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ABSTRACT

The literature on Indian education published in
Canada between 1965 and 1970 is examined to identify attitudes
which affect adversely the education of Indian children who
attend schools in the Province of British Columbia, which
attitudes are held by school personnel involved in Indian
education., From those attitudes are deduced implications
for counselling Indian children.

Research in attitudes, attitude change, and perception
and interpretation is reviewed, to provide a basis for denomi-
nating negative attitudes., Academic and popular literature
is examined for illustrations of prevailing attitudes, Ethno-
centrism, misconception, and insensitivity are descriptive
terms used for categorizing behaviours which reveal attitudes,

Implications for counselling are delineated in the
areas of education and training of school personnel, teacher
attitudes and attitude change, special programmes in counsel-
ling, interpersonal communication, standardized testing, and

motivation,

Examiners:
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CHAPTER I

INTRCDUCTION

/

In this thesis it is proposed that an examination of
the literature on Indian education will reveal stereotypical
attitudes held by persons involved in Indian education, which
attitudes affect adversely the education of Indian children
attending schools in the Province of British Columbia. Further,
it is suggested that implications for the counselling of Indian
children attending integrated schools can be deduced from \fj)fz’
these attitudes. — &/
The attitudes of people involved in Indian education
are revealed in studies by educators and anthropologists
publishied in academic journals; in articles by teachers and
school administrators published in teaching profession journals;
in articles by Indians published in newspapers directed toward
Indian readers; and in stories released by the mass media.
For purposes of timeliness and manageability of material, it
has been arbitrarily determined that the bulk of the literature
on Indian education to be investigated for purposes of this
study will have been published within the past five years
(1965-1970), in Canada, with reference where pertinent to .
publications which do not fulfill those criteria. As the
primary function of examination of the literature is the identi-
fication of extant attitudes as they affect Indian children in

British Columbia schools and as they suggest implications for
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counselling Indian children attending integrated schools, it
is felt that the five-year and Canadian criteria for this
study are not unrealistic. Data on attitudes per se will
not be subject to such limitations.
Stereotypical attitudes are attitudes about indi-
viduals which generalize across a whole group, in this case,
across an ethnic group, Indians. _Three. basie-types—of-— "_'\
behaviour, as identified by this author as revealed in the
iiteratuve on Indian education, will serve as categorigg into
which attitudes can be.classified:
(—' 1) Non-Indian educators attribute attitudes or

abilities to Indians which do not reflect actual attitudes
¢ or abilities held by Indians (misconception).
? 2) Non-Indian educators identify Indian behaviours
that differ from Eurocanadian norms accurately, but interpret
those behaviours with no awareness of(ihdian perceptions and
interpretations (insensitivity).

3) Non-Indian educators define and evaluate Indian
children in terms of Eurocanadian cultural norms (ethno-
centricity).

The Indian adult reflects some of the same attitudes
about non-Indian educators as those to which he is himself
subjected. TFear of the white man as enemy and resentment of
the white man as the thief of Indian land, are generalized
to 2ll white men, including teachers. So, not only do non-

Indian educators make judgments about Indians without



adequate knowledge of Indian culture, but Indians define
roles for educators about which the educators know nothing.
This mutual insensitivity or ignorance or confusion is trans-
mitted to the children who must learn to cope with both sets

i

of attitudes. J (ol L B

Delimi£ations

Persons involved in Indian education who have signifi-
cant contact with and effect on the Indian child in the schools
are his parents and other Indian adults; teachers (usually
non-Indian)j school administrators (usually non-Indian)j in
some cases, boarding home or boarding school directors and
staff (frequently non-Indian); and Indian and non-Indian
classmates., The persons whose attitudes are the concern of
this study are Indian adults and non-Indian teachers and
school administrators. That the attitudes of Indian children
are not being considered as a major facet of the problem is
accountable to the relative lack of published informaticn on
the attitudes of Indian children in public schools, except as
interpreted through the children's behaviour as cbserved and
evaluated by non-Indian teachers and administrators, The
same 1s true of the attitudes of Eurocanadian school children
toward Indian school children. (Readers interested in hew
Indian children perceive education experiences might refer
to the findings of the Training Center for Community Programs,

published in Hammond, Judy, Sherarts, I.K., Woods, Richard



G. and Harkins, Arthur M. Junior High Indian Children in

Minneapolis: A Study of One Problem School. Minneapolis:

University of Minnesota, May, 1970.)

Indian children, for purposes of this study, are
those children of American Indian ancestry who attend inte-
grated elementary and secondary schcools in the Province of
British Columbia. Integrated schools are those schools in
the Province of British Columbia which are attended by status
Indian children, and which accept funds from the Canadian
government to pay the tuition of the status Indian children
in attendance. Status Indian children are those children of
Indian ancestry who appear on Indian Affairs ﬁand lists by
virtue of inclusion in the provisions of the Indian Act of
Canada (Canada., 1965, sections 5-~17, p. 3=8).

The Canadian government in its Statement of the

Government of Canada on Indian Policy, 1968, has indicated

its desire to withdraw from Indian education, putting re-
sponsibilify for the education of all their citizens on the
provinces, Among the proposals for a framework within which
Indians ". . ., could achieve full participation” in Canadian
society is the requirement that ". . . services come through
the same channels and from the same government agencies for
all Canadians" (p. 6), Further, to implement such a frame-
work the government would ". . . propose to the governments
of the provinces that they take over the same responsibility

for Indians that they have for other citizens in their



provinces" (p. 6). These statements indicate that the
government of Canada advocates the inclusion of the Indian
in provincial education schemes. Implementation of this
policy means that the "integrated school" would no longer
exist, and that all Indian children who attended school
would be enrolled in provinecially controlled public institu=-
tions or private schools. In remote areas of the province,
such a change in administration may in fact mean little in
terms of practical change in the schools, except as the
province might conceivably close small rural schools and
insist on transportation of all school children from such
schools to more heavily populated areas, where they would
bcard away from home, In urban or semi-urban areas in which
Indians have had federally-funded schools cn reserves, it
seems likely to this author that »ather massive practical
change would occur: these schools would close, forcing
Indian children to attend public schools in the larger com~
munity. This means that the public school; would be con-
fronted with large numbers of young children, many of whom
speak English as a second language and have had little contact
with the dominant society. What such a situation represents
is perhaps the problems the integrated schools have experi-
enced, on a larger scale. Many of the Indian children
attending integrated schools have spent most of their child-
hood years on reserves, attending schools designed for

teaching Indian children how to get along in the dominant
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society, not designed for children who are a part of the domi-
nant society by accident of birth.

A distinction has been made between status and non-
status Indian children. The distinction is an artificial
one, created through pclitical and legal machiﬁations, and,
in terms of education, serves only to identify a particular
segment of the population: Indian children for whom the
federal government pays tuition to public schools. Should
the new Canadian policy be implemented, such identification
would no longer be meaningful, as all Indian children would
be attending public schools, or at least be entitled to do

S0,

lﬁttitudesw
_An assumption cenff;IM;; this thesis is that atti-
tudes have an appreciable effect upon human interaction and,
thus, upon the education and education (school-associated)
counselling of Indian children in integrated schools. The
definition of attitude used in this thesis is that of Rckeach
(1968), as ". . . a relatively enduring organization of
beliefs around an object or situation predisposing cne to
behave in a preferential manner" (p. 112), As a "predispo-
sition to behave", an attitude clearly has some effect on
interaction., Further, that attitudes have an appreciable
effect upon education and educational counselling is supported

by Henry's comments on cross~-cultural education:



Education can be loocked at frem the
standpoint of the adult educator and from
that of the child who is learning. The
adult generally wants to do something to
the child, and sees education as a process
through which the child should become what
the adult wants him to be (Henry, 1Sb0,

p. 267, italics added by this author),

Rokeach suggests that a separation of attitude-toward-
object from attitude-toward-situation in most attitude studies
has resulted in a lack of recognition that an attitude object
is always encountered in a situation, about which there is
also an organized attitude. This separation ". . . has
resulted in unjustified interpretations and conclusions to
the effect that there is often an inconsistency between
attitudes and behaviour, or a lack of dependence of behaviour
on attitudes" (Rokeach, 1968, p. 119). Thus, talk about one's
attitude-toward-object, outside a situation in which that
object is present, may not necessarily reflect one's be=-
haviour toward the object about which an attitude is held when
one is in the presence of that object: or, attitude~toward-
object in situation absence-of-object may not reflect attitude-
toward-object in situation presence-of-object,

Virtually all theorists agree that an

attitude is not a basic, irreducible ele=-

ment within the personality, but represents

a cluster or syndrome of two or more inter-

related elements. . « « In our definition,

the elements are underlying beliefs (or

cognitions, or expectancies, or hypotheses)

rather than expressed opinions (Rokeach,
1568, p. 112),



Attitude Change

It is recognized that ", . . attitudes are acquired
behavioural dispositions differing from other behavioural
dispositions like habit, motive, trace and cell assembly, in
also representing a person's knowledge or view of the world"
(Rokeach, 1968, p., 120). How attitudes are acquired is of
relatively little importance for purposes of this study:
that they exist and persist is the important factor. “Irre-
spective of the origins of negative attitudes toward ethnic
groups, once established these beliefs tend to perpetuate
themselves" (Byrne and Wong, 1962, p. 252).

That attitudes are acquired suggests to this author
that they can be changed., If it is possible to identify
attitudes toward Indian children and education which are
negative and which predispose school personnel to behave in
a manner detrimental to the education of these childrenj and
if it is possible to determine how negative attitudes can be
changed, if may be possible to provide a situation in which
Indian children could experience greater educational success,
Identification and change of attitudes may well be the
province of counsellors in the schools,

The remainder of this thesis will be devoted to
identifying the attitudes of non-Indian school personnel
toward Indians, and attitudes of Indian adults toward edu=-
cation, as these attitudes are revealed through the academic

reports of educators and anthropologists, through professional
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school literature dealing with the success or failure of pro-
grammes and curricula and with special problems in Indian |
education; through reports in the mass mediaj and through
articles and programmes authored by Indians. The attitudes
identified will be examined to isolate possible detrimental
influences on the education of Indian children,

Finally, implications for the counselling of Indian
children will be deduced from the information studied.
"Implications" does not mean specific programmes, but the
directions counselling for Indian children might goj; cultural
differences between Indian and white children of which it
might be profitable for the school counsellor fo be aware}
and suggestions for improving interpersonal communication
and understanding between the essentially white school and

the Indian child and his family,



CHAPTER II

A REVIEW OF RELEVANT LITERATURE

The literature in this chapter is pertinent to
attitudes and attitude change. It is not Specific in all
cases to Indian education, but does refer to cross-cultural
education or to interhuman communication. In either case,
it bears upon the question of attitudes as they affect be-
haviour. In several instances, to illustrate the relevance
of the matters discussed to the central problem of this
thesis, differences in attitudes between Indians and non-
Indians are mentioned. That the attitudes attributed to
Indians do indeed exist is verified in the following chapter,
dealing with these attitudes as revealed in anthrcpological

research and in material authored by Indians.

Classroom Attitudes
Jules Henry (1857) suggests:%hat there exist in the

white classroom attitudes detrimental to tﬁe.educatégnupf

all children, which are particularly difficult for the

Indian child to deal with. He mentions "intragroup aggres-

sion" (p. 117), "doeility" (p. 127), fcompetition” (p. 128),

"confession” (p. 129), and "boredom” (p, 131), as particularly

onerous, "Intragroup aggression" is identified by such be-

haviours as carping criticism, talebearing, and the "witche

hunt". In these behaviours, children are encouraged to seek
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out and punish wrongdoers or to criticize the work of others
to a destructive degree and in a destructive manner. The
teacher determines what is right and wrong behaviour, and
rewards the child who informs on the wrongdoings of his peers,

The teacher also sets the standards for criticism.

(Ef?mpetition“ refers to the success of one child at
the expense of another. \Henry cites the example of the child
called on to recite perform at the blackboard in front of
the class, that child finding he is incapable of meeting the
teacher's expectations. When the child has suffered the
degradation of failure, another class member is called upon
to respond--only after it is clear to all members of the
class that the child initially appointed to the task is in-
capable of performing it. The child who responds correctly
in this situation not only has the tesacher's praise, but
recognizes that he is more capable than the child who has

failed (p. 129). For the Indian child who has been reared '”“\'
l

with "Indian" values and attltudes, ouch success at the J

- e it

y
expense of another is indeed hollow success, the ideal bexng /

cooperation; and the failure of thn_chlld lncapable of doing Sﬂ
i\

what is askpd is bitter falluwe, the 1deul being not to 1\

I

attempt a task Untll one is sure he can aucceed at it, . Fji
"Doeility" involves efforts to gratify the teacher, &’
often at the expense of the child's own desires or concept

of right and wrong.
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+ +« « « We have taken note of the anxiety
in the children as illustrated by the
stories they tell, and observed that these
very stories are subjected to a carping
criticism, whose ultimate consequence
would be anything but the alleviation of
that anxiety. Hence the classroom is a
place in which the child's underlying
anxiety may be heightened. In an effort
to alleviate this, he seeks the approval
of the teacher, by giving right answers
and by doing what the teacher wants him
to do in most circumstances., Finally,

we cannot omit the teacher's need to be
gratified by the attention-hungry be-
haviour of the children (Henry, 1957,

P 127).,

Henry suggests that, disastrous as such circumstances are for

the white child, the values thus supported are the values of

a success~-oriented, competitive, upwardly-mobiie white middle

class. For the Indian child, for whom ccmpetition is é%&;ﬂ;;§~

and individual responsibility and decision-making are highly

valued, the conflict and anxiety are exaggerated to a debili~-

tating degree. For the Eurccanadian child, while the class-

room situation may be anxiety producing, that situation is

supported at home and by the society at large, for which the

school exists and which the school represents, \\ﬁjﬁﬁ;,
"Confession" of misbehaviour involves impulse ex- i

pression, the release of feelings about self., Confessicn is

indulged in only by those children who recognize the wisdom

or the expedience of "better" feelings which now dictate their

actions-~or those children who are willing to say that this

is S50,
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e « o« « In all cases, the teacher says
what type of confession she wishes to
hear, and what the resclution should be
of the unacceptable behaviour; and the
children vie with one another to tell
commensurable tales, as they derive
pleasure from the total situation--
through approval of the teacher, ex-
pression of their own real or fantasied
deviations, and the delight of their
peers (Henry, 1957, p. 129).

For a child for whom reserve rather than precocity is the

- i

acceptable rule at home, as it is for many Indian children,

this experience is likely to be confusing, in #ﬁé:leagf}”;“
Among Indian peo?les, recognition of having transgressed
against societal rules results in change in behaviour, but
rarely in pleasurable public recounting of the wrong done,
which is tantamount to boasting.,

"Boredom, which means emotional and intellectual
separation from the environment, is an insupportable agony,
particularly if the emotional vacuum created by such separation
is not filled by gratifying fantasies, or if it is filled by
terrifying ones" (Henry, 1957, p. 130)., [For the white ch}ld
for whom the classroom values tend to be relatively consistent
with the values expressed at home, boredom.is a problem. - It
seems to this author that the problem would be compounded for
the Indian child, who is separated both emotionally and intel-
lectually from the home envircnment and home values, who has
very little with which to identify in the white classroom,
and who is subject to fantasies of a fearful nature when in

the cultural vacuum cf the Eurocanadian classroom. Feelings
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of vulnerability are intensified in the classroom, at the
same time that independence and the courage to challenge the
situation are discouraged,

The solution to the problem of the
contradiction between the requirements
of a democratic education on the one
hand, and the teacher's unconscious needs
on the other, is not to carp at teachers
and repeat the schoolroom process, but
to give them some insight into how they
project their personal problems into
the classroom situation (Henry, 1957,
p. 132)0
Insight and Attitude Change
Stotland, Katz, and Patchen (1959), in a study on the
question of prejudice against Negroes, support Henry's sug-
gestion that insight into inconsistencies may result in
positive attitude change. They find that negative stereo-
types toward Negroes, while unaffected by positive information
about Negroes, can be modified by confronting people holding
negative stereotypes with insight into the "dynamics of
prejudice", They theorize that such insight into attitude
structure provides the subject some control over his ego-de-
fenses, and thus reduces prejudice stemming from those
defences, Three conditions are considered important in the
reduction of prejudice through self-insight: a) self-activity
or self-involvement; b) relevance of self-activity for the
attitudinal object; and c¢) arousal of tendencies toward self-

consistency. An awareness of and desire for self-consistency

Seems a necessary, and in some cases, sufficient, condition
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for attitude change. Because some form of internal re-
structuring is required for changes in the attitude-value
system, change in attitudes is not immediately apparent upon
the induction of self-insight (Stotland, et al., 1959, p.
508). |

Rokeach (1968) identifies seven elements of human
value~-attitude systems, within which he suggests people
strive for consistency. Those elements.are 1) attitude,

2) attitude system, 3) instrumental value system (mode of
conduct), 4) terminal value system (end-state of existence),
5) cognitions about one's own behaviour, 6) cognitions about
significant others' attitudes, values, motives, or behaviour,
and 7) cognitions about behaviour of nonsocial objects.
Rokeach suggests that inconsistency within the system causes
change, in that consistency is the goal (p. 164), If incon-
sistency can be induced between central parts of the value-
attitude system (Rokeach proposes inconsistency between two
or more terminal values, or between any other element and a
terminal value), change in the direction of consistency will
occur, Three main methods of inducing a state of inconsistency
between any two elements are posited:

First, a person may be induced to en-

gage in behaviour that is inconsistent with

his attitudes or values, Second, a person

may be exposed to new informaticn from a

significant other that is inconsistent with
information already represented within his

value-attitude system. A third way. . .

is to expose the perscn to information
about states of inconsistency already
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existing within his own value-attitude
system, . . « In other words, feelings

of inconsistency may be induced not only
Dy creating it bDut also Dy exposing to
Sself-awareness inconsistencies aiready
exlstling within the system below tne
tThresnold Of awareness (kokeach, 19068,

P. 167/-168, itaiics added by this author).

If teachers can be confronted with existing inconsistencies
in their attitudes about Indian children, it is conceivable
that, in an effort to maintain consistency in the value-
attitude system, their attitudes can ch&nge; change is not
likely to occur if there is no awareness of inconsistency.
If Indian adults can be confronted with existing inconsis-
tencies in their attitudes about ;bhool, again, it is con~-
ceivable that, in an effort to maintain consistency in the
value-attitude system, their attitudes can change. The
direction of change, i.e., toward more consistently positive
or more consistently negative attitudes, is difficult to
determine, which is to say that attitude change toward con-
sistency need not necessarily be favourable, or toward more
positive attitudes. There is no doubt from the Rokeach and
Stotland, Katz and Patchen studies, that insight into incon-
sistency in value-attitude systems results in change in
attitudes in favour of consistency. Rokeach cautions about
the ethics involved in attitude change (1868, p. 178) in his
discussion of questions to be considered in further research

in this area.
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Perception and Interpretation
Cognitions about one's own behavicur and cognitions
about significant others' attitudes, values, motives, or
behaviour, ave considered by Laing, Phillipson, and Lee
(1966). The concern here is with perception and interpretation
of the behaviour and experience of others.

e « » o 1If Peter and Paul are persons, the
behaviour of each toward the other is
mediated by the experience by each of the
other, just as the experience of each is
mediated by the behaviour of each.

If each of us carries around a set of
criteria by which we judge certain acts as
loving and tender or hating and brutal,
what may be a loving act to one person may
be a hating act to another (Laing, et al.,
1966, p. 9-10).

What this suggests in terms of Indian education is that the
attitudes of the non-Indian teacher and of the Indian child
may predispose them to see each other in ways unlike the
ways in which they see themselves., What the teacher may
experience in himself as being sincere and warm (for example,
praising the child for work well done), may just as well be
seen by the Indian child as being threatening or embarrassing.
What the teacher interprets as assent (silence on the part
of an Indian child in response to a statement or request),
it seems to this author, may as logically be interpreted as
refusal on the part of the Indian child to acknowledge the
teacher, and, therefore, denial,

Experience entails the peréeption and interpretation

of an act, perception involving selection and reception, Of
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the many things perceived of another, only a few are selected
to be remembered, What one selects tc remember as important
is not necessarily what the other sees as most important in
what he has said or done. What is selected from what is
perceived, and how that is interpreted, constitute one's
experience of another. Even if the acts selected for inter-
pretation are the same for both people involved, the inter-
pretation of those identical acts is not necessarily the same
for both. When two people do not agree on the meaning of a
particular act, confusion results from that lack of agreement.

e ¢« o o If communication is optimum, they
understand that they differ on the inter-
pretation of the act, and they also

realize that they both understand that

they differ in interpretation. . .

However, often in human affairs where

there is disagreement there is also a
misunderstanding and a failure of realization
of mlsunderstandlny. “This may be deliberate,
Te€as a simple attempt to 1gnore the other
person s point of view, or it may be an un-
wlttlng overlooking of the opposxng view=-
point. In either case, a disruption of
communication occurs (Laing, et al., 1966,

P 11-13).

In his discussion of the value-attitude system, Rokeach (1968,
ps 160), says ". . . a value is a standard employed to in=-
fluence the values, attitudes, and actions of at least some
other-~our children's, for example.," Assuming this to be

the case, the "failure of realization of misunderstanding'
that cccurs in Indian education might be seen as an "attempt

to ignore the other person's point of view." Perhaps, however,
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commitment to a particular value-attitude system strong
enough for one to proselytize for that system, may result in
a lack of awareness that a different point of view really
exists, or that anyone entertaining a different value-attitude
system can fail to see the superiority of that being taught.
It is doubtful that teachers and administrators deliberately
ignore the point of view of the Indian children they teach,
or that Indian adults deliberately ignore the point of view
of the people involved in the education of their children.
That misunderstanding occurs and that it is often not realized
is quite clear: the Eurocanadian teacher assumes that his
good intentions are seen as good intentions, the Indian that
what he sees as an effort to-destroy or belittle his way of
life is an effort to destroy or belittle his way of life,

In the United States, arbitrary efforts
to educate Indians along the lines laid
down by the federal government's Office of
Indian Affairs had for many years an in-
glorious outcome. MacGregor (1946), con=
centrating on the disastrous consequences
to Dakota Indian children, emphasizes
(1946:134~137): 1) the children's fright
at encountering large numbers of strange
children in the government boarding schools
maintained for Indiansj; 2) fear, by these
non-competitive Indian children, of the
competitive situation created by white
sciool-teachers; 3) fear of white teachers
because whites had always been looked upon
as enemies of the Iadianj 4) severity of
school discipline as contrasted with the
more permissive atmosphere of Indian family
life; S) linguistic difficulties, so that
many children could not even understand
"the teacher's simplest directions"

(Henry, 1960, p. 284),
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The conditions of misunderstanding, of perceiving and inter-
preting a situation as fearful, are as likely the result of
lack of awareness of the viewpoint of the Indian c¢hild as a
deliberate attempt to ignore that viewpoint. Henry (1960,
pP. 268) suggests that one of the ways in which learning in
man differs from learning in other animals is that ". . . in
man, learning is dominated by symbolic processes." If
learning in man is dominated by symbolic processes, it seems
to this author to follow that differences in the perception
and interpretation of an act would lead to differences in
the symbolic intent of that act, and to misunderstanding on
the part of the people involved in perceiving and inter=-
preting the act. Assuming the Indian child has a different
symbolic understanding of information than that understanding
his teacher has, he would not learn the same thing the
teacher expects he is learning: if the Indian child sees a
teacher's lessons in hygiene as a condemnation of the living
conditions of the child, he is likely to learn the condem-
natiﬁn rather than the lesson in hygiene. Examples of this
kind of dysfunctional communication are frequent in the

literature on Indian education.



CHAPTER III
ATTITUDES REFLECTED IN THE LITERATURE
ON INDIAN EDUCATION

The material presented in this chapter is not in-
tended as an exhaustive study of the literature on Indian
education, but as a review of a body of literature in which
prevailing attitudes toward Indian education can be identi-
fied., This author assumes that attitudes conducive to
Indian education do exist; it is those that are detrimental
to Indian education that are of concern in this thesis., In
some cases of attitudes harmful to Indian education, the harm
lies in the nature of attitudes directed toward Indian childrenj
in other cases, the harm is in the incompatibility of attitudes
or values of Indian children with the attitudes and values of
the Eurocanadian society which controls the schools those
children must attend, by decree of the Eurocanadian society.

Misconception, insensitivity, and ethnocentricity
have been offered as broad categories into. which stereo-
typical attitudes which are detrimental to Indian education
‘;ight fall., Kinds of behaviours which reveal these attitudes

have been suggested (see p. 2). Among Indians, such atti=-

tudes as cooperation, reserve (reticence), individual
responsibility and decision-making have been identified as
incompatible with attitudes and values which prevail in white~

‘middle—éiass schoolfooms.
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ETHNOCENTRISM AND MISCONCEPTION

In discussing attitudes toward ethnic groups,
Anderson and Cote' suggest that ". . . the most significant
variable which affects an individual's bias for or against
members of other races or ethnic groups is his perception of
the other's beliefs as being either similarror contrary to
his own beliefs' (1966, p. 477). Perceived dissimilarity of
beliefs seems to be the basis for ethnocentrism, for purposes
of this thesis defined as ", . . belief in the inherent
superiority of one's own group and culture accompanied by a
feeling of contempt for other groups and cultures" (Barnhart,
1958, p. 413)., Misconception refers simply to mistaken
beliefs or ideas.

Attitudes that can be categorized as ethnocentric or
misconceived have to do with intelligence, language, cultural
deprivation, degradation and defeat, and motivation of Indians.
Separating these categories is virtually impossible, because
of the inter-relatedness of ethnocentrism and misconception,
each, in the case of attitudes toward Indians, being dependent
to some degree upon the existence of the other. Particular
behaviours may reflect one more than the other, but deline-
ating for example attitudes toward the intelligenée of

Indians as either ethnocentric or a misconception is for this

author outside the realm of the possible.
To enter discussion of the attitudes resulting from

ethnocentricity or misconception, an article which surveys



23
ideas about intelligence, language, cultural deprivation,
degradation and defeat, and motivation is presented, fol-
lowing which each concept is considered in the light of
other literature.

In an article entitled "How Well Do We Teach Indian
Children?" the authors, all teachers in British Columbia,
begin by stating:

( Understanding is the universal key to

the solution of most problems. Applied

to the Indian problem, as in all human

relations, understanding is a two-~way

street., We must understand the Indian

| and the Indian must come to understand

. us (Heshidahl, Hoff, Douglas and Harding,

1970, p. 148).

Clearly, the intent of the article is to clarify areas in
which misunderstanding exists, and to help non-Indian
teachers to understand their Indian students; in some areas
the authors fulfill this intent., However, within the
article, there is support for stereotypical attitudes harm-
ful to Indian children, possibly the result of misconceptions
the authors themselves hold. Indeed, they begin by charac=-
terizing the Indian as "problem". The implication of the
article is that Indians, and therefore, Indian children, are
not quite bright: "Most Indian people are very deliberate in
their decisions, and need time to ponder and decide. When
the decisions are made they will be largely intuitive, . ."

(p. 149, italics added by this author). Poesitive character-

istics Indians are credited with are manual dexterity,
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artistic ability, originality, loyalty, generosity, absence
of drivenness, and being ". . . more concerned with the
humanitarian than the materialistic approach to life" (p.
149), "Indian children excel in such things as woodcraft,
fishing, boating, and so on" (p. 151)., The vaiue placed on
"woodecraft, fishing, boating and so on", is not particularly
high in Eurocanadian society, except in terms of avocation.
The attitude evident here is one of the. Indian as a lesser
human being, outside the scientific, matefialistic, upwardly
mobile white society. The intimation is that the Indian is
a trifle slow-witted and simple.,

In areas in which there is high value in Eurocanadian
society, Indian children tend to fail: "Indians perform
poorly on tests, including IQ tests, because of their dif-
ferent basic pre-school training"” (p. 150)., That the measures
for intelligence may be inadequate for people not of the
cultural groups for which they are designed and for which
norms have been established is not considered,

Constant emphasis is given by Heshidahl, et al., to
the notion that Eurocanadians must extend themselves to pro-
vide enriching experiences for Indian children and their
parents, the assumption seeming to be that Indians lead
intellectually impoverished lives.

The subsistence existence of partially
educated Indian parents on tne reserve
allows for only a minimal amount cf ex=~

perience and background for their children
(p- 150) s



25

+ » +» « Indian children lack social

experiences, they are not future-oriented,

they do not value possessionsj therefore,

they are difficult to motivate (p. 151).
Holding such ethnocentric attitudes leads one to believe that
prior to entering white-controlled schools, Indian children
live in an intellectual, cultural and educational vacuum,

Indians must learn to stand up for

themselves., Many have allowed themselves

to become degraded and defeated. They are

too timid to speak up and be heard. + +

must increase their participation in the

thinking and planning that must be done

(Heshidahl, et al., 1970, p. 149).
The attitude expressed here is that it is the Indian who is
responsible for the problems he experiences in his encounters
with the Eurocanadian society, in that "many have allowed
themselves to become degraded and defeated". That being
seen as less than intelligent, less than capable, perhaps
even less than human, is degrading, is not recognized in
such comments. The implication is that it is up to the
Indian to somehow rise above the degrading and defeating in-
fluences of the larger society, and take responsibility for
the education of his children, within the limitations for
responsibility allowed by the society that has degraded and
defeated him.

On the question of language, Heshidahl, et al. suggest
that English should be taught to Indian children "as though

it were a second language" (p. 150), 1Indeed, for many Indian

children, English is a second language; and, if not, the
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English of the classroom may represent a dialect unknown to
the Indian child, The problems Indian children experience
with English are considered from a decidedly ethnocentric
point of view by these authors: "The Indian child's experi-
ence with abstract language is limited., . ." (p. 150)., As
the development of the ability to deal with abstractions is
one of the skills highly valued in Eurocanadian education,
the suggestion that Indian children lack experience with ab-
stractions is one more suggestion that they may be deficient
intellectually.
Some Indian groups have trouble pro-

nouncing certain sounds, especially the sh

sounds. In the very early stages of

learning the skills of the English language

children who have speech defects should be

given remedial work {(p., 151).
The implication here is that children grappling with a
language which may (in fact, for some Indian children does),
include sounds not a part of their native language, and

therefore difficult for them to learn to pronounce, have

speech defects which require remedial care,

Intelligence
On the subject of the intelligence of Indians, and
the ability of Indian children to perform on intelligence
tests, MacArthur (1968), in examining intelligence measure=-
ment devices to determine culture bias that might influence

test results, concluded that it is the measures that are



27

lacking, not necessarily the ethnic minority group members
taking the tests. He found that culture-free measures are
virtually non-existent, that Eurocanadian norms are not
appropriate for Indian, Metis, and Eskimo people, and that
on the basis of scores achieved on such culture;reduced tests
as were identified, ". . . large proportions of Canadian
native pupils of early school age have the general intel~
lectual ability to participate fully in.the larger Canadian
community" (p. 122).

In his study of a Yukon residential school, King
(1967), posits that lack of experience with standardized
tests might be in part responsible for low scores achieved
on IQ and achievement tests written by Canadian Indian
children., He administers the Scholastic Aptitude Test, the
California Test of Mental Maturity, and the Weschler Intel-
ligence Scale for Children to the students in his class as
part of a programme to develop test sophistication, He
considers the ". . . most striking results of the entire
testing procedure are the indications of 'normalcy' among
the Indian children, measured by means of test instruments
devised for non-Indian populations™ (p. 8k).

Individually, the comparable SAT scores

show the same variations that can be ex-

pected among any population, ranging from

little or no gain to almost two age-grade

years gain., From these results there
seems to be no basis in terms of academic

potential for predicting that Indian
children will not perform as well academi-

cally as non-Indian children at a given
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grade level (King, 1967, p. 85).

In King's study, the lack of familiarity with English
under which Indian children labour is clear in verbal scores
on the two intelligence tests. In discussing results on the
WISC, King notes that ". . . the gross scores (verbal and
nonverbal) of the intelligence tests show no significant
differences from what might be expected among a non-Indian
group drawn from among the population for whom the tests were
standardized" (p. 85). He notes that this gross score level

is a ", . . function of the uniformly above average performance

of the Indian children on the nonverbal components of the
tests" (p. 85). On the basis of these test results, King
posits that there is no reason not to expect ". . . a full,
normal range of ability and performance from a group of

Indian children in school! (p. 86), and that such expectations
might lead to changes in teacher attitudes and behaviour
toward Indian children., "All the evidence at the residential
school indicates that the usual expectancy of teachers in past
years had been that they were working with dull students"

(p. 86),

Such findings indicate to this author that something
other than basic intellectual ability is responsible for the
performance of the Indian child in the classroom, and insinu-
ations to the effect that Indian children are of inferior
intelligence are simply based on the misconceptions held by

those who make such insinuations., Perhaps attitudes toward
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the Indian to the effect that he is of inferior intellectual
ability are in part responsible for the performance of Indian
children in school. As Mitchell (1970), points out in re-
sponse to the Heshidahl, et al. article, ". . . but nowhere
do they confer upon Indians that prized possession of white
North Americans--intelligence" (p. 66).

Lane (1970) proposes that non-Indian teachers under-
rate the abilities of their Indian students ". . . on the
basis of limited verbal virtuosity or on their reactions to
verbal stimuli" (p. 12). It is noted that a similar phe-
nomenon occurs in assessing the progress of Indian patients
in psychiatric wards, where doctors use an an indicator of
recovery the amount of verbal interaction of patients with
one another and with staff. Indian patients, as Indian
students, are frequently judged to be withdrawn on the basis
of verbal behaviour which is normal to them, but which differs
from that of Eurocanadians. Such differences in cultural
background place the Indian child at a disadvantage in the
classroom (Lane, 1970, p. 12),

The best teacher, unaware cf these

cultural differences, can only assume

that the child who has difficulty re=-

membering to follow orders promptly,

who has trouble sitting and listening

to the teacher, and who 1s verbally less

effective in expressing himself, is either

immature, inadequate, or both (Lane, 1970,

P 123

When cultural origins of behaviour are unrecognized, that
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behaviour can be misinterpreted, leading to misconceptions
about the abilities of children:

For a variety of reasons, teachers under-:

rate the ability of Indian youngsters in

the early grades., This judgment is seldom

lost on the child and he in turn loses

confidence and mirrors the teacher's ex-

pectations. This, I hasten to add, 1is not

a specifically Indian reaction. Educators

and psychologists agree that children tend

to perform according to the evaluation of

their abilities by others and underevalu-

ation creates a self-fulfilling prophecy

(Lane, 1970, p. 12).
Hence, misconceptions about the abilities of Indian children
result in attitudes about their intellectual capacity as
being less than that of Eurocanadians. These misconceptions
result in part from ignorance of cultural differences that
exist between Indian and Eurocanadian patterns of communi-
cation, and in part from reliance on inadequate use and
interpretation of intelligence measures designed for Euro-
canadians and administered to Indians.| Further, both Lane
and King suggest that the performance of Indian children in
school might be expected to change in the direction of greater
success, were the attitudes of teachers to change in favour

of viewing Indian children as in possession of the intel-

lectual capacity to succeed scholastically.

Language
In her rebuttal of the Heshidahl article, Mitchell

(1370), notes that ", . . North American Indian languages
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are just as abstract and idiomatic, as complex in grammatical
structure and syntax, as rich in metaphor and imagery, as
capable of satire and irony, humour and drama, as ambiguous
and as precise as any other language, indeed as all other
languages" (p. 67). This is in answer to the suggestion that
Indians need particular help in the use of abstractions. On
the question of the Indian's ability to abstract, Lane states:

The erronecus notion that native Indian
languages are somehow deficient because
they differ from our own is another ex-
ample of ethnocentric thinking and one
which seems to be rampant in educational
circles at the present time., With in-
creasing and distressing frequency one
hears from educators and reads that Indian
languages have a paucity of abstract words
and therefore Indian students require
special remedial language classes in

order to enable them to deal with abstract
concepts. » +» . To the best of my know-
ledge there is no competent linguistic or
psychological evidence to support either
the contention that native Indian
languages lack words for abstract concepts
or that Indian students have any special
difficulty in handling abstract concepts
(Lane, 1970, p. 14).

That language is important among Indian people, that
it is used in dealing with abstractions, and that it is used
as a teaching device, is clear from ideas about learning
expressed by Indian people., George Clutesi in the intro-

duction to his book Son of Raven, Son of Deer, talks about

the use of parables and tales to teach young Indians about

the relationships of all living things,
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Quaint folklore tales were used widely
to teach the young the many wonders of
nature., . » The young were taught through
the medium of the tales that there was a
place in the sun for all living things.

« s+ « The Indian parent refrained from the
non-Indian adage of "Don't do this. Don't
do that." 1Instead, he taught his children
in parables and tales in which all the
animals in his own world played important
roles., It was not long before the child
realized that all animal life was an in-
tegral part of all creation (Clutesi,

1968, p. 10).

That the Indian child was able to make undirected connections
between the lore of his elders and the actualities of his

own life is evidence to this author that he was able to
abstract in the best Eurocanadian tradition. Is Aesop not
used similarly for teaching Euro-North American children,

and with the "moral" of the story included to be sure the
connection is made?

The role of language in the education of Indian
children in the traditional society is discussed by Pelletier
(1970a), in his reminiscences of life in an Indian village.
Again there is evidence that the children reached unprovocked
conclusions,

All young children were allowed to grow,

to develop, to learn, They didn't tell

you that this was mommy, daddy, desk,

ashtray, house, etc, We learned abcut

these things by listening to the words

adults spoke, what they said when they

were talking, and built our own kind of

relationship with the article (p. 21).

He also notes that a difference in the use of language between
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Indians and Eurocanadians is that Indians do not fill in all
the details for a listener, while ", . . in English most
people tend to talk of details alsc about the obvious"
(Pelletier, 1970b, p. 5).

When the Indian child goes to school, he is denied
the use of a native Indian language or, in éome cases, the
use of the English dialect with which he was reared. The
children are sometimes brutally punished for using native
languages, and are led to believe that to do so is stupid or
demonstrates inferiority. As this kind of experience is re-
peated, the child comes to think of people who do use Indian
languages as stupid or inferior--himself, his parents, his
relatives on the reserve (Pelletier, 1970a, p. 22).

Lane indicates that the problem of language is com-
pounded for the native Indian child as compared with ". . .
the immigrant Polish, Yugoslav, or East Indian child, for at
least their mother tongue is of the same Indo-~European lin-
guistic stock" (p. 1l1). Because of basic structural differ-
ences, the native Indian child trying to learn English is
confronted with a much more difficult task than ". . . simply
learning a new vocabulary"; he must master ". . . utterly
different categories of thought and expression" (iane, 1970,
Pe 1Y),

Linguistic differences per se may not be the worst
problems relevant to language facing the Indian child in the

classroom: different attitudes toward the use of language
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may be an even greater obstacle to learning. Lane compares
Indian and Eurocanadian attitudes toward speech behaviour

which are incompatible.

We set great store on verbal V1rtu081ty.
As parents we anxiously await our 1nfant s
first words, take considerable pride in
translating these to any captive audience,
and seem thoroughly convinced that precocity
in speech is a sure indication of superior
intellectual endowment. We coo at our babies
and coax them to speak, allow our toddlers to
chatter incessantly and worry if a child is
not loquacious by the time it is a year
old. « o

Indian parents assume that the early
vocal utterances of babies are speech and
merely unintelligible to adults. They are
confident that eventually the child will
translate and be understood, and this con-
fidence is usually justified. Indians do
not particularly admire loquaciousness,
conversation for conversation's sake, and
an Indian family can quite companicnably
spend long hours together with little
being said. As a consequence, Indian
children have far less experience in lis-
tening to speech or in wverbally expressing
themselves than do their non~Indian school-
mates (1970, p. 14),

This disparity in the use of speech and attitudes toward
speech creates misunderstanding between the Indian child and
his teacher., While the teacher of white-middle-class culture
values verbalization highly, the Indian child does not. Such
incompatibility of attitudes, combined with ethnocentrism on
the part of teachers, results in the Indian child being seen
as verbally deficient, rather than in acknowledgement that
his speech behaviour is simply different from that of Euro-

canadians. This conflict between teacher and child is
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considered further (see p. 65~73), in discussion of silence
on the part of Indian students, a related phenomencn which

results in attitude discord in the classroom.

Cultural Deprivation

In reference to language problems experienced by
Indian children, Mickelson and Galloway (1969), typify
Indian children as exhibiting the characteristics of the
"educationally disadvantaged" (p. 188). The concept of
"educational disadvantage" is closely related to that of
"cultural deprivation", as used by Heshidahl et al. in
references to the home situation of Indian children., It will
be remembered that these authors referred (see p. 24) to the
need of Eurocanadians to provide enriching experiences for
the Indian child and his parents, to the minimal amount of
experience and background provided for Indian children being
reared on reserves, and to the lack of social experience of
Indian children. This remarkably ethnocentric evaluation
of Indian culture is not unique.

Harkins, Sherarts and Woods (1970) in a study of
public education for Sioux Indians from Prairie Island
Reservation, examined the attitudes of teachers and admini-
strators from two schools which are attended by Indian
children, and those of administrétors for the district in
which the schools are located, Of the 16 elementary school

teachers who participated in this study, 12 thought Indian
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children had a poor home life (p. 34). They typically ex-
hibited a ". . . quite vague sympathy for Indian children as
youth and as people who are disadvantaged, but had little or
no conception of the problems Indian children face" (p. 31).
Of the 30 high school teachers who participated, 18 saw poor
home life ". . . as a significant problem contributing to
poor overall school adjustment and attitudes toward higher
education on the part of Indian yéung people. Only one
teacher indicated that her Indian students had a good home
life" (p. 46). Seventeen of these high school teachers
demonstrated a ", . . vague empathy for Indian youth as
young people who were disadvantaged, but they had little or
no conception of the specific problems faced by these
students." Five were vaguely empathic, but did not see the
specific problems of Indians as those of a distinct ethnic
group; four had a good understanding of Prairie Island people
and their problems and saw culture conflict experienced by
Indian children attending predominantly white schools some
disténce from their homes as a real problem (p, 41),

Among the six high school principals and counsellors in=-
cluded in the Harkins, et al. study, two counsellors saw
culture conflict as a major difficulty for Indian students,
while the most sericus problems were considered by all to be
irregular attendance and lack 6f motivation, while ™. « »
parental apathy was regarded as a problem by the three

counsellors, as was a 'poor and disruptive home life'" (p,
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58), It would appear from these outcomes of the study that
Indian culture is seen by school personnel as at best poor,
with a few individuals recognizing that there indeed exists
an Indian culture, with which there may be conflicts with
Euroamerican culture, those conflicts creating problems
for Indian children attending schools operated and controlled
by non-Indians.

In responding to the attitude that Indian children
enter school from a cultural, educational and intellectual

wasteland, Lane (1970) states:

It does nct follow that if pupils
lack experiences and/or resources which
the school expects them to have, that
these students live in scme sort of
cultural vacuum and have no other valu-
able experiences oOr resources. fet
this appears to be the unwarranted
assumption which underlies the endlessly
repeated view among educators that
Indian pupils "lack social experience."

Most Indian youngsters in this
province probably experience a richer
social life in the sense of inclusion
in family and community than do their
non-Indian counterparts. The fact that
these experiences may be different in
no way makes them less (p. 13).

She goes on to discuss the cultural experiences of Indian
children which are not generally encountered by Egrocanadian
youngsters. Indian children are often included in what
would be considered "adult" activities by non-Indians: such
activities as helping with domestic chores and economic

pursuits; joining in all-night dances; and observing gambling



38
games, birth, illness, and death. "Indian children are, as
a general rule, allowed much more freedom in wandering from
house to house and engaging in conversation with adults than
are non-Indians" (Lane, 1970, p. 13).

King refers to the same behaviour when he reports
that ". . . [Indian] children spend most of their days out=-
side playing or roaming around town where they know almost
everybody and everything that is going on" (1967, p. 24).
Further, he observed that "Children frequently listen closely
to adult conversations, but are seldom included. These con-
versations, mostly in English, seldom seem modified by the
children's presence" (p. 24). Elders remember having been
taught by their elders how people ought to behave with each
other and care for their families, but, as one informant told
King, "+ + « a lot of them things is pretty hard to say in
English" (p. 25).

Pelletier, in talking about his childhood in an
Indian comﬁunity, tells of the kinds of experiences Lane
and King attribute to Indian children:

We lived wherever we happened to be at

that particular time when it got dark

« + « « People would feed you even if

they didn't know you., We'd spend an eve-

ning, perhaps, with an old couple and

they would tell us stories. Most of

these stories were legends and they were

told to us mostly in the winter-time,

In the summer people would generally

take us out and we would do a number of

things which would allow us to learn
about life and what it is all about:
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That is, by talking about some particular
person and demonstrating what that person
did (1970a, p. 21).

Such accounts of Indian childrearing practices do not indi-
cate to this author any kind of cultural deprivation, but
rather a rich and varied cultural experience that is dif=-
ferent from that of most non-Indians. Recognition of this
difference is important in understanding what attributes the
Indian child has when he comes to school.

That non-Indian children in general are not judged
to be culturally deprived, Lane suggests, is owing to the
fact that they possess the skills which are valued by the
schools., There is relatively little conflict between what
the school expects a child's pre-schcol experiences to have
been and what those experiences are for the middle-class
Eurocanadian child. But for the Indian child, pre-schcol
culturalization doces not reflect the expectations of the
school.

Those educators who equate cultural
deprivation relative to school expectations

with cultural poverty in Indian communlities

display an ethnocentrism which is disturbing.

Quite simply, they are wrong. Many Indian

youngsters bring to school information

learned at home, a set of values, and an

ability to get along with others which

could make a positive contribution to the

school setting were it not for the inap-

propriate assumption that these pupils

and their communities have nothing to offer
(Lane, 1970, p. 14),

This echoes Chief Dan George's questions of the dominant
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society: "Do you know what it is like to feel you are of no
value to society and those around you? To know that people
came to help you but not to work with you for you knew that
they knew that you had nothing to offer?" (1970, p. 186),

The persistence of Indian spokesmen fof educational
reform in demanding that Indian culture be included in cur-
ricula taught Indian children, demonstrates Indian awareness
of Eurocanadian ethnocentricity that has resulted in Indian
culture's being ignored, as if indeed it did not exist; or,
if recognized, being belittled., A position paper of the
Union of B, C. Chiefs calls for Indian languages to be
recognized in place of French or other languages in high
schools and universities, and for changes in the course
content and general curriculum to provide for cultural recog-
nition of Indians (Indians Tired of Being Welfare Cases,
1970, p. 9).

Philip Paul, at a Southern Vancouver Island Tribal
Federation conference calls for courses in Indian history,
culture and law to be taught throughout the Province (Paul,
1970b, ps 23)., George Clutesi is quoted in the Victoria

Daily Colonist as stating that too few Indians are being

paid to teach Indian culture and that the Indian must regain
his pride before he can become a productive member of society.
He notes the success of a course in Indian culture and

language he taught in public school in Port Alberni, in
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which the enrollment of the Indian students increased during
the progress of the course (I Have Been Called a Dirty
Siwash, 1970, p. 9).

Harold Cardinal describes what he sees as having been
the results of Canadian education for Indian children, begin-
ning with the church-controlled residential schools which were
primarily designed to turn "savages" into "Christians":

The residential schools even failed in

their first purpose--turning out good

little Christians. They alienated the

child from his own familyj; they alienated

him from his own way of life without in

any way preparing him for a different

society; they alienated the child from

his own religion and turned his head

resolutely against the confusing substi-~

tute the missionaries offered. Worst of

all, the entire misconceived approach,

the illogical (to the Indian children)

disciplines enforced, the failure to re-

late the new education in any pragmatic

way to their lives, turned the child

against education, prevented him from

seeing or appreciating the benefits of

a real education (1969, p. 54-55).

These protestations are testimony in themselves to the fact
that Indian children indeed do have a cultural background,

of which they are aware if their Eurocanadian teachers are

not, and which is in confliect with the Eurocanadian culture
of which the school is a major representative.

Murray and Rosalie Wax, in writing on the "Ideology
of Cultural Deprivation" as relevant to the Pine Ridge Sioux
reservation, suggest that holding an attitude about the

Indian child as being empty of culture or thought or experience
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when he enters school serves several functions for the

educators holding them.

s + s« First, it places the responSLblllty
for scholastlc defeat on the Indian home

and the Indian child; since the child is
seen as enterlng school with an empty head,
then surely it is a great achievement if he
is taught anything whatsoever., Second, the
Ideology is a carte blanche that ]ustlfles
almost any activity within the school as
being somehow "education"; for, if the child
is presumed deficient in every realm of
experience, then the task of the school can
properly be defined as furnishing him with
vicarious experiences to compensate in every
aspect of his life. Flnally, the Ideology
justifies the educators in their isolation
from and ignorance of the Indian community;
for, if the child actually had a culture
inecluding knowledge and values, then they
ought properly to learn about these so as
to build on his present status, but if he
is conceived of as a vacuum on entering
school, then the educators may properly
ignore his home and community (1964, p. 16).

That non-Indlan teachera are ignorant of Indian

P —

cultures and values as they are accused of being by Wax and

e

Wax, is indicated by King in his discussion of residential
school personnel in the Yukon:

All the non-Indian adults of the school
shared an attribute. . . . ignorance about
Indians. This ignorance was surpassed only
by their willingness to offer snap judgments,
usually unfavourable, about basic Indian
motivations or character. Not only is there
no background of systematic study about
Indians or social-change concepts among the
residential school personnel, . . their per-
ceptual. . . ranges are so limited to the
immediate environment that each tends to
arrive at self-sustaining generalizations
which determine daily activities from the
daily activities themselves (1867, p. 65).
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The foregoing may be considered a rather harsh judg-
ment about teachers and their awareness (or lack of it) of
the cultural backgrounds of their Indian students. The
Harkins, et al. study (1970) cited earlier, however; offers
substantiation from teachers and administrators themselves.
Burnside school teachers (teaching grades one to six), indi-
cated typically that they know little about the Prairie
Island Reservation community whose children they teach, little
about Indians, and little about the Indian way of life., Two
of the 16 had visited Prairie Island for powwows., Further,
four of these teachers saw special teacher-training for
working with Indians as unnecessary, two saw such training
as "good for them", five as positively helpful but not neces-
sary, and four as required to achieve broad improvements in
their own teaching and understanding of Indian children
(p, 33),

Among the 30 secondary teachers included in the
Harkins, et al., study, none had more than limited experience
with Prairie Island., Their knowledge ranged from freely
admitted ignorance of Indian people to limited experience
and minimal knowledge of Prairie Island., Three of these
teachers did not understand the "Indian situation" and were
critical of Indians. Six secondary teachers felt that no
special training for teaching Indians was necessaryj; four
that such training would be "good" for themj; 12 that minimal

training in Indian education and culture was vaguely positive;



eight that such training was necessary for effective teaching
(p. 44), Counsellors and principals felt that teacher and
administrator training about the Prairie Island community

and Indian culture, along with curriculum changes, more funds,
tutorial sessions for Indians and better guidance counselling
would improve the quality of education provided for Prairie
Island Indians (p., 50). Among the "influential persons"
included in the study (school board members, a social worker,
a resource person and the school superintendent), the general
feeling was that increasing success of Indian students de-
pended on changes Indians should make in themselves, except
for two who felt as well that teachers should become more
aware of Indian culture (p. 57).

Recognition of Indian people as culturally different
as opposed to culturally disadvantaged or.cultura;ly_déprived
seems to this author fundamental to changingwattitudea toward
Indian children in the school. A report of the National
Indian Youth Council states clearly and unequivocally that
it must be realized that the poverty of Indians is material,
not cultural (Give It Back To The Indians, 1970, p. 6),

Dumont and Vlax, in reference specifically to Cherokee
children, reiterate the necessity of avoiding the conception
of Indians as subject to cultural poverty.

+ « + we must disregard the material poverty

of the Tribal Cherokee families and their

lower-class status and avoid any of the cant
about "cultural deprivation" or "cultural
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disadvantage." These children are cul=-

turally alien, and for the cutsider. . .

to enter into their universe is as de-

manding as the mastering of an utterly

foreign tongue (1969, p. 220),
These authors are adamant in their statements to the effect
that Cherokee Indian children when they enter school are as
deeply socialized into Cherokee tribal culture as any other
child of the same age is into his own culture (p. 220),

That Indian children who, as is recognized by some
authors, are exposed freely to a multitude of adult experi-
ences, should be considered culturally deprived by people

who, by their own admission, are all but totally ignorant of

Indian culture, is simply absurd,

Degradation and Defeat

Attitudes that have contributed to degradation and
defeat, as those characteristics are attributed to Indians
by Heshidahl and her colleagues, are identified by Paskell
(1968), as inherent in the education to which Indians have
been subjected. He recognizes an almost universal effort
on the part of white teachers to mold Indian children to
middle-class values through persistent insistence on hygiene
lessons which introduce the child to ideas that he is in-
ferior, through condescension; and through insistence that
English, rather than the child's native tongue, be used both
in and out of the classroom, thereby inferring that the

Indian language is inferior (p., 30). Such behaviours
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indicate Eurocanadian ethnocentrism.

King points out that the children at the residential
school he studied are easy to direct. The adults at the
school characterize the children as lacking initiative and
the ability to make decisions for themselves, all the while
seeming to fail to see the connection between lack of self-
direction and the constant supervision of all activities to
which the children are subjected, The assumption seems to
be that the children are incapable of making even the least
decision for themselves, hence all decisions (even to the
kind of treat they will select at the school store), are
made for them, depriving them of any opportunity to made de-
cisions (1967, p. 75). King quotes a career civil servant,
who operated a hostel for Indian students boarding away from
home to attend secondary school in Whitghorse, as saying:

« « o Why I even Ehiﬂi like an Indian. .

+ + The background of the Indian boys and

girls at the hostel is such that our pro-

gram is geared to control every element

of their living. The minutest details are

ggﬁ?ied out under strict supervision (p.

The "strict supervision" of "the minutest details™
indicates to the child that he is considered incompetent to
look after even the least of his own affairs, an attitude
not consistent with the way Indian adults seem to think, as

revealed in comments about childrearing cited above (see

pe 32). Adams (1970) considers that instilling feelings of
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incompetence and inferiority is a kind of violence done on

Indian children:

You cannot get rid of violence., I even
feel that the children, the Indian-Metis
children who are being forced to go to
the present white-man schools are faced
with violence., They are taught to be in-
ferior creatures, they are taught to be
humiliated., They are given insights
about ocur heritage, our history, that are
an insult and create a feeling of unhap-
piness about everything Indian. This is
violence in the minds of the children

(Po 3).

Given the difference in cultural attitudes between
the Eurocanadian and the Indian, which are apparent in the
classroom and which from the classroom seem to contribute to
the cultural confliect felt by the Indian, it is perhaps
easier to understand the debilitation described by Chief Dan
George, an hereditary chief of the Coast Salish tribe and
honorary chief of the Squamish tribe of British Columbia:

I found myself and my people adrift in this
new age. . o but not a part of it. .

What did we see in the new surrcundings
you brought us? Laughing faces, pitying
faces, sneering faces, conniving faces.
Faces that ridiculed, faces that stole
from us. .+

Do you know what it is like to have your
race belittled and to come to learn that you
are only a burden to the country? Maybe we
did not have the skills to make a meaningful
contribution, but no one would wait for us
to catch up., We were shoved aside because
they thought we were dumb and could never
learn.

What is it like to be without pride in
your race, pride in your family, pride and
confidence in yourself? What is it like?
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You don't know for you never tasted its
bitterness (1970, p. 186).

The bitterness and despair of the Indian who has been con-

quered, who knows degradation and defeat, is reiterated in

the lines of the song "My Country 'Tis of Thy People You're

Dying",

Marie:

by popular Indian recording artist Buffy Sainte-

Now that your big eyes are finally opened,

Now that you're wondering how must they feel,

Meaning them that you've chased 'cross
America's movie screens;

Now that you're wondering how can it be real

That the ones you've called colourful, noble
and proud

In your school propaganda--

They starve in their splendor--

Now that the longhouses breed superstition,

You force us to send our toddlers away

To your schoels where they're taught to
despise their traditions.

Forbid them their languages, then further say

That American history really began

When Columbus set sail out of Europe. . «

- -

And yet where in your history books is the

tale

Of the genocide basic to this country's
birth,

Of the preachers who lied,

How the Bill of Rights failed: « « s

Now that the pride of the sires receives
charity--

Now that we're harmless and safe behind laws-=-

Now that my life's to be known as your
heritage--

Now that even the graves have been robbed--

Now that our own chosen way is a novelty--

To feel, as these two representatives of Indian culture so

obviously do, that they have been the objects of ridicule,
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that they have been deprived of the pride of ancestry, that
Eurocanadian education for Indians has been designed to
obliterate Indian culture and traditions, is, not surpris-
ingly, deeply degrading., Further, to hold the Indian people
themselves responsible for the defeat and degradation they
experience at the hands of the white world is symptomatic of
the peculiar ethnocentricity which results in the attitudes
that lead to degradation and defeat., As Adams expresses 1€5
"The terrible part about it is that Canadians think they are
not racist. They think they are free of any kind of racial
prejudice. They don’t even understand that this society is
racist" (1970, p. 6),

Mitchell suggests that it is not the Indians who have
been reluctant to speak out, as is maintained by Heshidahl,
et al. (1970, p. 149), but the Eurocanadians who have refused
to listen who are responsible for the current plight of the
Canadian Indian people.

+ « » the authors state that many Indians

"are too timid to speak up and be heard."

What is more to the point is that when

Indian leaders do speak out, no one

listens. In spite of the relatively limi-

ted access to white channels of communi-

cation, these spokesmen have been telling

non-Indian Canadians for a hundred years

and more that the Indian people were

robbed and cheated of their land, that

treaties they made in good faith have been

broken or ignored, that promises made

them by white men are seldom kept. Few

white people have been willing to "hear"

the Indian who speaks out on these
subjects (1970, p. 66),
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That Indian people have in recent years chosen to
stop asking for redress from the Canadian and U,S, govern-
ments and have begun taking action to demonstrate clearly
their demands for fulfillment of treaty promises or their
rights to share the wealth of the land lost to them (as in
the cases of the occupation of Alcatraz Island in California,
demands for fishing rights in Washington, legal action by
Nishga Indians to regain control of or be paid for land in
British Columbia, and seizure of control of schools in
British Columbia and Alberta), indicates the degree of frus-
tration they have reached in attempting to be heard by the
wWwhite society. Control of Blue Quills school in Alberta was
gained by occupying the school and demanding that it not be
closed, as proposed by the Department of Indian Affairs and
Northern Development (Blue Quills Take-over, 1970, p. 32),
Control of the Tsartlip school on Vancouver Island in British
Columbia is being accomplished through the election of an
Indian school board to control the school (Paul, 1970a, p. 39),
The methods employed are not necessarily consistent with
Indian attitudes of cooperation, which have resulted in no
action, and certainly do not reflect the behaviour of people
who have accepted degradation and defeat as a permanent way
of life.

Misiaszek, in her discussion of the "cultural dilemma

of American Indians," suggests that because the education of
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Indians does not include Indian culture, Indians do not know
about the native cultural influences on them, or understand
the results of the impact of the larger society (1969, p.
438)., This ignorance of the situation in which Indians find
themselves, she opines, is one of the factors leading to con-
fusion and lack of success at school. That.Indians are,
indeed, aware of the cultural conflict in which they find
themselves seems evident to this author from statements made
by Indians:

And now you hold out ycur hand and you
beckon me to come across the street. . . .
come and integrate you say. . . But how
can I come? I am naked and ashamed, How
can I come in dignity?

I know you must be saying, . « tell
us what do you want. What do we want? We
want first of all to be respected and to
feel we are people of worth., We want an
equal opportunity to succeed in life. . .
but we cannot succeed on your terms. . .
we cannot raise ourselves on your norms,
We need specialized help in education. . .
special courses in English. We need
guidance counselling. . . Wwe need equal
opportunities for graduates, otherwise our
students will lose courage and ask what is
the use of it all,

Let no one forget it. . . we are a
people with special rights guaranteed to
us by promises and treaties. We do not
beg for these rights, nor do we thank you
« +» +» We do not thank you for them because
we paid for them. . + and God help us the -
price we paid was exorbitant., We paid
for them with our culture, our dignity and
self-respect. We paid and paid and paid
until we became a beaten race, poverty
stricken and conquered (George, 13970,

P 188).

The unvarnished truth is that the
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missionaries of all Christian sects re-
garded Indians as savages, heathens, or
something even worse., They made no at-

tempt to understand Indian religious beliefs,
vxrtually no attempt to appreciate Indian
cultural values and paid little heed to Indian
ways. The true purpose of the schools they
established was to process good little
Christian boys and girls--but only Christians
of the sect operating the schools In those
early church schools, academic knowledge
occupied one of the back seats, Since the
Indian was expected to live in isolation from
the rest of society, obviously all the edu-
cation he needed was a bit of reading,
writing, figures and some notion of hygiene
(Cardinal, 1969, p. 53).

« s+ o in grade eight I found myself taking
over the class because my teacher, . .
couldn't speak English well enough to make
himself understood. Naturally, he knew

no Cree, When we protested such inequities,
we were silenced as "ungrateful little
savages who don't appreciate what's being
done for you" (Cardinal, 1969, p. 54),

The so-called integration program in
B. C. education is really an assimilation
program, mainly because the present pro-
vincial system is based on the idea that
Indians have nothing to contribute,

Through the historical process Indian
people are made to feel ashamed-of what
they are,

The education process makes them identi-
fy with something they are not (Paul, 1970c,
Pe 21).

From these statements, it seems clear to this author both
that the Indian people understand the fcrces that have re-
sulted in the degradation and defeat attributed to them, and
that Indians have been and are taking the initiative to
change the direction of Indian society toward self-respect

and self-determination., Perhaps if ignorance of cultural



53
forces is in part responsible for the confusion and lack of
educational success Eurocanadians assign to Indians, it is
the ignorance of Eurocanadians that is in need of examination.
As long as non-Indians continue to conceive of Indians as
degraded and defeated, the Indian people initiating changes
will be confronted with a dual task: convinecing the Euro-
canadian as well as the Indian that the degrading attitudes
toward Indians which have placed them in an inferior pos-
tion are the manifestations not of "Indian-ness" but of

Eurocanadian ethnocentrism and misconception,

Lack of motivation-géawtﬁe difficulty involved in
motivating Indian children in the classroom has been referred
to by both Heshidahl, et al. and Harkins, et al., as cited
in the discussion of cultural deprivation (see p., 35=45),
Pelletier indicates that curiosity is encouraged among
Indian children, who are allowed to ". . . explore, discover
for themselves on their own terms their own feelings and in
their own way by observing and making decisions for them=-
selves" (1970a, p. 3). He suggests that this curiosity is
the motivating force for learhing in the séhool among Indian
children, and that when curiosity is replaced in the schools
by material incentives and authoritarianism, the Indian

child is caught in a conflict that is not easily resolved.

Lane points out that, while Indian children have Dbeen
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taught at home to find their own solutions, to be accommo-
dating and unaggressive toward other people, the scheool
requires conformity in learning, rewards cnly success, and
operates on the basis of competitiveness.

The difference in values requires that

the Indian child learn new skills and new

attitudes which directly conflict with those

he holds at school entrance, and which his

family and community still hold. Such con=-

flicts create tension in the child, and in

order for him to unlearn old values and

internalize the new ones, he must have a

strong desire to succeed at school (Lane,

1970, ps 12)s

Repeatedly, relevant to the motivation of Indian
children, it is charged that Indian parents are remiss in
their responsibilities for instilling in their children an
appropriate attitude toward the value of school specifically
and education generally., The National Indian Youth Council
notes that in interviews with teachers of Indian students
in fourth grade or beyond, children were described as ". . .
apathetic, difficult to motivate, uninterested in school or
learning, and occasionally openly hostile to the teacher"
(Give It Back to the Indians, 1970, p. 7). Clement cites a
lack of appreciation for the value of education on the part
of parents of Indian children in accounting in part for dis-
couraging Indian youth from completing courses designed to
equip them for competition in.the industrial world (1968, p.

9). Harkins, et al, point out that the lack of encouragement

from parents is considered by school teachers and admini-
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strators one of the factors involved in poor attendance and
lack of success in Indian students (see discussion of cul=-
tural deprivation, p. 35-45, for references).

The attitude that Indian parents are not interested

in the education of their children and do not encourage

their children to do well in school is based on lack of
awareness of the attitudes of Indian parents., While Indian
adults are not unequivocally in favour of schools as they
exist for their children, there is a consistent appreciation
of the value of education. King notes:

Despite all other feelings, school is still
viewed by Indians as the avenue to social
and economic advancement, They want their
children in school and invariably give as
their reasons some form of, ". . . so they
can get a good job. Ycu can't get no good
jobs without education."

These positive inclinations are tempered
by the many negative memories among adults,
memories that are known to children, and
that form a part of the children's expec-
tations when they come to school as well
as part of the parents' expectations of
what school holds for their children, Tales
of abuse are legion, abuse that is inter-
preted now as Whiteman prejudice. Such
tales are of different periods of time and
involve different individuals. Dishonesty,
cruelty, and sexual deviance or promiscuity
are recurrent themes, Further inquiry
almost invariably leads to memories of good
teachers and valued learnings at the scﬁoof,
but t?ese are seldom mentioned first (1967,
Poe 36) .,

In the Harkins, et al. study, nine Indian parents
were surveyed. They all wanted education for their children,

and expected them to graduate from high school and go on to
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college. They either had occupational goals for their children
or were ready to accept the children's goals. They had only
vague notions of how education would affect the adult lives
of their children, mostly relevant to job choice (p. 62), Of
these parents, three indicated they helped their children
quite a bit, and two indicated they provided much instruction
for their children at home. Only one of these parents felt
very involved with his children's lives.at school, visiting
classrooms and helping effectively with homework (1970, p.
63). These people were asked about their attitudes toward
Indian teachers for their children, the advisability of
teaching their native language to their children in school,
the advisability of teaching tribal culture in the school,
and the effectiveness of school personnel, That there were
responses to these questions, ranging over a wide continuum
of attitudes, indicates to this author that attributing apathy
to Indian parents is an over-simplification resulting from
misconcepfions about Indians.,

Dunn (1970), reports on the request for an Indian
home-school coordinator for schools attended by children of
the Cowichan band (p. 43). This request was initiated by
band members, who recognize the need for a consultant to act
as liaison among the student, his home, and the schoolj; to
identify problems in communication between home and schoolj

and to visit individual students regarding their studies.
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Harold Cardinal demands Indian control of schools and edu=-
cational programmes for Indians (1969, p. 61), The Indian
parents Harkins, et al. interviewed indicated they have, by
and large, very little contact with the schools their
children attend, and experience no influence in.affecting
decisions on school programmes (p. 64), To interpret these
feelings as apathy is to deny or be ignorant of the recurrent
rebuffs Indians have experienced in the .-history of their
contacts with Eurocanadians,

Still the Indian adult attempts to make his influence
felt in the schools. The activities cited in reference to
degradation and defeat having to do with efforts to gain
local control of schools for Indian children are not likely
to be initiated by people who are apathetic about the edu-

cation of their children.

INSENSITIVITY
Attitudes that demonstrate insensitivity include
ideas about personal autonomy, competition and cooperation,
and silence, In the cases of these concepts about Indians,
the non-Indian frequently is aware, rather accurately, of
the Indian attitude, but does not seem to be even remotely

aware of what these things mean to the Indian people.



Personal Autonomy

That Indians are striving to regain control over their
lives is consistent with attitudes held among Indians of high
regard for personal autonomy. Misiaszek points out that the
characteristic Indian respect of an individual's autonomy is
applied to very small children, suggesting that the children
are allowed to do very much as they please, and lack adult
direction (1969, p. 439). Such behaviour is not highly
valued in Eurocanadian society, in which, as Lane indicates,
" a school-age child is used to being ordered about, to being
told what to do and what not to do, and ", . . is cenditioned
at an early age, and often by physical means, to respond
appropriately to the orders he is given" (1370, p. 11).
Several authors, among them Lane and Lee, indicate that
Indians do not think in terms of "allowing" children freedom,
or treating them permissively.

Each individual, regardless of age, is re-

garded as a separate and inviolable entity.

The notion of allowing or prohibiting another

individual to do something is quite alien

and frequently incomprehensible., Child-

rearing involves a minimum of restraints and

directives and an effort is made by parents

and siblings to accommodate to the comfort

and desires of new members of the family

(Lane, 1970, p. 11),

Among the Wintu Indians of California, the

principle of the inviolate integrity of the

individual is basic to the very morrhology

of the language. Many of the verbs which

express coercion in our language. . . are

formed in such a way that they express
cooperative effort instead. Tor example,
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the Wintu would say,"I went with the baby",

instead of, "I took the baby"s » » « A corol=

lary of the principle of individual integrity

is that no personal orders can be given or

taken without a violation of personal

autonomy; we have been familiar with this

corollary, particularly in rural areas where

the farmer and his wife had "help" but not

"servants" (Lee, 1953, p. 8).
Speaking more generally, (i.e., not of a specific tribe of
Indians), Wax and Thomas (1967) reiterate the attitudes
attributed to Indians by Lane and Lee, and disclose areas of
incompatibility with white attitudes. Indians do not reward
for good behaviour, which is expected. Bad behaviour is
punished by shaming; hence, one does only that at which one
is adept, or waits to see what is expected of one before
acting. This contrasts with the Eurocanadian practice of
asking school children to perform tasks they may not be able
to perform successfully. Whites equivocate, being "brother's
keeper" on the one hand, and advocating freedom on the other,
Indians are unequivocal; interference is forbidden. Voluntary
cooperation on the part of Indians contrasts with coercion
among Eurocanadians (p. 1u5),

Among Indians, Wax and Thomas claim, there exists an
ethic of noninterference which

« « » implies a profound respect for the

interests, occupations and responsibilities

of others. To interrupt a child at play,

or to force it to do something against its

will but for its own gcod, are contrary to

all precepts of Indian childrearing. It

usually does not occur to Indian parents to

permit or forbid their children to do any-
thing (1967, p. 145).
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This attitude of noninterference contrasts considerably with
Eurocanadian-controlled school attitudes, which sanction
constant interrupting of whatever a child is doing in order
to begin doing something else, Children in the schools are
continually being told what to do, and when and how to do it,

In discussing the effects of modern American education
on the middle-class child of European ancestry, Moustakas
refers to a "recent study" that indicates a reluctance on
the part of college students to make choices for themselves,
or to assume responsibility for the decisions they make and
for the directions in which they want to go (1970, p. 2). He
attributes this reluctance to an educational system which
reflects the attitudes toward the control of children which
are apparent in Euro-North American society.

Such an education process takes the student

further and further away from his own self.,

Being directed by external signs and symbols

and being motivated by external rewards are

acts of self-denial very similar to the

self-denial and estrangement of early life,

when the child is taught that his parents

are the authorities in the homej; they are

the statement-makers and the ones who

know; thus he sets his sights on achieving

their standards and expectations and gives

up on the judgment of his own senses. « + o

Submission and telling people what they

want to hear are rewarded with attention, -

recognition, approval, privilege, and

status, but there is a price to pay in loss

of self-esteem, personal integrity, and

meaning in living (Moustakas, 1370, p. 3).
Pelletier (1970b, p. 3) characterizes the western education

system as killing psychologically and mentally, resulting in
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the isolation of every individual from another. In describ-
ing his childhood in the Indian village in which he was
reared, he states, "We were all somehow equal; the class
structure in the community was horizontal. There was only
one class. Nobody was interested in getting on top of any-
one else (1970a, p. 20). |

Assuming the self-denial noted by Moustakas is, as
he maintains, damaging to the self-esteem of the Euro-North
American children for whom the school system reflects the
attitudes of the home, it seems logical to this writer that
the Indian child, for whom that school system reflects atti-
tudes strikingly inconsistent with those of the home, would
be mystified by the school. On the one hand, the child is
encouraged to explore and examine his world on his own,
coming to his own knowledge of and conclusions about that
world; on the other, he is told in school what to do at any
given time and how to do it, at the same time being told that
originality of thought and action is good, and being punished
for too much display of originality in thought and action.
In the traditional Indian community, according to Pelletier,
", « + the values that adults placed on things in the com-
munity did not necessarily carry over into their éhild. R
Children discovered the value of these things on their own,.
and developed their own particular relationships to them"

(1970a, p. 21).
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Competition/Cooperation

Another area of attitudes attributed to Indians is
in the realm of interpersonal relationships. That Indians
prefer cooperative effort to competition is apparent from
some of the foregoing discussion of other attitudes. The
difficulty seems to be that school personnel see the cooper-
ative attitudes of Indian children as a problem to be over-
come, rather than a positive virtue to be incorporated into
the learning process of the classroom, Aside from that
consideration, there seems to be some confusion about what
lack of competitive attitudes means to Indian children.

Wnhile school personnel seem to know that competitive
behavicur for acquiring personal recognition and advancement
is anathema to Indians, they continue to express an opinion
that Indian students will be motivated by praise of superior
work, Heshidahl, et al, state that "Encouragement and praise
for any kind of good work achieves better results than repr-
mands for poor performance" and proceed to point out that
"Competition is foreign to Indians. This is why it is con=-
sidered 'bad form' for someone to answer a question in the
presence of another student who does not know the answer' ’
(p, 151). Misiaszek says that cooperation, sharing, and
"utilizing the talents of all age groups for the continuance
of the tribe" (p. 438) are characteristics valued by Indians

and that "The traits that were discouraged included boasting
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of one's accomplishments, loud behaviour, being stingy and
lying" (p. 438), Yet grades for achievement are utilized to
determine an Indian child's success in school, and these
grades are based on a competitive system,

Pelletier discusses what he considers tﬁ be the
particular dilemma of the Indian c¢hild he characterizes as
cooperative and non-aggressive when he is confronted with
competitive, aggressive Eurocanadian classroom situations:

Can you imagine then--you're raised in a
community, allowed to feel your way through
life to the point when you become six or
seven, then someone tells you all these
things are not so, but that this is how it
is, and that you are to be aggressive and
you must compete-~~so does anyone help you
understand these things, oh no--because
you might then know what they know, and
you too might get a star and so on (1970b,
Pe 3).

In ancther context he explains that Indian children do indeed
participate in competitive games and sports, but that what
these games mean is not the same as what they mean to non-
Indian chiidren, because no one knew who won or lost.

I'm glad I can remember that as a kid I was
able to become involved with a community
with others and nobody was competing. Even
if we did formally compete in the games we
did, no one was a winner though someone may
have won, It was only the moment, If you
beat someone by pulling a bow and arrow and
shooting the arrow further, it only meant
that you shot the arrow further at that
moment, That's all it lasted. It didn't
mean you were better in any way whatsoever.
It just meant that at that particular time
the arrow went further; maybe it was just
the way you let the bow go., These kinds of
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things are very important to me (1970a,
P 20).

How different is this attitude from the fact that one's
marks in school are permanent, forever, and follow the child
around through the entire course of his public'school career,
and are used as the basis for employment, and thus, for the
status a person achieves as an adult,

Adams refers to the lack of competition in the
political affairs of tribal culture., He points out that
leadership is traditionally assumed by whomever is most
adept at the task to be completed by the tribe at that time,
and assumed by virtue of the members of the tribe following
a person's lead, not by virtue of their being forced to do
as directed.

But I'm beginning to believe that one of

the blessings is that we have not been

structured into this bureaucratic world

and into this institutionalized world., We

don't have the same kind of hero-worship

and respect for leaders and Emily Post

rules. We are unstructured people, there=-

fore we are able to operate in very ad hoc,

very temporary, very spontaneous relation-

ships. We don't look and depend upon

structures to guide us, we can relate

quickly, Sure we fall away quickly, but

in an ad hoc situation you don't want it

on a permanent basis anyway. You set up

an ad hoc committee dealing specifically

with an issue and then as soon as it's

over ycu disband (1970, p. 5).

These attitudes are simply inconsistent with the

highly institutionalized, bureaucratic Eurocanadian society

with which Indians are forced to function on a day-to-day
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basis. And because of the insensitivity of the people re-
sponsible for the education of Indian children, lack of
competitive fervor and drivenness is seen as a problem. The
Indian apparently does not see it that way, but, if Pelletier
is to be believed, the Indian child is confused by the com=-

petitiveness of the Eurocanadian.

Silence

That Indian people tend to be reticent in certain
situations is recognized by non-Indians, as demonstrated in
much of the literature about Indian education. However,
what the silence of Indians means or what the cultural
situations are that call for silence seem to be subject to
considerable confusion or misinterpretation on the part of
non-Indians, Misiaszek (1969), indicates that childhood
training which values reticence results in the Indian child
not volunteering to talk in the classroom, and that this
lack of verbosity is interpreted as sullenness by non-Indian
teachers, Misiaszek herself attributes Indian silence to
shyness (p. 439),

King (1967), attributes the silence of Indian
children in the Yukon residential school to the fact that
"The one mode of communication that is neither rewarded nor
encouraged, is volunteered information of a nonemergency
nature" (p. 76), Heshidahl, et al. do not attempt to

evaluate the nature of silence on the part of Indians, but
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state "If we offend the Indians. . . we may never know it
because most Indians will not tell us; they will endure in
silence" (p. 149). "Indians are traditionally shy in the
classroom, It is best not to make an issue of any lack of
response because an Indian never wishes to be singled out
publicly" (p. 150). Dumont and Wax (1969) note that teachers
typify Cherokee students' silence as timidity or shyness,
their control or restraint as docility (p. 220). These
authors point out that silence is not necessarily a negative
thing, but may be a very positive force among Cherokee
children:

« + « by seventh or eighth grades the

students have surrounded themselves with

a wall of silence impenetrable by the out=-

sider, while sheltering a rich emotional

communion among themselves. The silence

is positive, not simply negative or with-

drawing, and it shelters them so that,

among other things, they can pursue their

scholastic interests in their own style

and pace., By their silence they exercise

control over the teacher and maneuver him

toward a mode of participation that meets

their standards (1969, p. 222),

In various places in their discussion of the attitudes
of teachers toward Indians, Harkins, et al. point out that
teachers typify Indians as "passive", "not participating in
class", and as "uninterested" in academic aspects of school.
These attitudes, it should be remembered, are those teachers
attribute to themselves,

Basso (1970), in a study of silence among the

Western Apache of the United States, identified a number of
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situations in which silence is called for, and discusses the
nature of silence as used by the Apache. He notes that the
Indian is often characterized as reticent, if not truculent,
and indicates that "In the popular literature, ., . it
[silence] is commonly portrayed as the outgrowth of such
dubious causes as 'instinctive dignity,' 'an impoverished
language,' or, perhaps worst of all, the Indians' 'lack of
personal warmth'" (p. 213)., He also points out that "For a
stranger entering an alien society, a knowledge of when not
to speak may be as basic to the production of culturally
acceptable behaviour as a knowledge of what to say" (p. 215),
Among the Apache, Basso finds ". . . the critical factor in
the. . . decision to speak or keep silent seems always to be
the nature of his relationships with other people.”

Several situations are denominated in which silence
is the acceptable rule in Western Apache society: meeting
strangers, courting, "children, coming home", "getting
cussed out", and "being with people who are sad". Strangers
may be any of a number of people with whom one is not inti-
mately familiar, but in all cases are separated by social
distance. "And in all cases it is considered appropriate,
when encountering them for the first time, to refrain from
speaking" (Basso, p. 217). The decision to stop being
strangers is up to the individuals who do not know each
other, Introductions from one who knows both "strangers"

are considered ", ., . presumptuous and unnecessary" (p. 218).
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People who are quick to initiate conversation are regarded
with "undisguised suspicion" (p. 218), and are suspected of
wanting something; if such a person is Eurocamerican, it is
suspected that he "wants to teach us something" or "wants to
make friends in a hurry" (p. 218).

In the courting situation, the Apache informants
indicated that silence in the early stages of a courtship are
the result of extreme "shyness", "not knowing what to say",
or "acute self-consciousness". Girls who are loquacious in
the early stages of a relationship are suspected of having
had previous experience with men, or of inviting sexual
congress. Indians equate ". . . the ease with which a young
couple talk and how well they know each other" (Basso, 1870,
ps 219),

The most frequent situation in which the ", . .

children, coming home. . ." silence is cbserved ", . ., in=-

volves boarding school students and their parents" (p. 220),

According to my informants, the silence
of Western Apache parents at (and after)
reunions with their children is ultimately
predicated on the possibility that the latter
have been adversely affected by their experi-
ences away from home. Uppermost is the fear
that, as a result of protracted exposure to
Anglo attitudes and values, the children
have come to view their parents as ignorant,
old-fashioned, and no longer deserving of
respect (Basso, 1970, p. 220).

What these silences upon meeting their children just home
from boarding school mean to the parents is clarified by

statements Basso quotes from his informants.
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At school, some of them learn to want
to be White men, so they come back and they
try to act that way. But we are still
Apaches! So we don't know them any more,
and it is like we never knew them, It is
hard to talk to them when they are like
that (p. 220).,

And from another parent:

Yes, it's right that we didn't talk much
to them when they came back, my wife and me,
They were away for a long time, and we didn't
know how they would like it, being home., So
we waited., Right away, they started to tell
stories about what they did. Pretty soon we
could tell they liked it, being back. That
made us feel good. So it was easy to talk
to them again. It was like they were before
they went away (p. 221).

How different are these interpretations of Apache
Indians of the silence that prevails when they greet their
children coming home from school, from the interpretation of
incidents by school personnel which is described by King
(1967)., The incidents in the latter case are the visits of
Indian parents to the school to see their children, who had
been away from home for some months. Typical behaviour of
both parent and child is tense and extreme silence and
avoidance, aggravated by any chance presence of schcol per=-
sonnel.,

Parents seem pleased to see their children,

but a little bewildered and embarrassed by the

avoidance responses of the children. . . In

such situations the avoidance behaviour of the

children increases the tension. They become

very uncomfortable, never respond verbally,

and often exhibit extreme behaviour, such as

turning to face another direction, twisting
their hands, sometimes crying, and at best
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mustering a grimmacing smile beneath the
hung head (p. 52-53).,

King notes that school staff members attribute the behaviour
of the children in such cases to the fact that the children
are so much better off at residential school than at home,
that they do not want to be subjected to visits from their
parents. He quotes one staff member as exclaiming, "Why,
when her mother visited, that child could hardly stand to be
near her! What kind of a life would she have at home?" (p.
53), Such an interpretation of the behaviours of parents
and children making contact in the school setting seems to this
author to serve a function similar to that of the concept of
cultural deprivation: if the children are so unhappy at home
that they cannot bear to see their parents, then what the
school does in taking them away from home is doubtless a good
thing. King himself construes the behaviours exhibited by the
children in another way, one that is considerably more sensi-
tive to the possible interpretations the children may put on
such situations themselves.
(I feel that children in these situations

are unable to reconcile their dual identities.

A child's school identity as an unobtrusive

group member is inconsistent with his family

identity as an accepted, if peripheral, indi=-

vidual, Nothing in his life experience either

at home or at school has equipped him to be a

center of attention. Much as the child may

feel a need for attention from both relatives

and school personnel, he has no acceptable

behaviour patterns available for expressing
this need.) (p. 53).
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"Getting cussed out", according to Basso, is used by
the Apache ", . . to describe any situation in which one
individual, angered and enraged, shouts insults and criticisms
at another" (p. 221).

The silence of Apaches who are "getting
cussed out" is consistently explained in
reference to the belief that individuals
who are "enraged". . . are also irrational
or "crazy". In this condition, it is said,
they "forget who they are" and become
oblivious to what they say or do. Conse-
quently, they lose all concern for the
consequences of their actions on other
people., In a word, they are dangerous
(p. 221).

"Being with people who are sad" refers to contacts
with people who have experienced the death of a spouse or
kinsman. The Indian informants suggested three explanations
for the silence observed in such situations,

The first is that persons "who are sad"
are so burdened with "intense grief". . .
that speaking requires of them an unusual
amount of physical effort. « + .

A second native explanation is that in
situations of this sort verbal communication
is basically unnecessary. . . » talking about it
even for the purpose of conveying solace and
sympathy, would only reinforce and augment the
sadness felt by those who were close to the
deceased. « +

The third explanation is rooted in the
belief that "intense grief", like intense rage,
produces changes in the personality of the
individual who experiences it (Basso, 1970, p.
222-223).,

Basso summarizes Apache silence in three points, which
are pertinent to the interpretations of silence mentioned

above.,
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1, In Western Apache culture, the absence

of verbal communication is associated with

social situations in which the status of

focal participants is ambiguous.

2., Under these conditions, fixed role

expectations lose their applicability and

the illusion of predictability in social

interaction is lost.

3. To sum up and reiterate: keeping silent

among the Western Apache is a response to

uncertainty and unpredictability in social

relations (p. 227).

Although ethnographic work on the nature of silence
is insufficient, and cross-cultural data are not available,
work is being done among the Navajo. It is found that in
the situations described for the Apache, the Navajo demon-
strate remarkably similar behaviour and attribute that
behaviour to remarkably similar attitudes about ambiguity
and unpredictability in social situations. Even though it
is not appropriate to claim that the Apache and Navajo
research explains silence in all cases for Indian people of
other cultural backgrounds, it is appropriate to suggest
that in the question of silence much is not known., It is
quite likely that interpretations of sullenness or disinterest
on the part of Indian children in the classroom are inaccurate;
or, that an interpretation of ambiguity in the sccial
situation and lack of predictability or uncertainty in the
relationship is at least as accurate, and has some sub-
stantiation from the research that is available,

The point is that the reticence recognized in

Indians by Eurocanadians is subject to misinterpretation.,
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Eurocanadians tend to verbalize in situations in which at
least some Indians find it inappropriate to do so, This
difference in attitudes, combined with Eurocanadian ethno-
centrism, results in the least favourable interpretation

being put on Indian silences.



CHAPTER IV

IMPLICATIONS FOR COUNSELLING

The implications for counselling discussed in this
chapter originate from the observations and opinions of this
writer, who assumes full responsibility for them. It is also
recognized that the views of this author are at considerable
variance from those of the larger Eurocanadian society, which
has demonstrated a desire to make of Indians "brown white
men", Calling for recognition of Indian values and attitudes
to be accepted and fostered, for Indian culture to be pre=-
served within the context of socio-economic equality with the
Eurocanadian society, puts the writer in the camp of Indian
"padicals", who are demanding the same kinds of recognition.
What is being advocated is social and political activism on
the part of counsellors.

Indian control of the schools Indian children attend
seems tohthis author the best solution to the problems that

e

confront Indian children; at least in such a situation there

e A

would be some assurance that the children would be taught by
m;;;ple who love and respect them as worthy human beings,

father than condescend to them as something at best undesirable,
Teacher training institutions can provide special programmes
for Indians seeking teacher education, to fulfill provincial

certification requirements and to provide counselling for

those struggling with culture conflict., While "segragation"
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is currently an unfashionable word, in areas in which Indians
initiate action for local control, they should be supported.

That it does not seem likely that Indians will win
total control of all the schools their children attend, nox
that the public school system as it exists will'collapse in
the immediate future, indicates that changes must be made in
the current educational system to provide greater possibili-
ties for the success of Indian students. Some of these
changes are relatively innocuous, and seem so obvious to this
writer that it is difficult to understand why they have not
been made in the past. Others are likely to meet with oppo-
sition both from the people in the best positibn to initiate
them and from the non-Indian society at large.

The major implication for counselling and change in
schools is, obviously, that non-Indians of any professional
commitment who are, by virtue of desire or accident of em-
ployment, to work with Indian children, must devote themselves
to learning as much as they possibly can about Indian culture,
the expectations and desires of Indians, and the attitudes
of Indians toward education and participation in the larger
society.,

It seems that there are several areas in which
counselling personnel could profitably involve themselves,
among them 1) the education and training of school personnel,
2) teacher attitudes, 3) the development of special pro-

grammes for counselling Indian children and their parents,
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L) the improﬁement of communications between the Indian and
the school, 5) standardized testing, and 6) motivation. That
counsellors are in need of specialized training themselves in
order to be productive in these areas, and that counselling
personnel alone are not likely able to bring about major
changes in the educational structure, is accepted. However,
counsellors, by virtue of their rather specialized training
in attitudes, behaviour, and human growth and development,
and their particular function in the school structure, are
in a position to initiate change.

The intention of the government of Canada to abrogate
the responsibilities it has assumed for Indian education in
the pasf and to provide interim financing for the provinces
while they assume full control of Indian education, as indi-

cated in the Statement gg the Government gi Canada en Indian

Policy, 1969, makes it particularly expedient to examine the

role of counsellors in Indian education at this time, in
anticipation of the change-over proposed. One of the results
of such a revision in the education programme that now exists
is that Indian children will be sent in considerably larger
numbers than at present to public schools throughout the

province.,

Education and Training of School Personnel
Large numbers of an ethnic minority group about which

existing attitudes include some that are strongly negative
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are likely to be entering public schools, indicating to this
author the need for people trained in the teaching and coun=-
selling of these children., Nowhere in the existing pro-
grammes for teacher training in the Province of British
Columbia is there a required cross-cultural programme to
provide teachers with the training necessary for dealing with
the problems of such a minority group. Counsellor training
programmes also ignore cross-cultural needs.

Teachers are trained in this province in the three
universities; Simon Fraser University and the University of
British Columbia in Vancouver, and the University of Victoria
in Victoria. The Simon Fraser University calendar for 1970-
71 indicates that for the Professional Development programme
in education, students should select courses from Arts and
Sciences consistent with their teaching plans.

Students should plan their studies in

Arts, Science, or Education to include a

Major or Honors program in subjects which

are widely taught in the schools, e.g.,

Biological Sciences, Chemistry, Mathematics,

Physics, English, Geography, History, Modern

Languages, or which are related closely to

Education, e.g., Psychology, Sociology,

Philosophy, Kinesiology, Behaviocural Science

Foundations, Social and Philosophical

Foundations (p. 180),

Within the SFU Faculty of Political Science, Sociology
and Anthropology, there are courses students in teacher

training can take which may be relevant to teaching native

Canadians: 244-3, Canadian Society and Politics, includes
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"pressure groups and social movenments"; 217-3, Types of
Authority in Traditional Societies, may be of some relevance
(p. 160); 373-5, Regional Studies in Anthropology, North
West Pacific (p. 163), might be assumed to concentrate on the
British Columbia Indian. No courses are offered in this de~
partment specific to the problems of cross-cultural education.
In the Psychology department, two courses are listed which
might be pertinent to studies concerned with cross-cultural
education; 106-2, Social Issues, and 360-3, Social Psychology
(p. 169). 1In the department cf Social and Philosophical
Foundations, SFU offers a course, SPF-432-5, Contemporary
Issues in World Education, which may be of value in cross-
cultural studies, Nothing specific to cross-cultural edu-
cation for Indians is offered at Simon Fraser University,
nor is there any indication of a programme in counsellor
training.

The University of British Columbia calendar for 1971~
72 suggests that first year students in elementary education
enroll in a course in ", ., , History, Geography, or other
Scocial Science" (p. 155). Presumably, "other social science"
might include a course devoted to the Indians of the Pacific
Northwest. For prospective secondary teachers, in all foup
years, courses related to academic concentrations or majors
are recommended., It could be construed that a student con-

cerned with Indian education might locate courses specific to
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this area. The Guidance concentration at UBC has been dis-
continued (p. 160), effectively eliminating undergraduate
training in counselling. UBC does offer a course entitled
Cross-cultural Education (Native Indians), for which the
prerequisites Education 470 (Educational Sociology) and
Anthropology 301 (B.C, Indians) are recommended, These
courses are not required of all students in teacher training,
but it is conceivable that anyone interested might enroll
in them. UBC offers an MA in guidance and counselling, but
no courses in cross-cultural education are listed on the
graduate level, It is possible that a graduate student
interested in this field might devote himself in part to
courses in anthropology and sociclogy which would provide
background that could be useful.

At the University of Victoria, a course entitled
Anthropology and Education is listed in the 1970-71 calendar
as being offered in the Faculty of Education (p. 240). 1In
anthropology, students may enroll in 335 (Minority and Ethnic
Group Relaticns), 339 (Indians of the Pacific Northwest),
and 414 (Culture and Personality), all of which might have
relevance for people teaching Indians in public schools
(ps 83-84), Only Education 425 (Anthropology and Education),
indicates from its course description that it might be of
value cross-culturally, and then only if one assumes that

"Theory and perspectives from cultural anthropology relevant
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to the processes of education and operations of schools", as
the course is defined, might include work of a cross-cultural
nature., The University of Victoria offers undergraduate
work in counselling, none of which is specific to counselling
cross-culturally.

The University of Victoria also offers an MA and a
PhD in Counselling Psychology, but no courses designed for
cross-cultural counselling are offered on the graduate level.
Again, it is conceivable that, as in the case of this author,
a graduate student might design his programme to include
courses from the anthropology department with a view to ful-
filling this need in part.

It seems that, with the sizable minority of Indian
children currently attending public schools in the province,
and with the likelihood that that minority will grow in the
near future with the implementation of the federal govern-
ment's policy, it is important to require of teacher and
counsellor trainees courses relevant to the specific needs of
Indian students; or, at the very least, courses designed to
teach Indian culture, history (from the Indian's point of
view, not Custer's), and contemporary life., Any teacher in
the province would benefit from such cross-culturai training,
be it specific to native Canadians, or designed to include
other large minorities who live and attend school in the

province. There are considerable numbers of East Indians,
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Orientals, and immigrant Europeans in British Columbia, for
none of whom is special training in their culture, language,
or life-style required of the teachers who work with their
children in the public schools.

Counsellors could be instrumental in tﬁe establishment
of such courses, through demands that their needs be met by
the training institutions, Until such time as the universi-
ties are made aware of the need for cross-cultural training,
it simply will continue to be offered at best in a haphazard
fashion, and on an elective basis.

Pertinent to counsellor training, every possible
effort should be made to provide for Indian students to be
trained as counsellors. Perhaps the only realistic way to
implement a programme of this nature is to provide special
ecconomic and academic incentives for Indians desiring to
enter the field, It is not outside the realm of possibility
to develop a training programme for Indian students who
might lack the usual high school graduation requirements
for entering university, and to provide for these people
financial aid to permit their participation., Protestations
of "lowering standards" by such a process are nothing more
than a smokescreen to avoid facing the issue, considering the
present apparent lack of cross-cultural training required of
people entering counselling in schools attended by Indian

children.
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Teacher Attitudes

As has been indicated earlier in this thesis, the
attitudes of school personnel toward Indian students are in
part the result of a lack of training about Indian people,
Teachers, by and large, are ignorant of the Indian child as
a member of a distinct ethnic minority group with a distinct
cultural background, and with specific problems in education,
Counsellors, on the basis of the evidence cited earlier, seem
to be little more aware of the Indian student and his culture
than is the teacher., If counsellors are to be in any way
responsible for attitude-change on the part of teachers, they
must first examine their own attitudes toward Indian children,
and achieve consistency hetween those attitudes and their
attitudes toward counselling as a helping professicn., From
that consistency, counsellors might then be in a position to
confront other school personnel with inconsistencies in their
own attitudes. Doubtless such confrontation would be met
with some opposition: if attempted in a positive, non-
threatening manner, however, it seems possible to facilitate
change without creating animosity.

That there is inconsistency in teachers' attitudes
toward Indian children is clear freom the preceding discussion
of attitudes represented in the literature c¢n Indian edu-
cation. Indian children are praised as being cooperative,
and condemned for lacking motivation, Indians are praised

for the sense of individual autonomy and personal
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responsibility they seem to display, yet condemned for
allowing themselves to become degraded and defeated. Indian
adults are chided for not becoming involved actively in edu=-
cational decision-making, all the while their efforts to do
so are bemoaned. These inconsistencies create.difficulties
for the counsellor working with Indian children, those
children being aware of, and confused by, the contradictory
attitudes about themselves that are held by non-Indian
educators,

"Teacher" implies to this author a person who is
employed by the community at large to teach, to help people
learn. If attitudes teachers hold are inconsistent with
"helping", the teachers must be confronted with those atti-
tudes, It may be the counsellor who is responsible for
helping other school personnel recognize contradictions in
their attitudes toward Indian children, and helping them to
achieve consistency. If Rokeach, and Stotland, Katz and
Patchen are to be believed, insight into inconsistencies in
attitudes is one of the bases for attitude change.

Anyone who takes upon himself the task of initiating
changes in attitudes must, of course, evaluate his own atti-
tudes and his motives for desiring change in the attitudes
of his colleagues, There are moral implications here: has
one the right to attempt to change the attitudes of others;
is there any guarantee that consistency will be in the

direction of more positive attitudes toward Indians rather
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than toward more negative attitudes; will successful attitude
change result in a sense of the problems of Indian education ‘
as being solved; will counsellor-intervention simply make it
possible to survive in what is essentially an untenable
situation? These considerations are very real, However, this
author is of the opinion that further research will serve more
to reveal additional questions than to produce change, and
change is needed if Indian people in Canada are to survive
the educational system. Debate and "further research" seem
to be delaying tactics. Involvement in change is necessary,
and someone must have the courage to take responsibility for
initiating it.

Perhaps the area in which counselling perscnnel can
be most productive in regard to the attitudes of other school
personnel is that of understanding the ramifications of per-
ceiving the same thing from different, sometimes opposing,
points of view, as described by Laing, et al (1956, p. ll-
13), 1If téachers were to understand that there is a point of
view other than their own, that Indian children might see
teacher behaviour in a way teachers themselves don't, there
may be an alteration in teacher behaviour in the direction
of discovering and learning to respect a point of view other
than their own. Cultural differences in attitudes toward
speech and silence, childrearing and respect for an indivi-

dual's integrity, are important factors to consider in
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examining differing points of view, In-service training in
hearing and understanding, in interpersonal relationships,
seems a valuable project for counsellors to involve them-

selves in,

Special Programmes and Communication

Counselling personnel can become instrumental in
developing programmes to familiarize the Indian student and
his parents with school structure and function, and to create
positive relationships between the school and the Indian,
The school counsellor is in a position to create an atmosphere
in which Indian child, Indian parents, and non-Indian teacher
might communicate openly about the values and attitudes of
the Indian which are incompatible with the school programme
and ways in which the teacher can understand what these atti-
tudes mean. There is a need for such liaison work, initiated
and supported by people trained in facilitating inter-human
communication. There is a feeling among Indians that coun-
sellore for Indian children are not doing an adequate job.

An article which appeared in Indian Voice (Counsellors for

Indian Students Prejudiced, 1971), accuses counsellors of
being biased against Indian students:

"Most counsellors of Indian students
are prejudiced and consider them risks,"
Benny Paul, counsellor for the department
of Indian Affairs Educational branch told
participants in a symposium on Indian
Education held at the Malaspina College
in January. . .« .

Paul stated further, "They may be
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sincere, but how sincere? Would they
socialize with Indians?". .+ . .
"Professional counsellors tend to talk

down to Indian students. . . Their attitude

makes [Indians] feel that they have to

crawl," he said, "We must have more Indian

counsellors who understand the problems of

their own people" (p. 10),
That such feelings exist, and are a reflection of counsellor
behaviours as interpreted by the Indians with whom they work,
indicates to this author that much work must be done in coun-
selling to create trust and understanding between school
personnel and the Indian child and his parents. Because it
is the counsellor in the counsellor/parent relationship who
represents the larger society, it seems that approaches to
greater understanding must be initiated by the counsellor,
As noted earlier, the Indian has tried to make himself heard
for generations; it is time for someone to listen, and the
counsellor, in his unique position in the schools, i that
someone, The important point here is that the counsellor
make himself available to hear what the Indian student and
his parents want of the counsellor, to be prepared to act in
behalf of the Indians; not to tell the Indian what he should
do or how he should be. That has already been done, and has
resulted in nothing but Indian distrust and fear of Euro-
canadians whose only consistency in relations with Indians

has been self-contradiction and deceit: It is time for

honesty and respect,
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Standardized Testing

Again because of his position in school structure
and his training, the counsellor is often given responsibility
for administering and interpreting individual and group in-
telligence, aptitude, and achievement tests. That attitudes
about Indians as being intellectually inferior are rife, in
part because of findings in testing that is not designed for
children not of the larger Eurocanadian society, implies
that changes in testing procedures are needed., Counsellors
charged with testing responsibilities need to be aware of
measures that are biased against members of an ethnic minority
group, and avoid such tests for use with Indian children,
Further; the purposes for testing and the use to which test
results are put, must be examined to ensure that they are in
the best interests of the child. There is a responsibility,
if testing is considered advisable, to locate and utilize
such culture-free or culture-reduced measures as are
available, and to see to it that Indian children are given
everj opportunity to perform at their optimal levels in test
situations. It is possible that a programme for developing
"test sophistication" such as that designed by King would be

appropriate in work with Indian children.

Motivation
That Indian children are not motivated by the same

system of rewards and punishments that seems to be effective
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with Eurocanadian children indicates to this author that
there is need for discovering what motivating forces are
acting in the Indian child, Pelletier indicates that "ouri-
osity", supported by the childrearing practices of Indian
communities, was a motivator for Indian children. Others have
suggested that cooperative effort might be considered a
positive motivating force rather than a negative character-
istic to be exorcised from Indian personality. Still others
suggest that the lack of relevance of the standard curriculum
to Indian culture serves to stifle any interest the Indian
child might have in school and learning.

Counsellors might engage themselves in curriculum
revision, attempting to effect changes in the curriculum in
the direction of inclusion of information which can be
supportive to positive self-concepts in Indian children., The
federal structure of the United States, for example, is a
derivative of the Iroquois tribal federation. Numerous
food'items were introduced by Indians to early white settlers
in North America. Attitudes of cooperation and communal ef-
fort among Indian peoples are currently being examined by
members of the dominant society who are disenchanted with
competitive drivenness,

The dissemination of information about Indian contri-
butions to Eurocanadian culture might serve to reverse

attitudes of the larger society toward Indians, and the
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inclusion of such information in the curricula used for the
education of Indian children could not but improve Indian
self-concepts. Having been driven off his land, deprived of
the culture that was his ancestors', and having been made an
object of contempt, recognition of the Indian by the society
which accomplished these things as people to be respected and
people from whom non-Indians can learn a great deal, would
permit the Indian child to find pride and self-respect in

the attributes of his ancestors and himself.

Conclusion .

That a lone counsellor in a given school, responsible
for a number of students from a variety of cultural back-
grounds, would find himself overwhelmed in attempting the
concentration on Indian students suggested in the foregoing
discussion is a legitimate complaint. But lone counsellors
anywhere can make it obvious to those who administer schools
that specially-trained personnel are needed, and that each
counsellor should have some training in cross-cultural
education and counselling., As Chief Dan George notes:

But you have been kind to listen to me

and I kncw that in your heart you wished

you could help., I wonder if there is much

you can do and yet I believe there is a lot

you can do. . » when you meet my children in

your classroom, respect each one for what he

is. ¢ » (1970, D 188).

_Supportive counselling from people who are trained

in cross-cultural education, who have "high positive regard"
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for Indian children, who are sympathetic with the positive
rgg;tural wealth of Indian children, and who are consistent
in their own attitudes toward Indian children and the,
helping professions; is a start toward changing the direction
of education for Indians. Such supportive counselling is,
in the opinion of this writer, a necessary,.but not suf-
ficient, factor in improving the quality of Indian education.
Antiquated teacher education curricula must be revised to
provide for training in cross-cultural education., A public
school curriculum which encourages understanding of and
respect for Indian cultures, would serve to foster positive
attitudes in children of Burocanadian background., Finally,
attitude changes on the part of all school personnel from
seeing the Indian child as "problem", as some kind of misfit
fo be»assimilated into the dominant society, in the direction
6% seeing the Indian as an intelligent, worthy person in ccme

mand of a rich and varied culture that can contribute posi=-
tively to the value of Canadian life and culture, and as a

person competent to handle his own affairs, are also necessary.
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