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Abstract

This study focused on how suitable the teachers in a
cross-cultural setting perceived their university teacher

training program to be. The study also focused on parental

perceptions of their children's A major of

the study was to elicit ions for i in

the teacher training program of this Province for teachers who
plan to teach the Innu children of Davis Inlet.

The sample used in the study consisted of 15 present and
former teachers who taught in Davis Inlet since 1975. The
study also involved the perceptions of three native teacher
aides who were actively involved in the school. They had been
assigned teaching duties in grades 1 to 3 and were considered
a part of the teaching staff. The study involved the percep-
tions of two coordinators from the Roman Catholic School
Board's Central Office who had direct involvement with the

school. A total of 20 that were ible for the

education of the Innu students were used in the study. The
study also involved the perceptions of 39 Innu parents.

Data were collected from two sources: a questionnaire
that was conducted with the assistance of an Innu person who
was fluent in the English language as well as the Innu
language; and a questionnaire comprised of 30 structural items
was mailed to educators who taught in Davis Inlet from 1975 to

1984.

-
s
-



The study found that there was a need to provide a
program either at university level or school level that would
prepare teachers to teach the Innu children of Davis Inlet,
Labrador. The program should maintain and reinforce the
Naskapi values, customs and beliefs. The program should
include the study of the Innu language and the teaching of
English as a second language.

The study also found that there existed a need to provide
teachers of the Innu children with in-service training
throughout the school year. These sessions should involve
competent people in the field of cross-cultural and method-

ologies specific to the Innu of Davis Inlet.
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CHAPTER I

Introduction

Teachers arriving in the North bring with them their own
middle class values, skills, attitudes and beliefs. They
believe that these are the essential requirements that will
enable thenm to teach successfully. They accept positions, and
often are not informed by those hiring them, on living
conditions, problems of the community or expectations of the
parents for the education of their children. Cultural
differences and values are difficult for some teachers to
accept, particularly when they have not been educated about
those differences.

A teach fails to that his/her culture is

regionally irrelevant and will proceed to train young people
to think and behave like middle class students. To understand
the students' world the teacher must understand a culture that
is in direct contrast to his or her many years of experiences
and accumulated prejudices. Transition from one culture to
another is not a simple process. It cannot be accomplished
overnight. The task of the educator is to help make the
learner aware of cultural differences and the reasons for
these differences. Handley (1970) states: "To try to remake
the Native youth is to ignore realities of Native life and to
treat the culture simply as a tragic but temporary inconven-

ience to be gradually eliminated" (p. 15).
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As teachers, we must have some idea about how the student
learns and what motivates him/her. We, as educators, have an
obligation to become thoroughly familiar with the culture of

the students we teach and to promote that culture.

Statement of the Problem

As is shown in the review of related literature (Chapter
II), teachers need to receive cross-cultural training if they
plan to teach in an Innu community. The literature also
pointed out that such training should include a study of other
cultures in order to develop an understanding of the customs,
values, and beliefs of other ethnic groups. Before any cross-
cultural training could take place, it seemed appropriate to
determine how the teachers, in a cross-cultural setting,
perceived their current educational training, and to identify
areas in which they felt changes were necessary. It also
seemed appropriate to determine how the parents evaluated the
teachers who taught their children.

The study examined the following issues:

1. Teachers' perceptions of the suitability of their
university training for teachers planning to teach Innu
children in Davis Inlet, Labrador.

2. Parents' perceptions of the suitability of teachers
teaching their children.

3. Teachers' perceptions of the suitability of an in-

service program for teachers who plan to teach in the school



at Davis Inlet.

More specifically, the purpose of this study was to elicit
recommendations for improvement in the teacher training
program of this Province for teachers who plan to teach the

Innu children of Davis Inlet.

8ignificance of the study

Cheyney (1976) pointed out:

The problems that face teachers in a cross-cultural
setting are basically one of misunderstanding and
lack of knowledge of the culture children bring to
school. To work successfully, teachers need empa-
thy, cultural understanding and all those qualities
that characterize the best in humans in any voca-

tion. (p. 38)

This study examined teachers' perceptions of the suit-
ability of their university training for teaching Innu
children of Labrador. These perceptions are important since
they are the keys between recommended changes and what
actually goes on in the classroom. Before changes in the
school curriculum take place input from teachers involved in
the system is necessary. This study should be of significant
value to all educators interested in improving the education
of the Innu. It should offer insight into some of the

immediate problems experienced by both the teachers and the
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Innu. Those involved in teacher training and in curriculum
development cannot be sure of the results of their efforts
until they are aware of how the teachers in the Innu schools
perceive goals, methods, materials, and ideas that are already
in place. The findings of this study will be of interest to
them. It is hoped this study would provide educators with an

ng and appreciation of the historic and cultural

role of the Innu.

Within our catholic philosophy of education, parents are
recognized as being primarily and principally responsible for
the education of their children. Innu parents have had very
little input in the education of their children. If problems
in Innu education ever hope to be resolved, the parents must
be involved in the decision-making process. The parents need
the Jpportunity and encouragement to play a major role in the
planning of their children's education. Without input from

the parents, no changes can be developed or implemented.

Rationale

In today's society it is a necessity to obtain an
education in order that one might have economic and social
success. Strong emphasis is placed on academic achievement as
a route to upward mobility. The basic objective of education
today is to make any individual, regardless of his/her race,
color or religion, a useful and contributing member of his/her

societly. In the past, the education of the Innu child
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accomplished this. When a boy came of age he learned from his
father and the elders of his community how to hunt, fish, and
trap. If he did not learn these things life would hold no
meaning. He understood the usefulness and meaningfulness of
all that was being taught. The child wanted to learn and
learn he did.

Because he did, he became a useful and contributing
member of his society. Today's education system no longer
offers this fine quality for Innu children. Educators, of
course, will say that education has the same objective. True,
but somewhere along the way the education system has failed
the Innu. This being the case, one might wish to evaluate the
academic success rate among the Innu of Labrador.

The review of literature points out that formal educa-
tion, as we know it, failed to improve the high dropout rate
and the functional illiteracy among Innu people. It has been
assumed that "life" for the Innu means the life of the
dominant non-Innu culture. There has been little difference
between the school curriculum for the Innu and white middle
class youth.

Newberry (1971) points out that the schools have come to
perpetuate a disastrous fragmentation of life in Innu child-
ren, creating a situation where members of families are
separated from nature and the power that controls nature (p.
5). The schools perpetuate a brokenness, an emptiness, a

loneliness against which the students are rebelling.
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Henriksen (1978), in his article Naskapi Systems of Land
Use and Grievances Held Against White Euro-Canadian Government
and Other White Institutions, heavily criticized the educa-
tional system offered the Innu youth. He pointed out that the
school teaches the child only fragments of knowledge belonging
to another culture. These fragments of knowledge are not
adequate for the young Innu to make sense of his/her world.
The school fails to integrate into its system comporents of
the Naskapi culture, components necessary for the child to
become a member of Innu society. The school, in most
respects, broke with Innu tradition.

The Naskapi Innu child attended school where the value
system, the beliefs, the curriculum and the whole thrust of
the institution were middle class and culturally foreign. The
teachers were mainly white and the curriculum dealt exclus-
ively with white culture, white traditions and white civiliza-
tions.

The Naskapi Innu child's cultural background did not
prepare him/her to compete in the oral games and activities of
the white child whose preschool experience have placed so much
stress on oral precociousness and unlike many middle class
children, the Naskapi Innu child did not come to school
already equipped with a knowledge of the alphabet or with
rudimentary reading skills. The community of Davis Inlet has
functioned well without the benefit of literacy.

Most of the teachers had little or no knowledge of the
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Naskapi's Innu child rearing techniques or about their way of

life. They were e hardly to teach them. A

number of administrators and were not know: e

about the culture of the children they taught. "You never
really understand a person until you consider things from his
point of view ... until you climb into his skin and walk
around in it" (Cheyney, 1967, p. 25).

The conflict that arises between a teacher and a native
Innu generally has its roots in the cultural set each brings
as his/her personal background to the classroom. Studies have
shown that most teachers were not prepared to understand or
cope with cultural differences. Most teachers came to their
jobs with values appropriate to teaching children of a middle

class socio- ic The came into

contact with a much wider world, one not yet encountered
within the context of their environment--an encounter of two

cultures.

Delimitations.

The following factors are acknowledged as delimitations
of the study:

1. The study was delimited to teachers who had taught
in Davis Inlet since 1975.

2. The study focused on how suitable the teachers in a

cross-cultural setting perceived their university training



program.
3. The study focused on Innu parental perceptions of
their children's teachers.
4. The study was delimited to those members of the

school board who had direct involvement with the school.

Limitations.

The following limitations were recognized as being
inherent within the study.

Ais The study is limited in that the researcher had been
actively involved with the Innu people of Labrador since 1975.

2. The researcher, unable to speak the language of the
Innu, used an interpreter in talking to the parents. The
possibility of misunderstanding questions and inaccuracy in

translating is recognized.

Definitions of Terms

In this paper the word "Innu" is to be used in place of
Indian or Naskapi.

Educational Training: That which is taught in univers-
ities to prepare teachers to educate others.

Naskapi Indians: The Indian people living in Davis
Inlet, Labrador.

Innu: The term used by the Naskapi for their identity.

Davis Inlet: Naskapi Village, 283 air kilometres from

Goose Bay. It has a population of about 400.
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Teacher: A person either male or remale holding a legal

certificate of qualification issued by a Department of
Education.

Perception: The way an individual interprets a situ-

ation. The interpretation is based on the individual's
experiences.
culture: Krech (1962) - the pattern of all those

arrangements, material or behavioral which have been adopted
by a society as the traditional ways of solving the problems
of its members. Culture includes all the institutionalized
ways and the implicit cultural beliefs, norms, values, and
premises which underlie and govern conduct.

Cross-Cultural Training: Training people to understand
the values, norms, beliefs (culture) of more than one society.

In-Service: A where get

periodically to discuss areas of concern. A time for pro-

fessional growth and development.

organization of the Study

The balance of the study is organized as follows:
Chapter I consists of the statement of the problem and
significance of the study; Chapter II consists of a review of
the related literature; and Chapter III is a description of
the procedures of the study. The findings of the study are
presented in Chapter IV and Chapter V, the final chapter,
contains a summary of the report, the conclusicas, and

recommendations reached from the study.
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CHAPTER II

Review of Related Literature

The purpose of this chapter is to provide background
information for the discussion and interpretation of the
findings of this study. It is divided into four sections.
The first section deals generally with the problems teachers
face when they enter an Innu community for the first time.
The second section is a review of studies carried out on
perceptions of Innu education and teacher awareness of socio-
cultural differences. The third section deals with an
introduction of the Innu of Labrador, while the fourth section
deals with the educational system as Davis Inlet--an histori-
cal and current description. "In order to help a child learn,
the teacher must discover the reference points from which the
child starts. Specifically the teacher must learn a good deal
about the child's cultural motivation" (Davis, 1941, p. 345).

Devaney (1962) suggests that learning the basic culture
of our students is especially urgent for a teacher of pupils
culturally different from the teacher (p. 175). If any one
student views himself/herself at odds with the teacher or the
school system, it is doubtful that either can do much to
strengthen his/her self concept or that he/she can obtain much

value from the situation.
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The Problems Teachers Face

Culture refers to the patterns and products of learned
behaviour of a group of people. A complex society would
consist of a number of subcultures that are ethnic in origin
or based on geographical differences. These subcultures share
beliefs, practices and attitudes not shared by other groups.
Cutting across ethnic or geographical lines is another
subculture based on social class. Schools reflect society and
are faced with the challenge of meeting educational objectives
in the face of such diversity (Havighurst & Levine, 1975, p.
11).

While members of ethnic groups possess a culture of their
own with many positive qualities they are deprived of certain
aspects of middle class culture (Reissman, 1962, p. 3). Thus,
children who are not socialized in the standards of the
predominant culture may £ind themselves culturally disadvant-
aged and may lack values and patterns required for successful
academic achievement (Warden, 1968, p. 10). Furthermore, this
presents a unique set of problems and challenges for the
classroom teacher who must come face-to-face, on a daily
basis, with children from a multiplicity of cultures and
social groups.

"The conflict that arises between a teacher and children
and different backgrounds generally has its roots in the
cultural set each one brings to the classroom arena" (Cheyney,

1976, p. 28). For the most part, an increasing number of
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teachers are from the lower middle and skilled working classes
(Banks, 1972, p. 138). Consequently, the values of the
teacher are likely to be different from those of the pupils.
Even if the teacher comes from a lower class background,
his/her situation may be seen in a different frame of refer-
ence (Reissman, 1962, p. 82). Many teachers have difficulty
in accepting the behavioral patterns of the children they
teach (Weinberg, 1971, p. 60). Often, teachers have low
expectations for their pupils and the children's perception of
these feelings set up a type of self-fulfilling prophecy. The
children reflect the attitudes of their instructors, the more
positive the child's perception of his/her teacher's attitude
the better his/her academic achievement and his/her classroom
behaviour (Cheyney, 1976, p. 35).

While one of the primary socializing agencies of the
child is the school, he/she is strongly influenced by his/her
family background. Culturally deprived children receive
little or no support within the home. There is reason to
believe the parents care about the future of their children,
but since they lack verbal skills, they avoid formal organiza-
tions in the school and community such as the P.T.A. They can
provide 1little help to their children having had a poor
education themselves (Gottlieb & Ramsey, 1967, p. 37).

Another factor which teachers must take into account when
dealing with the heterogeneous situation is the actual

physical health of the child. Poor health, malnutrition, and
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associated problems generally diminish the child's capacity
for involvement in school work. School personnel are unaware
of untreated hearing and vision problems (Beck & Saxe, 1969,
p. 62). Moreover, the homes of the culturally deprived are
generally substandard in every way. There are very few
materials, such as toys or books, from which to learn about
themselves or the world. Thus, perceptions and skills which
contribute to school readiness are not developed. Further
problems exist because of unemployment of the parents. Drug
addiction, alcoholism, and violence are often present. Under
such conditions the child does not assimilate values that are
needed in the school environment, such as reliability and hard
work. More tragically, the aspirations of the child are low,
and because nothing is expected of him/her, he/she expects
nothing of himself/herself (Noar, 1969, p. 12).

Another problem cited by teachers of culturally deprived
children is discipline. These children, unlike their middle
class counterparts, tend to find outlets for their aggression
in physical demonstrations--talking, fidgeting, and rebelling.
Such behaviour may elicit similar responses from teachers, in
effect compounding the problem (Gottlieb & Ramsey, 1967, p.
57) .

Perhaps the greatest stumbling block a teacher faces in
a different cultural or social group is the barriers imposed
by language. Language is essentially the primary mode of

communication and is the basis of concept formations. Studies
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show deprived children use many words that are descriptive and
creative, but they have failed to develop a facility with the
formal language associated with the school system (Beck &
Saxe, 1969, p. 68). For some children, going to school may be
the first introduction te a language that is Foreign to them.
They must not only learn this new language, but also use it to
function as a studant (Henderson & Bibens, 1970). This
language deficiency can cause the child to become alienated
from the school. The language can become a burden to the
pupils, in so far as they learn their language is not accept-
able and their culture inferior. Often, they lack the ability
or motivation to communicate in the classroom (Weinberg, 1971,
p. 63).

Certainly no teacher could ask for a more challenging
situation than teaching pupils who are culturally or socially
different. Often extreme poverty, exposure to violence, and
other deplorable conditions contribute to children who lack
good self-esteem or adequate verbal skills (Cheyney, 1976, p.
20). Highlighted against a middle class background, the
education of these groups does indeed seem difficult and
wrought with problems. However, on a more positive note,
Cheyney illuminates some of the strengths possessed by the
"disadvantaged."

Cheyney (1976) notes their physical abilities and great
artistic talents. They are strongest in activities in which

they use their bodies. Since they lack commercial toys, they
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have to use sticks, ropes, or whatever is available to have
fun. They also have an ability to role play. Perhaps one of
the most useful characteristics of the group is their persev-
erance in learning. They possess a great ability to learn,
even though they do not do this as rapidly as others. And
while we sometimes imply that the culturally or socially
different are a non-verbal group, they do have a complex
system of language that is both descriptive and vivid (p. 40-
53).

In summary then, children of different cultures and
social classes come to school with a wealth of strengths and

weaknesses that must be incorporated into the curriculum.

ions of Innu on and of Socio-

Cultural Differences

The following will point out that most educators of Innu
children are aware of customs, language, and life experiences
that Innu children bring to a classroom, but they fail to
recognize the underlying values. If educators were more aware
of the socio-cultural differences and cultural motivations of
our students, the education of minority groups may become more
successful.

In 1960 a study was conducted in New Mexico to determine
the extent to which selected teachers were aware of socio-
cultural differences as it affected the education of Spanish

speaking and Indian children in New Mexico. A structured
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questionnaire of 20 items was distributed to a sample of 100
teachers throughout New Mexico.

Ulibarri (1960) found that teachers who were aware of the
differences in the life experience of the children were also
aware of overt differences such as language, which affected
the child's performance at school. Teachers felt that white
children had better out-of-school experiences than did the
Indian. The tendency in most schools was to present the
instruction at the class median without regard to the experi-
ence or lack of experience of the lower class status or
cultural background of the students. Ulibarri's study also
pointed out that the ineffectiveness of the public schools to
educate minority groups was due in large measure to the
cultural orientations, the value configurations and the
behaviour arising in the development of the curricula. The
effectiveness of the school in educating Innu children depends
on the teacher's understanding of the motivational structure
of the children. Ulibarri's report concluded with the
recommendation that in-service training be provided for
teachers in multi-cultural classrooms and that efforts be made
to place only teachers with relevant preservice training in

these classrooms.

Devaney (1962) in his study on ions Among h
and Students of Varying Cultural Backgrounds, concluded, like

Ulibarri, that teachers felt that school experiences were

meaningful for all children, but teachers were unaware of



17
scio-cultural factors infringing on education, although
teachers with five or more years of teaching experience were
more aware of these differences than were the less experienced
teachers.

In a study concluded in on School Admin-

i L io; of t Problems Arising from the
Integration of Indian and Non-Indian Children in Publicly

Supported Schools in Schalm (1968) found that

administrators were aware of obvious differences in custom,
language and life experiences, but were not aware of under-
lying value conflicts experienced by Indian and Metis child-
ren. The first part of Schalm's two phase study consisted of
interviews with 15 principals and 15 superintendents. The
problems perceived and the suggestions offered were used in
the construction of the questionnaire. The second phase of
the study involved the distribution of the questionnaire to
all principals and superintendents involved in the education
of Indian and Metis children.

Schalm's (1968) study tends to support the study done by
Ulibarri (1960). Schalm found that administrators were aware
of the more obvious differences in custom, language, and life
experience but they did not recognize underlying value
conflicts. The administrators were also aware of social
differences, such as home conditions, the attitudes and
activities of the parents, and the different life experience

of Indians. These value differences were perceived to disrupt
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the classroom rather than enhance it. The problems of the
students were perceived to be closely related to the home
environment rather than the school. Teachers or administra-
tors did not see any of the problems the Innu children had
resulting from the cross-cultural situation experienced in
school.

After studying teacher perceptions of the suitability of
the education program for Indian and Metis children in
Northern Saskatchewan, Handley (1970) also found that teachers
saw many problems concerning education of Indian and Metis as
being more closely related to the home environment than to the
school environment (p. 21). The teachers failed to see the
problems as resulting from the cross-cultural situation
experience in school. Handley also found that teachers tend
to measure all students regardless of socio-cultural or
economic background in terms of middle class values. The
study also found that teachers who had taken courses in Indian
or cross-cultural education were more aware of the unique
needs of the Indian or Metis students. The majority of
teachers felt that changes in the program would be more
effective in bringing about the education of the Indian and
Metis pupils.

According to Handley (1970), studies have shown that
Indian and Metis children in Northern Saskatchewan undergo a
pre-school life experience that is culturally, socially, and

psychologically different from that of the majority of
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children in Saskatchewan (p. 87). If the schooling experience
is to help integrate Indian and Metis children into mainstream
society, it must be geared to be the on-going life experience
of the children. The respondents in this study indicated that
the majority of students did not succeed through the regular
provincial curriculum because they started from a different
point in terms of experiences, had different obstacles to
overcome and had different needs and desires. The teachers
felt that the provincial curriculum was too restrictive and
that insufficient guidance and resources were provided for the
teachers in order to help them adapt the curriculum to their
particular situation.

Handley (1970) also stated that teachers working with
socio-economic groups other than Indian and Metis students
were also found to be unaware of socio-cultural differences
between these groups and the broader North American society
(p. 21-22). The majority of teachers in this study perceived
a need for more specialized training (in-service and guidance)
to better equip them to do their jobs as educators.

Bennett (1968) states that Innu in particular have a
cultural heritage that often puts them out of step with the
rest of our society (p. 4). VYet this heritage is an asset
because it gives them inner support for their confrontations
with the dominant society. This asset can be used to an
advantage in the classroom. If the child's background is

respected and made the subject of serious study, then the
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entire group benefits. This is the responsibility of the
teachers and administrators of Indian education programs.

Mahan (1980) lends further support to the responsibility
of teachers and administrators when he states that the teacher
is a key figure in any educational program (p. 65-67). The
teacher's role is one of influence indicating that: (a) a
need exists for multi-culturally trained teachers; (b) such
graduates are successful in the job market; (c) they tend to
seek jobs where their training and experience can be well
utilized; and (d) educators and citizens in multi-cultural
communities are willing to accept preservice teachers and to
assist them to further develop teaching and relating skills.

The 1975-76 graduating class of the college of a large
mid-eastern university was the data source for Mahan's (1980)
study. This class consisted of 655 students who participated
in a typical teacher preparation program and 78 students who
volunteered to participate in special culturally oriented
programs and who taught on American Indian Reservations
(Navajo and Hopi), in Spanish speaking communities, in
racially mixed urban and inner city neighbourhoods and in
small rural communities.

Buller (1968), a trustee on an urban Board of Education
in ontario, in his speech to the delegates of the convention
on Indian and Inuit education, stated that to teach effective-
ly in an Indian community requires a high degree of pro-

fessional competence (p. 5). This is evidenced by the large
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number of qualified applicants for the few available teaching
positions in the north. There is a need to understand the
conflicts encountered by the culturally different and much
more emphasis must be placed on providing facilities for
teachers to acquire these skills.

Buller's (1968) statements are supported by Kydd's (1979)
research when she states that if a teacher is from a cultur-
ally different environment, it is important that the teacher
be able to perform and adapt to the community and the native
learners (p. 16). The teacher must be able to: (a) under-
stand the learners in the context of their home and community;
(b) identify learner needs and difficulties, the obstacles to
learning and those things that motivate the learner; and (c)
involve the learners in the planning, modification or adapta-
tion of the curriculum to better fit learnmer needs and
motivation. Kydd drew these conclusions after studying
canadian and United States native literature dating from 1926
to 1977.

The statements made by both Kydd (1979) and Buller (1968)
are further supported by research carried out by Mayne (1980).
Mayne's data was obtained from 52 principals and teachers of
Alaska natives to determine ways in which the University of
Alaska could improve its teacher education program and its
services to teachers and to elicit recommendations in the
teacher training program at the University of Alaska (p. 173).

Mayne found that cultural differences are difficult for some
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teachers to accept, particularly when they have not been
educated about these differences (p. 113). Many teachers who
taught the Alaska natives were unfamiliar with native child-
ren, climate and way of life. Transition from one culture to
another is not a simple process. It cannot be accomplished
overnight. An understanding and patient teacher is needed;
one who will teach and not try to change the Innu way of life
or disparage the Innu culture, but present the best of both
cultures and teach in a way that has meaning.

The literature does indeed suggest that cultural values
influences the way one learns. Certainly a better under-
standing of why people behave as they do helps people get
along better with each other.

This section of the study now records some of the

recommendations made by these authors.

jc| 1968) .

Schalm (1968) recommended that:

1. The University of e in expand
ing the in-service education programs which are offered for
teachers of Innu children.

2. All teachers and administrators be exposed to
courses during their training that will acquaint them with the
effects of culture upon learning and the problems encountered
by Indian children in school.

3. In-service programs be provided for principals and
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superintendents involved with Indian children.
4. Courses which provide a positive picture of the
history and accomplishments of the Indian people be developed
(p. 145).

Handley (1970).

Handley (1970) recommended that:

1. The Saskatchewan Teachers' Federation extend its
list of summer courses to include courses in curriculum
development in particular subject areas for teachers in Indian
and Metis schools.

2. The Department of Education hold regional Saturday
workshops in curriculum development which would focus on
cross-culturral education.

3. Teachers hired to teach be requested, as part of
their contract, to receive training in cross-cultural educa-
tion.

4. The Department of Education evaluate the education
program offered to determine its suitability for teachers
teaching Indian and Metis children.

5. A curriculum laboratory be established that would
develop, collect, and distribute materials in Indian and Metis
methodology to the school and that time away from the class-

room be given to teachers to develop curriculum (p. 94-95).
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Ulibarri (1960).

The recommendations of this study are:

1. An in-service education be instituted to sensitize
teachers to socio-cultural factors as they affect the educa-
tion of children. The findings of this study suggested lack
of awareness of socio-cultural factors on the part of
teachers. A possible solution to the problem is the offering
of in-service training programs in the form of workshops,
conferences, and case studies.

2. Preservice education programs be provided with a
definite inter-relationship between education and other social
sciences.

From the research studies that dealt specifically with
perceptions of teachers and administrators of Indian children,
all the authors agreed that some form of special training was
a necessity and should be a prerequisite for anyone planning
to teach native children. The review of literature repeatedly
states that teachers are aware of the most obvious differences
such as language and customs but fail to understand the
underlying values associated with other cultures.

Most Innu children undergo a pre-school experience that
is culturally, socially, and psychologically different from
that of the majority of children for whom school programs are
designed. If the educational system is to help educate the
Innu children it must be geared to their life experiences.

Even the best teachers are limited if they do not have
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good programs and materials to work with. The curriculum
could be compromised if teachers are not suitably prepared or

well trained to meet the challenge of teaching in a cross-

cultural envi The 1i e 1y r
that teachers planning to teach in a cross-cultural setting

receive some form of special training.

Training of in -Cultural

Manuel (1976), educational spokesman for the National

Indian hood, in a to the Federal Government
of Canada states that teachers should be given training above
their regular normal courses to prepare them for cross-
cultural situations (p. 15). Manuel, like Handley (1970),
advocated teachers should receive skills in curriculum
development and adaptation, Indian history, culture and
anthropology . Manuel believes these courses should be
mandatory for teachers of Innu children. Manuel's conclusions
were based on a collection of educational policy statements by
Innu organizations across Canada.

Gue (1979) states that the basic goal of any training
program for cross-culture should be the development in
educational leaders of awareness, knowledge, understanding and
respect for other cultures, their values, their similarities
to ours and their dissimilarities (p. 25-26). Gue does not
make his suggestions lightly, but drew these conclusions after

spending many years working with Canadian Indians and Thai
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cultures. Gue r that any pr ion program should
contain both theory and experiential learnings. The theory
component could include:

1. Culture.

2. Ethnocentrism.

3. Stereotyping.

4. Prejudice and discrimination.

5. Cultural change.

6. Decision models in differing cultures.

7. Informal organization.

8. Intercultural communication.

9. Status hierarchies in communication in other
cultures.

The experiential component could include:

1. to-face through wo! .

2: Internships.

3. Simulation exercise and games.

4. Project courses of intensive study of multicultural
issues in a community.

5. Involvement in festivals and serious ceremonies of
other cultures.

Bryde (1969) advocated that teachers of Indian children
should have workshops and seminars instructing them in the

value system of their students (p. 11). Bryde believes this

would insure that the i (a) and the values

that motivate Innu children; (b) understand the behaviour of
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the students; (c) accept the child as a worthwhile person; and
(d) in this way avoid alienation of the student.

Sinclair (1968), a and superi of Indian

ancestry, felt that he is aware of what educators need to know
upon entering cross-cultural schools (p. 10). Sinclair, like
the previous writers, advocates that teachers should receive
special training if they plan to teach Indian children.
Specialized training should be made available to those
teachers who plan to teach in a cross-cultural setting. These
teachers would then be able to provide the type of instruction
that is needed to develop the potentialities of the Innu
student.

Cheyney (1976) advocates that teacher training should be
geared to the unique problems of the children in any given
area (p. 38). Watson (1969) concluded that to reach the
minority children with effective programs requires content
suited to the needs of children and teachers trained to work
with cultures other than their own (p. 54).

The Arctic Institute of North America has devised a set
of guidelines for teachers of native students. The guidelines

are:

1. Knowledge of the local culture.

2. Training for cross-cultural education.
3. In-service training.

4. Teaching in a second language.

5. Cultural studies.
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6. Studies in Social Sciences.
i Training for special areas.
8. Speaking the native language.

If the teacher is from a culturally different background, it
is very important that the teacher be able to perform and
adapt to the community and its students. The teacher must be
able to: (a) understand the learner in the context of his/her
home and community; (b) identify student needs and difficul-
ties; and (c) involve the students and parents in the planning
of the curriculum.

Burnaby (1973), an authority on native languages and

writer of the book L and Their Roles in Educating

Native children, spoke of the urgency to train teachers to
teach native children. Burnaby advocates that teachers
receive special training and that th- program should include
native history, cultural studies, and teaching methods
directed at language and cultural needs. Once teachers are
hired for native schools, regardless of qualifications,
teachers should be given orientation courses. A course
describing the structure of the language and the areas of
contrast with English should be given. Native schools should
have special supervision and consultant facilities for
teachers to help solve on the spot problems and to adjust to

the demands of the situations. Some training in English as a

second 1 should be int: to to help them

communicate in a native speaking class. Through communi-
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cation, teachers can better appreciate the child's difficulty
in learning a second language and lessen the linguistic

conflicts that may arise the native 1 and the

English language.

In 1968 a group of people from various disciplines
assembled in Toronto for the purpose of sharing views on the
educational programs for Indian children. As a result of this
meeting, the group concluded that teachers of Indian children
in ontario were in urgent need of specialized training. This
group set up a committee to devise a program that would better
prepare Ontario teachers to teach Indian children. Their
program advocated four areas of training: (a) culture; (b)
role of the teacher in the community; (c) classroom practices;
and (d) the socialization process of the teachers. The
committee believed that upon the completion of these areas the
teachers of native students would be better prepared to
understand the native student and his/her environment.

In January, 1975 the educators of Sheshashit and Utshi-
massits (Davis Inlet) met to discuss the education of the Innu
children of Labrador. Guest speaker for the occasion was Mr.
Joseph Handley, a native and the director of the Sagkeeng
Education Authority, Pine Falls, Manitoba. From this workshop
certain recommendations were made:

1. ’n educational system that would provide the Innu
child of Labrador with the basic skills be established while

at the same time protect the value of Innu heritage and Innu
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identity.

2. The teachers be prepared for the kind of experiences
which they can expect when they teach Innu children.

3. The Roman Catholic School Board and the Department
of Education provide teachers with the opportunity to acquire
knowledge of the language of the Innu children and that
regularly scheduled sessions for in-service training be
provided. This in-service should involve competent people in
cross-cultural education. Today, 13 years later, the schools
are not much further ahead. The Roman Catholic School Board
for Labrador has put in place a policy proposal that it is
hoped is a step toward enhancing and promoting Innu heritage
and culture.

is Inl x: troduction

i Innu o

Davis Inlet is a Naskapi Innu village 283 air kilometres
north of Goose Bay, Labrador, with a population of about 400
people. The Naskapi of Davis Inlet call themselves the
Mushwaushipu Innuts, that is the people of the barren ground.
The people are named after the George River which flows
through the heart of their homeland. This river rises inland
south of Davis Inlet and flows northward through the province
of Quebec to Ungava Bay.

The culture of the Naskapi reflects their nomadic way of
life. The Naskapi developed the technology of travel by means

of snowshoe and toboggan in winter, and by birch bark canoe in
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summer. They were experts at making skin clothing, stone
tools, and wooden utensils (Tanner, 1979, p. 3).

For most of the year the Naskapi lived in groups of
several families, each occupying their own tent made of bark
or caribou skin, replaced today by canvas. In mid-winter the
group moved into a larger communal dwelling. At certain times
of the year, when concentrated resources were available such
as at the coast in summer, or in the interior where the large
herds of caribou gathered, where the fish spawned or where the
waterfowl would flock, large groups would gather for several
weeks, and feasts and celebrations would be held. Their diet
was very rich in meat, which was cooked in a variety of ways
using all parts of the animal (Tanner, 1979, p. 3).

The Naskapi culture was directly related to the animals,
so that in addition to their annual moves to occupy the best
hunting land, the Innu undertook other longer term migration
as animals became scarce or more abundant due to climate
changes. At times in the past they occupied the coast for a
major part of the year and were in contact with the first
Inuit who arrived along the coast from the North (Tanner,
1979, p. 3).

Their relationships with the animal world were the focus
of their philosophical and religious speculations. While the
Shaman would foretell the future for a whole band of hunters,
great emphasis was placed on the individual's ability to

obtain religious powers through dreams, through song and by
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