researcher is data collector and
observer; qualitative methods of data collection are
used; subjects are purposely selected for observation;
inductive data analysis is used; grounded theory is
developed; emergent theory develops; subject is
involved in study; uses intuitive knowledge; and
focuses on social meanings and interpretations (Borg &
Gall, 1989, p. 385-387). To give voice to subjects in
the study, the ’‘insider’s view’ is presented as it is
perceived and understood by the participants. In this
process, researchers use participant or nonparticipant
observation methods in the effort to make the ‘familiar
strange’ or to acknowledge the ’‘out-of-awareness’
elements of action and interaction. During the
observation, specific insights begin to emerge which
the researcher focuses on. Hypotheses can then be
developed in the attempt to understand and explain the

observed phenomenon. This is referred to as '"grounded
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theory" (Borg & Gall, 1989, P. 389). The use of
ethnographic techniques allows for holistic research
in that it looks at the situation in context to its
relationship to the whole and it utilizes a variety of
data sources to establish the triangulation (Borg &
Gall, 1989; Wilcox, 1982; Goetz & LeCompte, 1984).

Description of the Research

Background

I initially started to investigate two isolated
communities, Community A and Community B, where the
participants where generaiiy the same in terms of
number, grades taught, years of experience, and
educational background. The larger of the two
communities, Community A, cancelled at the last minute
due to unforeseen circumstances at the school. This
left me with Community B where plans and arrangements
were still on schedule and it was impossible at that
point in time for me to find another community in the
area in which to conduct the study.

Gaining Entry

In Community A, initial communication between
myself and the school principal took place on March 6,
1992, followed by phone calls to the School Board, and
letters to the Chief and Band Council stating nmy
interest to visit the community for the purpose of

conducting the study which was fully explained in the
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letter. I met briefiy with the principal, vice-
principal and the Director of the School Board, and all
supported my proposal and indicated their agreement.

I contacted the school principal in Community B
and after initial introductions and discussion with the
principal, and the Chair of the School Board,
permission was tentatively granted from both pfovided
that the Trustees of the School Board, the Chief, and
Band Council were also agreeable to the proposal.

After a conversation with a Band Councillor, I
forwarded a letter to the Chief and Band Council
requesting permission to enter the community for the
purpose of conductiné the study at the school. I
followed this with a letter to everyone concerned
restating the purpose for my visit. Shortly
thereafter, a call came from the Band Councillor of
Community B stating that on behalf of the School Board,
Chief and Counpil, that I was welcome to the community
to conduct my study.

The unfortunate circumstances mentioned earlier
involved the loss of the teacher’s cabin where I had
hoped to stay in Community B, which had burnt to the
ground. Then I received a call from the principal in
Community A, stating that the agreement was cancelled.
A short time later, I was informed that the school had

burnt down at Community B. As can be appreciated, this
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turn of events seemed to end any possibility of
conducting the study at this community. After
conferring with my advisor, I was assured that what had
developed in Community B, may have some strong
possibilities for a unique study. After assurances
from the principal and the School Board at Community B,
that classes were still in session in the homes of the
teachers, the greater‘opportunity emerged for a closer
look at the teachers’ interactions with the students in
the smaller, enclosed locations which allowed for
almost a one to one contact between the teachers and
students. The classes had been divided to accommodate
the smaller rooms where half the class attended in the
morning and the other half in the afternoon.

Shortly thereafter, I received a call from the
principal of Community B confirming permission for me
to conduct research in the classrooms. Arranging a
time for the visit to Communiﬁy B, became the next
priority. A date was suggested and agreed upon but
since the ice was just melting on the lake, the
bushplane airline would not risk a landing at that
time, because of floating ice. So, the date was
changed to a week later. The melting ice on the lake
had also raised the water level so high that there was
some difficulty in locating the bushplane at the flight

connection site, but eventually made it to the
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community.

Upon arrival, I was rather surprised to learn,
that during all the commotion and chaos of keeping the
classes going in their new settings, the principal had
not had the opportunity to inform the teachers of the
purpose of my visit. But, the teachers in their mercy
took this in stride and agreed to proceed with my
purpose. I was further restricted in time by a school
trip that had been arranged for the students to go to
Toronto. So, amid the classes, marking papers, and
planniﬁg for the next day, the teachers were involved
in fund raising for the Toronto trip which was
scheduled for the third week in June. This left me
with barely two weeks. One of these days was shortened
to accommodate the community spriﬁg clean-up and
preparation for the Toronto trip. The evenings and the
weekends were spent transcribing and analyzing
observation notes, documents, and reflective comments.
Several days after I left, Community B was evacuated
due to a forest fire which swept through, miraculously
around the perimeter of the community.

‘A note must be made here that the rather informal
process probably had to do with the fact that I was
recognized as a published author, and that through
patrilineal lines, I was most likely related to most of

the people in the community. I did not however, make
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any effort to discover ‘relatives’ since I was clearly
there only for research purposes and remained so for
the duration of my stay in the community.

This was my first visit to the community and it
was also my first meeting with the principal and the
Native teachers involved in the study and I feel very
indebted to them for their gracious response to my
rather untraditional request to meddle and engage in a
strictly non-Native activity among them. For this, I
heartily beg their-pardon.

The Setting

On June 1lst, I stepped off the small two-seater
cessna bushplane onto a dock that had separated from
its anchor on the mainland. There were about eight
pine logs thrown across to the dock some of which were
floating loosely, leaving no doubt that a pair of black
rubber boots were in order. As I was pulling the boots
out of my bag, I noticed three women moving away from
the store front. I carried my bags over the logs to
the ground where I had to push a friendly dog’s snout
out of my bag while I shoved the boots back in. By
this time, the women had arrived wanting to know where
I was going and they helped me with my bags up the
trail and over the hill to the school office where I
met the principal and the Director of the School Board.

The community was established in 1976 with a
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population now of about three hundred residents. All
the buildings in the community are built .entirely from
logs. It is also apparent that the cabins were built
by the people of the community since there is a
striking absence of the typical northern Indian Reserve
with its gravel roads for the nonexistent motor
vehicles. The log cabins stand nestled in green dgrass,
bush and poplar trees, all fécinq the lake.

There is a Band office, church, nursing station,
postal service, local store, community hall, radio
station, the high school building, and several others
in the central area surrounded by the cabins of the
community'residents. ‘There is a gas generator located
just outside the community which supplies electricity
to the community. Telephones are available to the
community but there is no running water and the cabins
are heated by woodstoves.

The school office houses one classroom and the
administrative offices of the Principal and Director of
the Séhool Board. The charred remains of the school
and thé teacher’s cabin are fronted by the other three
cabins and one beside. Across the clearing is another
cabin for the special education and kindergarten
teacher. Off to the side at the edge of the bushes
stands the school’s four outhouses which I was informed

is called ’'Moo-town’, for which imagination will
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provide the translation thereof.

There are about one hundred students from
kindergarten to grade ten. The grade ten class as
mentioned earlier, is situated in the centre of the
community. The prbvincial school and the teachers’
homes are clustered on a point of land, separated by a
field from the rest of the community.

There are four non-Native teachers and the other
four teachers, the Principal, secretaries and other
support staff are all Native people. I was housed with
one of the non-Native teachers which I discovered to be
a blessing, as noted in the ’Personal Reflections’ of
this study.

Researcher as Non-participant Observer

The participant observation method involves the
active participation of the researcher in developing
rapport and close interpersonal relationships with the
subjects.

Upon entering the first classroom, I knew
immediately that the participant observation method was
not possible for me. Since I was thoroughly familiar
with the cultural mores, I was immediately sensitized
to the environment and this awareness warned me to
behave accordingly. For me, this meant non=-participant
observation.

‘The non-participant method increases the
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likelihood of the collection of accurate, focused, and
complete recording of the insider’s view. This
involves an unobtrusive presence to allow for the
recording of situations intact, and allows for a
sharper focus on the observation (Borg & Gall, 1989).
Goetz & LeCompte (1984) state that non-participant
observation "requires observers to direct attention and
concentration to a complete and accurate recording of
observable data" (p. 145).

In the first few minutes of recording in the
classroom, I realized that not only was I recording the
observable but also taking in the non-verbal
communication happening within the classroom. This
required intense awareness and effort to interpret,
translate, and record. Goetz & LeCompte (1984) also
state that in the non-participant observation "Social
exchange with participants in a scene thus becomes
distracting and may lead to distortions in the record"
(p. 145). Several times, the teacher asked me in turn,
a question a student had asked him and I not only found
it distracting but rather amusing that some students
had forgotten that I was there. I recognized this
however, as the teacher’s effort to be polite and not
ignore me éltogether. I blended in to the environment
and in a sense became part of the furniture. I wrote

constantly, observing, hardly glancing at my notebook,
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turning my head slightly away, averting my eyes when I
became aware of a student studying me. That too went
into my notes.

The non-verbal interpretations were cross-checked
during the teacher interviews but here again, the
difficulty is in the illumination of the out-of-
awareness. Hall (1973) refers to‘this as ’‘informal
awareness’ of which he says is "paradoxical because it
describes a 'situation in which much of what goes on
exists almost entirely out—onawareness. Nothing,
however, is hidden in any sense of the word. 1In fact,.
it is doubtful if there is any part of culture which is
really hidden once we know how to go about looking for
the eloquent signs" (p. 73). In this way, I
continuously observed, translated, transcribed,
recorded, and reflected on my documentation of events,
and translations, and collected various other documents
for the duration of my stay in the community.

It must be noted that except for the classroom
text instructions, most of the conversations and
comments between the Native people both inside and
outside the classroom were carried on in Ojibwa which
necessitated not only the sentence translation in
context into English, but also the meaning of the non-
verbal intuitive communication which as stated earlier,

is very much embedded within the meaning itself.
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Qualitative Date Collection and Ongoing Analysis

The qualitative data collection methods and
analysis used in this study include formal and informal
observation field notes, open-ended interviews,
solicited journals, document collection, triangulation
and ongoing data analysis.

On the subject of knowing why you, yourself, do
certain things and then extending this by interpreting
the meaning of those same things in others, Erickson &
Mohatt (1982) state that "it asserts that what one has
to know in order to act appropriately as a member of a
given group includes not only knowing what to do
oneself, but how to anticipate and judge the actions of
others" (139). The correlation between non-verbal and
actihg properly is tacit knowledge. This knowledge is
reflected in the insider’s view as presented, and the
interpretation as identified, because this itself is
continuously cross-checked by the culturally embedded
intuitive nonverbal.communication.

Field Notes
Formal Observations
| The formal observation notes are those taken in
the classroom context. These are notes that record
what I see, hear, and feei, physically and emotionally:
feeling the heat from the wood stove and the comment

this elicits from the students; the scraping of chairs;
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the nonverbal communication and behaviour from one
student to another; from the student to the teacher;
from the teacher to the student; the presence of the
caretaker as he walks through the classroom during
teacher instruction; the reaction elicited when the
Principal sticks his head in the door; the feeling in
the room when the atténdénce officer comes in; and the
sound of the wind and rain pelting on the window pane
beside a student. Everything that goes on in the
classroom, the conversations, actions, sounds, and the
non-verbal, are captured in the formal observation.
These are coded accordingly: FO#7,18. FO is Formal
Observation, #7 is the observation paragraph . number,
and 18, is the page number of the notebook.

Informal Observations

The informal observation records what I see, hear,
and feel, outside the research setting, outside the
classroom. These are community interactions;
conversations with teachers; the Principal; the
conversations with the caretake:; joining the
conversation, comments and laughter in the office;
watching the caretaker filling up the water tanks in
the motor boat out in the middle of the lake; an entry
taking in the scene as students made their daily trek
over the field, detouring the ash-filled site with its

protruding gnarled black pieces of metal which once
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were desks, and so on. There are also my reflective
notes following observation periods; my own reflective
notes on my interpretations and translations; all the
things I think to myself; the things I want to make
note of; and the things I notice and wonder if it would
be repeated in the other classroom. ‘These are my
informal field notes and they are coded accordingly,
I0#8,20. IO means informal observation, number eight
paragraph, on page twenty. These formal and informal
observation field notes were then analyzed and
reflected upon during the evenings and on the weekend.

Interviews

The dpen—ended interview is usually unstructured
in that the topic will drift with the conversation. 1In
this study, keeping the foreshadowed problem in mind,
several questions were focused around the topic. A
copy of the general guide is included in Appendix B.

A tape recorger was used to conduct the informal
interviews with the four male Native teachers. Two
were members of the community and the other two were
from another community in northern Ontario. The
youngest of the four has six years teaching experience
and the eldest with fifteen years. All have taught
only in Native communities in northern Ontario.

Supplemental notes were also taken during the

taped interviews to record the physical surrounding,
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actions, missed words compensated by actions, and the
nonverbal communication and behaviour. These notes
also took in the before and after interview comments,
additional conversations resulting from the interview
on the way out the door or at the next meeting are also
recorded.

Hammersley & Atkins (1983) state that even though
fyou can not argue with a tape’ "non-verbal aspects and
features of the physical surroundings are omitted. For
this reason it is usually advisable to supplement the
tape recording with jotted notes covering these
matters" (p. 162).

An interview was conducted with one teacher in the
Ojibwa Native language to allow for the teacher’s
preference for clearer articulation of thought. One
taped interview was conducted from each of the four
teachers involved in the study, averaging about one
hour and a half per teacher. Interpreters were not
required since, as stated, I speak the same dialect.
The coding for these are as follows: Int:A#1,12 to mean
Interview A for Allen, B for Bill, C for Calvin, or D
for David, #1 is.the paragraph and 12 for the page.

The supplementary interview notes are coded as
Sup.Int:A#3,17 to mean supplementary interview notes
from Allen, paragraph 3, page 17.

Journals
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The journals were solicited from the Native
teachers after the taped interviews were conducted.
The purpose of the journals was to clarify or elaborate
on statements made during the interview, to record
thoughts which were not verbalized during the
interview, reflective notes after classes, and any
additional information which may have been overlooked
at the time of the interview. One returned journal was
written in syllabics which I translated into English at
time of the Ojibwa language interview transcription.
The journals were returned to me at the end of my stay
in the community. Journal references are coded as:
J:A#16,8 to mean Journal from Allen, paragraph 16 on
page 8.
Documents

The document colleétion was a heart wrenching
process. All the children’s work, art, displays,
student compiled Native calendars, individual
workbooks, and everything that you would see if you
stood in the middle of the classroom, were consumed by
the fire. One teacher had a few volumes of an
encyclopedia set stacked on a wooden shelf in the
corner, it was all that he had salvaged from his
classroom. I was shown samples of seatwork, book
exercises, art work in session by the students to re-do

some of the things lost in the fire. Time schedules
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for -teachers, and other accessible materials were
available in the office. I had not the heart to take
samples of the children’s work as they were so
preciously few. The material I did take with me were
the teaching schedules, copies of lessons from the
curricular program, the goals and objectives of the
circle Program which had by miracle been left at a
teacher’s home on the day of the fire, sample lesson
from a text book and a text book worksheet. Photographs
were taken of the site, the community, the buildings,
and the teachers. These are coded as Doc:6,2 to mean
document number 6, page 2.

The teaching materials and lessons were appraised
for cultural content and community relevance, and any
reflection of the teacher’s practical knowledge in the
classroom and other areas which had surfaced during the
course of the study.

Triangqulation

Hammersley and Atkinson (1983) state that the
"multi-stranded character of<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>