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ABSTRACT

"Cultural conflict" is used as a descripfor of the ekperience
of children from cultural minority background‘ in schools (Zinéz 1963;
Wax, Wax and Dumont 1964; Cazden and John 1968; Sindell 15/4).
Schools are assumed to operate on and transmit’ mainstream middle-
class ‘values in North American and it is fnrther assumed that these
will come into conflict with the" values of ‘minorities. The school is

b

seen as an important arena of interaction between mainstre " and

-

minority groups. .
lhis thesis {1s concernedbwith a. school serving Cfee Indian

children on a reserve in,north -eastern Alberta A brief discussion

of now_the school came to. be located on the reserve, the reserve and
school communiéies, and  the ongoing. operation of the school in 1975-76
is provided. Making explicit some of the factors- involved in. the ’
interaction bétween teachers and students in the school might help to
explicate.mo;e nearly adequately than the notion "cultural eonflict"

the experience of Indian children in that schogl:
' . 2

The thegis critically examines some of the components of the
N e o

cultural conflict explanation of native educational failure aa it has :

been applied in 11terature about native education. A theoretical .

framework_for doing micro—analysis of school interaction using power

) o RN T

L

as a dimension of that-analysis is provided.- Situational ahalysis of
: : s

iv

r
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interaction in the school ié presented .and finaily, the thesis

evaluates the notion of cultural conflict as descripti-e of iuteraction

.
.

ai Kehewin School.
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CHAPTER ONE L

CULTURAL CONFLICT AND DISCONTINUITY OF SOCIALIZATION
° . L

-

¥

IN NATIVE EDUCATION ' .

\

4

. & N
Literature concerned with natigs‘education often suggests that

native children experience "eultural conflict" as the move.from the -
physical snd social environments of:their homes and communities to
the very different environment of the school‘(Hawthorn 1967; Cazden
and John 1968; Sindell 1974; et al). Educationsl failure, as
documented‘by high drop-out rates, age- grade retardation and other
achievement metrics, is explained partly by this notion of.. discon—
tinuity in socialization, The purposes of this chapter will be to
discuss briefly the historical provenance of the discontinuity of
experience expianation, to show its currency in 1iterature about
native education and to note some theoretical deficiencies in its
adequacy as explanation.

_Ruth Benedict (1938) discussed discontinuity in conditioning

s

within cultures in te:ﬁs of the different types of behaviour expected
of individuals at different stages in their growth (and the subsequent
change of their social definition) from "child" to "adult". She
suggested that such. discontinuity was by no means & cultural universal
and that some societiés were much more consistent than others in

. e
behavioural expectations for "children" and "adults". Dramatic

/



discontihuity was hypothesized as producing strain ﬁhiCh was, in part,

-

offset in some socleties by rigid‘age—grading and/or elaborate rites

of passage. . ) >> ,

P .
) This notion of discontinuity with its attendant psychological

stress was later applied to situatioms of diﬁferent cultures in

/

contat where, at some stage, one. culture assumed significant
N, rv—\

JJ‘ (

r v responsibility for the socialization of cﬁild \from the other

,L o ”-:“,..*
culture(s) D&Bois (1955) statement ig rep:esentative.

~ f -
! The establishment oﬁ western schohls, espeClally roarding

- schools and curricula in non-western societies 1is likely
to constitute an extreme type of cultural discontinuity
N 3 and may do much to force 'either- -or' c¢hoices upon their
‘ learners. (1955:102)
ith an articulation of the values, behavioural expectations
and att tudes ofAthe non-western society and non-western parents,'
and a corresponding articulation of what. the school (and.the |
community it represents) expects, the non-western student is seen as
\ ‘ o Being caught somewhere in the middle and as having to m-ke choices
about which set of conVentions to satisfy. This syndrome of)"liuiné
between two cultures" has been used- to descrioe,the native studen%'s
schooling experience and has been noted to produce alienation and .
psycholoéical d}sturbance in the student (ﬁryde 1966; King‘l967;
-Couture 1972). |
Elaborations of differences, particularly butfnot only in
'child—rearing practices, between "Indians" and "Non—Indians"bunderlié
“ 3-sthe explanation of educational failure as based upon discontinuity oi
i experience. If a child is socialized before his schooling (and
~ outside oi the institutional context) by adults who haie radically
' | #

[
u,



‘o

_r . R . v . * ' ' })

different values, behavioural expectancies and broadly, different

"traits" than the adults he encounters in the schooling institution,
( . )
i

he is assumed to experience conflict, discontinuity, confusion and

more often than not, failure. Literature which elaborates on cultural

/

dif<c. ~nce often expresses difference in deficiency; in comparison of

"Indian" and "Non-Indian" traits, one or the other. group's traits will

AN

be characterized as deficient or'dysfnnctional. More often then not,
”Indians" emerge.as deficient‘but in_certain categories, for example,

"sharing" or "independence of children", they are evaluated very

positively. ’

Volume II of the ''Hawthorn Report", published in. 1967, A

Survey of the Contegporarv Indians of Canada - Economic, Political,

Educational Needs and Policies explicitly assumes (p. 107)

1. Schooling of any type would represent a discontinuity
« of “experience for the Indian ¢hild ‘and the discon-
o tinuity would impede his early scholastic achieVement

based upah observations such as the following (p 112 113)

Any child who 1is deprived of stimulation is likely to

be.deficient in development of various abilities. Indian
children do receive stimulation but the variety 1is

Limited to a narrow ‘spectrum in comparison with that
available to most non-Indian childfen.
_children have different psychological environments in

the following ways: ...'

Verbal.Practice'and Development

Indi - : . l .

S

Conversations between adults
and children often limited;

questions often answered in mono-

syllables; custom sometimes

demands.silence from children in

the presence of adults; English

.spoken by adults often inaccurate

and limited in vocabulary; some
children_have_the opportunity to

[y

‘Indian and Non-

Non-Indian

R

,Conversations often un~

limited; detailed answers
given as often as
monosyllabic replies;
child's speech and
labelling may be
corrected consistently;
English spoken by

parents usually correct

o



hear storles wh and dibbrseg child
. colourful imagery is read to often .nd
language. No opf\reads ' has books of his own.
. to the child. a

Burger (1968:106—'08) also uses contrasﬁing couLigﬁraQions
(his categories are 'Yankee" and "Ameriﬁdians—in—generél") where
differences are pointed out; these configurations are described as a
method for "sensitizing teachers to cultural differences" (Colfer
1974:12). \

' and "Non-

These catalogues of differences between "Indians'
Indians" are wused as evidence for the cultwfal conflict and

e
discontinuity of experience explanation Pf educational failure of

~

. native students. This discussion will briefly present two exﬁlana—

tions used in the literature which describe the reasons why native

>

people are so different from the white middle-class and will then
critically ekxamine these explaﬂgiions for their adequacy of character-

{zation of doth "Indian" and '"Non-Indian" people.

Traditionalism and the Culture of Poverty

’EQidence'Emp}byed for the discontinuity °€ socialization
explanation of native educational failure focuses upon ethnographic
accounts ot native commun;ties which ﬁbint out differences between
those‘and "white" communities and therefore, differerces in the ﬁre—
school and out-of-school socialization of native childfenkfrog that
of white middle-class‘'children. The sources 0f difference in the

\ .
native community often are described by the persistance of

- A

"traditional" values in the native community or by describing the

native'communitg as participating in and transmitting a "culture:

N



n 1

of po 'rty Hicrverson (1967:324) uotes that desc: iptlo ol the

persistance of rraditinnal va.ues In native communities has been
based firstly upon.the as&umptinn that "t sic personality sfructufes.
implying a tribal or national cha.otes Hallowel | 1v55:351)" cxist
anh~secondly, that hese structures a - "th-ught to have potsistedn
through history unchanged". Not onl;‘are ‘alues anc personality>l
structures assumed te'persist, bnf also b%havionral paféerns.
Renaud's (1971:31) statement is typicadl: - . '

Indian people still now from hunt1ng and teecrce days

how to interpret behavier and how,to communjcate with

one another through behavior withdut oral language.

The "culture of poverty" description of native communities is

based on assuming that the poor of the Americas (and péfhaps fhe world) - .

share cultural traits, despite‘their ethnicity; which are transmitted *

from generation to generation and Which-ean be generally described.

N

Oscar Lewis_(1966:xlv and 21) charapteriied the.poo? es fearful, ,
suspicious, possessing ai"strong;present~time ornentation with |
relatively little disposition to defer grafificatibn and pl;n-fer-thel
future" and as ". psychologically unready to take full adﬁhntpge of
changlng condltions orrimproving opportunitiesvwbich may develop in
their lifetimeu" Leecocky(1971:10) notes that‘cuiture of~pove:ty”.

‘ " R

theorists characterize the poor as having "... low educational

motivation and inadequate preparation for‘an occupation —- factors

A}

-

1Renaud (1971:27-28) relies on both explanations using an ¥
accultnrationist framework:
"The overall culture or way of life. prevailing in
most - Indian communities is at variance with' that
of normal Canadian community . True, there are
‘regional differences between Indian communities,
east ,to west, and north to south, particularly

<3

w



that perpetuate unemployment and despair". Moynihan (1965:47), in

the culture of poverty tradition, describes the American Negro

community as a "tangle of pathology" and describes the Neg(é family

as: . B _ -
...the principal source of most of the aberrant,
inadequate or antisocial behavior that did not ’ ,t
> establish, but now .serves to perpetuate the cycle 4
of poverty anc deprivation. -

The traits Lewis and others have identified for the poor are said to
be cultural adaptations and the pathology ofxthese gfgits explains

the perpetuation/éf poverty and the manifold "social problems" of

"

these. groups. / )
/’/ )
Tradltionalism
/

/

North American educatjfnal literature about native people)is

largely uncritical of seeing "Indian'" cultural traits as ataviqb%ﬁ
T

or within the culture of poverty. The persistance of "traditional
. 4 ‘

values" is used as an explanation for problemsbfaced by native 7

people, including problems of educational failure. "Traditionalisa"

is problematic,:suggesting that two hundred years plus of activity -

withid the economic structures of North America, the reserve
experience with attendant changes in nativé political organizatiom,
residenc: ~ arns, familial organization etc., have produced~11ttle'

or no st -stanti e changes in the values or bel ... ural patterns of

e

L1, the extent to which traditional values and skills are’
persevering. There is no doubt that in, southern and
rapidly urbanizing areas of the provinces... traditional
values and skills are disappearing. However, they are not
being universally replaced by those of the middle-class
industrial society but unfortunately by those values and
skills identified recently as characteristic of the culture
of poverty ...Many local Indian cultures are disintegrating,
but enough of the original core values are »ersevering,

even in a dysfunctional way..."



1

native people. Somehow, pristeen pre—contact behavf%ural patterns L\\‘
N . ) M P
and values are assumed to have persisted and it 1s also assumed that -
. . . 4
they can be described {n their contemporary manifestations. An >3

"
jultv lies in the .fact that description of precontact

obvious diffY

- gtates 1s limdted by inadequate data [Hickerson (1967:323) asserts

=

" .there {s n historicalievidence available at this point for

aboriginal p sonality stfuttpre, simply because there was no one to

: 2
observe precontact Indians..."].

LS

The "Culture of‘Pébgr;ii'
Criticising the utilization of the'{e;m "culture of povérty",
Valentine (1968:16-17) observes that:
, Analysiﬁ'in terms of tbew;célture of poverty' may distract

attention away from ‘crucial structural characteristics of
the stratified social system and focus{if instead on alleged

,' mot ivational peculiarities of the poor that are doubtful
validity or relevance. _ . ¢
.Like the pérsiatance of trad}tional_;alu:% perspective, the culture
of poverty ;xplanatiog'foéusgg on dyggunétional traits or values of
the poor which perpetuate their poyerty. As Valentine.nOCeg, fhere .
_"motivational peculia?ities" gre»ﬂighiy problematic aé their défini-
- tion ass pathology refiects only the social qpi;htist's percepcion of
difference. Hany;writers%(LieBow_1967;~Harris 1971; Valentine 1971;

) -

=, o

%A further diffichty is the lumping together of "Amerindians
in general"”. Hymes (1967:12) notes: , , ‘ -
"among the Hopi and Zuni of the American Southwest, for

'\ instance, severe socialization pressure is initiated at
about two years of age, before the child can have
reasons verbally explained- ..., ‘Among the Wishram
Chinook sodialization pressure is withheld until the
child can talk and have reasons verbally explained ...".

These observed highly divergent child-rearing nractices for erample,

of differemt Indian groups challenges the assumption that Nor

American Indians could or can be described unitarily.

G,
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et al) are suspicious of the validity of these perceptions of
ndifference. Even in cases where differences hay be said to obtain,
the é;eing of them as explgnétory of . poverty, 'tends to justify the
position of inferior economic and political status which Indian people
wcontinue to hold in relation to Whltes (Hickﬁ*son 1967:32). '

Rodman (1964:65) 1in commenting upon the middle class perception

of| lower class behaviours as ''problems’ notes:

My own feeling is that it makes)more sense to think of
them as §olutions of the lower class to problems they
face in the social,- economic and perhaps legal and
solitical spheres of 1life.
Rainwater (1969:9) notes: <
.one can hope that as a result of the social science
efforts to date, 'thinking people' will stop deluding
themselves that the underclass 1is other than a product

"of an economic svstem so designed that it generates a |
destructive amount of income inequality....

External conditions, like economic systems which may be adverse to
the attaimment of desired ends are ignored within the "culture of
poverty" explanation and it 1is finally no more explamatory of povérty

than the nineteenth century notion that the poor are so because they

. deserve to be.

- Adequacy of a Dualistic Focus

The‘ethnography which is appealeﬁ'to_in the discontinuitQ of
socialization explénation éf native educational failure, which
documents ?ifferences in "traits", has been based on simplistic
characterizations of both native communities and "mainstreaﬁ" society.
Both are characte;ized as internally‘consensual, classless and
unchanging and differences between native coémuﬁities and the dominant

' societies are appositive. Basically, it seems to be assumed that

C .
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natiye communities are and have been ggographically, politically,

-

economically and broadly, socially, isolated from the context in-

which they are found. It is further assumed that these "{solated"

~

communities can be unitarily studied apart from that context. This

assumption of isolation ignores precisely that interaction between
. , 4 .
native communities and segments of the broader society which might ‘be

more nearly adequately explanatory of the situations of native people

‘today. This perspective'which assumes” isolation lacks discussion,

for example, of the integration of n ve-people into North American

_and intermational economic structure both presently and historically.

In many cases, discussion of the his %ély changing economics of

Indian reserves or native communities is so cursory in the literature

that economics appears unimportant. Stavenhagen (1965:54) notes:
The importance attributed by ethnologists to cultural °
elements of Indilan populations has' long concealed the
nature of the soyio-economic structures into which these
populations are iRtegrated. '

One would certainly expect that cultural" studies of any people would

‘necessarily involve an examination'qf tﬁeir economic activities and it

v

is only by assuming that native groups are located somewhere outside
thé North Americgd econoéic sﬁrgcture‘that the ethnographer fails to
recognize relationships with the broader society which are.not recent, .
peripheral or miﬁor., In the light of the ggneral acceptance of
someth%ng 1ike Cardinal's (1969) asserﬁioh thagﬁpoverty‘is the‘moét
persistent reality of Indian life, it appears odd that ethnographers

t

L -

v : =-'

Documentation of ecdgﬁmig integration in the fur trade, for
example, has produced some extremely important insights regarding
changes and adaptations made by local Indian groups as involvement
increased (c.f. Fisher 1969; Leacock 1954; Asch 1977).

P T
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do not more seriously examine relationships with the broader society
whichﬁmight be more nearly adéquacely explanatory of the cause of
poverty, in terms other than simple appeal to a universal "culture of

poverty". Studying 'small communities without examining their 23;.:-

actions with the broader context cannot explain adesuately the problems
‘ . — AR

these communities face. ! )

Hedley's (1971:1) critique of accdituration studies, which

\—\;:blso assume isolation, points out other problematic corollary

t .
N

assumptions:

The specific concern... is with acculturation studies of
North American Indian people. However, these studies
epitomize a general tendency in anthropology for .attention _
: to be directed toward small communities which are then
\\“// : treated as though they could be understood-as existing :>
‘ “1in isolation from their wider context. This tendency
involves other assumptions among which are homogeneity
of interests, value consensus as the basis of integra- 4
tion and an emphasis on stability and continuity over
time. Consequently, there is no place for the existence
of conflicting interests and there is a lack of concern
. with problems of power and therefore, an inadequate .
bagis for the analysis of change.

Ethnography of native communities which does not examine their complex
‘ : ' _ %
historical and contemporary relationships with the broader society

cannot explain the problems these communities face. Charatterizing

/‘ N

either the ?domingnt society" or nativé commdnitieu as homogeneous,
consensual and immutable, prodﬁées‘very‘simplist;; notiods of the -
social sifuations_of North Americ;. Certainly the binary and ’

| appositive value an& culture ﬁrait matfices quoted above, which lr;
typical of edﬁc;tional literature conﬁarned with native-educgtion. are
based upoglassumptioﬁs of "homogeneity of i;tereltl"'aﬁa "vi&ui "

- consensus" in both communities. The Hawthorn report's quasi-

ethnography of communication (quoted previously) of dlqdian'" and

.

x / ‘ . . . \\ /«.
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and "Non-Indians' would be highly unacceptable to those' professionals

N g

working in this area because of iis wide generalization, its non-

re 352}L{6£ of dialect and certainly, ité dualism.

Further, it is #ssumed that the "norms" of nat ive people are

pathological, or at least dysfunctional, in }heir appositiveness

from those said t;\be characteristic of the dominant society, and
therein lies the explanatioﬁ of problems faced by native people.

Hills"(1963:534) in examining textbooks in the field of so;iix/%\iu
1

" disorganization notes thes "low level of abstraction" of thé litera-

\J

"

ture whiqﬁ assumes that deviation from the norms of "society"
, ) ’ R ‘ .
explains or even describes ''social problems":

"If the norms were examined, the investigator would
perhaps be carriEd to see total structures of norms
and to relate these to distributions of power. Such

a structural point of view is not usually achieved.
The' level of abstraction ‘does not rise to permit
examination of these normative structures themselves." .

Power -relationships, which might befter lend themselves to binary
ceﬁfigurations'("lndi n" and Lﬁhite") are ignored as eré.structural
obetecles to the solutions te’pfobleme f;ced by native people.
rBeside fecognizing the obvious, albeit well—intenﬁioned, imputations
of native deficiency in these catalogues qf_"differegce", the social

“

scientist would do well to examine critically the assumptions of

. homogeneity of interests, claséieséﬁées\anﬂ_consensuality as

:‘) A

characteristic of native commuhities or the social context in which -

they are found.

4
Mills (1963:550) .states: '
"They do not typically consider whether or not certain

groups or individuals caught in economically under-
privileged situations can possible obtain the curreant
goals without drastic shifts in ‘the basic institutions
which channel and promote them".

-



‘Some of the most basic problems which arise from the

“traditionalism" and "culture of poverty' explanations are the
sssumptions of homogeneity of interests and value consensus, which

Hedley notes. Both perspectives assume a congruence between culture

A

and personéi&ty, effected through socialization o;\e%culturation,

where the individual personality is shaped by the {:I:::Z to which:

it belongs. A consensus in values and goals among‘members of the

same cylture is assumed ¢ exist.and is further a nmed to be necessary

for. the continued.ex{stence of that culture. Wallace (1961 29) calls

this "one of the most hoary assumptions' of social science, quoting -
~ . ‘

Durkheim's‘(n;d.) thesis that the "common sentiments' of the‘members.(t\

.
S

.

N

of-a society are mnecessary for the "integratibn" of that society..

Wallace's .(1961) approach to culture andvpersonality*studies, on the

' other hand, stresses the diversity of human personalities found qifhin

all cultures, arguing that "human socleties may characteristically
require the nonsharing of certain cognitive maps among participants
in’a variety of institutional arrangements." He (1961:39-40) notes
that:
Ritual, for instance, if often differently conceptualized by
viewers and performers,.public entertainment similarly is
variously perceived by professional and audience: the b

" doctor (or shaman) and patient relationship demands a:
mutual misunderstanding. .

© He -riews a culturevas a "mechanism for the orgénization'of diversit}

" 4¢ - 7" <221 psychological differences within eultural boundaries”
a " s - znalvtical problem ...the elucidatign of the processes .
of e ation of diversity rather than the mechanism of inducing

a ‘“uppc Ciomadiryl " (227 4) : ) S ‘ .
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Wallace's approach whichfhdlds cultures as organizational
contracts between members of a society, who do not share precisely

equivalent motivations, understandings or cognit Qns; defines

 eeratrnn el

relationships as systems of "equivalent behavior expectancies".
Although members of a culture have diverse motivations, personality

structures,, role memberships etc., with the contractual nature of
; ‘ / : 8 ,

cultural systems, behaviour is more or less predictableQ Compleﬁeﬁt;

arit& rathéf than uniformity, of cognitiviis and motives allows the

-

cultural system to continue.’ Remémbering that North American native'
people have not lived‘in isélation fﬁomrthgir brqader Eurbpean—
American context for some time, iﬁferacti;n bgtween ﬁ;tive and
nwh;tes" can be usefuliy viewed as noé ba;ed on ungformityxof

cognitive or personality structures;.‘

Thus, reciprocal interactions between the representatives
of geographically separate groups as alien as Americ n
Indian tribes and colonial or state governménts have -
proceeded for centuries, with only minimal sharing of
motives or understanding on & basis of carefully
patterned equivalences. {Wallace 1961:@0)

A conceptualf;ation'which sees uniformity and value consenéqg as

characteristic of human cultures cannot account for change or conflict

-

Qithin'thosebcultures:

...social economic orga ation, technological developments,
and unresolved conflicts within and among institutional ‘
structures with which the individual must cope if he is to
live are not taken into account as exerting a constant and
pervasive influence on the culture patterns that define

adult behavior.(Leacock 1973:103). _ Ly

It is app&rent, therefore, that discussion of the persistance or the
non-persistance of aboriginal traits agsumes there were "aboriginal
traits" where the personalities of pre-contact native peOpio reflected

or were expressions. of -the aborigipal culture. Wallace's more .

13



productive approach yo culture challenges this assumption; within
the perspective which sees diverse personalities as organizgd‘by

 contractual culture gystems, the modal aboriginal personality
¢ ' : : 5

structure"‘becomes meaningless. Aboriginal organization of diversity
‘is a usefulnconstruct but that organization must be seen as dynamic

- and changing as social economic organization,'technological
developments and unresolved conflicts withi? and among institutional

structures' are recognized.
' f ~

~

{ : ' ‘ :
1 have argued’that ethnographies of native people which focus
on dualistic comparisons between "Indian"Aand "Wwhite" communities bave,

not produced acceptable characterizations of either group. The terms

~ '

themselves’ gith‘their implications of collectivity pose more
' \

analytic problems (e.g., group'boundaries, homogeneity) than the very
"problem they purport to address. ﬁore nearly adequate ethnographies
'iwould be required to include discussion of the integration of native
peoplefinto North Amer 1 Qh society, historically and in the present,
" and would’have to take into account the non-autonomous political
\nature of native communities where classical sociological definitions
of colonialism might apply and where value consensus and'"homogeneity
“TOf interests' are inapplicable. Carstens (1971:29) asserts that
"Indians are members of ‘1ittle colonies within the borders of the
- o
dominating nations". The possibility:that
- "the behaviour of the Indian status person resident in these:
communities is not necessarily an ‘ethnic' kind of behaviour,
but rather a kind of behaviour typical of a social class as

" an element in the gsocial class hierarchy of Canadian saciety"
(Fisher 1976:459).

has not been extensively explored in ethnographies of native'communities-

Studies of these small communities have to take into account the

\ . . . . A‘ Q‘
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historical and contemporary economic, political and social interactions
v ,

between these communities and the larger context in which they exist.
With the above in mind, anthropoloéy and applied fields must-
also attempt to examine critically the internal dynamics operating _)

within institutions such as the school in native communities to

assess their role in the perpetuation of proble”ms.5 Keddie (1971:

133) suggests that:

...explanations of educational failure are most often.given

in terms of pupils' ethnic and social class antecedgnts and

rely upon a concept of social pathology rath than)one of

cultural diversity. It is only recently that alten ion has

been given to the defining processes occurring within the

gchool 1itself and to the social organization of curriculum
- knowledge.

The next chapter of this thesis attempts to provide a‘ffamework for
looking at some of these "defining processes'', the internal‘dyﬁamiésw '

of interaction in an Indian school. ' .

o9

, 5De‘velopment theorists (Frank, Carnoy, etc.) have been
recently . . :-iqued for their definition of all causes of Third
World unc .rdevelopment as a product of international forces and
for their concommitant underemphasis on analysis of internal .
factors (such as the roles of indegenous elites) which contri-

. bute to the perpetuation of underdevelopment.
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CHAPTER TWO . —

Seen . -

-

A PERSPECTIVE ONV'SITUATIONAL ANALYSIS OF CLASSROOM'INTERACTION

A}

Mucn sithational, interactional analysis has Been critiqued -
\ ¢ .
generally for its conservativeness (McNall'and Johnson 1975: Mills

1963; Zeitlin 1973; Lyman and Scott 1970); (this sort of analy is in

’

its‘micro—orientation, is faulted for its underemphasis on or ignoring
of power relationships, social context and péstory. McNall and
Johnson (1975: 63), in discussing the work of ethnomethodologists,
phenomenologists and social interactionists state "The reliance on ;
a situational perspective can seriodsly limit one's understanding of
contemporary events" because, in painstakingly detailed degcription ? <\
of "events" » causes beyond the hmnediately observable cannot be ” ‘
considered, power is not usually a factor in_the analysis, situationa
are tteated as unique and persons are conceived 6} as free agents.inr
their social activities capable of acting, or not acting, in accord\
with. interactional norms. Lyman and Scott (1970) call reeearch based'x o N
upon.thesefassumptions, "the-socioloéy of the abéurd? and describe the
characterization of nan from this perspective as "r..peing constructed'

-~ and of constructing -- social reality in every s:[t\_x'ation;i (1970:5).
Further, from this perspective."The_sociologists must view man as'the

" maker and remaker of social existence, as the producer and reproducer

of stable'engagements, as the craftsman of society and the ever-

=
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e
'

renewed social order" (Lyman and Scott 19 The constraints

affecting human behaviour  cannot be\explained.with this characteriza-
tion of man as a "free" agent. Situational analysis often takes as., '

its central metaphor, the stage, where persons act out their

individﬁal scripts. McNall and Johnson (1975:62) notes that

"

dramaturgical metaphor does” not consider ..who wrote the play, who.

direcﬁs the actors, who buys the tickets and who is really backstage."

Cor®DuBois' assertion (quoted previously) that '"mon-Western"

LA}

students make ’either or'" choices about whether to satisfy ;he

conventions of the school, assumes the same sort of freedom for social
actors. Power within th%jéchool setting, in'terms of one person's
qontrol over the. behaviour of others, is,not'considered when 1t is

;assumed that childrén can make.choices. Philips (1974:11) has
e ) .

¥ N cpt

asserted that.eultural obliteration rather thaf cultural conflict is

descriptive of .a sftuation where:

...a teacher's framework is dominant ... Teacher and student
do not mept on an equal basis and work out between them

what is mearmingful and what is right and wrong. It is -,

the teacher who defines what is meaningful, what is
appropriate what is true and what is false.

Similarly, Waller (1932 195 and 196) noted: "The teacher—pupil

relationship is a form of institutionalized dominance and subordina-

tion" and further, "Authority is on the side of the teacher. The

-

teacher nearly always wins. In fact he must win or he cannot remain

-
s

a teacher." ‘

J}. Robinson (l974), in describing the "methodological self-
L ~ o
criticism" of A.G. Qreen's (1972) study of an infant classroom,; ‘lauds

an appf&ach to situational analyszgxwhich'takes power into account.

o
1.
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Robinson.(1974:262)Idescribes the approachf\ J -

In looking at members' negotiafion of everyday 1lifé he
(Green) 1is cognizant of both the material and political
setting in which negotiation takes place; immediately

the model of man as a freewheeling creator of his world
is tempered somewhat in-recognition of the constraints,
the lack of manoeuvrability in any negotiation. Thus
Green 1s critical of many phenomenologically inspired
expianations in that they 'stress the shared nature, or
commonality of meanings and underplay the explanation of
actions in terms of power and, control, with the social
structuring of thg opportunities to act ...They therefofe
underplay the need to explain and invoke features of sgcial
situations external to and impinging upon the actors, of .
which they m or may not be falsely conscious' (p. 13).

This discussion will ﬁzk@ use of a definition of Erving
Goffman's (1961), the encountef, to describe some intéraction in the
classrooms~of an Infiian school. Goffman cap be generally.criticized
fbr failing to deal Qith’power.in most of his analysis of éoci&l

/

situations. This problem wil e later discussed. The definition of
the encounter, however,aséépplieﬁto observed social situations,

makes this deficiency obvigus.

Goffman (1961:16) discpsséé the encounter or 'focused

"gathering'" as "...a type of social éﬁrangement that occurs when
‘-persons are in one another's immediétg,physical‘presence". He

‘notes-further:

For the ﬁarticipants, this involves: .a. single visual
and cognitive focus of attentién; a mutual and preferential .
_openness to verbal communication; a heightened mutual
" relevance of acts; an eye-to-eye ecological huddle that
maximizes each participants' opportunity &o percelye the
i other participants' monitoring of him (Goffman, 1961:18). g

In classrooms, both focused and unfocused gatherings ["Those inter-
personal communications that result solely by virtue of persons being

/. —
It . .

2
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in one another's prcsencc...” (Goftfman 1961:7)] can be identified.

Describing some interaction in claserooms in terms of éhcounters‘n,

permits formal description of these particular sorts of social

situations .
Coffman defines encounters partly by specification: of those | |

things which are irrelevant to them. Attributes of participants, such ol

as relative wealth, social status, emotional—psychological states etc.,

are officially irrelevadt in encounters: encounters are conceptualized

as "putting a frame around a spate of immediate events' (p. 20) and r

quoting Simmel (1950:45-46), Goffman (1961: 71) notes that within |

"...one does 'as 1if' all were equal".

encounters as in sociability
Goffman notes that atributes of participants are not entirely absent

as the frame of an encounter 1s a "sieve not solid" ["...a few
externally based matters ...seep through to the encounter” (p. 30)].

but he does not specifically disohss the effect of these externally
based matters on the encounter. '"Fun in Games", the essay in which’
Goffman most extensively develops a definition of the encounter relies
heavily on descriptions and examples of board-games. Board games may
be seen as’ somewhat different from’other types of encounters in that

one sort of external matter ("power”) there is importantly situationally
.derived, i.e., the poorest, the youngest, the female participant, who

1

‘might not have power" outside the encounter, ¢han win a game. In

"Asylums" (1961) Goffman‘does deal explicitly with externally—based

' power --— that of the institution to define and control the lives of !

its inmates, patients or clients.

In the discussion of classroom encounters, where a teacher

is a participant, power must be a consideration. The specification<



2

of how this power is exercised situationally makes clear some aspects
of the school and clagsroom which are not usually articulated in the
literature. Goffman's definition of the encounter aa“a particular_
sort of social situation which can be isolated and described in terms

of rules is very useful for describing classroom interaction: it is

important to realize that these rules have sources. Who decides what

~t

the rules shall be, who enforces themﬂandbhow this enforcement is
enacted is a facet of the discussion which might help to make the
description of classroom interaction less limited in perspective

and more nearly adequately explanatory of the experience of persons
in schools. This description attempts to consider the dominance of
the teacher's inteérpretive framework. Analysis will examine how
fnorms" are aituationally operationalieed and will consider who has
the power of norm'definition. A teacher will be considered to_ber
exercising power and controlling students when she makes efforts to
change on-going activity.‘ The kind of changes which will be most
extensively analyzed are those where it 1is appareht that the

teachere defines on-going activity as inappropriate to the classroom
and because of this definition, change is seen as necessary. Teacher
definition of student behaviour as inappropriate might be explicit,.
in cases where the teacher specifically‘verbally identifies behaviour

and subsequently'demands its termination or change. The definition

of behaviour as "infractory , in other cases, may not be so clear when -

 the teacher does not specifically identify an infractory bahaviour but\\\

still demands change or termination. Ome type of change demanded by
*teachers might be the termination of one activity (for example,

Mathecoatics) and the initiation of another (for example, Science),

¥

20



)

-fundamentally threat
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wheré duration of allowable activities is under the teacher's control.

Some activities, however, in which students ure engagedvare terminated
?‘*gm"

because they are always defined by the teacher as infractory (for
example, physical conflict between students when {t is not regulated
as in.physical education perhaps). 1t is fheseAtypes éf activities
which ére regularly changed or terminated by individual teachers, with
which this discgssion will be primarily concerned.

- The types of encounters evident in classrooms are various and
one way of distinguishing them is on the basis of the types of
participants found in them. For example,.thgre are encounters which
involvé only varying numbers of stﬁdeﬁts;l encounters involving only
adults, normally teache;s; and encounters involvihg ¢ :acher and
varying numbers of st;dents. It is thig latter cype of encounter with
which. this discussion will be primarily concerned. The encounter

A

involving the teachar and varying numbers of students has some

special features: unlike’most gaming encounters, students are

[N

"agsigned" to partic% atio ounters and have ostensibly no
choice about their involvement or non-involvement in them.” One person
(the teacher) officially and more or less'comprehensivelf controls

the behaviour of other interactants.z Further, the classroom encounter

is uniqhe‘in that stﬁdents are expected to commit infréctiona of

o

children have explic 44 control over their own interaction. The

. playground at recess( is an example of such a time and plac. where,

within certain limits, children contral their own, interaction.

-
g [
: The fact t t this control is- sometimes subverted or
appropriated by child en for short periods of time does not
the right of the teacher to control.

A

~



control in judgemedt'of teacheriefficienc§:

N

ipteractional nonms3; the way in which the teacher (and it must be

tge teacher) anticipates, diverts and/or handles these infractions
/ ' :

when they occur has come to be called "classroom control"” or

"discipline and has become important in judgement of teacher

effectiveness. Waller (1932:29) notes'the importance'of‘this' :

f

A teacher who keeps order in his classroom is usually
regarded as efficient, even if his instruction fails
of any considerable effect upon the student mind. But
a teacher who often troubles his superiors with
disciplinary problemfs will rightly be considered
inefficient.

Crimshaw (1973:99), in speaking of the educational difficulties

, of minocity children has suggested:

If one accepts the proposition that teaching and learning
R — as, tvpes of social behaviours -- are governed by

sysEems of rules and that these rules differ for differenmt

social groups, and that we do not" know at present what

the systems of rules are, then one must also tentatively

accept the hypothesis that one of the reasons for pedagogic

failure lies in the fact that we are continually putting

children in situations where they are being asked to

violate one set of rules in order to fulfill the demands

of another..

Grimshaw is not here speaking of different epistemologiea in speaking

9

of the systems of rules" for teaching and learning of different

social groups; his interest is the sorts of appropriate social

_ behaviours, particularly communicative behaviours, which might be

3Philips (1974 143) notes that these. infractions are explained
by teachers as consigtent with their characterization of children as
imperfect adults'X"Tﬁot—a-full-person'") Humanistic theorists
might ‘argue that children have not yet learned the duplicity
available to adults and therefore, behave somehow more "homest. 7"
in interaction. 1In any:case, it appears to be assumed that chii ~em
will more or less frequently transgress the rules of "normal"
interaction while the style of correction of these infractions will
vary as children's behaviour is regarded romantically or negatively.

~

N\

s -
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different for different social groups. b He advocates ethnograpﬁies
//\\f communication in dealing with the problems of not being aware of
the differentrinteractionsl norms of different social groups. Hymps
(1967:13) makes the'same plea:
"In short, there must be a study of speaking that seeks
"to determine the native system and theory of speaking,
whoge aim is to describe the communicative competence '
that enables a member of the community to know when to
speak, when to ‘remain silent, which code to use, when,
where and to whom, e etc." o
' Asse;ting\that very little is known of the systems of rules
defining'proper communicative behaviour in groups not sharing the
cultural, lingu¥stic and class background of North American educators,
“for example, seems to be well substantiated. Philips (1974)
illustrates this point by observing that\the amount of silence time
after a white teacher asks a classroom question and before she
concludes none of her Warm Springs Indian students are going to answer
(whereupon she takes the floor' again herself) would be interpreted
in many situations in that Indian community as "...much too brief ——_

K]0 brief as to be interpreted s trying to keep people from talking"

(1974'1\‘; The teacher was unaware of the differential amounts of

silence time appropriate in the Indian community for question-answering'

and her ignorance of this communicated quite different meanings to her
Indian students than were intended. The students' silence could

communicate to the teacher inaccurate information as,well (e.g.»

4Rules in a school textbook for "proper" listening behaviour
are cited, where exhortations to look at the speaker might violate
the norms of some groups wherein "looking directly at a speaker,
particularly one of higher status, is considered rude". (Grimshav
1973:106). ‘ » ‘ \}

23
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Indidns;are shy, the students did not know the answer to the question
asked, they were hostile etc.).

_ Description of diffefences in communicative styies on a micro-
level which Grimuhav advocated involves a stance of culturai nelativity -
atctactive to many. If the differences between theiminority group and
‘"mainstream’ society are ac the level, for examplé;”of tules for
floor-holding, silence ;ipe,jappropriate eye contact etc.,ldescription
of differences does not appear to beinormetive or.baeed\upon aesumptionl
of deficiency. However?‘chis perspective still must assume.thet
differentiai’snicess or failufe rates in schools (o; other institution-
al contexts).ane expleinedsby the discontinuity of-e;perience of che
) "failer" who enters e.highly divergent social arena from that in
which (s)he has oeen previously socialized. The present discussion-
tries to point out that cataloguing cultural differences in valuee,
traits or even, rules for appropyiate eye contact, does not explain
any highly nignificant aepect of ‘the experience of Indian children in.
schoole. Assuming that minority-group children suffer psychological
confli : in deciding whether or not to satisfy the conventions of the
- school involves a further aesumption. i.e., tnac children have -uch
choice. With recognition of the teacher's power to define "what is
meaningful _what is appropriate, what 1is true and what 15 false"

‘V(Philips 1974:11) student choice becomes very limited;

Furthet; on the subject of cataloéuing diffegences between
_cultures; Wallace's observations cited-in Cnapter One are’ appropriate
to recall here. He notes the diversity of motivations, understahdings
and cognitions of persons within cultures, sttessing that "humen

IS

societies may require the non-gharing of certain cognitive maps among
; 4
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" participants in a variety of institutional arrapgements'' (Wallace,
1961:39-40). If communicative styles and "systems of® rules for
.teéching and learning" can be seen at the level of Wallace's

"eultural contracts" (i.e., they are social behaviouts) and if these

contracts are possible because of 'partial equivalent structureg"
such that behaviour is more or 1éss predictable without extensive
motivational or'cognitive sharing, one is compelled'to look at the.
nature of these contracts. Holzner (1972:68) diseusses these

contracts which "limit and structure the interaction context"
Where frames of reference are disparate, but transactions
are of necegsity frequent, as in the csse of many laymen's
relations. to some expert, a supporting framework of social
_arrangemnts tends to arise which limits and structures the
'interaction context. Misunderstandings continue to occur g
but the limitations in the scope of interaction, and the
distribution of power within it channel them so that
their consequences remain socially acceptable. (emphasis
= mine) ‘ ’ '

-

Wallace's point that "disparate frames of reference" probably
characterize él; Boéiel interaction, suggests that seeing differences
in the systems of rules for teaching and learning of different social
groups does not explain differential schooling success or failure.:
Attention must be focueed upon the arrangements by which sociAI
interaction is at all’ possible and, as Holzner suggests, the distri-
bution of power is certainly an important factor in these arrangements.

By seeing classroom interaction as based upon contracts or on

supporting frameworks of social arrangements ’ efforts can be made
4

to investigate the nature of such arrangements. The classroom is not

M“WHN an egalitarian situation where student definition of appropriateness

vor propriety is recognized as definitive of the situation. It is the

4teacher 8 criteria for appropropriateness yhieh prevail. An

.



investigation of the areas over which teachers exert their power and

control obver students yields information about what Grimshaw calls

the systems of rules of teaching and learning which are operative in

classroomsg.

Some of these rules become apparent in 1ookiﬁg at the

B

kind of " qs?é" enforced by. teachers [i.e., from Philips .(1974:11):

...what 1i|s meaningful, what is épproprigte, what is true and what is’

| false...."ﬂ, and by deduiing the existance of rules by lookiﬂg at

apparent vﬁolationss whiqh is similaf-to what Goffman does in
/

describing| the orderl?ﬁgss of social life.  As the teaqher‘has official

— 7 control over classroom interaction, it is helpful to look at the

- areas over
Su
"orchestrat
in whiéh te

(L

N

—

which teacher control is exerted.
an Philips' (1974:131) very useful description of the
ion" of classroom interaction suggests some of the areas

achers exert control.

Regulation of access to the situation. The Eeacher is

the mediator between the world outside the classroom
and the students within the classroom. She dicta
who may enter and who may leave. Children must have
her permission to do either. And anyone who enters
the classroom must deal with her before th®gy have
any’ involvement with the students in the clagsrodm

The initiation, maintenance and térmigg@iﬁn of focuged
involvements. The teacher determines who will engage -

with whom, and for how long. She sets up particular
encounters and assigns particular students to engage
in them. She dictates when and for what purposes the
students may leave these involvements and when they

will come to an ‘end. -

a

——

The internal regulatign'of ongoing involvements. The

teacher determines who will talk, when they will talk,

~ what they will tatk about, and how long they will talk.

She has similar authority over where and how ‘the children

* will place 'and align their bodies and the object of

their eye focus.

26



thoughts), .an external n—person, other persons....

The third area over which it is stated that:teachera have control is
the one most extensively discussed by Philips in the description of
theischool on the Warm Springs ReserVation in Orez-n. The control
over talk and kinesic behaviour of students in focused involvements

is an important par of wrat is meant by clagsroom control; a noted.“

p
before, students can bechHie "mis—involved" in "...the self (one's own

"

' often than not other students.... (Philips 1974:144). The teacher's

bringing them back to the official focus of attention, through "verbal

or non—verbal direction is'"discipline . Misinvolvement is described

as ''not paying attention" and it is a constant concern of teachers:

"The foci to which children are assigned by teachers are

those in which reside the things -schools purport tgq

teach. If a chilq\if/properly focused, it 1is still

not certain that he 1s learning since his thoughts cannot
2 perceived But if he is improperly focused, then it

{s clear (from theé teacher's point of. view) that he 1s

not learning (Philips 1974 143). ,

Within focused involvements in classrooms in which the teacher
is a pdrticipant, an important facet of control is talk regulation.
How does the teacher determine who will talk what they will talk .

about and how long they will talk? - How will 'talk infractions"‘be

identified and how are they handled? Philips notes the right of the -

teacher to also direct the physical comportment of students. What

do teachers“demand, how, will infractions be identifieé and how are

- infractions in the kinesic behaviour of stngents handled when they

occur? With micro—analysis of interaction in'a school, some of the
above questions might be answered. Making explicit some of the

"systens.of rules" of classrooms, taking into account the power of the

- teacher to define those rules, will bebseen as initially necessary in -

-

9
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furéher work whicb'might address itself to a description 6f the

experience of minority children in schools.

28
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CHAPTER THREE
. ' KEHEWIN RESERVE AND SCHOOL,

The school at which data were collected is located on Kehewin

Indian Reserve one hundred and fifty miles northeast of Edmonton. The
.reserve has a paved provincially-maintained highway cutting througﬁ
one corner of its 29,415 acres of prairié and pafkland; gravel roads
‘maintainéd by the band make accessible the iargéf number.of‘bandv
imembers' homeg not fronted on the ﬁféhwﬁy. Small numbers of dwellings
'are plusEEE5d<togéther on'thg‘reserve generally,along kinship lingg
Wwith sbmé varying numbers of homes standing vacant as (usually)

temﬁorary migration to Edmonton or other 3entres for education or

1}

employment occurs. Band members spend a lot of time travelling:

. two service-centre towns are located within twenty miles of. the
L . p

1~ ; :
o commercial services available on the

’resefug*gnd as there are

reserve, travel to tﬁése towns is necessary and‘frequeﬁt. Kehewin is
.generally considered by residents.and'optsiders to be a small reserve
as its population in 1975 was between f;ve an& s;x.hundred peqple; e
Many of the nearby rese¥ves are muéh largef.in area and populgtiod.
fhese,other Cree ;eserbes are visitgd‘periodiéally by/Kehewin band

. o

‘members as kin ‘and friendship ties are strong across. them., Sports

events, bingoes, and more traditionally "Indian" events, sponsoted by

the reserves or the "white" communities nearby, are attended by area

s

residents generally.
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Kehewin children started attending provincial schools mainly
in the nearby town"of Bonnynillefin large numbers in thedearly_l960's.
Prior to that a school on the reserve had been in operation but had
been poorly attended and many informants related that the teachers
recruited for the school did not speak English and "beat the kids".
In addition, a number of band members had attended Blue Quills
-Residentiai School some thirty miles away from Kehewin or other
residential schools for Indians farther awayc |
Performance gtatistics for Kehewin children in the Bonnyville
schools were typical for those of Indian students in Canada generally:
age-grade retardation was high, attendanCe records were poor and |
failure and drop out rates were much higher than those of non-native
stu&ents. These factors, the suspicion (or conviction) of band |
members that their children were subject to racism in the white ‘schools,
the growing belief among North American native people generally that

schools should be locglly controiled and "cnlturelly‘eppropriate",

~

may all be seen as related to the demand for a reserve school in 1971.

.

The school at Kehewin has only been in operation since September,
1975. Itsﬁpresence is a tangible result of a struggle‘initiated.by the

band in 1971 toward improving conditions on the reserve. On September
H
: 313 1971, Kehewin and Cold Lake Reserves began what ‘became for Cold

T
_ Lake, a/y@ry long school boycott protesting -school facilities an

: living'conditions on both reserves. At the .time of a fact-findingw

mission (at the® beginning of October, 1971) by a special a sistant to

the Minister of Indfan Affairs and Northern-Development, it was



of band memL - were in the assi: - 's words "E]palling"§ 80

appalling, in fact, that his visit was cut short so that an immediate
report could be made to ghe Minister. Kehewin band members were also

concerned about what they described as racially discriminatory

attitudes§ toward Kehewin children in the provincial schodls they wé§2\\\

attending. Cold Lake was concerned about the inadequate andxnnhealthy
physical facilities of their reserve school and about living condi— |
tlons on the reserve. One of the major demands of the leadership of
both reserves was that'the Minister of Indian Affairs (then the |
Hon. Jean Chretien) come to their reserves to seedconditions for
himself: This the Minister repeatedly refnsed to do. The protest
continued With'a march on the St. Paul District Office ;f the
Department and on October 25 1971, approximately fifty people from
Kehewin and Cold Lake Reserves and Saddle Lake Reserve (which .

supported the school boycott in part) occupied the-Regional Office of

the Department in' Edmonton. The Edmonton Journal (Oct; 29, 1971)

reported that the Indians intended to "camp‘there as long as it takes

I3

/to get Chretien to meet them on their reserves or at least meet their

»
demands for improvements . The Minister was reported in the Edmonton

©
Journal (Oct 27, 1971) to have called the boycott "political blackmail

and unacceptable to the government" and in response to Kehewin's .
‘demand for a reserve school‘said: "o it would be turning back the
clock to.build new schools on reserves." Nevertheless, on November

19, 1971; after awsecret meeting in Winnipeg between the c. efs of

the striking reserves and the'Minister, the chief of Kehewin

announced he was ending the Kehewin strike and that the Minister had

agreed to build a school which would provide kindergarten to grade’

three on the reserve. JIt was announced on December 31, 1971, that

. °/’4(“ V —



32

f‘ﬁéonstruction of the new.school would begin in about two weeks with .
completion scheduled for September, 1972. Another result of
negotﬁatioﬁs was '...to have the Department prévi&? the as;istance
and funds ;hich would eﬁable the Bands to more actively partiﬁié;te
in their own develg}ment." (Gobeil 1974:11)

Operationally, the commitmenf to development meant a ' //,\\\\\
substantial increase in Department‘fund;ﬁg to Kehewin, the-setting
uf of various surveys and worksh;ps’with governmeﬁt personnel and
- band 1éadership to determiﬁe community‘néeds and desires in the area

a

of development, féésibility studies and finally, the establishment of
a number of pr;grams whéreb& reserve welfare dependence was to.be
lowered. Labour-intensive industries were located on thé reservessa
portable'sanill, a weaving factory and a steel fabricatigg,éﬁgp. In
addition, a number of people were e@pryedkin J new-house building
project and 1in various‘social service capacities. Itvis,not the

purpose of this study to examine in any detail the broad development

plahs of Kehewin or: their subsequent implementation. It is

)

~

.apprqpriaté to note that in 1975 it was reported that between 50 and
'75% of the people employed on tﬁe reserve in 1972§had returned to _

welfate as the employment avgi}éble in 1972 proved to be quite short
: v =S s

term. It is also appropriate to note that the school scheduled to
open in September, 1972, opened, in fact, in September, 1975."
Varioﬁs'plansvwere considered-in reference to the construc¢tion

and staffing of the school. It was:finally agreed that an architect *

-

of native ancestry would plaﬁ the school and in the spring of 1975, an

Education Directdr, a white educator who had had some previous
- ' <
experience in Indian:school;, was hired to implement the edngtion&l
. 3
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program in which the Band Council was interested. 1In addition, a

| éand Councillor was designfted as being primarily responsible for
educational matters with the_expectation that he personall% might
assume the poéition of Education Director at some time in'the future.
The school was established as a private school, funded by Indian
Affairs but totally administered by band governmeﬁt and the Eaucation :
Difector.l The School Committee of.Kéhewin, established in 1968, was
‘not particular{y active when’children attended the Bonnyville schools,
nor has 1t haéfmuch input into the present administration of Kehewin
School. Other reservés have used School Committees tonachieve a
measure of community control over their children's schooling;

" Kehewin has not utilized ;ts School Commigtee in this way.

The school's physicél arrangments can be seen to be fairly
atypical for rufa% schools. The architect's working plans ané comﬁents
by school staff emphasize that the school's large windows, skylights,
its open-beamed ceiling resembling thevinside of a tipi and its ple-
shaped classrooms were consistent with th; stated objective of
allowing Indian children to learn in fhe context of their own culture
["...a natural setting reflectiﬁg the Indians' traditional closeness
with nature..." (Cardinal 1973:3)]. Two classrooms in parti;ular
are very.large'with a high degree of movement r;&uired as teachers
direct various interactional ap;angements.

The scﬂool is planaed to become the centre of a complex of
gservice agencies which ghe‘band wisﬂes to provide for itself. Already
a small wing of the—séhool is used as.a Health Clinic where a nurse

and commuﬂity-ﬁealth worker treat school children. Planning 1is

undérway at this time for a Recreation Arena and office space for



band government and there are more long range plans to opeh commercial
services as part of a reserve village. at present, within close
proximity to the school are a number of older buildings used for

———

band ;government offices, a da} care centre, a band hall, a weaving
factory and a women's club. j'

The tea«hers in the school were hired shortly after the
Education Di{ictor assumed his duties. The four provincially pro-
fessionally certified non-Indian teachers had all worked with the
Education Director at another Indian school. The Cree, the

o .

Kindergarten and the Culture.teachérs and two other teaching
assistants (not professionally certified by the province) are
members of the Kehewin band, speak Cree and are closély related to at

least some of the children attending the school. The distinction

between teacher and teacher aide is purposely blurred at Kehewin

School; all personnel are officially referred to as ‘teachers'.

~ Because the}sqhool is privéte, the tra&itional status-distinctions
and labour and responsibility divisions maintained in federal and
provinc;al schools between teachers and aides, need not be so rigid
aﬁd the Director is adamant tﬁat a fdemocratic ideology"-is extant iﬁ
"the school: I have designated two of:the Cree adults working in the
.écﬁool ag "teaching assistaq;s" only as a result of my owﬁ oberserva-
 tions. These persons taught student: only on the very explicit
directions of certified teachers and usually did not have exciusive
responsibil#ty for either latée biocks of times with students (which
would entgil detailed pre-planning) or for sﬁbjects (as the Cree

A .

teacher did). None 6f:the Cree teachers (except the kindergarten

34



teacher) working in the school had the same’sort of responsibilities
for a "home;rooh"bof students. Queries students mace rtegarding

‘ o~ .
special privileges, eto. to Cree personnel were always redirected:
"Ask your teacher'" (meaning the home-room certified teacher).
Operation: , Kehewin school is not now unique in its staffing
arrangements as many federal and provincial schools in Alberta have
native 1anguage teachers, nafive kindergarten teachers and teacher
" aides of native ancestry. The Cree adults who worked in the school
were frequently approached by certified staff for advice on "how to
deal with the people" or for iformation regarding.the home situations
of some students. These informational requests could be seen to be
somewhat polariiing as certified teachers (mone of whomvlived on the
reeerve) were not fully cognizant of kin networks and sometimes asked
for information that the Cree tcachers were reluctant to aivulge to -
outsiders. On other occasions, the "dealing with the people' questions
were opportunities for joking. At a staff meeting a Cree teacher who
was asked if parents would allow teachers in their homes for home
visits, asserted "The days are gone\\hen us Indians would go out
in thirty below weather to talk to a‘whiteman. We learned to say
come_in. 5 ' o o

The school had 95 stodents registered in September 1§752

These\etudents were agef and ability-grouped on the-basis,of
standardieed tests,admigistered ;n Septeober, 1975 and on tbe basis
of informal (certifiedj teacher-eveluations; The six groups,
1gclooing the kindergarten, were officielly ungraded; however, with

the use of sequential textbooks, an official grade placement of

students was certainly evident and upderstood by teachers and students.

o
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The school is designated as elementafy and its graduates are expec;ed
to proceed to Grade 7"ac'a Bonnyville séhéol;_ Although the school
pﬁfports to be a "native“ school, because it is conceived of as
preparing students for junior hiéh in a provincial school, the
Education Di;ector and teaehérs f;él any radical depgrtureé from the
Alberta school curriculum are p;eclgded. : ;
.Observations were recordea in the school a total of nine weeks:
one wqéL was spent in tﬂe échool in Decémber, 1975'and the remainder
was in April, May and June, 1976. Videotaping wasncarried.out over
five weeks at the school with most of the preserved tape filmed 5Q/

during the final observation week. The machinefy was used frequently
o \

with the various groups of children and teachers primarily to ) 2

. familiarize thém and the researcher with it. All teachers were
extremely co-operative in allowing tneir classes to be observed or

taped and little apprehension was expressed about‘having the

researcher or the machinery pres-nt. This lack of reluctance to &=~
}

permit taping was particularly remarkabiehwhen it is‘ndfed‘that in
all‘preserved ta#e, the machinery and/or tﬁe observer can easily be
seen to have been a focus of attention for at least‘somé children for
variabie lgngthSVOf time. Teachers Qe;e aware of this threat to the
official focus of attentién from previous taping séssions and still
were willing to allow obsérvatioﬁs to be made. ,

Both field ﬁbtes and preserved Cape-were used as data in the
analysis bf interactionlat Kehewin School. Se;eral writers -
(Birdwhistell 1970; McDermott 1976; Erickson and Schultz 1977; et al)

advocate the use of some form oﬁAEE§131 and visual recording in doing

micro-analysis of forms of social situations; their analyses use--

L .
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empirical date such as quantifiable shifts in body alignment, duration
of pauses, changes in voice pitch etc. and l1ink these to more
theoretical concerns such as i{interactional competence, the "production‘

of a social occasion" (Erickson and Schultz 1977 7) -or more broadly,

%

the social organization of gituations. B Y

The following analysis differs from those discussed above in
assumptions about‘social situations, and the}efore, the purpose of .
analysis and methodology. The_second chapte£ of this thesis discusses
briefly the limitations of an approach which sees -actors in social
sitgagions as unconetraihed,fand more’particularly, the errer of

Vseeing teachers and students in classroems as co-producers of classrgmg

eQents This analysis looks at the differential power of teachers
vis-a-vis students in controlling the production of classroom events.

Consequeptly, videotaped material was not coded for
empirically"verifigble verbal and non-verbal behaviour of teaeher and.
stueents. For my purposes, attempts to describe interaction | J /;>

empirically and exhaustively would not be. useful. Rather, videotaped

" data’was used as an extension of field notes to re-— observe classroom

K}

interaction. . 4/ n
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CHAPTER. FOUR -

TEACHER - STUDENT INTERACTION AT KEHEWIN SCHOOL

In keepiﬁg with the perspective outlined in Chapter Tvo; in
‘the following descriptions of interaction af Kehewin_School, I attempt
to explain some s;hool in;eraction in terms of the power and control
a teacher has by virtue of his/he; position as a differentially
defined participant, i.e., as a teacher. Tge lack of concern with
problems of power in much mino—analysis haé already been noted;
argumenté have been‘p;esented to show that the concept ;f power is
babsolutely necéssary\zs} aescription and analysis of classroom
‘interaction. ~Description of events within this perspective includes
the co;ollary phenomenon of power as descriptive adequaéy_réquires
thﬁt a discussion of power be made explicit. |

‘u

n'doing this ethnography of interaction, it has been

ssary to employ aygreat deal of terminology in which distinctiona
apparen ly meaningfuli;;bteachers are used This is not to\{?ggest
that these distinctions are non-problematic or empirically verifiable;
"too many students",~"too_much noise", "proper" physical demeanor are
teacher judgementé which reflect some individual varia;i&ng Teachers
use theéé ;érms iﬁ conersation with each other or students as if
tﬁey were non—pnoblematic. 'To’point oug tﬁeif basis iﬁ teacher

judgements, the tqff;ifjfhis description g}ll use the convention of
t ‘ . ’ .

initially setting them’off with quotation marks.
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is of a typical arrangement for this teacher and group of students;

.1 have selected the interaction in classrooms of four teachers

primarily for amalysis, although there were otler teachers and clasgs-

-

rooms of students in the school. These four teachers expressed the

least reluctance about having the observer present and consequently,

more time was spent in these classrooms.
e

Certified Teacher - Primary Students

~

A descfiption of classroom arrangements where a non-native
certified teacher 1s involved with "first,grade"1 students makes
clear some of the control procedures and those types of behaviour

over_whiéh control is-eXerted at Kehewin School. This description
with minor variations, this clasé took place every day for about an

hour. The class was titled Language Arts. Students were in two

o
-

groups with one group listeniﬁg to a taperecording of a teacher
giving instructions about how to complete a phonics exercise‘and the
other grodp worked with the classfoom teacher wﬁo gadg instructions ’
abouf how- to compléte the.samé exercise. The ex;réise'took about a
half hour to complete and upon completion, the groups syifched-their
focugm:— those w;th the tape reéording went to the ‘teacher a;d vice
versa and the exercise was re;eaéed. Variapién from ﬁhése arrange-
ments might have included the absence of one or more students from
éithef group of.the (infrequent) presence of a teaching assistant

who listened to the tape:with the students and supervised their

written responses.

4 &

nlAs noted in Chapter Two, Kehewin School is, for official

'purposes, ungraded while grade placement of students for instruction-

al purposes is commonly employed.

<
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This teacher used this Bori-dﬁ exercise‘and interactional
arfangementlregularly.‘ With some departmentalization of subjects in
the lérge primary ciass}oom where she, another certified teacher and
a teaching aésistanﬁ worked, she was responsible for the Lénguage Arts
Program of Qh? "chondfand third grade" students as well and they were
agsigned precisely the same mimeographed exercise sheéts in the same
interactional arrangéments as the first year étudents. The exercises
consisted of the teacher or the tape recording presenting phongﬁic
combinations for which-students'had‘to write grapheﬁic representa-
tions (An example would include a sheet bn consonant clusters f
béginning wigh "s") and words which were 1ncompl§§e and were
cémpleted by student; writiné in the "missing" sounds. Using the
same exercises with®older students was regarded as appropriate‘
because the teacher judged them not to have mastered this "basic
phonics" in.;heir previous schooling;

“Because th;s teécher so offen assigned students to these
specific interactional arrangments, regularities in her demands and
control procedures becamé very~evide;t. She spenf a great deal of
tiﬁe-and_placed much emphasis“on the physical piacement gnd demeanor /
.of students, particularly at thevbeginning but also throughoutltheir
 enc6unters with her. The official énqounteg with heér did not begin
unkil children wege "properiy" focused and would/égt édntinue if
children were not properly focused. Focusing seé;EH‘to be in‘terms<

of forming the "ecological huddle" which Goffman speaks of with

students in a circle around a table aligning tHeir bodies ﬁbward the

.

r
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table and theilr eye ga;e toward the teacher.2 This correct ph&siéal'
placement and demeanor was expected .to be known to. students as the
teacher gﬁ;en signalled the beginning of an encounter with her with
"Class, I‘m waiting!ﬁ, wher eupon sfudents assumed proper deﬁeanor.
"Infractions" were corrected primarily through touch: the teacher
approached students and:in'a géntle but f{i:gmanner,.either pushed

" them forward to get them aligned fc write or would sometimes just
touch a student's érm and catch ﬁis/her ey;. &ery ;arely, almost
never, in fact, was the teacher observed to yefbally direct students

to what she defined as correct physical comportment. Student inter- (

.\J

action with other students or inabpropriate-physical alignment was
terminated by the teacher approaching and/or touching the offending
‘students. '™Major" infractioms, such as not being present at one of

>

the two tables, were/not frequént and verbal reprimand could be seen

as unnecessary partly because stﬁdents‘knew so;well the ekpegiétions

of the teacher. They knew which group they belonged to, Qhere éach

group was to be iniéially focused ;id the ;ermination of the involve-

ments was predictable to them upon either ;ohpletion of the tape or :

: .. o o
completion of the exercise with the teacher. This non-verbal style

of controlling student behaviour was typical for this teacher.

21n speaking of the multi-channel reflundancy of communication
and the assumptions people make abodt how an\integration of channels
ig effected, Philips (1974:270) notes: ' . .wejpssume that persons
who are attending to visually received messages BaIe€ unlikely to
-fully cbmprehend the verbal messages, SO that sustained direction
of. gaze away from conversational encounters is treated as
jnattention." K : I ‘ i ' .
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Another method she (and others) used for control was prolonged '

glances.3 When offenders became aﬁareoof these prolonged glances,

they realigned themselves (if the infraction was physical) or termi-

nated encounters with other students (if therein lay the infraction).

[y

Physical}infractions which were so defined by the teacher

included,student attempts to vary their body positions by, for

example, half-lying on tables or leaning far back on their chairs,
looking out the windOﬁ'or getting "'too elose"vto another student,
These attenpts were disellowed by the teacher most successfully with
the chitdren'who were working at her thble; those norking“et the

tape recorder were farther away and the touch or look methods she

commonly employed were somewhat more difficult to accomplish with.

those' students although she periodically got up and realigned students

at the tape recording table. The importance of correct physical

" demeanor was illustreted by this teacher;s insis\;tem:enpo*1 the

physical participation of one student who neyer‘fully 1 ~ ated in

N

the certified teachers in the nine months he had been at- school and

he‘rerely_spoke to the Cree teachers or other students. He usually

drew pictures on the backs of the exercise sheets he was giben. This
N \ ’

was explicitly alloéed, and indeed -demanded by the teacher. The

drawing of pictures, defined by the ieacher as "misinvolvement" for

P! :
‘\\\\Pe exercises other students did. - This boy had not spoken to any of

other students at most times, was this student's task. Although this

\

. o
%Prolonged glances seem to be an important control resource

for teachers where correction is accomplished without speech. All

certified teachers in the school employed the prolonged‘glance
method. .The videocamera could hp seen as another ''teacher eye"
when it became evident that camera direction could terminate what
students felt to be inappropriate student involvements.

o

N
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|
student Qag not a full participant in any of the claséroom encounters, -
he had to be present with his éroup, correctly Aligned, and at times
.of choral reading -~ althougﬁihe could not or Fid not ;eod ~~ he had
to:hold a book and focus his eyes upon it as d&d toe other children,
Another feoture of this teacher's regularity of style in ~
interaction with chiidren was Fhe 1imitéd range of topiCs‘which.were
verbally attended to in encounters. The egofcise was the only topio
'of conversation and other student initiated topics weré ignored or
disallowed by the teacher. Some child?en s occasional attempta to .
make the exercise words meaningful were ignored or very hastily
corrected. An ex;mpie‘is the following intotchange: . o ‘ |
Teacher: Thé word isﬂﬁlaw Make "law". - ) :
Student: TI'll walk down the law.
~ Teacher: No. A policeman is the law- and ordé?‘man.

Student: If I go to jail, I'm in the law? (rising intonation) .
Teacher: Next word' Write "saw". S )

-During one tapiﬂg sessiona a student commented \upon my presence a "
number of times,. asked for clarification about my/ préesence ("Is that

. . T o
iady‘gonna be a teacher? ‘Ié\fhaqxlady gonna\si g?7") and asked where

\4.\\
an absent studenb vas a “number of times. None of these comments or

~

“

questions beécame integrated“into the official flow of conversacion///—\\

with teacher ratification or comment:4 and typically;;the teacher
‘§ ’ .

would reiterate an exercise question after what seemed to be an

, L ) . [y
° R . . .

4Philips (1974 87) notes the importance of this ratification :

or legitimation of a "turn at talk':
"Becaise an addressed recipient . sometimes neither attenda

to nor respongs\to a. speaker who has designated him as
addressed redipient the number of times a person speaks
will not necessarily be equivalent to the number of
"~ times his speaking is ratified or legitimated by others."
Teacher ratification of student Initiation incorpordtes this initia-
tion into the official Structure of classroom interaction. -

L3



inappropriate student initiation. This is not an example of teacher
tyranny but is a typical pedagogical strategy. thdents were rarely
observed)to ask questions about the exercises or make comments about

them except to engage in a kind of competition between groups: some

A

children working with the teacher would periodically get up, run to

the tape-regerding table and see how far along in the exercise those

- children‘were and~then comment upon their progress (e.g., '"We gotta
| hurry dp!"). The basis upon which the teacher would allow or dis-
¥>\ailow this movement‘behaviout was not particniatly evident (disallow-
ing most commonlyvby gettfhgigp/and pushing students toward or down
* onto tbeir chairs). The factbthat this movement behaviour:was

sometimes allowed made jﬁdEEEEBt{of it as .an infraction requiring

3

correction appear somewhat capricious. Philips (1974:150)-notes that
,the efforts of thildren to communicdte with each other entails some _

" risk-taking and knowledge of how to maintain "dominant" and T

| subordinate" involsements in classroom interaction Goffman's

N

“ distinction between main" and "side" and "dominant" and "subordinate'.
‘Finvolvements makes clear some of the interactional complexities which

¢

x bécome known to children:.

A main involvement 1s one that absorbs the major part of an

individual's attention and interest, visibly forming the
principal current determination of his actions. A side
involvement is an activity that an individual can carry out
in an abstracted fashion without threatening or confusing
simultaneous maintenance 0f a main involvement. Whether
momentary of continuous,: simple or complicated, these side
activities appear to congtitute a fuguelike disassociation

of ‘minor muscular activity from the main line of-an -
individual's action. Humming while working and knitting
‘while listening are examples. :
Along with the distinction between main and side involvements,
we must make another that can be easily confused with the
first. We must distinguish betwee iominant’ and subordinate
involvementS. A dominant involvement is one whose claims '
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" upon an }ﬁ/;vidual the social occasion obliges him to be
ready t6 recognize; a subordinate involvement is one ‘he is
allowed to sustain only to the degree, and during the time,
that his attention is patently not required by’ the involve-
ment that dominates him.. Subordinate involvements are
sustained in ‘a muted, modulated and intermittent fashion,
expressing in their style a continuous regardq ‘and deference
for the official dominating activity at hand. (Goffman

- ////// 968:43~ 44) ) o

The haste th which children left their seats to ascertain how far

along in tHe exercise the other group was and then returned to their

seats may pe seen as a recognition of ‘the claims of the dominant °

’.

involvemert —- the exercise doing -- upon them. The teacher seemgd —

b

to defing the~ﬁovément behaviour as infractbfy'and requiring correc-
tion Qhed the dominant involvement was mogt seriously threatened; i.e.,
when "too many" students got uthf whén they spent "too much" time
looking at thg work of other stud;;ts. Certainly part of what
-sfudents iearn.iﬁ %cho&ls is how to sustain side involvemen..ts5 aﬂd

ERN ’ : '
they become more adept at 1dging what is likely to result when a

side involvement becomes recognized by a teacher. - RN

This same teacher s observed teaching Music }o‘students:

this invqlved grouping on larger scale with éll'the primary students. .

The teacher\led the group in choral éinging and played the piano,

around whiclf the children dat. In terms of this teacher's customary

LY
%

rigidity off coﬁtrol, these lasses,weré very ihteresting to ahalyze.
_ With ‘her pack to the studen S,Aone of her con;roi methoas, prolonged

eye gaze was physically dif itul;. Students sat bunched Ebgether on

5Some Kindergarten students were observed to check the eye
gaze direction of teachers before engaging in interaction with other
. students during "Story Time'", for. example, when the official focus
of attention _was the teacher's reading of a story. This monitoring
of teacher gaze direction enabled students to engage in side
- involvements being reprimanded.
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the floor around the piano, carefully placed by the teacher at the
beginning of the class but considerably rearranged throughout the _ \\>
\ N

lesson Because the teacher s mobility wds lessened with children
sitting tightly around the piano, another of the teacher's customary
)

control irethods, touch, was adso made more problematic. I suspect

also thatlthe definition_of the situation in a Music class 1s some-

~ what different from .that assigned to subjects like Reading or

Mathematics, Although*students are still assigned to involvement in
an encounter which involves singing and because of this assignment

" ..there is understood to be’ some reasonable cause for alienation"

Q

(Philips 1974:141), this encounter is more like those encounters

‘analyzed by Goffman in "Fun in Games ; that is, singing is, or should

~be fun and should be engaged in for that sole purpose. Goffman states

%4

that in a fun—encounter misinvolvement cannot usually be attended to

explici%&y as that attention destroys what' is officially the defini-

tion of the encounter. Music, as conceptualized by teachers, should

' be fun ‘and should not be an occasion upon which children's qftention‘
U .

should be alienated. In any case, student involvements during these
clas - were frequent and sustained for long periods of .time without'

teacher t--mination. The correction which did occur was stylisgti-

‘ cally typical for this teacher: 1if student—initiated\inyleements

became "too loud" or involved so many students that few were singing, "

she would turn around on the piano bench ang juat look at-studentsf

If students engaged in their own involvements did not cease.these .
involvements during‘one of theae gaze neriods, the teacher?would get'

up and touch or move offenders (again, with/little or no verbal

reprimand).

-~
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.of appropriate topics of verbal communication were\QiLajtudents; the/

In summary, this teacher was concerned with the kinesic

behaviour of students and defined 'correct" kinesic dh@ganc ry

/
-narrowly Her correction of what she defined %s infract;;;\héhaxiouf

"/

was,most typically accomplished non—verbally ~ -ther, the definera\
]

/

teacher ‘(and only the teacher) could ratify or legit te student/

-

verbal initiations, and in so doing, incorporated or did mnot incor-

porate these initiations into the official structure of classroom

interaction. It was apparent that the range of topicslwhich wexre so i&
. Bl

N . ('

legitimated were very narrowly defined and that the definer was g

3

always the teacher.

g Certified Teacher B - Kindergarten Students

Consistent with what appears to be a teacher definition of
young children in particular as inappropriate movers, the other
ertified teacher in the primary classroom was also very deliberate
in her spatial placement of students and spent a great deal ¢ time,
before beginning focused inyolvements placing the students. Her style
of direction, in contrast to-that of the teacher just described, was

much more verbal and admonishments to sit up straight, face the

"teacher, sit here or there, look here or there, etc., were very

common and almost continual
Part of every morning was spent by this. teacher in the

Kindergarten classroom with a non-certified Cree teacher. The non-

certified Cree teacher was alone with the Kindergarten students for

about an hour every morning, during. which time she read the children

_a story and set up materials so the children could engage in what

was called ﬂFree_"Play . During the time the certified teacher was



also present, an English as a second language program, "Distar", vas
the focus of attention of the studentsfgnd the teacher for about

twenty minutes. The Distar program presents pictures and sentences
(which the teacher models and children repeat) and also question and

answer drills with the teacher invariably asking the questions and

the students replying individually or chorally. With verbal behaviour

being so highly structured by the program itself (the Distar Teacher's
Guide suggests how many choral answers to elicit before elking for ‘
individual responses, for example) these lessons became highly
stylized and regularities in student behaviour and teacher control
became very apparent;

As previously, spatial. placement of students £or the language

lesson appeared very important. The teacher and the uncertified

teacher spent at leaet five\minutes seating children on chairs in a

)particular corner of the room “Children made concerted efforts to lit

7 where they pleased (usually next to a friend) vithin the general
boundaries of the huddle These efforta were generally ellov.d tL
students in these usually two—person‘groups did not seem toq
_involved"kin them at-the beginnipg of the lesson-encounter. It
involvement increased (very often children sat . hugging and/or pokin;
one another) and this was noticed bv the teacher, the teacher would
verbally direct’one of the children to move. Sometimel, children
would try to carry on subordinate'involvements like drawing on the
w
board or playing with' small toys they could reach from where the-
were sitting I have called theae subordinate involvements beceuoe

they were always terminated bv the teacher if they were noticod.

Playing with a small toy while engaged in listening and verbally.

: i : : S
N ‘ ' \f
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responding might be seen in some encounters as a szde involvement

("...an activity that an individual can carry”?utﬂ(n an abstracted
5 | "

fashion without threatening or confusing simuﬁtaneous maintenance of

a main involvement . thoseﬂside activities appear to constitut

fuguelike disasgociation of muscular activity from the mainline o

person's action,..." (Goffman 1968 &3)] but in this particular clags-

room encounter  the teacher defined these activities as threatening

the dominant involvement and on those grounds, terminated themJ’\“

#

Partly as a result of the fact that tt Distar Language//—---j
program is so highly structured in terms of verbal behavioupon the

part of the teacher and the. students, topics of verbal ad ress within

-

theso cncounterslwere as narrowly defiped as in the Language Arts

lessons described previously. The choral responses of the students

o /"\
were loud\de sing-songiso;74 a stagatto rhythm being maintained by ’

teécherxhé

to speak very loudly and shouted out responses in chorus. .The
)

question and ggbver drills moved very quickly ani\zz;dent initiation

movements. Children appearedgto enjoy this opportunity

1

or verbal comment other than that elicited by. the
{
had to be very loud and rapid to be even heard by the teacher or

che would\have
Sy

other students. Students did not often initiate in this way; rather,
“their own initiated involvements tended to be physical or in the
form of whispered comments to each other.

Both the presentation of new and review material of theae
langoage lessons was observed. Children tended to b ifficulty
with the answers to neo questiong. For example, chila.en had a lot
of difficulty agswering'the very urban-oriented questions in a unit

oo 18e8§. Answersdrere usually volunteered by children but
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these were most often defined by the teacher as inappropric or
incorrect. The following exchange was typical:

Teacher: What kind of rooms are in a house? —

Student: A couch! Y Pt
Teacher: A COUCH? (Exaggerated eyebrow raise and widened eyes)
Many Students: NOOO! - 4

Teacher: A house has a kitchen. A house has a bathroom. Children,

repeat!
After some days of the teacher repeatediy modelling: "A
| | N
house has a ; a house has a ;| ;'"", children

responded to the question "What kind of rooms -are in-a house?" with

the teacher-modelled sentences in the same sing-songish intonﬂtton

witg\ﬁhich they reéponded to other QUestions;6

- Teacher and student interaction in this classroom pointsg out

" another feature of teacher control. Goffman seems to assume that

dominant, main, subordinate and side involvements,are either co-
- AN
defined by participants in an interactive situatiod/br they gre

~ . .
defined by "rules" over and above particular situatéons. This may

be so in some encounters; it 1s not the case in classrooms. In’
&. C ' ’ _
clagsrooms, teachers. define what sort of verbal -and non-verbal

behaviours ,peripheral to the main or dominant involvement will be

allowed. Through maniﬁuiabiou of the physical placement of students

in classroom encounters, this teacheretried to minimize the likelihood

\ -‘e.)~

6'I'he apparent 'emptiness” of such stylized verbal behaviour
became ev.dent on one occasion when 1 was asked to take over the

. language lesson as the regular teacher was absent. ' The Distar
lessons just COvered had emphasized prepositional phrases of place///J‘

beginning with "over' and "under". Children had Tesponded appro-’
priately for several days when asked questions- about pictures in-

the teacher manual. Since the children were playing outside with'a . =

bat and ball just prior to the language lesson I was to teach, I
used these props to elicit sentences using 'over" and under
Ch’ldren did not generally respon&‘with the appropriate prepositions

i
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“of threatening {nvolvements .occuring. It became evident that it was

~ apparent between and within groups. Older childreé\and particularly

her definition of "threatening' which prevailed. ,

Cree Teacher

The Cree teacher, the uncertified teacher who was resident on
the reserve and taught Cree at Kehewin School did not have a sequenti-
ally graded text from which to work as did the Kindergarten teacher‘
teaching English. She worked with her own prepared materials with
all the students in the school (except the Kindergarten) coming to
her in their five age - and ability—groups for about three hours a
week per group Different materials ‘are used with the different

groups of students. Variation in fluency and knowledge of Cree was

. . ) N . i ,
boys, spekt~mush more Cree in this class (and outside the class in
Vtheir other classrooms and on the:playground) than did younger\ (and
female) children.T Instructions for classroom management and ta k

assign&ent were giVen by the teacher almost wholly in Cree to the

.two‘oldest groups of children and almost entireti;in English to the

three younger groups. . ?” _
Darnell (1971) has described the compléxity of va ieties

gpoken in a bilingual speech commurity, Calling Lake, Alberta.
Although Kehewin has been in contact with» -~ larger number of English

speakers for a longer period of time :har aas ,alling Lake (road

l

accessibility from the gservice centre ' 't town of Athabasca to
o
) v ~

Calling Lake'yas extremely hazardous until about gen years ago‘aﬁd .

with these stimuli and appeared very unsure abou what was being
asked. Nor did they use the appropriate preposifions in their
conversations with each other in the classroom.



the nnmber of English speakens resident in the community was very
limited until about he same time), there are,still some elderly and
very young monolingyal Cree speakers on the Kengsin reserve. The
range of competence in Crgg and English noted at\Calling Lake is
also descriptive of the situation at Kehej}n: very few speakers at
Kehewin spea& Standard English and many Cree speakers speak an
anglicized variety of Cree. Darneil suggests that the stylization
of content inpeveryday ¢onversation permits comprehensibility
between speakere who do not share precisely the same linguistic code.
Certainly, content in classroom conversation becomes sufticiently
stylized for children to understand their:peefa\and teachers even

3 *\.\l )
though the same iinguistiﬁ<63de is not shared by all. 1In the Cree
- 3

classroom observed, whether instrnctions were given in Cree or

English to students, adaptations could be made by the teacher as she

was quite iware ‘of the range of competency in Cree within a group
of studenta. For example, one older class of students, for whom

, instructiOna werewusually given in.Cree, contained a Chipewyan child
who had been recently adopted by a Kehewin familyf”Up the infrequent

occasions when a classroom—instruction was so complex as to not be
understood by this student, it was repeated by the teacher in-English.
Children also accomodated to each other's competence in Cree or

1

English with frequent switching of Cree andgEnglish.lexicalJitems

wifhin utterances. The following exchange was_typical. A. spoke

—l

Crlee often in interaction with other stu@ents.' B. spoke more )

\\giequently,in English. B. had just returned from a visit to the
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Does your face still tomache tan?
Uhhh?

Does your face still feel funny?
Eha. Agsis (Yes A little.) .

P

w > o P

The Cree teacher's interaction with beginning students in what

was officially a Cree class was very interesting in terms of the

amount: of speaking children did, the topics and the language of those
. sietuly

e
conversations. All these classes were typically characterized by a -
: % .

high amount of .student initiation of topics, extended verbalization

of.students (telling‘the Eeacher stories, dreams, reports of accidents,
3 { ‘

dances and other) community and domestic activities), and the language

of those conversations was almost exclusively English. The teacher

listened, made comments, asked further clarification questions and

-
v

generally, recognized'student initiations. At some point, the ;
lesebn began, with the teacher approaching the blackboard or a

chart'end in a distinctively 1ouder voice than was used in conversa-

4y
‘.-Jv

tion, asking a question ‘or making a statement. Often the teacher *~*

presented pictures of animals, buildings etc. and asked'for»labels

.

from students’ ["Kikwey awa?" (What is this)] Some senteneeimodelling
. ) ‘__—l-— '

was also done [e.g., Teacher:

apahakwan awa. OK?g (This is' a

N

chicken. 0K7) Students:” "Papahakqgn_awa".] Especially with younger

students, songs or hymns in Cree were sung. Student initiation of

topics did not end when the lesson began nor did student self-
gselection of their physical placement in the classroom cease while
the oral” lesson was going on. Children moved closer to the charts

or the teacher to see, to point out something interesting in the

1

pictures or to engage in private conversation with the teacher. In .

many classrooms a report time is set aside as a special time in which

1
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children can engage in the kind of conversation which children in
the Cree classroom engaged in at most times; there is an expectation,
however, that such reports w#ll be terminated when the lesson begins.

This termination was not apparent in/the Cree classroom now discussed
.

N

Sometimes, children were give indiyidual tasks to complete
which invdlved most commonly stndents‘iriting words in their note—
books, drawing pictures, or with older students, writing words in
Cree‘syllabics. During these times, control over etudent behaviqur

by the teacher, in terms of keeping Btudents focussed upon thelir

tasks was apparen:, with the teacher approaching individual students <

P

to check on their progress, help them or directing their focus tc

°

the tasE: At these times, mis-involvement could he identified by

its termdnation by the teacher. These mis—involvemente were usuallf_‘
fphysical infractions children leaving. their seats for other areas

Aof the room, eating their lunches or poking and play—fighting with ' $

other children. Verbal interactions with other students were

- sometimes, b?lt rarely terminated -- these conversations were usually
very quiet and apparently not defined as "di: tive" or infractory
by the teacher. o ' i

g . ln Chapter Two, 1t was stated that classroom infractions

" are corrected only by the teacher. ‘This Cree classroom wasg unique

£
- in terms of the number of adults present in the room in that at most
. T T T T T T T ’( T T T T T T
times, anbther Cree woman, her’position defined as "Culture- teacher",
o ; " v , , ‘
worked in the room primarily on'developing curriculum materials for . j\

the Cree classes. This woman had: been an important community leader
prior to the opening of the school and was somewhat older than the

" teacher cf Cree. Sometimee, infractipns would be corrected by her,



although she worked in»a'corner of the classroom quite removed from

#  where the main teacher-student interaction was going on. This
"correction was panticularly frequent when older children were
receivithCree iqstructibn and she would typically le;§e her desk,
appfoéchhthe tables at'whicﬁ children sat ;ﬁd publically spold‘the

/- infractors. Tﬂis scolding typically consisted of naming the

infracfory student(s), identifying the infraction and discoursing
at length about why the inf;action should not have been committed.
The infractions were defined by her as "acting'sillf", "being ashamed
to speak our language" (if students were slowyéo voldnfeer answers
to téécher;asked duestions), or "disturbing the cla§s" (i% sfude;ts
were so engaged in student-student interactions that they did not
reépond to teacher‘directives)$ All her scolding was done in English.
This scolding éould‘be seen to be fairly effective: children who

A

were the addressed receivers [those "...to whom the speaker's
attention or words are most explicitly directed..." (Philips, 1974:

162)] immediately ceased their infractbry behaviour and the witnesses

[ "...hearers whose attention is similarly defined as requisite but

who are not addressées...”-(Philips 1974:163) ] kept a respectful

silence auring and for aohe time after the phb%ic scqlaing. This_
sc&iding was very different in styie from the correctionai methods
e A—used~byfehe~regular¥tea ermwhoAdid—not—ﬁsuélly:fécold»atflength;butgw(» R
typically would only call out an infractory étudent's name_without
identifying or discussiﬁg the infraction.
The fact tﬁat'children were sometimes more successful in this
classroom to get the teacher to talk about what they wanted to talk

about and were somewhat freer in their kinesic behaviour than in

- .{.



other classrooms in the schaol does not negate what has already been

said about the teacher's right to control students' behaviour’. The

observation that the Cree teacher appeared to héve’leegﬂlimited

definitions chappropriate diassroom behaviours is only a comparat ve

bl l

observation. Children did not defide;appropriateness in this class~
\ T )

room; simply, more'of what children.did”éas not déemedpinappropriate

to the point of requiring ;;?:Ec*woﬁby the teacher or eﬁfion was
‘ )

somewhat more problematic %r the’ teacher to achieve. The Kinder-

Crée and Qho also had not received any

garten teacher, who was al
formelly—credentialled teacher tleining, indicated a nuﬁber of times
to the certiﬁied teecher'with &hdﬁ shef
"a dissatisfactiontwi;hkher owh "contrci proceduresﬁ7.' Attempts were

certainly made by Cree personhel in the schoolito control the

behaviour of children and the efforts of:certified staff to control

Y . LT

children were noted with approbation by them. Students whose

A

behaviour was‘defined as grossly infractory were very commonly senﬁ3\§
by Cree personnel to the Education Director for "disciplining," if.e.,’
punistment. Control therefore can be seen to be important to all - ]
teachers, methods of handling children are certainly variable as is

the_effectiveness of various methods of contrpl

)

Certified Teacher C - "Sixth Grade" Students

“ I would finally like to describe some interaction iﬁ the

classroom of the certified teacher who worked exclusively with the

7 .
For example, on one occasion when Kindergarten children
were noisily milling about an entrance at some distagce away from
the Kindergarten teacher, she remarked to the certifTEd teacher,

"Look at them. I need your "wvoice". - ' .
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oldest group of children. in the school. Prior to (Christmas, 1975,

this older group of children was taught by a numbe of teachers with

. . ) \
subject departmentalization in an open-area classro

' atg>ngement-hadibeen changed prl¢r to preliﬁinary.obse vation lh
December, 1975; because of thig\fEacher's dissatisféctlon w
system. Ihls teacher had expressed éreat discomfort wlth depart-
mentalization based partly on her perceptions of the children at the
‘beginnihg of the school‘term She described them as "hard te conttol",
"hostile", not at all like’ Indian children she hedctaﬁght elsevhere,

" aggressively verbal and disobedient. She had felt initially that a
Lore stable system, where she taught one group of students exelusively,
would help her to "get to know the students better" and by Aprt}, 1976:\\

she felt that this intuition had been borme out. She was much more

satisfied with having a contained classroom and with teaching this

e

group of students all subjects, except Cree. She felt the change

had also been good for the students as she observed. "their attitudes

are much better n9w and they like‘echool".
I discuss interaction in this classroom lastly hecause,ton

'cursory examihation, 1t appears.that interection there is'even more
"egalitarian"tthan in the lessons tauéht by the Cree teacher.

Students in this classroom'éere the oldest group in the school and P
although sixth grade students might be socially”deflned by many urban
teachETfles still "ehil&ren", this teacher is sensitive to the fact

that.in many Indian communities, a young adolescent -has often acquired

'many "adult" skills and this growing co&petence effects the |

community's definition of him/her and his/her definition of self.

Tt is.believed that the kinds of control exercised over children is

N ‘
KA
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somewhat Jifferent than that exercised over young adults by teachers
and the‘teacher now discussed spoke often of the‘different sorts of
sttategies used with older children. I would like to- show, howeﬁer,
that even students who are defined as young adults did not, in the.
classroom situation, have control over tneir own interaction and tnat
the teacher, while in some senses allowed students greatermautonomy
\Q\\fn clagsroom nehavtour, officially.had ultimate and final control

over what went on there. . B

this teacher did not spend a great deal ‘of time |
di;ég¢7 ' _??l placement of students for the most common '
3iﬁmrenconnters.' The L- shaped arrangement of desks,
'.ing one;%ine and girls the other, was customary at

most times. Stndents occasionally moved their desks slightly out

.

of the L and the teacher occasionally set upAspecialrseating arrange-

ments of students for encounters-such as‘"reading groupe", The
special seating‘arrangementsywere set up exclusivel; when the teacher
was albarticipant in an encounter; radically,different arrangement of
-desks couid not be initiated by students and if a student had
graduallyJinehed his/het desk ﬁtoo far" ont.of line with the L, the
eacher directed him ( the student was usually a.male) back to the
customary arrangement. Rarely were "classroom infractions physical
‘demeanor infractions; sometimes -a student*was observed to leave his
y desk and eilther try to.leaye the elassroom (a large windaw at’ the
front of the classroom made events in the 1ibrary and” hallways
nisible to students) or to wander about the room.- If‘these;attam;;s
wert seen by the teacher, stu&ent(was seoldeATané told to sit

- /\

down.
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Differential amounts of student talk wevre noted along sex -
1ines in this classroom. Boys tended to initiate verbal interactions
with the teacner, make public comments on ongoing events, ask public
questions of the teacher or each other, more commonly than did girls.
Girls' conversations tended to be quiet and private with each otner
and they tended -to wait for the teacher to~approach them instead of
summoning her for assistance with their writtern/ assignments. ~Boy€;'
also engaged in a great amount of public word/play, joking and non-
lingu stic noise«making;j The very freqent questioning, joking,

commefiting, summoning-and noise—making of the boys seemed usually
BT R N )

"to be defined ‘as legitimate, qr at least, not to be totally a /
o

suppressed by the teacher. The times at which this extensgive
verbalizing of students were defined as inappropriate by the teacher
were\not frequent. Public Joking during times when. children were
engaged in individual written assignments part: ‘cuiarly appeared to. be
permissible‘and the tEacher often switched focus from working with an
individual child,to 1Lugh‘of comment upon a public joke. Questions
about how to complete assignments were also most often regarded as
gappropriate and certéin students were very successful in g\tti\g the
teacher's attention when they asked procedural questioms. Because
the teacher had identiﬁied a range of ability of students in the
.classroom, she had, to some extent, grodped them for instruction.
Therefore, for subjects like Reading and Mathematics;-wnipn\occupied
most mornings, students worked in usually two-person groups in a
variety of textbooks. GenEral; whole-class instructions could not

be given when students worked on’ such diverse assignments.

Procedural questions were therefore defined as legitimate and they
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were frequent. The teacher defined procedural questions as,inappro-

priate during tests or when she petceived students to be insincere in
their clarification qnestions, i.e., if thefl"just anted attention"
or if they "were stalling so they don't have to work .
This teachet was notable in the extent to which she allowed
i}

students to discuss community events in the classroom. For example,

— 7

é/number of forest fires in May 1976-oﬁ unleased government land near
the reserve had forced much game down onto reserve pasture lsnd:

During one week there had been numerous beat sightings and a bear had
" been shot by a band nember. Theifires and the animals were constsnt
topics of conversation for adults on the reserve and children spent
much of their recess times discussing what was to be ndne, where‘the o
fires had spreed, etc. Only in the Cree classroom and the now- |
discussed classroom did eny conversation with teachers occur about

these events. The interchange with this teacher was brief, howevet,

and terminated~by her,exhorting students to "'get back to work"

- Some attempts were madejbyhthe teacher to get the generally

quieter female students to talk. In reading groups she tried to

elicit connersation about community and/o; domestic events but these
_attempts were usually unsuccessful. On -one occasion, when girlstwere'
abcut to read an account of a moon landing by astronauts, the teacher
prefaced the story,with: "Do the Crees have any 1egend8 about the
moon?". .None of the girls responded and all 1ooked\highly-uncgmfortable
The teacheerressed for some time ﬁith individual girls and then gave

up and continued with the round robin reading of the story.

Students appeared to be quite aware of the relative quietness

irls in the classroom and made comments about this. On one

occasion, one of the most verbal girls admonished another . for reading



orally very quietly with: "Howeum you don't talk? You do outside.";

bovs occasionally made comments about the, "shyness" of the girls, who
¥y yn

f
did, however, engage in a great deal of conversation, with each other,

while their coﬁ%ersations with the teacher were brief infrequent and
"~ at the teacher's'initietion.. Becauseléf this infrequency and brevity
of conversation with the teacher, girls were defined as quiet and ﬁhy.

Having the teacher as the addressed receiver of verbal interaction’

seems to be Amportant and indeed requisite in distinguishing "shy"
from "verbal" students.
- Students were, on one occasion, left unsupervised for a day

‘whilelthe teaehef was absent. This non~supervision occurred with the
saﬁctien of the teacher; getting substitute teachers at Kehewin was
'difficule‘and the teacher told the Education Directo; that her -

students were quite eapable of "handling themselves for a day". A
gpqee of students, all but one of whom were giris; spent most of
'tﬁe:dey selecting, rehearsing and. making costumeevfor a play. 'Most
of the rehearsing for the play was done in a quietehallway of the
. school, while ‘students not involved in. the play stayed mainly in

their classroom playing with puzzles and other classroom materials:
j?When the teacher returned the next day, students involved in the
play were very eager to” perform 1t for ‘the class.. The teacher
aesumed control of the activity, directed students eo speak louder,
stand here-or the.re;“face the agdignce', etc # and students who had,
the-day before, been highly involved in directieg each other in the .
play, showed yhat‘Goffman calls "aliehagiée %rom ihteraction" in' .
their performance fo the class.. They "flooded out'" ["...the

individual may allow his ma#her to be inundated by a flow of affect

-
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that he no 1ongér makes a show of concealing." (Goffman 1961:55)] with
embarassment and engaged in 'collusive bypiays" wi&h members of the
audience (these‘byplays arevnoted by Goffman to be furtive and are

- engaged in so ﬁhat some pafticipants in the encounter become aware
that persoqs initi;:ing vyplays are alieqated from the encounter for
whatever reasons). Students performing the play were practically
inaudible, rushed through their lines, and did not engage in any of
tﬁe dramatic‘stage business they had pfactise& the day before. The
teacher 1nterruﬁtéd;thﬂ play a numberwof)times to d;rect students’
deliveryuof'lines and movement. On any criteria,'Qith an audience
}3which included the teaéher as directorlvthg ﬁlay wvas quite different
from what it had Been the day before. Membérs'of‘the casf 4e

Nl g

observations to that effect to each other after the play.in private

conversations on the play rour
Susan Phiiips (19'2:379)‘;ote3:

When students cont ol an¢ direct the ingeraction in small = °
group projects... t: -« is again . marked contrast between

the behavior of Indian and non-Indian students. It is in

such contexts that Indian students become most involved in
what they are doing, concentrating completely on their.work
until -1t is completed, talking a great deal to one another

in the group, and competing, with the onfr‘groups.‘

Philips explains the readiness of Warm Springs Indian children to
participate in interaction controlled and organized by themselves by
_the'familiarity children have with this sort of sbcial organization;

.events in the Indian community are rarely digpéted by one pers... or

&

by a leader.
> Without gescfibing typical interactfon in the Kehewin
community and explaining réluqtag;%ttovperform with a 'director and

SN
/ - -
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an audience as a function of non-familiarity with ">~ _ructure, it
can neverthele#s be observed that children were 'very engaged in
interaction which they directed themselves without an audience and

very uncomfortable with a si.uation directed by a teacher and includ-

‘ing an audience. It sghould again‘be emphasized that all members but

one of,thé cast were girls and their reluctance to perform publically,
even where verbalization and kinesic t:h~~ 'r was scripted, was
consistent with their general reluctance tv publically commmunicate

in the claasroow. Performance 4pn front of an audience was nc” -~art

"

of.tha'typical interaction patterns of the classroom and looking to

RS

jfhe tvpical interaction patterns of the community is not necessary .

.. to explain the reluctance of students in this context.

One student in this glassroom (brother of the first year
student who farely‘spoke) ugﬁked-on a teacher-devised progfam in
Reading and Hathema;;ch in textboc¢ks familiar to other students from
their early primary grades. As no oth;r ~tudents worked with these
books, this student did not engage in the (usually) tzg-person
conversations about tasks in which the other students participated.

Croup —uctions given by the teﬁéhet did not 1£¥olve him either.

He was rarely spoken to.-by anyone in the classroom except the teacher

. who tried to supervise a part of his work .every day. The teacher

spoke privately of the boy as "gemi-retarded” and as "unable tc grasp.
much but a nice quiet kid". In class discussions where the teacher

solicited information or opinions from students, this boy was never

’

callﬁdygpon;.the teacher explained this as not wanting "to embarass

h!ﬁ:" . i 0 |
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On a field trip with the "Qxeé" teacher to a stream near the
boy's home, student interaction with this boy yas‘radically different
from what was customary in the classroom.' Students obviously deferred
to his super ior knowledge about the best fishing.séACs, his skill in
making th using a fi.n share and his ability to engage in extenaed
conversatioh :. thr Cree teacher in Cree. Studeéts askad'him
questions £ - n and Cree gbOUt the muskrat and Qeq%ﬁt pelts
stretched on i.. ... outside hié‘housg and boys, in\ﬁ%%ﬁicglar, asked
many questions about how the s;udent had trabpéd tho;é ruskrats.
Conversations with the .boy, on th;s occasdon were extended and D
involved discussion of a number of complex acfivities. i%“‘wrﬁﬁ@Wk

. - Tlow
Keddie (1971:133) suggests that educational failure might Q%

be approached and explained by looking at the defining processes

. going on in schools:
if It is only recently that attention has been given to the

B defining processes occurring within the school itself and
to the social organizatjion of knowledge. The studies
suggest that the processes by which students -are categorized
are not self-evident and point to an overlooked consequence
of a differentiated curriculum;. that it is part of the ! l
process by which educational deviants are created and
their deviant 1dentities maintained.

Young (1971) and Bernstein (1!71) have ‘strongly argued that vhat 18

defined as academic knowledge should becamz‘prpblematic to researchf

ers of schools; that what counts as.academic knowledge and becomes

instﬂtutionﬁlized in the curviculum, "reflects both the distribution

A

of power and the principles of'sociél control” (Bernstein 1971:47).

. | . Ny i
To see that one area-of knowledge and expertise becomes irrelevant in

the school enviromment and that a person highlj; competent in that

area becomes generally defined as unintelligent (indeed, "semi-

LS - >
.
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retarded ') and his knowledge becomes invalidated shows again the

power of the teacher (as derived from her position as guardian,
judge and officisl transmitter of "valid knowledge') to define
reality 1in the schooi setting. It eas impossible to judgefwhethlr
or not other stndents accePted this definition of the boy as unin-
‘telligent; all that can be noted is what was observed and that is
that he was rarely an sddressed receiver of teacher or student
verbal interaction in the classtoom

In the classroom of theAteacher involved with‘thetdldest group
of students in the school,:the power of the teacher to define the
intellectual capabilities of students -has been discussed. It is also
apparent that teacher judge;:nt of the socialiidentities of students
has official weight (for: example, girls were "shy") " Although
control procedures may not be so direct with older students, the

-

ower of. the teacher to define appropriate claastodu

behaviour is stil1 evident[

Summarx
The above discussion of-interactiﬁﬁiat'Keheﬁin-School

N

indicates a number of areas over which teachers exercise their right

to control the behaviour and identity of the stndents‘they teach, o

o~

Particulsrly with young children it'is'apparent that physical‘
comportment is, or should be, directed‘by teachets; topics of
‘acceptable classroom discussion are, or should be, defined by
teachers, .appropriate speakers are those chosen by the teacher and
the definition of the social identity of participants in classroom

interaction is the teacher%s definition.

*
ol
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Within such a situation where it is evident that one person
has guch comprehensive and far—reacﬁing control over what officially
goeslén in that situation, the notion "conflict” with its implicatiom
of two parties having opposing views, 1is inadequate. Waller (quoted
previously) says: "The teacher must win or he cannot remain a
teacher". The cénflict ig fixed; one hopes that with an articulation
of the nature of the contract which allows classroom interaction to
occur, one can see that actors are not negotia;ing in a situation
free of constraints and that differential power has an "observable
éffect on sitgationé.»gmﬁﬂ i °

RPN \"“-.5
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CHAPTER FIVE .
SUMMARY AND CONCLUSIONS

This thesis’ has been concerned with ethnbgraphic description
and analysis of interaction in an Indian school. Description and
analysis are ungertaken with the consideration thatfprevious studies

which assume that schooling for minority children involves "cultural

!
/.

confiiét", might be theoretiéally and descriptivély inadequate, and
thét tﬁis inadequacy wouid become evident in desériptiom of~daily
interaét;on in ap Indian school. Although the notion of cultural
conflict is used extensively in the 1iteréture concernéd with inter- '
cultural education, -the conéept can be sﬁown to have Qeak explanétory'

I

powers.".

Observing that miﬁ?¥&ty children experience cultural conflict
T o .

when they“enter the schooling-institdtiops of :the dominant socie;f,

inVOlVfS the charactefization of minority g?oups and the domin§nt

society as being coypbéed of indi?iduals homogeneous in interests,

motivations and values; the characterization of miﬁpfity groupsxﬁs

being isoléfed, non-integrated and unitarily different from the

dominant society; and the characterization o% échool interactiqqhgs’

_involviné actors who co-produce classroom events. )

The first assumption of hpmoggneity*of interests, motiv;tioﬁs

"and values within cultural groups is discussed in Chapter One. Only

!
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hy assuming homogeneity can writers in the field characterize

N

"Indians" and "Non-Indians'-as thus and such in efforts to "aid

\
\

inte;culturgl-understanding". Assuming homogeneity of interests

between members of a cultur shown to be much more problematic
' ‘ 4

&

o

than is recog- ‘zed andﬁwithin this perspective, power‘becomes an
irrelevant consideration. Wallace (1961 and 1962) stresses the
diversi\>\of individual cognitions, motivations and values within"
cultural groups and finds the peftinent question to be the processes
by vhich this diversity is organized and by-which groups maintain
themselves. He sees "cultures" as being organizations of contractual
arrangements where cogplementarity of cognitions and motivations,

rather than uniformity, allows diverse individuals to be collectively
‘identified as cultures. This organization of diversity is necesaarily
characterized by differential power of individuals or groups within

-societies.: Avsummary of the discussion about power as an important

factor in the contracts by which classroom interactions are possible-

~ »

will he presented later.

The assumption ofgthe’isolation of North American‘lndian
people from the dominant gociety was also disqussed in Chapter One.
If native people are'characterized as being outside the North

. American context, they are assumed to be unitarily different from .

the dominant society and this difference is used to explain either.
their failure in institutional contexts or the;failure of these

institutions to serve them This assumption of non-integration
produces characterizations}of native people as having norms deviant

, from the norms of the dominant (middle-class) society and this , \(

deviation is used to explain their varied social problems/in termg
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of the cultural conflict they experience in interaction_withithe
dominant society. To assume that Indian people are poorly educated,
poorly housed, unhealthy, and underémployed because of their

.
isolation from the dominant society is to ignore totally the
historical evidence of their particular integration in the North
American context. 'Contact" does not occur every time a six year
old Indian child enters schoolj white contect occurred a long time

v ' i . ?
ago and Indian people are and have been integrated into the political,

.economic aud social systems of North America, in a particular way- ' -

l s
and at a particul@r level for a long time I have argued that this
isolation characterization is Bpurious, based upon the mythology

J ) .
that not being middle-class is to be non—integrated'into North

“American'SOCiety. This mythology links very directly with the

A

characterization of cultures a$ being h&eneous, consensual, glass-

-

less and unitary and cannot be seen as an adequate portrayal of the

social systems of North America.

The cultural conflict explanation of educational failure rests

’

on a third assumption?\‘Actors in the school situetion (th. relevent

: categories of actors here being "teachers" andt”students") are

assumed to bring to-that social situation differing cultural back-

grounds whichAyill come into conflict. Characterizing participants ‘ \§\<
ao co—producers of classroom events waé seen as inappropriate when |

the inoortance of the teacherls control of,stugents was recognized._

Chapter Two specifically discusses the problem of describing and
analyzing situations involving teechers and stuﬂents as participants.

Efforts were made to:specify how clagsroom events would be isolated:

Goffman's notion of the "encounter" was discussed as a productive
s 4 ~ 4 o
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¢onstruct for describing some classroom interaction. Efforts were

also made to specify those areas over which teachers exerted.control

in encounters. Teacher control waslrecognized as part of the
"contract" by which classroom interaction is legitimated and sp ifica-

tion of the nature of that control was shown to be important in

description of the "classroom culture". Cultural conflict ("Indian

v.s. Non-Indian") ‘was not seen as useful in describing'a‘situation

defined, structured and controlled by one'person' the teaCher.

’

Chaptqr Three of the thesis briefly describes the struggle

of Kehewin, the Indian reserve where fieldwork was carried out, te

get a local school; the operation, staffing and populatic1 of the

|
4

school in 1975-76 are also discuased The construction of the school
was to be part of a broad "human development" plan for the reserve.
Further investigation into the reserve's development since early 1972:
was beyond the scope of the present study. Such ;search would.
however, place the school's operation in its community context, show
relationships between the reserve and off-reserve agefncies and
businesses and’could aid in the discussion or deVelopment of _ome

criteria forvlong—tern Indian reserve development.

Chapter Four of the thesis is concerned with situational

i
x..,
\

description and analysis of interaction in the classrooms of four

teachers primarily‘at Kehewin School. In‘description;of'recurrent .

patterns of classroom interaction, it became evident,Fhat classroon

' interaction can be seen as contractual ~and that pard of the contract

is the recognition ‘of the teacher's right to control the verbal and

kinesic behaviour of students; students do not have Fuch a right.
T
Teachers also exercise their right to define appropqiate partici-



pants in classroom inteiaction, appropriate topics of verbal address
and to define the social ide;tities of students; within the’ official
structure of classroom interaction, students do not have such rights.
Examples of‘tbe way teachers exetcised their control were presented
as observed. | | |
The Fotiqn of cultural conflict is'inappropriate when the
differentidi power of the teacher to direct classroem events is
recognized. The classroom}is net en egalitarian situation where
participeﬁts work oet between themselves the nature of their interac-
tion; For this reason, the notion of cultdral conflict which implies
. s :
that people of differing cultural backgrounds are involved in conflict
because of the differences between cultures, is not descriptive or
EXp natory of obsef&abie classroom ieterection. Rather, classroom
Interaction, while it may be at times conflictual, occurs in a
rtain-institutiodal context where conflict occurs within certain
1imits and those limits are defined by the over-riding power of the
'teacher. This thesis tries to specify what. those limits are and what

kinds of relationships are evident between teachers and students in

classrooms.

This theeie\was focussed prinm&ily on teacher and student
interaction in claSstooms, In Chapter Two,-other sorts of school
encounters, with .er participants and settings, are outlined.
‘Furtherlresearch into these other sorts of encoueters (for example,
children's interactionvon scheol_buses or on the playground, teachers'
interactioh‘with-eae? othet or tﬁe administratiop in various'settinge)
would certainly be dseful in gorenearly adequate ethnographic descrip-
tion of schools. 'Retaining a perspective which includes differential

v
o
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concern. Waller's observations in 1932 regarding the presence of //

.assessing whether "the teache - :pil relationsH{

72
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power as aﬁ\analytic caf@gory would be necessary to yrdersta.d what

N

is going on in'these-other encounters.

’ ..
Viae o

Literature concerning staff interaction in schools'serving'

native children 1s not extensive, although the very high rates of

< .

staff turnover in such schools are widely lamented and programs

designed to prepare teachers for "intercultural schools" have recently

)

proliferated.

v

In'keeping with the above, further research which analyzes

classroom interaction“in schuools not designated as intercultural
might aid in the definition of what is different and what is similar
in classrooms .where culture is or is not considered a problematic

P

. . ) \
conflict in all school interaction might be further explored today in

)

contemporiary

[
=
R

.séhoéls is "a form of institutionalized dominanté and suborddnation'

(Waller 1932:395 and 196). Is this arrangement of dominance and
. : J 3

subordination an ubiquitous concommitant of institutionalized

schooling? Do teachers see classroom reality in the intercultural

Ns

school in terms of the differential trait and value matrices that

‘abound in the literature? How might that perspective‘affect interac-

£

tion situationally? Is control more rigid when students are conéep—
tualized as somehow culturally deficient or perhaps as just different?
Will training in intercultural coﬁmunication, when teachers are

taught to "become sensitive to ‘cultural differences in communicative

styles'" affect, in any Important way, the daily interaction of

- . -

teachers and students in classrooms?

)



None of the above questions have been answered in this thesis;

I suggest that research which attempts to answer these questions must

. be based upon more sophisticated understand wugs of the soclal -contexts

of minofity gréups, their interattioné with power stiuactures and the
iﬁstitutiénal functioning of the gchool. 1 hope the point has been
madebthat studies which explain eduéational difficulties on the basis
of ethnic:bf cultural deficiencies or differeﬁées of the minority
student will not be ; productive pefspegtive and that new directions

for mesearch in intercultural education are necessary. 1Lf this

,reéearch is to be gituational, it cannot only Be directed to

description of observable physical or verbal .. ~action: face-to-

face interaction, 1iké the small cbvd.nity; d. cs not occur in a

social vacuum and power 1s a factor socia’ - tuations which

{1luminates understanding of soc ‘2l events.
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