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ABSTRACT 

The central problem in the education of Navajos is the teaching 

and learning of English. The traditional approach to the solution of 

this problem was, in Federal schools, an experiential, vocabulary cen

tered approach. The traditional method implicitly assumed that not only 

concepts, vocabulary, and specific sentences, but also the structure of 

English would best be learned by providing first-hand experiences 

through which assumedly concepts were being formed and by subsequent 

teaching of vocabulary in specific sentences appropriate to those ex

periences. 

A different method was experimentally used at Shiprock, New Mex

ico, from 1960 through 1965, and at Rock Point, Arizona, from 1964 on. 

The experimental method differed from the traditional method in its as

sumptions about the mental processes involved in concept formation, 

about the nature of language and its role in conceptual development, 

and about second language learning. It is referred to in this study as 

TESL, for Teaching English as the £econd Language. TESL implicitly as

sumed that language plays an extremely important formative role in the 

development of concepts. It explicitly assumed that structure is es

sential to language and language learning, that a second language is 

most efficiently learned when its structure is learned as early as pos

sible in the total process of learning that language, and that inter

ference by the learner's first culture and language in his learning his 

second language will occur under all but the most exceptional condi

tions. The method implicitly assumed that not only English structure 
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and vocabulary, but also the concepts that they express, are more ef

ficiently learned under the TESL method than under direct methods, such 

as the traditional method. 

The first part of this study attempted to assess the two meth

ods as to their theoretical merits. The second part attempted to de

termine whether the two experiments with TESL had had a measurable 

effect on general academic achievement and on achievement in English. 

In order to measure the effect on general academic achievement 

average second and third grade scores on the Stanford Achievement Test 

from Shiprock were compared with the same scores from comparison 

schools. Also, average second, third, and fourth grade scores on the 

same test from Rock Point were compared with the norm for all of the 

schools in the Agency to which Rock Point belongs. 

There was no statistically significant difference in general 

academic achievement, as measured, between the Shiprock and the compar

ison schools. General academic achievement at Rock Point, as measured, 

rose in relation to the Agency norm. TESL had quite probably contrib

uted to this rise. 

In order to measure the effect of TESL on achievement in Eng

lish, the Basic English Test for Navaios was constructed. This test 

measures specifically basic English syntactical structure that is ex-

perientially and predictably (from a comparison of English and Navajo) 

known to be especially difficult for Navajos. The mean of the third 

grade scores from Rock Point was compared with the mean of a compar

ison group of third graders. The Rock Point mean was significantly 
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N-c, 

higher than the mean of the comparison group, at the one per cent 

level of confidence. It is assumed that TESL had had a favorable ef

fect on achievement in English. 

It is expected that under continued instruction by the TESL 

method general academic achievement on standardized tests will improve 

and that such improvement will increase if the theoretical requirements 

for optimal implementation of the method will be more nearly fulfilled 

than was the case at the experimental schools. 



CHAPTER 1 

THE PROBLEM, ITS SETTING, JUSTIFICATION, AND LIMITATIONS 

The United States Bureau of Indian Affairs, Navajo Area, Divi

sion of Education, responsible for the formal education of the majority 

of Navajo children, instituted in 1966, as part of its official educa

tional policy, a method for teaching English that differed in several 

aspects from its traditionally used method. This decision was made 

after six years of, at first permitted, later encouraged grassroot ex

perimentation in individual classrooms and in two schools. These 

schools were the Shiprock Boarding School at Shiprock, New Mexico, in 

the Shiprock Agency of the Navajo Area, and the Rock Point Boarding 

School, in the Chinle Agency, in Arizona. 

The dual purpose of this study was to present the theoretical 

bases for the traditional method and the new method and to find and de

scribe in detail the results of these two methods with available groups. 

The theoretical discussion will be presented in connection with a sur

vey of the literature in Chapter 2. The search and detailed descrip

tion of the results of the experiments with the new method constitute 

the problem of this study. 

The Problem 

Statement of the Problem 

The problem was to determine whether the two experiments with 

the new method resulted in 1) higher general academic achievement and 
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2) higher achievement in English than the traditional method. The ex

periments were uncontrolled insofar that they were not specifically set 

up to meet all of the theoretical requirements for optimal implementa

tion of the new method. Rather, they were started under ordinary 

school conditions without attempts to control, from the outset, all of 

the non-experimental variables that might influence the academic 

achievement of the learners. 

Hypothesis I 

The first hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

standardized achievement test scores by children in the second and 

third grade at Shiprock Boarding School and scores on the same tests 

by children in the same grades at three comparison schools. 

Hypothesis II 

The second hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

standardized achievement test scores by children in the second and 

third grade at Rock Point Boarding School and scores on the same tests 

by children in the same grades at three comparison schools. 

Hypothesis III 

The third hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

scores by children in the second and third grade at Rock Point Boarding 

School on a test designed to measure the learning of basic English 
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structure and scores on the same test by children in the same grades at 

three comparison schools. 

Explanation of Terms 

Anglo. This term is used for people who have learned English 

•as their mother tongue. It does not refer to race or ethnic group. 

Navajo. When used in contrast to Anglo in this study, the term 

refers to people who have learned Navajo as their mother tongue. 

TESL stands for Teaching English as the Second Language. It 

indicates a method for teaching English to non-Anglos who also receive 

their total formal education through the medium of English. TESL meth

odology may be called a branch of foreign language teaching methodology. 

The underlying theory of the term, as used here, focusses on the assump

tions that 1) language is a patterned, structured system rather than a 

collection of items without a patterned structure of relationships among 

them, that 2) this structure is essential to language, and that 3) the 

mental processes involved in mother-tongue learning differ considerably 

from those involved in second language learning, though there are large 

areas of identical functioning of these processes. TESL methods, conse

quently, aim emphatically and explicitly at revealing English structure. 

Their criteria for selecting materials to be presented for learning are 

not primarily concerned with the rapid acquisition of a large content 

vocabulary, nor with the learning of specific sentences that are appro

priate in specific situations, but rather are set up to reveal primar

ily, and with greatest clarity, the structural relationships among 

words and sentences. Teaching techniques of TESL methods likewise aim 



at enabling the learners to acquire a command of the English structural 

devices in the first place. The rate and scope of content vocabulary-

acquisition and of the learning of specific sentences and other phra

ses, appropriate in specific situations, is a major concern, but sec

ondary in relation to the concern for the acquisition of structure. 

Reading and writing materials, in TESL, should present or re

quire very little or no structure that has not been learned previously 

on the receptive level of speech; in the first few years, and particu

larly for writing, previous learning on the productive level of speech 

is preferred. New content vocabulary in reading materials should be 

limited to the same ratio in relation to the total text as is optimal 

for mother-tongue reading materials. 

Traditional, experiential, vocabulary-centered method of teach

ing English refers to the method that was the officially recommended 

and generally followed method of teaching English in Federal schools in 

the Navajo Area up until 1966. It also is the method still generally 

followed in many public schools that serve Navajo children. It is im

plicitly based on the assumption that the second language, English, is 

to be presented to Navajo pupils in the same way that English is pre

sented to the Anglo child at home and in school. It emphasizes - in 

its recommendations at least - the provision of first-hand sensory ex

periences in broad contexts of activity and physical surroundings as 

similar as possible to those in which Anglo children have such experi

ences in their middle class home and wider background. Subsequent to 

such assumedly concept-building activities appropriate vocabulary and 



sentences are to be taught. The primary concern is for thorough com

prehension of content vocabulary and specific sentences, appropriate 

and useful in situations which, it is assumed, will frequently occur in 

the students' lives. 

Reading and writing materials, in the traditional method, are 

commonly nationwide used commercial Anglo-aimed readers and language 

development series. The implicit assumption is that new structure and 

vocabulary can be taught arid learned as part of the total process of 

reading and writing instruction. In the actual practice of the tradi

tional method so much time in the daily schedule is devoted to reading 

and writing instruction that, after the Beginners' year, little time is 

left for the recommended first-hand experiences with the recommended ac

companying speech and concept development. 

Content vocabulary is used in contrast to structure words and 

bound morphemes. It refers*to words that, even when uttered in isola

tion, indicate topical content. Nouns, verbs, many adjectives, and ad

verbs are examples. Prepositions, conjunctions, and articles are exam

ples of structure words. 

Setting of the Problem 

Unique Features of the Navajo 
Problem as a Minority Problem 

There can be no doubt that the Navajos,~as group, present the 

nation as a whole with a problem. Navajos, as a group, do not partici

pate in the national life in a way that is satisfactory, either to 

themselves or to the nation as a whole. There is a Navajo problem 
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which is part of the larger Indian problem. President Johnson's Indian 

Message to Congress on March 6, 1968 (United States Bureau of Indian 

Affairs 1968, p. 2) mentioned: 

The most striking fact about the American Indians today is their 
tragic plight: 

-Fifty thousand Indian families live in unsanitary, dilap
idated dwellings: many in huts, shanties, even abandoned 
automobiles. 
-The unemployment rate among Indians is nearly 40 percent -
more than ten times the national average. 
-Fifty percent of Indian schoolchildren - double the nation
al average - drop out before completing high school. 
-Indian literacy rates are among the lowest in the Nation; 
the rates of sickness and poverty are among the highest. 
-Thousands of Indians who have migrated into the cities 
find themselves untrained for jobs and unprepared for 
urban life. 
-The average age of death of an American Indian today is 
44 years; for all other Americans, it is 65. 

The American Indian, once proud and free, is torn now between 
white and tribal values; between the politics and language of the 
white man and his own historic culture. His problems, sharpened 
by years of defeat and exploitation, neglect and inadequate ef
fort, will take many years to overcome. 

The Indian problem is unique as a minority problem in several 

respects (Collier 1947). It is unique, in the first place, in that the 

traditional Indian cultures differ more from the presently predominant 

culture in the United States than do the background cultures of most of 

the other minority groups. Other minority members may differ from the 

Anglo American in some of such cultural areas or traits as religion and 

language, in value system and orientations, in economic, social, and 

political organization, in the development of, or acquaintance with, 

literacy, formal education, and an advanced technology. The tradi

tional Indian differs from the Anglo in all of these aspects. The In

dian problem is unique as a minority problem also, in that the Indian 



occupied the land before the Europeans immigrated. It is unique in 

many of its legal aspects. The United States made various treaties 

with Indian groups, for example, thereby originally recognizing these 

groups as independent political entities. The problem is unique in 

that the Indians never emigrated, voluntarily or involuntarily, from a 

homeland in which the culture that produced the emigrants continued to 

develop. The Indians, to the contrary, were almost entirely, depossessed 

of their homeland. The Indian has the memory of prolonged warfare with 

the white invaders. 

Whereas these are some of the aspects of the Indian problem 

that set it apart from other minority problems, there are various geo

graphical, historical, and cultural conditions that have caused the 

Navajo to occupy a place all their own within the total Indian group 

(Underhill 1967). These conditions caused them to retain more of their 

traditional culture than most other Indian tribes. The area that they 

occupied at the time of the Arrival of the Spanish was for centuries 

uncoveted by the white man; they were left to themselves for a much 

longer period than, for example, their neighbors, the Pueblo Indians of 

New Mexico. Their contacts with the white man were, until well in the 

second half of the last century, far less intensive and less frequent 

than those between other Indian groups and the white invaders. After 

the eventual decisive confrontation with the United States and the 

traumatic experience of the years at Bosque Redondo, an area was re

stored to them as a reservation, larger than any other Indian reserva

tion, though smaller than the area they used to occupy. On this area, 



and on the subsequent additions to it, they were again relatively left 

alone, as the land was arid or semi-arid and as there were, therefore, 

not the pressures from the Anglo society for occupation as there were 

in other parts of the United States. The sheepherder's culture that 

they had developed after the Spaniards had brought sheep to the conti

nent, as well as the scarcity of water on their land, caused them to 

live wide and far apart from each other; their traditional social and 

political structures differed accordingly from those of more closely 

knit Indian groups (Collier 1947, pp. 164 ff.). These, then,, are some 

of the reasons why the Navajo problem may be said to be unique. 

In the American tradition of faith in education as one of the 

approaches to the solution of minority problems, educators have ac

cepted the responsibility for their share in the solution of the Navajo 

problem. It should be recognized, however, that there are approaches 

outside the school to the solution of the Navajo problem. Economic and 

legal approaches, for example, are being pursued. Though they have a 

bearing on the educational approach, and vice versa, such approaches 

will be left undiscussed here as being beyond the scope of this study. 

Whatever approach is taken, sooner or later - and mostly sooner 

- education enters as a factor. The following discussion, then, will 

limit itself to the educational approach. 

Fluctuations in Educational Policy 

Formal education is not a feature of the traditional Navajo 

culture. Accordingly, educational attempts at contributing to the so

lution of the Navajo problem have come, from the outset, i.e., from the 



time at Bosque Redondo, from the dominant culture, from the white man. 

Eighteen Navajos, who had come to be regarded as leaders by the offi

cers at Fort Sumner and who probably were respected and trusted by the 

Navajos themselves, placed their x's under the formal treaty in 1868. 

In doing so they agreed to having their children educated. It is 

doubtful, however, that they had even the vaguest idea of the implica

tions of this agreement, of what the introduction of formal education 

would imply for their traditional way of life, for their culture. At 

the time of the signing of that treaty their burning desire was to re

turn to their traditional way of life on the land that they regarded 

their own. A few of their leaders may have had, at the time of the 

signing or shortly thereafter, an inkling of the changes that history 

was to have in store for their people and of the importance of educa

tion for the satisfactory adjustment to these changes. Manuelito, for 

example, is reported to have spoken to young Chee Dodge of education as 

being "the ladder to the grassy fields" among which the white man lived 

in contrast to the Navajo who lived on the barren Mesa (Uriderhill 1953, 

p. 4). But most of the Navajos saw no use for education in the sense 

that this term was understood by the educators of the time (Underhill 

1967, Chapter 15). 

As the decades passed and conditions changed, Manuelito's meta

phor and Chee Dodge's urgent pleas for education took on meaning for an 

increasing number of Navajos. They began to ask for education because 

they valued what the white man had and valued: a more abundant life. 

Today there is a general agreement that education is a good thing. 
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It was over the question how to educate the Navajos that dis

agreement arose from the very beginning. Attempts at finding answers 

to this question form a still ongoing discussion to which this paper 

may be a contribution. A basic philosophical tenet of the early stages 

of Navajo education, for example, was that it was necessary to make the 

Navajo over in the image of the Anglo. Thio philosophical preconcep

tion was held by the white man, not by the Navajo (Underhill 1967, pp. 

198 ff.} Officer 1956, pp. 15 ff.; 1957, p. 77). The Anglo educators 

thought it important that the children "be separated from the home of 

their untutored and often time savage parents" (Thompson 1957, p. 97). 

The boarding school established itself not oniy for practical reasons, 

such as the technical and economic impossibility at that time to serve 

the widely dispersed population with day schools, but also for such 

reasons of educational philosophy. 

Boarding schools are still a major feature in Navajo education, 

but educational philosophy and policy have changed, at least at the 

higher policy setting levels in the Bureau of Indian Affairs. Retained 

contact with the home and with the Navajo culture - itself in the pro

cess of change - became generally considered desirable in the thirties. 

The idea of the community school developed. Technical and economic po

tential had increased too. Small schools, some of them housed in 

trailers, were constructed during the thirties and then again after the 

Second World War in the fifties. These served day students as well as 

boarders. The idea of close contact with the parents, especially dur

ing the primary grades, was central, at least in theory (Condie 1958, 

Chapter VII). 
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Disappointment with these small schools followed because of 

irregular attendance, low academic achievement, and a number of diffi

culties arising from the isolation and the geographical conditions of 

such schools. During the last few years most of the small, schools have 

been discontinued. The trend is toward the construction of larger 

boarding schools.^" 

The idea of parental involvement and the community school is 

still vital, however. The Rough Rock Demonstration in Navajo Educa

tion School, in the Chinle Agency in Arizona, funded by the Bureau of 

Indian Affairs as well as by the Office of Economic Opportunity, is 

solidly based on community involvement. This school is now in its sec

ond year of operation. Another example of the continuing vitality of 

the idea that young children ought to keep in contact with the home as 

much as possible may be found in the change of construction plans for 

the expansion of the Rock Point Boarding School, also in the Chinle 

Agency in Arizona. Instead of building two new dormitory wings, as 

originally and traditionally planned, only one wing is now under con

struction, while the funds freed by this limitation will be used to 

build roads and to establish a bus route in order to be able to serve 

a larger percentage of the children as day students rather than as 

boarders. 

Differences of opinion over the question of how best to edu

cate the Navajos, of which question the decision about school type is 

1. Spicer, though not writing specifically about school poli
cies, describes the fluctuating policies of the Bureau of Indian Af
fairs in regard to the Indian problem as a whole (1962, pp. 574-576). 
Underhill (1967, p. 217) mentions this too. 
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an important component, also gave rise to philosophical and practical 

fluctuations in the relationship of Federal schools to public schools. 

Suffice it here to mention that the Bureau of Indian Affairs presently 

considers itself responsible for Navajo education only to the extent 

that the states declare or show themselves incapable of meeting this 

responsibility to the satisfaction of the Navajo Tribe. 

General Goal of Navajo Education 

_ Whatever the philosophical and practical problems of reaching 

an agreement about the implementation of Navajo education were, there 

is agreement in regard to the general goal of Navajo education. In ac

cord with the ideals and ideas of American democracy and with the role 

of education within it, the educational goal for the Navajo may be 

stated in the most general terms to be the same as for all other Ameri

can children: our schools may be said to aim at preparing their stu

dents for a satisfactory life in the American society - satisfactory, 

that is, to both them and the society at large - at the place and in 

the position of their choice as far as the open market for goods and 

services in an ever-widening community will permit them a choice by 

the law of supply and demand. The better suited to the demand the 

goods and services that the Navajo has to offer are - the better edu

cated he is - the wider the range of choice will be. Education for 

this type of choice is the only kind of public education that is moral

ly acceptable in America. President Johnson, in his Indian Message to 

Congress (United States Bureau of Indian Affairs 1968, p. 2) stated: 
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I propose a new goal for our Indian programs: A goal that 
ends the old debate about "termination" of Indian programs and 
stresses self-determination; a goal that erases old attitudes 
of paternalism and promotes partnership self-help. 

Our gpal must be: 
-A standard of living for the Indians equal to that of the 
country as a whole. 
-Freedom of Choice: An opportunity to remain in their home
lands, if they choose, without surrendering their dignity; 
an opportunity to move to the towns and cities of America, 
if they choose, equipped with the skills to live in equal
ity and dignity. 
-Full participation in the life of modern America, with a 
full share of economic opportunity and social justice. 

The Navajos themselves have not come up with ah alternative 

educational goal. To the contrary, the Navajo Tribe, far from being 

engaged in developing a Navajo educational system of its own, is simply 

pressing its members for better school attendance in public, Federal, 

or mission schools. 

The Rough Rock Demonstration School, mentioned above, is put

ting heavy emphasis on parental involvement and on instilling pride in 

the Navajo cultural heritage in its students. This does not mean, how

ever, that its general educational goal is at variance with the general 

goal of education for choice as here formulated. Rough Rock would not 

deny its students the widest possible personal choice for their adult 

. lives in the nation at large. 

The educational problem then is not a problem of agreeing on 

the general goal, but of achieving it. Navajos, as a group, do not do 

well in school. From the early grades to the upper grades they fall 

behind the national norm on achievement tests and the gap is widening 

as they progress through the grades. The drop-out rate in high school 
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and college is higher than for the nation as a whole and those who man

age to graduate from high school or college usually do so by taking 

more time for it than the average Anglo student (U. S. Bureau of Indian 

of Indian Affairs 1965, 1966a; Zintz 1963, Chapter 5). 

Cross Cultural Setting of Schools 
Involved in Navajo Education 

The schools in which most Navajo children are presently taught 

are located on the Navajo Reservation, usually at considerable distance 

from what may be called the Anglo world. If these schools are public 

schools, the children are in daily contact with their home and home 

culture; if they are Federal schools, this is also the case for a minor

ity of the children. Most Federal schools, however, are boarding 

schools with only a limited number of day students. The majority of 

the boarding school children live in the school dormitories with week

ly, bi-weekly, monthly, or tri-monthly weekends at home. A large num

ber of children spend only the Christmas vacation and the summer at 

home. Those junior high and high school students who go to the Bureau 

of Indian Affairs' off-reservation boarding schools in Oklahoma, Utah, 

Nevada, California, go home only for the summer. 

The Annual School Census Report of Indian Children Fiscal Year 

1966 (U. S. Bureau of Indians Affairs 1966b) reports that of the 46,602 

Navajo children, 6 to 18 years old, enumerated by the census in the 

Navajo Area 86.8 per cent were in school in 1966. Of these students, 

43.2 per cent were in public schools, 53.4 per cent in Federal schools, 

3.4 per cent in mission and other schools. Another 2,819 students 



older than 18 were reported without a breakdown as to type of school. 

Of all Navajo students, 21,583 attended Federal boarding schools; 940 

attended Federal day schools. 

It is important to note here that the boarding school children, 

about half of all Navajo school children, do not share the patterns of 

living of the Anglo culture in any significant sense, even though they 

are removed from their homes for the greater part of the year. Many of 

the Navajo children attending public schools do not live their lives 

according to Anglo patterns of living either, though there is consider

able variation among these children. The relative proximity of the 

home of public school Navajo children to the public school, which is 

often - though not always - located in centers with a concentration of 

Anglos, may have caused their parents to adopt a more Anglo than tradi

tional Navajo way of life. Even then, though, their degree of accul

turation may be rather superficial; in many cases it would be more 

accurate to state that they live in a Navajo-Anglo peripheral culture 

which differs from the traditional Navajo culture as well as from the 

Anglo culture. 

With the exception then of Navajo children from truly accultur-

ated parents, it can be said that the exposure of Navajo students to 

Anglo culture is limited: they attend schools that bear a resemblance, 

as far as conditions will permit, to Anglo schools; they are dressed, 

again as far as conditions will permit, like Anglo children; they are 

served traditional American food; they are familiarized with leisure 

time activities, common to the Anglo school world. That is all. As 
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far as the boarding school children are concerned, it should be noted 

that boarding school life is rather atypical in the American culture. 

In most of the schools with Navajos on their attendance rolls, 

the ratio of Navajo students to Anglo students is such that the chances 

for absorption of the deeper, more significant traits of Anglo culture 

are minimized in practice. It is true that there are public schools 

with only a handful of Navajos. In all Federal schools and in the pub

lic schools that serve most of the public-school-Navajo-students, how

ever, the majority of the student body is Navajo. The Navajo 

enrollment in Federal schools for the Navajo is 90 per cent or more, 

as Anglo children, employees' children for example, are allowed to en

roll in Federal schools only if they are not served by a public school. 

In public schools the great majority of Navajo students are grouped in 

2 
classes that are 75 per cent Navajo or more. In schools where Navajos 

are in the minority, but where this minority is large enough to satisfy 

the need for friendship grouping, voluntary segregation of Navajos and 

Anglos is the usual phenomenon. Commonly practiced homogeneous ability 

or achievement grouping in the distribution of the students over the 

various classrooms reinforces the tendency to segregate. 

It can be said, then, that most Navajo students remain on the 

periphery of Anglo culture even while participating in the activities 

of an essentially non-Navajo institution, the school. At the same time 

2. Cf. the enrollment records, for example, of such schools as 
the Public Schools in Shiprock and Tohatchi, both in New Mexico, of 
Chinle, Many Farms, Round Rock, Kayenta, Tuba City, all in Arizona. 
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they are separated for the greater part of their waking hours from 

their traditional culture. 

„What develops is a rather distinct Navajo (boarding) school 

culture, a peer subculture, with traits Navajo and Anglo, but also with 

traits of its own that cannot be said to be either Navajo or Anglo. 

The term "marginal" would seem to be appropriate here. 

The development of a distinct peer group subculture is, of 

course, common among any group or "gang" of youngsters. But, unlike 

the Anglo child, the Navajo boarding school child who finds himself 

closely and constantly surrounded by a multitude of others who are not 

related to him, lacks positive behavioral guidelines from his tradi

tional culture for coping with such a situation. The traditional Nav

ajo culture has only negative reactions to suggest, for example, "Be 

wary of non-relatives" (Kluckhohn and Leighton 1962, p. 303) and "When 

in a new and dangerous situation, do nothing" or "Escape" (Ibid., pp. 

306, 307). Anglo children at least might remember that one is supposed 

to behave "nicely," "honestly," "reliably," even among total strangers. 

Navajo children are forced to develop behavioral rules for themselves, 

from scratch, so to speak, since inaction, escape (though often liter

ally resorted to by running away), and being wary may suffice as a code 

for relatively infrequent and desired contacts, but not for the boarding 

school situation. A kind of jungle law often develops that makes might 

right, has no concern for the weak, the less capable and lonely. 

There can be no doubt that, as time goes by and a certain rou

tine in daily activities and contacts is established, a new sort of 



"familiarity," a feeling of relatedness, grows among groups of chil

dren, based on friendship, in the same way that friendship forms groups 

among Anglo children. (Characteristically, the Navajo term for younger 

sibling of the same sex is often used for "friend," for which the Nav

ajo language has no specific term, when Navajo youngsters are asked by 

Anglos how they would refer in Navajo to their friends.) Friendship 

provides comfort and security to a certain extent for many children, 

but social isolates, newcomers, and especially the smaller and younger 

children without an older brother or sister near them, live with appre

hensions and tensions, especially in the first part of the school year, 

that originate in the fact that they feel surrounded by a host of po

tential enemies. 

The effect of the Navajo children's different cultural back

ground from that of Anglo children is readily observable. They show, 

even to the untrained eye of the casual observer, obvious differences 

in mental, social, and emotional behavior. The Navajo child may sur

prise the Anglo teacher, used only to Anglo children, for example, by 

his "non-competitiveness." It would seem thai non-competitiveness is 

neatly accounted for by the traditional Navajcultural prescript: 

"Avoid excesses" (Ibid., p. 306), derived from the cultural premise that 

"life is very, very dangerous" (Ibid., p. 303). Excess in either de

sired or undesired behavior makes one conspicuous. Conspicuousness de

stroys the harmony of a situation, invites dangerous reaction, there

fore, ought to be curbed. Of course, opinions may differ as to what 

constitutes an excess in a particular situation, but many a teacher has 
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learned by experience that it is best to be moderate in praise or other 

public recognition of a particularly outstanding student, lest that 

student will consider it proper to moderate his excellence - his out-

standingness - by falling back in step with the rest of the group. 

Kluckhohn's and Leighton's (1962, pp. 306, 307) already men

tioned "Formula 4: When in a new and dangerous situation, do nothing," 

or "Formula 5: Escape," give a plausible explanation for typical Nav

ajo student behavior in the school situation that in many aspects re

mains "new and dangerous" to the student of many a year in the sense 

that he has only acquired a familiarity with the surface of school ways 

and school life, while the white man who runs the school remains unpre

dictable, incomprehensible, alien. It may be argued that Anglos, too, 

and perhaps anybody, will tend to do nothing when in a new and danger

ous situation, or to escape. Perhaps it is a matter more of degree 

than of essence. But teachers of Navajos will readily agree in citing 

incident upon incident in which their students preferred inaction to 

action. They may fail to take even such minimal action as, for exam

ple, raising their hand and informing the teacher that they were over

looked when the books were passed out; or telling the teacher that they 

were absent when an explanation was given, so that they could not pos

sibly cope with the following assignment; or informing the person in 

charge, in the classroom or in the dormitory, that a piece of jewelry, 

a watch, a book, or another one of their possessions is missing. "Why 

didn't you tell?" "Why didn't you ask?" are exclamations that teachers 

will recall having used with Anglo children, too, - true, but teachers 
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of Navajo children cannot recall how many times they have refrained 

from uttering such questions because they already knew the answer: the 

subject was a Navajo. Undoubtedly, the fact that the student often 

does not know how to communicate his predicament in fluent English 

greatly contributes to his cultural tendency to sit tight and do noth

ing rather than take action which almost always means that he will have 

to talk English. Lie-lowism is typical in schools for the Navajo. 

These few examples may suffice to illustrate the influence of 

traditional Navajo culture on the behavior of students. The school is 

thus operating, in most cases, against a predominantly Navajo back

ground and most often with a predominantly Navajo student body. On the 

other hand, the school is patterned as much as possible along the tra

ditions of the "regular" Anglo school. Administration, staffing, sched

uling, divisions in the curriculum, subjects offered, and extra-curricu

lar activities vary within the same limits that schools for Anglo 

children vary among each other. Though exact figures are not available, 

it can safely be said that of all teachers who teach Navajo students 90 

per cent or more are Anglo, coming from middle class or upper lower 

class Anglo homes. These teachers, as a rule, have not had the train

ing necessary for adequately dealing with children from a different 

cultural background. 

The educational setting, then, is strikingly cross cultural -

so strikingly that it cannot fail to make the first claim on the atten

tion. The meeting of cultures in the school, often creating cultural 

* 



conflict, strongly suggests itself as a major factor in the unsatisfac

tory results of Navajo education to date. 

Importance of English in a Cross Cultural 
Educational Setting 

The most obvious cultural trait that the Navajo child brings 

with him to school - and the one which is most specifically related to 

the problem under discussion - is the fact that Navajo is his mother 

tongue. He speaks hardly any or no English when he enters school. It 

is clear that with the presently available educational facilities and 

the utter scarcity of Navajo-speaking teachers and Navajo materials no 

formal education can take place unless English is taught and learned in 

the first place. In 1966, for example, only 44 Navajo professionals 

were employed in education in the Navajo Area; some of these were in 

guidance rather than in teaching positions; they constituted less than 

4 per cent of the total teaching staff (U. S. Bureau of Indian Affairs 

1966a). 

Great importance is attached to English as a school subject for 

Anglo children. A great amount of time is spent on the language arts 

throughout the twelve grades. A high correlation between English de

velopment and general mental development has repeatedly been demon

strated to exist. Though correlation may not necessarily imply a 

causal relationship, English is generally considered to be extremely 

important for the attainment of the educational goal of having the wid

est possible choice for adult life. If English development is consid

ered important for Anglo children, it should also be considered 



important for. Navajo children for whom we set the same ultimate goal. 

What has been termed above "education for choice" becomes a hypocriti

cal formula in America if the school fails to teach, first of all, Eng

lish. The circularity of the fact that English is taught through the 

use of English underscores the primacy of the need for learning - and 

teaching - English. 

There is more: a command of English is not only one of the 

goals to be achieved in the course of the school career, but it is also 

the vehicle par excellence for the teaching and learning of concepts 

and processes in other school subjects - at least in the contemporary 

Navajo school situation. There is almost no subject that can be taught 

without the use of the language of instruction, i.e., in our case, Eng

lish. It is clear, then, that English is not only crucial for the 

learner but should be made central in the total curriculum in order to 

maximize learning in almost any instruction that goes on. 

There is still more: culture and language are intimately re

lated. It did not take anthropology long to discover this. Not sur

prisingly the science of modern linguistics started, in America, as an 

offspring of anthropology. In a survey, Zintz (1963, pp. 118 ff.) 

cites numerous authors on the relationship between culture and language 

from Boas, Sapir, Whorf at the beginning of this century, through the 

present decade. They all point not only to the closeness of the rela

tionship but to its interacting and mutually formative nature. Lan

guage, a system of symbolization, and thereby partly formation, of the 

conceptual system formed by a cultural group, is the facet of that 



culture that reflects the total experience of that group, in contrast 

to other symbolic systems, such as manners, rituals, and the arts, 

which relate to only part of the group's experience. All parts and as

pects of human experience can be expressed in language, while in music, 

motion, line, color, form, mannerism, and ritual only part of the im

pact of the world on the living human organism can be expressed. Not 

only this, but the use of language in communication, whether exclusive

ly in talking and listening, or also in writing and reading, is, in 

itself, part of the group's experience. Conversely, then, one cannot 

really participate in a culture, function in it, or even merely deal 

with it - and this is included in the goal of being able to make 

choices for adult life - without knowing the language. Condie (1961, 

p. 19) points to the adequacy of the anthropological term "culture 

bearer" for language. Agreeing with Spindler and Spindler (1957, p. 

152) that should the Indian choose complete assimilation in the Anglo 

society he would have to learn more than English and other school sub

jects, Condie (Ibid., p. 20) continues by stating that "yet ... the 

likelihood of an Indian's functioning at a reasonably high level in 

the American Community without an intimate knowledge of English is 

small." 

When the need to learn more than English and other academic 

subjects if the Indian is to have complete assimilation within the 

range of his choices for adult life is discussed, personality traits 

are often referred to (Spindler and Spindler 1957). In the education 

of particular personality traits, such as, for example, the education 
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of the emotions, the development of the self concept, and the instill

ing of moral traits, language again plays an obviously important, 

though not exclusive role. But even in the domain of cognitive devel

opment - as opposed to personality development - the role of language 

is more pervasive than is sometimes recognized. 

Navajo capacity for dealing with abstractions. It is often 

contended, for example, that Indians have difficulty in dealing with 

abstractions. This difficulty is then separated from their difficulty 

with English and said to be at least as much a contributing factor to 

the increasing deviation from national norms in the course of the 

3 
school career as is their deficiency in English. Merely learning Eng

lish, it is said, will not be of iftuch help in the development of ab

stract thought. 

Since anthropology and human biology exclude, at the present 

time, a racial factor as an explanation, the difficulty to deal with 

abstractions must be culturally rooted. Support for such contentions 

are found in statements about the Navajo language such as Kluckhohn and 

Leighton's (1962, pp. 273, 274) : "Navaho is an excessively literal 

language, little given to abstractions and to the fluidity of meaning 

that is so characteristic of English" and "... Navaho thought is pre

vailingly so much more specific, so much more concrete." 

If an argument for cultural roots of the difficulty under dis

cussion is to be found in the structure of the Navajo language, it 

3. Frank Angel, Professor of Education, University of New Mex
ico, in a lecture at an institute for teachers of Navajos, sponsored by 
New Mexico's Highlands University, August, 1967. 



would seem to be consistent to suspect that then the greater facility 

of the Anglo in dealing with abstractions would have something to do 

with the structure of the English language. It is, perhaps merely a 

matter of semantics, of what exactly is meant by "learning English," 

but it would seem that the obvious way to learn to deal with abstrac

tions that are expressed in English would be to learn English, i.e., 

English in more depth and in more of its subtleties than is usually im

plied by "merely learning English," English, specifically in its ex

pressiveness of those abstractions that Indians seem to have trouble 

with, would seem to be the medium for the development of abstract 

thought. 

Such statements as the ones cited about Navajo being "literal," 

"specific," and "concrete," appear to suffer from a kind of linguistic 

ethnocentricity. Besides, specificity does not always imply concrete-

ness. The illustrations of the specificity of Navajo, for example, 

such as the obligatoriness of expressing various way of "going" or of 

"eating" do strike the Anglo as being specific. But would not the 

obligatoriness in English of expressing number or tense, for example, 

strike the Navajo as being specific? Number and time undoubtedly refer 

to abstractions. Yet, in English one has to be specific about them. 

Young, in a discussion of his analysis of the Navajo language 

(1967, pp. 51 ff.) pointed out that Navajo has a highly developed sys-

4 
tem of grammatical devices to express certain kinds of abstractions. 

4. In a private conversation with Wayne S. Holm, Principal 
of Rock Point Boarding School, spring, 1967. 



There are, for example, neat and easily available expressions for var

ious types of shape-motion and event-motion relationships, for the ex

pression of which English and other Indo-European languages have only 

clumsy circumscriptive devices available. The capacity to organize ex

perience by means of abstractions is thus observable in the Navajo, his 

culture, and his language. Rather than siating that Navajos find it 

difficult to deal with abstractions in general, it would seem more ac

curate to say that the types of abstractions commonly made in Anglo 

culture and language differ from those made in Navajo culture and lan

guage, Lack of practice in making the Anglo types of abstractions 

would seem to cause the Indian students their difficulty. But the 

mental act of abstracting qualities, processes, or relationships from 

sensorily perceived units of experience has its beginning or its end in 

language. It can perhaps be said that all language, with the possible 

exception of proper nouns, implies some generalization - and generali

zation requires abstraction. The close interrelationship between lan

guage and thought, including abstract thought, has been repeatedly 

pointed out by many authors (Carroll 1956). Vygotsky (1962, p. 125) 

stated: "Thought is not merely expressed in words; it comes into ex

istence through them." He also contended: "The lines along which a 

complex develops are predetermined by the meaning a given word already 

has in the language of adults" (Ibid., p. 67). By "complex" is meant 

a mental configuration preceding the concept in its stages of formation. 

It is difficult to see how abstract thought could be taught without the 

use of language. 
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In summary then, it seems to be apparent that the ability to 

deal with abstractions commonly made in Anglo culture cannot be opposed 

5 
to, but is implied in, the ability to function in English. The need 

for English, again, appears to be at the center of the contended diffi

culty of Indian students "to deal with abstractions." 

Need for English widely recognized. The importance of English 

for the attainment of the educational goals has been widely recognized 

among Anglo educators as well as by educational leaders of the Navajo 

Tribe. The Bureau of Indian Affairs has had for decades the institu

tion of the Beginners' year before the first grade, mainly for the pur

pose of teaching the Beginners at least some aural-oral English before 

instruction in the subject matter of the first grade is attempted 

(Thompson 1943; U. S. Bureau of Indian Affairs 1953). In many public 

schools the institution of a "pre-first" year is to serve the same pur

pose. In Federal schools and in many public schools more time for Eng

lish is allotted within the daily schedule than in many all-Anglo 

schools, at all grade levels. The Bureau of Indian Affairs has since 

the 1930*s and 1940's shown a pioneering concern for method by emphasiz

ing vocabulary lists and specific sentences to be learned at certain 

grade levels (Thompson 1943; U. S. Bureau of Indian Affairs 1948), by 

admonishing its teachers to require complete sentences from their stu

dents through the school day, and by emphasizing the importance of 

5. This would be true, then, for all users of English, Anglo 
or non-Anglo; not all Anglos always understand all English or are ca
pable of expressing abstract thought in well formed English sentences. 
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English as well as cognizance of the Navajo culture in the orientation 

workshops for its new teachers every summer. The emphasis on English 

up; it has, on the contrary, increased considerably quite 

recently by—the official adoption of TESL for all Federal schools in 

i, along with an extensive program for training teachers 

in-this method. Public schools and colleges of education in New Mexi

co,—Aristonarj—and Colorado, too, have given evidence of their awareness 

of the importance of English for Navajo education to a varying but 

steadily increasing extent. Special courses, workshops, and summer in

stitutes for teachers of Navajo children in which the importance of 

English is invariably stressed have been and are being organized in 

ever greater numbers. Operation Headstart stresses English for Navajo 

-children-as it does for other children whose mother tongue is not Eng

lish. Summer courses in English for college-bound Indian students, in-

:, have been given for a number of years at colleges and 

univei&ilics in New Mexico, Arizona, and Colorado. President Johnson, 

in ms Indian Message to Congress (U. S. Bureau of Indian Affairs 1968, 

p. 7) annoumrs"d~~a model community school system for Indians with, among 

others, "a sound program to teach English as a second language." 

The Navajo Tribe showed its awareness of the need to learn Eng

lish, for example, by selecting "learning English as the Second Lan

guage" as the theme for the Fourth and the Eleventh Annual Conference 

on Navajo Education. The Commission on the Rights, Liberties, and Re

sponsibilities of the American Indian recommended in 1961: "... early 
f 

and continuous training in English" and "teachers qualified to teach 
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both English as a second language and Indian culture" (Commission on 

the Rights, Liberties, and Responsibilities of the American Indian 

1961, p. 35). 

In summary then, it may be said that the need for English is 

strongly felt. The problem of teaching English appears to be at the 

heart of the problem of Navajo education in general. 

Justification and Limitations of the Problem 

Justification 

In view of the described consensus on the importance of English 

in the general problem of Navajo education, any attempt at improving 

the instruction of English seems worthy of close attention. This 

seemed particularly to be the case with the Shiprock and Rock Point ex

periments since these experiments in TESL were not only attempts at 

improving techniques within the established method, but had a different 

theoretical basis than the traditional, experiential, vocabulary cen

tered method. Moreover, the Shiprock and Rock Point methods had much 

in common with methods by which English as well as foreign languages 

are being taught as a matter of established practice in several schools 

and institutions in the United States and abroad (Carroll 1950, Chapter 

5; Center for Applied Linguistics 1961; 1966). It seemed justified, 

therefore, to attempt to evaluate these experiments. 

Unfeasibility of a controlled experiment. An evaluation of the 

Shiprock and the Rock Point experiments seemed to be called for rather 

than an attempt at a tightly controlled, experiment in which pupils 

wolild be matched as to I.Q., age, number of years in school, and 
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continuity of years in school. Intelligence quotient scores are not 

available or are generally believed to be unreliable insofar as they 

would have been obtained on standardized group tests. Such tests are 

unequally language and culture loaded against Navajos who have had 

various degrees of exposure to English in their home background. Ages 

of children are often uncertain. The number of years in school and the 

continuity of school attendance would likewise be very difficult to as

certain for all children in control and experimental groups. The 

teacher variable, always difficult to control, would be likely to in

validate an experiment that would, by preference, have to be continued 

over a number of years. So would the possible interference by the con

tingencies of the operation of schools on the Navajo reservation, such 

as the closing down of a school because of pollution of a water well, 

because of construction, or because of changes in enrollment policy. 

• An experiment of several years duration would have to be pre

ferred because the ultimate and main interest in methods of teaching 

English stems from its possible influence on the total academic 

achievement of the learners. This total acadevru'.a achievement is com

monly measured by standardized achievement test.., such as the Stanford 

Achievement Test which has been used for. the last decade on the reser

vation. But possible differences in achievement, in English - as 

measured on this test - and in other school subjects, resulting from 

the experimental method of teaching English, should be expected to be 

slow in showing. This expectation is based on the following consider

ations: 



1. By the Traditional Method some English is learned and a 

certain amount of familiarity with content and types of test tasks has 

been achieved because reading is taught from commercial, Anglo-aimed 

reader series, which series probably exert a considerable influence on 

the construction of commercial tests. The guessing skills that the be

ginning learner applies when he knows some vocabulary but the structur

al signals remain as yet obscure to him tend to become highly developed 

under the Traditional Method. This competence in guessing serves the 

learner to a certain extent when he is tested by a commercial test. 

This guessing skill is particularly useful at the lower levels, because 

at these levels the expected communication between the author of the 

test items and the reader - i.e., the reader's comprehension - is still 

lacking in depth, complexity, and subtlety. Moreover, the context, 

created by content vocabulary, often provides sufficient clues for com

prehension at the lower levels. Structural understanding of the read

ing material of the test may be redundant for comprehension at these 

levels. The greater depth of comprehension that a knowledge of struc

ture contributes to communication is not likely to show up until the 

message - i.e., the test - begins to extend beyond the reach of the in

telligent guesser from content-vocabulary-set context and other contex-

tual clues. 

2. On the other hand, the learning of syntactical structure is 

bound to be slow under the conditions of the schools in which the Nava

jo children have to learn English: they continue to function in a pre

dominantly Navajo, rather than Anglo environment, and consequently there 
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is but little environmental pressure for the use of English, which 

would induce transfer - and thereby more thorough and faster learning -

of classroom English. 

3. There is only a remote relationship between many of the 

test tasks and the learnings in the early stages of a TESL program. 

Testees may be able to do well in arithmetic computation and in,spell

ing - usually the two subtests on which the highest scores are made -

^ without being much helped or hampered by knowledge or ignorance of Eng

lish structure. This may also be the case for.the simpler test items 

in the reading subtests. On the other hand, the arithmetic reasoning 

subtest and the subtler comprehension and reasoning items on the read

ing tests often presuppose a knowledge of rather complex English struc

ture that Navajo children cannot possibly have mastered during the 

beginning stages of TESL. 

For these reasons it would seem futile to expect a measurable 

influence on test scores on the Stanford Achievement Test until the 

children would have had at least three or four years of sequential in

struction by the experimental method. 

From a practical standpoint experiments under school, rather 

than laboratory conditions, are at least as significant as experiments 

which attempt to set up conditions to meet the requirements of theory. 

If a method is to be tested, it should be tested in practice as well as 

in a laboratory situation. If the strength of the method is not suffi

cient to overcome the limitations of the normal operation of a school, 

it might retain its theoretical value but would lose the prime interest 

of the practical contemporary educator. Observation of the extent of 
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success and failure of a method, applied under the limitations of prac

ticality, may throw some .light on the relative importance of those con

ditions for success. 

Limitations 

Both experimental situations fell far short of meeting all the

oretical requirements for optimal implementation of a TESL program. 

This was even more the case at Shiprock than at Rock Point. 

Teachers. When the Shiprock experiment started, in 1960, none 

of the teachers had received any training in the TESL approach, method, 

or techniques. During the five years of the experiment none of them 

took a course in TESL at a college or university. In-service training 

consisted of provided readings - though no check was made as to whether 

they were read - an occasional showing of teacher training movies, and 

rare demonstrations by teachers who had acquired apparent facility with 

TESL techniques. On the whole, however, teachers had to fend for them

selves without much theoretical background. The background and prepar

ation of the academic staff was, on the whole, comparable to those of 

teachers and administrators in the public schools in the rural areas 

around the reservation. As Bureau of Indian Affairs' teachers, they 

had received specific training in Bureau workshops for teachers of 

Navajo children in which the Traditional Method was taught. The dif

ferences between the traditional procedures and those that the teachers 

were asked to follow in TESL appeared to most of the teachers to be 

merely differences in technique; the differences in underlying assump

tions about language and second language learning were not grasped by 
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most of the teachers. The academic head and supervisor, Ruth Werner, 

the sustaining force of the Shiprock experiment, was an exception. But 

even this administrator had acquired a familiarity with TESL merely 

through unguided reading of professional literature. 

Teachers varied in their enthusiasm. With administrative en

couragement, persuasion, and pressure most of them acquired confidence 

with the new method and overcame initial misgivings. 

Teacher turnover was high as usual in the Navajo area: between 

30 per cent and 40 per cent. Some teachers left after only one or two . 

years of service. 

At Rock Point the situation was more favorable in regard to 

teacher preparation, though still far from meeting all of the require

ments for the optimal implementation of TESL. The principal of this 

seven classroom school, Wayne Holm, had some background in TESL and 

linguistics, specifically applied to English and Navajo, on the gradu

ate level, at the time the experiment started in January, 1964. He 

continued to acquire more academic background during the four years of 

the experiment. The same can be said of the author of this paper who 

was assigned to the school as a special TESL teacher. Together they 

relieved the teachers of half of the teaching load of TESL. An hour in 

the daily schedule was reserved for formal TESL classes at each grade 

level. 

The background and preparation of the teachers at Rock Point 

were the same as those of the teachers at Shiprock. But the in-service 

training in TESL theory and techniques that they received at Rock Point 
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from the principal was more intense than the TESL orientation that the 

teachers at Shiprock received. Besides, there were the daily observa

tions and brief discussions of the lessons given by the principal and 

the TESL teacher. 

All teachers repeatedly declared themselves believers in the 

method. Teacher turnover was the same as at Shiprock, due to such fac

tors, unrelated to the teaching method, as death, matrimony, pregnancy, 

or promotion. 

Materials. The materials used were not specifically written 

for use with Navajo children. The American English Series is a text 

written for use with children in Puerto Rico (Rojas 1955). An adapta

tion of the first thirteen units of this series for use with Navajo be

ginners was provided by the Bureau of Indian Affairs (U. S. Bureau of 

Indian Affairs 1961). After these first thirteen units the teachers 

had to adapt the American English Series to suit their pupils. Diffi

culties arose from the fact that the learners were Navajos, not Spanish 

speaking Puerto Rican children, and lower in age and grade levels than 

the pupils for whom the American English Series was written. 

Another shortcoming of the materials for use with Navajo chil

dren who have to learn, through the medium of English, the nature of 

reading and writing with an alphabetic writing system, is that they do 

not aim at teaching the principles, the very first steps in developing 

the concept of the nature of such reading and writing. These first 

steps are assumed by the American English Series to have been learned -

through the medium of Spanish - by the fourth grade Puerto Rican 
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children for whom the first book was written. As a developmental read

ing program the series is insufficient. The reading and writing pro

grams in the experimental schools continued as they had always been 

carried out, mainly through the use of Anglo-aimed commercial readers j, 

and language development books. It was left to the ingenuity of the 

teachers to cope with the difficult task of gap-bridging between the 

American English Series and the reading and writing programs of the 

schools. Compounding the difficulty was the fact that these reading 

and writing programs themselves were not satisfactory for use with Nav

ajo children since they were written for use with Anglo children. 

Finally, the materials were not accompanied by tests which 

might help the teachers in deciding when a unit was sufficiently 

learned to move on to the next unit. Thus, there was a rather wide di

vergence as to the rate of progress and as to what various teachers 

considered "taught." 

Lack of continuity at Shiprock. A very disturbing factor at 

the large Shiprock Boarding School was the yearly influx, at the second 

and third grade level, of children from the outlying smaller schools 

who had never received instruction in English by the method based on 

the American English Series. Thus, the teachers at these levels often 

felt frustrated by the presence of five, ten, fifteen, or even more 

children in their September classes, who had never had instruction with 

materials and techniques with which the rest of the class had become 

familiar. 



37 

Organization of the Remainder of This Study 

In Chapter 2, some of the literature on second language teach

ing and on attempts to improve the instruction of English to non-Anglos 

in the Southwest and elsewhere will be reviewed. Particular attention 

will be given to attempts to teach English to Navajos. Literature, ex

periments, and school policies will be assessed as to their theoretical 

merit. 

In Chapter 3, the experimental design of the study will be pre

sented and the implementation of the study will be reported. 

In Chapter 4, the findings will be presented. They will be 

analyzed and conclusions about the hypotheses will be stated. 

In Chapter 5, interpretation of the findings in the context of 

the conditions under which the study was carried out will be presented 

and suggestions for further research and school policy will be made. 



CHAPTER 2 

REVIEW OF THE LITERATURE: THEORY AND PRACTICE 

TESL, as understood in this paper, is the application to the 

teaching of English of the methodology for second language learning in 

general that takes into account the findings of descriptive linguis

tics, comparative linguistics, and psycholinguistics, particularly as 

it pertains to second language learning. It derives from the method 

first developed in this country by the army during the Second World 

War and still in use in the Department of Defense and in the State De

partment. 

Comparison of Methods of Teaching a Foreign Language 

There is no convincing scientific evidence that teaching pro

cedures of the new methodology yield superior results than those that 

derive from the older translation-grammar approach or those that stress 

first-hand experiences and/or vocabulary. 

Attempts at comparing such methods, such as Agard and Dunkel's 

(1948) Investigation of Second Language Teaching and the studies by 

Hohlfield (1950) and Hamilton and Haden (1950) have only remote rele

vance for the problem of this study, since those investigations were 

carried on with college students. 

The results of the Investigation were inconclusive. Even 

though "with few exceptions language students claim to be more highly 
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motivated ... the newer procedures and techniques have not proved them

selves impressively in training students of average aptitude and moti

vation (Agard and Dunkel 1948, pp. 292-294). Carroll (1959, pp. 11, 

178-179) commented on this research: 

The experimental design of the Agard-Dunkel investiga
tion leaves something to be desired. There were many instances 
in which the new methods appeared to yield significantly super
ior results; a more carefully planned experimental design might 
have indicated the conditions under which these methods were 
superior. 

Hohlfield (1950) and Hamilton and Haden (1950) did not claim uncondi

tional superiority of one method either. 

Practice, however, does not always wait for scientific evalua

tion. Many institutions have adopted the newer methodology on impres

sionistic rather than on scientific evidence. Perhaps even more 

significant is the fact that they continue to do so. The Departments 

of Defense and of State, the American Institute for Foreign Trade, 

Phoenix, Arizona, Americanization Schools throughout the country, the 

Philippine Islands public schools, and the Puerto Rico public schools 

are examples of institutions where foreign language instruction has 

been based for a number of years on a methodology that emphasizes 

structure learning. Moreover, more and.more school systems are sending 

their teachers to training courses to orient themselves in modern meth

ods of language teaching. The Center for Applied Linguistics (1966), 

for example, reported ninety-eight institutions that offered courses 

in linguistics and teacher training courses in English as a foreign 

language - twenty-one more schools than in the previous year. 
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More closely related to this study are the results of The 

Puerto Rican Study, sponsored by the Board of Education of the City 

of New York (1958). This study involved children at all grade levels 

in the public school. The language program was one facet of the study; 

teacher attitude and knowledgeability in the children's Puerto Rican 

and New York home background was another. Within the language program 

three methods were distinguished. In one the emphasis was on experi

ences, by which was meant field trips to places with which Anglo mid

dle class children are usually familiar and other activities supposedly 

familiar to Anglo middle class children. Another method was character

ized as being the vocabulary method: emphasis was on the learning of a 

great deal of content vocabulary, intensively taught in the classroom. 

The third method was the language pattern method, having most in common 

with TESL as understood in this study. The reading and writing program 

in the experimental schools was not specifically integrated with either 

method; whatever integration there was came from ingenious teachers who 

were given only general guidelines in resource units. In regard to 

systematic teaching of language structure, the study (Ibid., p. 43) re

ported: 

Pupils exposed to consistent motivated instruction use of 
language patterns grasped more quickly than other pupils the 
difference in meaning between such sentences as He comes every 
day and He is coming now.... Analysis of spoken English of 
pupils who had had consistent practice in language patterns re
vealed greater accuracy in the production of sounds, rhythm and 
intonation than was achieved by pupils taught through emphasis 
on either the vocabulary or experiential variant.... Pupils 
exposed to the experiential variant spoke, on the whole, with 
greater fluency but did not acquire the degree of accuracy 
achieved by pupils taught with chief emphasis on either vocab
ulary or language pattern. 



Elsewhere the study (Ibid., p. 39) reported that in comparison with em

phasis on experiences or vocabulary "the strength of a structural em

phasis is in improving the pupil's ability to write English." None of 

the variants showed itself superior to the others as far as reading 

achievement was concerned. 

Interesting as these findings may be, their importance for the 

problem under study is still limited by the fact that they concerned 

Spanish-speaking Puerto Rican children in New York whose linguistic 

and cultural environment differs considerably from the environment of 

Navajo children. Also, the study does not report under which of the 

three variants of the language program the total academic achievement 

was greatest. 

Most intimately related to the problem of this study is Wern

er's (1966) attempt at comparing methods. Werner did not test the data 

for possible statistically significant differences between scores ob

tained under TESL and the Traditional methods, but merely reported a 

strong impression that the TESL method resulted in superior performance. 

The comparison is between end of the school-year scores on the Stanford 

Achievement Test of second grade children who had been taught at Ship-

rock also during their beginners' and first grade years, and scores of 

children who had come to Shiprock Boarding School from outlying schools 

at the beginning of the second grade. These relative newcomers had 

thus had only one year of instruction by the TESL method, while the re

turn students had had three years of such instruction. The study 

showed that a larger percentage of the return students than of the 
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group of newcomers was found in the top ten of each second grade 

class. 

This study leaves some unanswered questions, however. There 

may have been factors operative at Shiprock other than TESL, which 

might have contributed to the better performance of the Shiprock re

turn students. For example, the ages, numbers of years in school, and 

continuity of school career are not reported, nor are the ranks of the 

transfer students in their previous schools specified. These are rel

evant factors in a comparison of the two groups, since promotion and 

transfer practices traditionally caused the groups of return students 

at Shiprock to be composed of students with school careers and ages 

that might differ considerably from those of the transfer students. 

Attempts to Improve English Instruction in the Southwest 

Still closer to the problem of this study are several experi

mental studies of attempts to improve the instruction of English to 

non-Anglo children in the Southwest. However, none of them are con

cerned with methods in which the prime concern in selecting and se

quencing materials was the development of a mastery of English 

structure. Concern was always foremost and almost exclusively for the 

rate and scope of content vocabulary acquisition and, in connection 

with this, for conceptual development. Nowhere is it suggested, for 

example, that the objective of lessons might be stated in such specific 

structural form as: to grasp the rules by which a positive statement 

with be as its main verb is to changed into a negative statement, or 

into a question that has to be answered by a sentence beginning with 



43 

either Yes or No; or to grasp the ways in which the several changes 

will have to be made when the subject of a sentence with be as its main 

verb is changed from a single object to a plurality of objects. 

It was implicitly believed, in all of the studies, that such 

rules could be perceived, and their application learned, from their 

random exemplification in the sentences that were selected as the nat

ural accompaniment to the children's activities. The activities were 

selected according to assumed children's interests and anticipated use

fulness in the children's future lives. As far as English structure is 

concerned, the attempts at improving instruction in English to non-

Anglo children in the Southwest can perhaps be characterized by the 

term incidental. Meriam (1938, p. 99), who made a study of Spanish-

speaking children in California, stated, "Bilingual children acquire 

English incidentally." This statement referred not only to the acqui

sition of structure, but also to vocabulary and reading and writing 

skills. 

Hughes's (1932) and Tireman's (1948) experiments with Spanish-

speaking children in New Mexico emphasized vocabulary as well as ex

periences and concepts that were already thoroughly familiar to the 

children. They selected the content for discussion in English from the 

children's home background and their life in the community. Units of 

child experience, such as the home, the community store, pets, holi

days', worship, farming, recreation, and home crafts, were used as 

sources for English vocabulary. In the few places where specific sen

tences were suggested, this was done in a very general way; sentences 
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were not selected to exemplify specific structural units and contrasts 

between them. Guidance of the discussion of the topics was almost ex

clusively left to the teacher. The importance of motivation for talk

ing was recognized and emphasized. The assumption underlying the pres

entation of stimuli, in the form of objects, pictures, or activities 

that are intimately associated with already firmly formed concepts, is 

that such stimuli will indeed motivate the child to talk. Knowing what 

one is talking about and knowing it intimately from first-hand experi-

ence is generally believed to be a strong inducement to talk. 

Condie's (1961) experiment, too, set as its goal a word list 

rather than the learning of structure. He relied on pictures, three-

dimensional aids, fingerplays, and story telling to teach the vocabu

lary, but did not expect the teacher "to abandon her own personal 

methods or even drastically modify them" (Ibid., p. 60). Condie stated 

the need for research in alternate approaches to second language teach

ing and referred to the "modern language method" and "selected pattern-

sentences" (Ibid., p. 92). 

Not quite so incidental in regard to the teaching and learning 

of structure was the Santo Domingo experiment on which Morris reports 

(1966). The preparation for, and the follow-up on, various activities, 

principally field trips, included drills on sentences which were 

grouped with at least a beginning awareness, on the part of the inves

tigator, of the importance of developmental exposition of structure. 

The activities, however, were still primarily selected for their ex

perience and content vocabulary value. Structure was considered in 
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determining classroom and other teaching-learning activities. It re

mained subordinated, however, to other activity determiners. 

This experiment appears to have been based on the same hier

archy of importance of criteria for selection and sequence of materials 

and activities as The Puerto Rican Study (Board of Education of the City 

of New York 1958, Language Guide Series, p. 1) and Zintz's (1963, p. 

123) analysis of components of a program of teaching English as the 

second language: experiences are mentioned first, vocabulary next, and 

sentence patterns in the third place. 

The .Traditional Method in Federal Schools 

Until 1966, the attempts by the Bureau of Indian Affairs to 

teach English to Navajo students rested explicitly on the premise that 

English is best learned situationally. The concern was for the devel

opment of concepts. These were supposed to be learned through exper

iences. "After the concepts could be assumed to have been formed, 

vocabulary that expressed these concepts was taught in sentences that 

referred to the experiences. 

The method had an oral approach, at least in theory. In Teach

ing English to Navajo Beginners, Thompson (1943, p. 2) wrote: "... 

oral language development should precede written language." The Mini

mum Essential Goals for Indian Schools, a series of manuals for various 

grade levels, reminds teachers that "written vocabulary follows, never 

precedes, oral vacabulary" (U. S. Bureau of Indian Affairs 1953, p. 11). 
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Content Vocabulary in Sentences 
Appropriate to the Situation 

A brief examination of the Minimum Essential Goals (Ibid.) will 

make clear that language was viewed as consisting mainly of a collec

tion of words, carried by a collection of sentences. There is no evi

dence of a clear perception of the importance of the structural 

relationships among the items of a language. 

In the paragraphs dealing with the correct utterance of English 

sounds, the terms pronunciation of words and pronunciation of vocabu

lary are consistently used. Terms like intonation, pitch, stress, junc

ture. rhythm, or any other term that might bespeak an awareness of the 

phonological elements of English as it sounds in the flow of speech are 

not used at all (Ibid., pp. 9, 10). There is a vague expression: "It 

is important that speech habits be established in correct patterns ..." 

which might be interpreted to mean intonation. But that is all. The 

teacher is given no awareness of the phonemes and suprasegmentals of 

the English sound system, nor much guidance in teaching them. 

In the Minimum Essential Goals for Indian Schools, Beginning 

Year, section II is entitled: Teachers' Manual for Non-English Speak

ing Beginners. It consists of five pages, two of which are taken up by 

a word list. The terms vocabulary, word, or words appear 32 times 

(Ibid., pp. 9-13). Terms like structure, construction, sentence pat

tern, wordgroup pattern, type of sentence, phrase, clause, or word-

group, syntactical unit, or any other expression that might reveal the 

recognition of the importance of language units larger than words are 

conspicuously absent. 
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This crude device of counting terms to gauge the authors' 

underlying basic conception of language does not mean to imply that the 

authors intended the Indian children to learn these words in isolation. 

To the contrary, formal drill on words in isolation is explicitly ex

cluded: "This word list is not to be used as a list of words for formal 

drill" (Ibid., p. 12). The words are to be used in "conversation," 

"talk," "telling" (Ibid., pp. 9-13). A whole paragraph is devoted to 

the necessity of including plural word forms in the word list as sepa

rate words (Ibid., p. 9). 

In a few cases, only the plural form has been listed, for exam
ple, carrots. Children in the beginning will have little need for 
the singular form, since for the most part their experiences with 
carrots will be at the noon lunch period where they need only the 
plural form of the word. On the other hand, both the singular 
and the plural form of arm are listed because there will likely 
be just as many occasions to talk about arm as arms. 

Another paragraph deals with verb forms and the difficulty they 

constitute for Indian children (Ibid., p. 9). Verbs are therefore 

listed separately. But, again, only those forms are listed that are 

appropriate in situations that are likely to occur in the children's 

lives. The way the verb forms are listed reveals the lack of a struc

tural criterion for the selection of the items (Ibid., p. 13): 

I am We are I can Past May I May we Is 

making making brush ate have play This is 
playing playing button caught help sing is crying 
I like clean cleaned make go is drinking 
I eat comb made open get is eating 

count played play is running 
Directions make put away is walking 

open put on 
Open the door. * say took • 
Shut the door. sing took off 
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I am We are I can Past May I May we Is 

tie washed 
Directions use 

wash 
Come here. write 
Look. shut 
Eat the carrots. blow 

.The page speaks for itself, more eloquently than any possible comment. 

Even where phrases or complete sentences are listed, these are thought 

of, not as structural units, but as unique itemsj they are treated as 

words, as vocabulary. This is consistent with the otganization of the 

specific goals (Ibid., pp. 14-40). There is a column on each page, 

headed "Suggested Vocabulary." Single words as well as various word 

groups are listed under this column. The selection of these word 

groups was not made by a criterion of illustration of grammatical struc

ture. For example, "I cleaned my shoes" is suggested for teaching in 

combination with "My shoes are clean" (Ibid., p. 18). Elsewhere (Ibid., 

p. 22), "We played ball. We cleaned the rabbit house. I ate the car

rots. The rabbit is eating carrots. May I have a drink?" are listed 

together. Elsewhere (Ibid., p. 31), the following sentences are sug

gested to be taught together: "This is a long string. This is a short 

string. I have two strings." 

Clearly, the criterion for grouping such structurally diverse 

utterances together is situational: what specific words in which 

specific sentences fit a specific situation, a specific experience of 

the child? 
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Experiences and Concepts 

Experiences were stressed because it was assumed that they were 

the all important factor in the development of concepts. And, in keep

ing with general educational thought, the educators determining the 

Bureau of Indian Affairs' educational policy exhibited great concern 

for concept development, for thinking, rather than for rote-learned 

facts. In general, the term "experiences" was used in reference to 

first-hand sensory experiences in broad contexts of activity and physi

cal surroundings resembling as much as possible those of Anglo middle 

class children. After the concepts were assumed to have thus been de-
/ 

veloped, the vocabulary and specific sentences expressing these con

cepts were to be taught as a kind of labeling process. As late as 1966, 

the fifth revision of the Navajo Area Instructional Guidelines for Nav

ajo Area Elementary Schools stated (U. S. Bureau of Indian Affairs 

1966c, p. 9): 

1. The following principles of learning should be applied in 
the Oral English program. 

a. Experiences build meaningful concepts. 

b. Oral vocabulary is presented only after concepts have 
been established [underlining not in the original). 

4..... 

b. Providing many experiences for the children so that 
they will have something to talk about]-"J 

6. One wonders why "meaningful" (see la above) was used since 
a meaningless concept seems to be a contradiction in terms. 
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Another example of the Bureau of Indian Affairs' emphasis on 

experiences and experience-born concepts may be found in the materials 

developed in the forties: the Navajo Life Series (Thompson 1944a). 

These materials consisted of pre-primers and primers with content based 

on the life of the Navajo students and with a Navajo as well as an Eng

lish text. The idea was not so much to teach the children to read 

Navajo as well as English, but rather to provide the teachers with the 

means of clarifying the concepts expressed in the text. It was assumed 

that the teachers would be able to learn with very little trouble to 

pronounce the words and sentences of the Navajo text. The children 

would then know what concepts were expressed in the English text that 

they would learn to read. As TtSpmpson (1944a)primer, p. 6) put it: 

To read with comprehension, the reader must be able to 
bring to the printed page a background of experiences that 
will give symbols meaning.... The pages of this book can be 
meaningful to Navajo youngsters because they have really 
lived what they now will read. 

The experience with the Navajo Life Series was disappointing. 

The Anglo teachers did not learn to read the Navajo text as easily as 

had been expected. They considered the Navajo text a hindrance rather 

than a help. Furthermore, too many new words were introduced too fast 

and with too little repetition to be mastered as sight vocabulary. 

A Comparison of the Two Methods 
by the Bureau of Indian Affairs 

In 1964, the Bureau of Indian Affairs published a report: A 

Scientific Approach to Second Language Teaching (Including Linguistics 

Knowledge) and the Approach Outlined for Use in the U. S. Bureau of 
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Indian Affairs Schools -- A Comparison of the Two Methods, It compared 

the Bureau's approach to Lado's (1964) seventeen principles of teaching 

a foreign language. The general conclusion was that the Bureau's 

recommendations had much in common with Lado's. 

An examination of the evidence on which this conclusion was 

based, however, reveals a considerable disparity in meaning ascribed to 

certain terms by the authors of the report and by Lado. Concerning 

Lado's (Ibid., p. 51) third principle for example, Patterns and Habits, 

Lado wrote: "... practicing the patterns through analogy, variations, 

and transformation to establish them as habits. This is pattern prac

tice." Clearly Lado did not equate pattern with sentence or with vo

cabulary: if analogous, varied, and transformed sentences are to 

establish patterns, then patterns must be abstract structures underly

ing a variety of sentences, using varied vocabulary. Patterns are 

exemplified in sentences; sentencessare not patterns. The report (U. S. 

Bureau of Indian Affairs 1964, Appendix,"p. 3), however, stated in re

gard to this principle: 

This principle is reflected in the "Suggested Vocabulary" 
found in the Minimum Essential Goals and is one main part of 
the three part format. The suggested vocabulary would be con
sidered a "pattern" for it is presented in sentence form. 

Another misunderstanding is evident in the report's discussion 

of Lado's fifth principle, Vocabulary Control. Lado (1964, p. 52) 

wanted the vocabulary limited at the beginning in order that students 

might concentrate on mastering the sound system and the grammatical 

patterns: 
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The attempt of many students to concentrate on learning 
vocabulary at the beginning is misguided. Linguistics shows 
that words, no matter how many, do not constitute a language. 
The most strategic part of a language for use is the system 
of basic patterns and significant sound contrasts and se
quences. Every effort should go into teaching these elements; 
hold the vocabulary load at first to the words needed to ma
nipulate the patterns or illustrate the sounds and contrasts. 

Corollary. Expand the vocabulary to adequate levels and 
teach specialized vocabularies when the basic structure has 
been mastered. 

The report (U. S. Bureau of Indian Affairs 1964, Appendix, p. 

5) quoted admonitions in the Minimum .Essential Goals to keep the vocab

ulary controlled at first "in order that words are not introduced at a 

rate beyond the learning ability of the child," and "so that sufficient 

repetition can be given to fix the basic vocabulary." 

Undeniably both Lado and the Bureau of Indian Affairs recom

mended limitation of vocabulary in the beginning stages of teaching and 

learning English, but for different principles of teaching and learn-

In discussing Lado's (1964, p. 52) eighth principle, Graded 

Patterns, the report (U. S, Bureau of Indian Affairs 1964, Appendix, 

pp. 8, 9) admitted: 

The Bureau approach does have sequential development but not 
in sentence patterns. Vocabulary control and development based 
on conceptual thinking guide the Bureau's approach.,.. The ap
proach outlined by the Bureau lacks the tight structure implied 
by "graded pattern." 

In spite of this admission, the graphic representation of commonality 

between Lado's and the Bureau of Indian Affairs' recommended method 

showed an estimated.two-fifths overlap in regard to this principle 

(Ibid., Appendix, p. 8). 
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The report (loc. cit.) evidenced the suspicion, prevailing at 

that time, of a structure developmental approach to teaching English 

when it noted: 

It might be just as well that the Bureau does not have a 
tightly controlled graded pattern approach for this could lend 
itself to teaching a verbal response without meaning. The Bu
reau asks that the sentences and vocabulary emanate from the 

. firsthand experiences of the children. 

Finally, a last example of the difference between the approach 

of the Bureau of Indian Affairs, up until 1966, and the approach that 

emphasizes the learning of structure as the first concern is the twist 

that the report gave to Lado's seventeenth principle, Learning as the 

Crucial Outcome. Lado (1964, p. 56) wrote: 

Teach primarily to produce learning rather than to please or 
entertain. This principle is based on the observation that 
classes that are the most interesting are not always the most 
effective... It is common to discuss materials and techniques 
on the basis of whether or not the student or the teacher finds 
them interesting, without sufficient regard for effectiveness. 

The report (U. S. Bureau of Indian Affairs 1964, Appendix, p. 15) 

quoted Thompson to illustrate the Bureau's agreement with Lado's prin

ciple. Thompson, however, wrote about the beginning of reading in

struction, not about second language learning. She dealt with the role 

of first-hand experience in concept formation, not with the question of 

whether lessons need to be interesting or entertaining. 

Learning is the end product or result of experience. Exper
iences may be firsthand or vicarious. All experience cannot be 
firsthand, therefore, much learning is the result of vicarious 
experience, but without a background of firsthand experience upon 
which to base vicarious experiences, the latter will be meaning
less... It is, therefore, important that teachers be aware that 
their first major task is to set the stage that children have 
desirable experience from which learnings are derived. 



The passage, as the report noted, is representative for "the mood and 

objective of the Bureau literature" (Ibid., Appendix, p. 16). It does 

not illustrate an agreement with Lado's seventeenth principle. 

The report's conclusions about the similarity of Lado's prin

ciples and the Bureau's own principles do not seem to be borne out by 

the evidence. 

Critique of the Traditional Method 

The Traditional Method attempts, in effect, to duplicate the 

process of mother tongue learning, or more specifically, the process by 

which middle class Anglo children learn the English that they know when 

they enter school, and that they continue to learn in and out of school 

during their school years. Middle class Anglo children, when entering 

school, have learned vocabulary that runs into two to three thousand 

words and almost all of the sound system. They have also learned much 

of the syntactical structure (McNeill 1966, p. 15; Slobin 1966, p. 

135). They have learned all of this in situations and experiences that 

were not set up to reveal the structure of language or to teach vocabu

lary. They have learned their English incidentally. 

From this observation the implicit assumption was made that 

Navajo children could and would learn English in school by the same pro

cesses that Anglo children learn English at home - with the exception 

of content vocabulary, which, it was recognized, would have to be spe

cifically taught. It would have to be taught in sentences, to be sure, 

but the syntactical and morphological rules for sentence formation were 

supposed to be discovered by the Navajo learners from the incidental 



practice with a relatively limited number of sentences of a great vari

ety of structure, in much the same manner that the Anglo child dis

covers the rules of English sentence formation from the incidental 

practice with an enormous number of sentences. Carroll (1966, pp. 577 

ff.) noted the unstructured way in which the maturing child learns his 

mother tongue, while Rojas (1945) pointed up the difference in exposure 

to English of the Anglo child on the one hand and the non-Anglo school 

child on the other. The Anglo child is getting practice all during the 

day and has had this for years before he comes to school. The Navajo 

child gets such practice only during part of his school day. 

Communication confused with language; content vocabulary at the 

expense of structure. It is perhaps not surprising that content vocab

ulary is singled out for specific teaching. Content words do make a 

heavy claim on the attention. They carry a heavy load in communication, 

the topical load. And whereas communication is doubtlessly one of the 

main objectives of English instruction to Navajos, it is easy to be mis

led into the assumption that English will be learned when communication 

through English words - usually combined with a configuration of non-

linguistic means of communication - can be established. 

A look at the basic vocabulary lists, drawn up for use with 

Navajos (Thompson 1943, pp. 12-20; U. S. Bureau of Indian Affairs 

1953), reveals that structure words, such as prepositions, articles, or 

conjunctions, are indeed included. Several of these words are the most 

frequently used words in almost any sample of spoken or written English 

(Prater 1960, p. 27). They are not, however, of primary importance for 
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the gross communication about things and events in simple, usually con-

textually clear, relationship, that normally goes on among English 

speaking school personnel and Navajo school children. If a child were 

to say, for example, "Me no pencil," his communication would be per

fect, though he has not uttered an English sentence, merely English 

words. It is early success in this, kind of communication that usually 

dazzles the teacher and children alike into believing that English is 

being learned instead of merely English words. Structure words, as all 

structure, are more difficult to teach than content words, because they 

can only be taught in and through the context of sentences, carefully 

selected for their structural and semantic similarities and contrasts. 

The importance of structure tends to be lost sight of because structure 

is more difficult to teach, and because the subtler relationship con

cepts that structure conveys are, in the early stages, usually clear 

from the context of the situation or are conveyed by non-linguistic 

communication means. The emphasis tends to be placed on content vocab

ulary. Fries's (1957, p. 3) warning, first written in 1945, apparently 

did not reach the Bureau of Indian Affairs: 

Such students, with fluency in vocabulary but with no basic 
control of either the sound system or the structure, are almost 
without exception hopeless so far as ever achieving a satisfac
tory control of English is concerned. They are usually unwill
ing or incapable of starting again at the fundamentals of the 
language and building up new habits within a limited vocabulary. 
... In learning a new language then one must not become impa
tient to expand his vocabulary and attain fluency. Accuracy 
of sound, of rhythm, of intonation, of structural forms, and of 
arrangement, within a limited range of expression, must come 
first and become automatic habit before the student is ready 
to devote his chief attention to expanding his vocabulary. 
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Fries's reassurance, in the same place, that a slow start, as far as 

the number of learned content words is concerned, is only an apparent 

slow start in language learning, was likewise not heard or understood. 

Once the sound system and the syntactical structure are learned, wrote 

Fries (loc. cit.), the learner will have "laid a good foundation upon 

which to build, and the extension of his control of content vocabulary 

will then come rapidly and with increasing ease." The Bureau's tradi

tional approach is an oral approach and is insofar consistent with 

linguistic principles, but it bears more resemblance to the so-called 

"Direct Method" than to TESL as understood in this paper in that it 

disregards, or betrays an ignorance of, other pedagogical implications 

of linguistics, such as expressed by Fries (Ibid., p. 7) for example: 

Then too, as has been insisted upon before, the "oral 
approach" as here advocated depends for its effectiveness 
not solely upon the fact that there is much oral practice 
in hearing and in speaking the foreign language, but also 
and fundamentally upon having satisfactory materials se
lected and arranged in accord with sound linguistic prin
ciples. It is the practical use of the linguistic scientist's 
technique of language description in the choice and sequence 
of materials and the principles of method that grow out of 
these materials that is at the heart of the so-called "new 
approach to language teaching." 

Evidence for the accuracy of Fries's strong statement that stu

dents taught by a method which emphasizes vocabulary in the beginning 

stages, such as the Traditional Method of the Bureau of Indian Affairs, 

are "almost without exception hopeless so far as ever achieving a 

satisfactory control of English is concerned" (Ibid., p. 3) is to be 

found in the very fact that the language problem still looms large in 

Navajo education after decades of arduous teaching and learning in 



Federal and public schools. (See Appendix A for specific illustra

tions.) The difficulty of learning the structure of a new language is 

probably due to the fact that the structure of the native language is 

learned early, unconsciously, and thoroughly, and to the fact that 

structure is complex. Severe first language interference is the re

sult. With content vocabulary it may be a matter of more or less ac

curate substitution of one item for another, which would appear to be 

a far simpler mental task than to find, substitutions in the intrica

cies of one structural system for those of another, equally intricate, 

system. 

The difficulty of learning the structure of a new language 

seems to have a parallel in other areas of learning a new culture. 

Linton (1940, p. 485), for example, has pointed out"that borrowing of 

discrete, easily observable elements of another culture is more fre

quent than borrowing of trait complexes. Tangible objects, tools, 

ornaments and such are more easily transferred from one culture to 

another than patterns of behavior. 

It requires at least face to face contact over a period 
long enough to enable one group to observe the activities of 
the other and does not always result even then. The transfer 
of elements which lack the concreteness and ready observabil
ity of objects and overt behavior is the most difficult of 
all.... In general the more abstract the element the more 
difficult the transfer. 

Linton exemplified his statement by noting that stories and folklore 

are more easily and more frequently transferred than philosophical 

concepts. 
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The parallel with the difference in difficulty between learning 

content vocabulary and learning structure of a new language would seem 

to be too striking to be incidental. The conclusion seems inevitable, 

that if we want - as we do - learning of structure to take place, we 

should deliberately teach for this learning. It cannot be expected 

to take place through the incidental observation by the learner. The 

task is too big and too complex for that. 

Concept development and language learning. The assumptions 

concerning the relationship between language and concept formation that 

underlie the Traditional Method can be inferred from such statements as 

(U. S. Bureau of Indian Affairs 1966c, p. 9): 

1. The following principles of learning should be applied 
in the Oral English program. 

a. Experiences build meaningful concepts. 
b. Oral vocabulary is presented only after concepts 

have been established. 

The assumption seems to be that solely through experiences concepts are 

somehow formed and that their expression in language is a kind of 

simple labeling process. 

This view of the relationship between language and concept for

mation is not consistent with the literature dealing with concept and 

language development in children. The most diverse investigators con

cur in finding the relationship complex and not yet fully understood 

(Piaget 1959; Vygotsky 1962; Liublinskaya 1957; Amster 1965). Vygotsky 

is perhaps the most explicit in pointing out the complexity of the re

lationship (1962, Chapter VII). Whatever the exact nature of the re-i 

lationship, the consensus is that language "assumes an increasingly 
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important role in the processes of concept acquisition," as Amster 

(1965, p. 551) put it. If this is found to be true in studies focus

ing on content vocabulary rather than on syntactical structures (Amster 

1965), it would seem reasonable to expect that for the acquisition of 

the more complex relationship concepts that are expressed in language 

structure, the role of language is even more important. Amster (Ibid., 

p. 546) wrote: 

It is quite possible that during the early years, processes 
which are of prime importance require the physical presence of 
the referent or concrete examples of the concept and some man
ner of reinforcement contingent upon the response How
ever, as the child's knowledge of the world increases, it is 
quite likely that he acquires the meaning of words and concepts 
from other words. 

Pertinent to .the role of first-hand experiences in concept for

mation by second language learners is Amster's (loc. cit.) comment on 

Carroll's (1964, p. 186) distinction between concepts and word meanings: 

A "meaning" is to be thought of as a concept which is 
standardized by society.... Psychologically speaking, the 
processes of acquisition of concepts and meanings must be 
identical. However, there may be considerable variation 
depending on whether the formation of a concept involves the 
learning of new responses to a set of experiences or merely 
regrouping concepts which have been learned in the past. 

It is probably only with very young children that the 
acquisition of new concepts can be studied, although the 
extent to which a concept is new is undoubtedly a matter 
of degree. 

The passage seems pertinent because the Navajo children who are to 

learn English are already years beyond the "early years" of the "very 

young children" for whom Amster assumes that "the physical presence 

of the referent or concrete examples of the concept" are required to 

form concepts. The six year old and older Navajo school children have 
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already formed the conceptual elements of by far the greater part of 
S 

the English content vocabulary that they are to learn in school. They 

need to regroup these already learned conceptual elements; they do not 

have to repeat their earlier experiences in concept formation. It 

would seem sufficient that the learners have the conceptual elements 

mentally available for learning to regroup them. This can be achieved 

through the use of language, pictures, or other symbolic means of com

munication and recall. This is a less time consuming, less distractive, 

and therefore more efficient teaching procedure than leading the stu

dents through the total set of first-hand experiences from which they 

originally learned the basic conceptual elements. To teach the differ

ence between pony and colt, for example, it is not necessary to take 

the children on a field trip to have them observe the difference between 

these two kinds of small horses. It may not even be necessary - though 

it would help - to search the picture file, for the conceptual elements 

and the vocabulary of "baby" or "child" and "small" are already known to 

the children by the time they learn a word like colt, so the conceptual 

difference between pony and colt can be explained by talking about it. 
i 

The teacher might explain that a pony is always small, but may be old, 

but that a colt may be fair sized, but can never be old; that a colt is 

a baby horse, or a child horse and that a pony, though never large, may 

be a man horse or a woman horse. 

Sensory perception in first-hand experience, involving processes 

of generalization and classification according to likenesses and differ

ences, play the dominant role then in the formation of the first concepts 



that humans form. There must be a great deal of overlap in the basic 

concepts of people of all cultures. Language is learned at first in 

immediate connection with such basic first-hand experiences: language 

labels are attached, so to speak, to concepts that the infant probably 

has already begun to form, at least in gross outline. The symbolizing 

character of language is understood at a certain point, and its poten

tial for recalling, reliving experience, and for communication is 

grasped and utilized. Through this understanding and use of the nature 

and functions of language, in connection with further first-hand exper

iences, and with vicarious, language-recalled experiences, further con

cepts are developed and already formed concepts are modified, refined, 

and more accurately delineated. As more language is learned, its role 

in concept formation increases. The child learns a great number of 

words, but also the grammar, the structure of his mother tongue. He 

learns structure in its form, even before he is capable of fully grasp

ing the structural meanings that it carries. Vygotsky (1962, p. 126), 

supporting Piaget with his own research, wrote: "Piaget demonstrated 

that the child uses subordinate clauses with because, although, etc. 

long before he grasps the structures of meaning corresponding to these 

syntactic forms." This would mean, then, that as the child grows up 

there is a period in which he has learned to manipulate the language 

correctly without consciously knowing what he is expressing. Conscious 

uniting of language form and meaning cannot take place until the child 

has reached the conceptual maturity for this union, probably in early 

adolescence. Vygotsky (Ibid., p. 127) wrote about these first separate 
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and only later converging lines of development; "Here, too, ... the 

discrepancy does not preclude union but is, in fact, necessary for 

union." 

It would seem that many of our common practices in raising our 

children have long been founded on assumptions that are similar to 

Vygotsky's and Piaget's findings: taking very young children to 

church, teaching them prayers and reading to them from the Bible, 

teaching the Pledge of Allegiance to children long before they have the 

conceptual maturity to grasp the depth of the concepts they are ex

pressing. Manipulation of the elements is taught first in the confi

dence that true comprehension will come later. 

As the child begins to use language - and thereby language-

recalled first-hand experience, i.e., vicarious experience - along with 

his continuing first-hand experiences, concept formation and language 

learning cease to be in simple labeling relationship. Language becomes 

concept formative: it helps form the shape of concepts through its 

availability of terms and through its placement of words in its struc

ture.^ The recognition of this latter fact finds its expression in the 

common practice of teaching English vocabulary to Anglo students in the 

context of sentences. Since the structure of the sentence is known to 

the Anglo child, the word reveals its structural meaning to the learner 

7. Taba (1965, p. 536) refers to labeling in her description of 
concept formation. This is a different kind of labeling, however: the 
conceptual and vocabulary elements of the sought labels are already 
known. Also, this description does not refer to concepts mainly ex
pressed in structure. 
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through its place in the structure. Further structure is also learned 

through its contrastive relationship to already known structure. 

It can be said, then, that with the exception of the relatively 

few concepts which have to do with the broad areas of our senses, 

through which concepts the infant learns his first words and struc

tures, and the nature and functions of language, it is language which 

plays an increasingly dominant role in the formation of concepts, 

through its vocabulary, but certainly as much through its structure, 

perhaps even more so. With Einstein we have become acutely aware of 

relativity. Relativity implies that whatever exists, exists only in 

relation to other things, perhaps totally derives its existence from 

these relationships. Concepts of varying complexity delineate units of 

experience - our basis for ascribing existence - by ordering experien

tial elements in particular relationships to one another. Language 

structure not only expresses relationships, language not only expresses 

concepts, but it provides their form without which their conceptualiza

tion is all but impossible. Form implies relationship, structure. 

Since Whorf's well-known forceful statement (cf. Carroll 1956) 

it is difficult not to be aware of the fact that it is through language 

that elements of experience are extracted from the broad complexes of 

sensory impressions that we are constantly receiving; that it is 

through language that these elements are focused upon, delineated in 

contrast, in relationship, to other elements; that generalizations 

about them are made, that abstractions are derived from them. It is 

through language, too, - or rather the lack of language - that we learn 
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to ignore other elements of our experience as being, to us, in our cul

ture, unimportant and negligible. 

It is through language structure that we can conceive of and 

express an enormously wide range of meanings, of experiences, of rela

tionships, even while our content vocabulary is still limited. It is 

through structure that we can be creative, i.e., that we can order, 

interrelate, in our own idiosyncratic way, the basic sensory experi

ences that we have in common with all humans.-

It can be said then that if the concern is concepts, the con

cepts that are expressed in English, this concern should not be limited 

to the concepts that are expressed in content vocabulary. It should 

extend to t5he concepts that are so deeply rooted in our culture that 

we hold them unconsciously. Many of the concepts expressed through 

language structure, rather than through content vocabulary, are uncon

sciously held. The concepts of singularity and plurality, of sex gen

der, and of tense, all so pervasive in English, may serve as striking 

examples. These concepts themselves are not likely to be entirely new 

to the six year old or older Navajo child. But the importance that 

they have for the speaker of English, requiring their constant expres

sion in English structure, their grouping with the concepts of content 

vocabulary, - for example, book£, played, Tom lost his temper - can 

only be taught and learned with, and through, the immediate use of lan

guage. Books, played, his may be taken to exemplify the "regrouping" 

of "concepts which have been learned in the past," to which Amster 

(1965, p. 546) referred. It would seem all but impossible to imagine 
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how such concepts could be taught through first-hand experiences first, 

to which vocabulary is attached afterwards. 

Home background, experiences, interest, and motivation. It 

would appear that the Bureau of Indian Affairs, cognizant of principles 

developed in general education theory, particularly in the field of 

reading instruction, has misapplied those principles to its traditional 

English program for Navajos. There appears to be discernible a whole 

cluster of such partially related misapplied principles, having to do 

with the children's home and wider cultural background experiences, and 

with their assumed interest and motivation. 

In general educational theory, emphasis has been placed on the 

fact that communication is not possible unless the conceptual elements 

. of the communicated message are understood. The poor performance of 

lower class children in reading, for example, has frequently been 

thought to be related to the conceptual content of the traditionally 

used commercial basal readers. The assumedly typical middle class 

Anglo environment in which the stories of these readers take place is 

criticized for being so alien to the children from lower class homes, 

that the multitude of concepts that these stories take for granted as 

being familiar to their reader public cannot possibly "mean a thing" 

to the lower class children. How can these children read with any 

degree of accurate comprehension, how can they possibly identify with 

the characters in the story, it is asked, if the elements of the 

story's message are not understood? This emphasis of the last decade 

or so has led to new editions of the basal reader series in which 



attempts were made to take better account of the home background of 

many school children. Only when this is successfully done, it is con

tended, will the stories be potentially meaningful to the children. 

(The question of how successful such attempts have been for the basal 

readers must be left undiscussed here.) The Navajo Life Series (Thomp

son 1944a), discussed on pages 50 and 51, attests to the forerunning 

attempts of the Bureau of Indian Affairs to heed the principle that 

familiar conceptual elements are basic to communication. The emphasis 

on first-hand experiences throughout the Bureau's literature bespeaks 

the same mindfulness of this principle. 

Not only should conceptual elements in communication be famil

iar and meaningful to the children, but there seems to be a consensus 

in general education theory that the children's interest should also be 

taken into account in deciding on the topic for communication. When 

students are interested in the topic, it is reasoned, they are strongly 

motivated to communicate, whether receptively in listening and reading, 

or productively in talking and writing. Nobody has more passionately 

reminded us of this principle than Ashton-Warner (1963). 

It should be noted that meaningfulness and interest are not 

identical. The children's home background is certainly meaningful but 

not necessarily interesting to them. On the contrary, unfamiliarity, 

strangeness, and novelty, especially when this seems to have the qual

ity of breaking the bonds and overcoming the sadly known limitations of 

the all too familiar environment, may arouse intense interest. Hero

ism, loveliness, p-tfwer, adoring love, adventure, perpetual bliss, 
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humor, even fear and violence, danger arid deprivation derive their fas

cination, perhaps, from their very absence in every day life. Giants, 

ghosts, brownies, elves and fairies, princesses, Batman and Superman, 

Charlie Brown, Snoopy, and Linus, and space heroes and Western "toughs" 

cannot very well be said to belong to the every day, non-vicarious ex

perience of most of us. Yet, they arouse the interest of our children 

far more intensively than the best basal reader series has thus far been 

able to do. The competition from comic books is fierce, not only be

cause of their form, but also because of their content. They seem to 

support Ashton-Warner1s (1963) theory that fear and hope are the prime 

springs of human interest. 

Conceptual elements must be known in communication, but this 

does not mean that these elements are to be taken as large units of 

the home and wider background experience. It is apparently sufficient 

to know the concepts of very large and of man to be able to easily cope 

with the concept of giant, to lovingly identify with an imagined giant, 

to feel fiercely antagonistic toward him, or otherwise to be interested 

in him to the point of wanting to communicate about him. 

Compound and coordinate bilingualism. When it comes to drawing 

upon the home background in deciding on content for the English lessons, 

great caution is in order in teaching a foreign language, even when the 

background experience can be considered to be interesting to the 

learner - nay, especially in that case. This caution derives from the 

distinction between compound and coordinate bilingualism, as defined by 

Ervin and Osgood (1954). The compound bilingual is the less proficient 
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of the two, either in one language or in both. The coordinate bilin

gual functions on a par with the monolingual, either in one language or 

•in both. The difference is that the compound bilingual in effect 

translates, which is a rather complicated mental process. The coordin

ate bilingual decodes and encodes meanings directly from and into the 

language that is used. In the process of translation meaning elements 

tend to get lost or to be added at the transmitting or receiving end of 

the communication, making it inaccurate to some degree. The educa

tional goal, therefore, should be to establish in the minds of the 

learners a coordinate system for handling the language, rather than a 

compound system. This is best achieved by keeping the contexts of the 

language stimuli as separate as possible, especially when the second 

language is as yet not firmly established. First language habits are 

more likely to interfere with the mental processes of encoding and de

coding in the language that is being learned when stimuli are used 

that, because of their already established close association with the 

mother tongue, tend to elicit responses in meaning and form of the 

mother tongue. It would therefore appear to follow that stimuli from 

the home background should be avoided as much as possible, as long as 

the beginnings of the second language system have not been established 

firmly enough to retain their integrity in the presence of stimuli 

from the context of the mother tongue. 
V/ 

This does not necessarily mean that the primary grades should 

be devoid of any and all objects of the Navajo home and culture. The 

presence of such objects in the classroom is important for other than 



linguistic reasons: they may help in creating an environment in which 

the young child feels welcome, secure, accepted in his Navajoness; they 

may comfortably counteract the fearsome strangeness of the school. But 

they should not be preferred, in the beginning, as content for estab

lishing the English language system in the minds of the children, i.e., 

for the English lessons, regardless of their closeness and therefore 

meaningfulness to the children or of their possible motivational force 

for communication. Navajo children should not be asked to talk in Eng

lish about things Navajo until functioning in English has become so 

much of a habit that interference from Havajo has become a low risk. 

Until this has been achieved, the motivation for communication will rer 

suit in Navajo, not in English, Compound bilingualism, rather than 

coordinate bilingualism, will be facilitated. 

The vast difference between life in the Navajo home and life at 

the boarding school would seem to be a favorable factor for the estab

lishment of a coordinate bilingual system in the minds of the children. 

The school represents, so to speak, a new world to the child, with 

fearsome but also with many interesting aspects. The opportunity is 

there to "learn this new world" along with and through English, a fav

orable setting for the development of coordinate bilingualism. There 

is certainly no dearth of topics to want to communicate about, for all 

this novelty is tempting for exploration and discussion. This would 

seem to be the indicated capital to draw upon for content of the Eng

lish lessons in the beginning stages. 
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Reading and writing instruction in the Traditional Method. A 

language experience approach to early reading instruction through the 

use of teacher and pupil-made experience charts and booklets was the 

official recommendation from the highest level (Thompson 1944b; also 

Thompson in a private conversation with the author of this study, April 

1963). In practice, however, commonly used reader series written for 

Anglo children were used far more intensively than experience charts. 

This practice was not inconsistent with the view of language as being 

essentially vocabulary and with the assumption that during the Begin

ners* year most of the vocabulary of the..first books of the reader 

series had been taught for aural-oral use: the vocabulary to be taught 

during the Beginners' year consisted partly of the vocabulary common to 

well-known lists of beginning reading vocabulary, partly of words de

rived from the home background (Thompson 1943, pp. 9 ff.). The vocabu

lary of the first books of the reader series could well be assumed to 

be understood by the first graders who were to learn to read. 

No such attention was given to the sentence structure used in 

the reading texts. This, again, was consistent with the Bureau of In

dian Affairs' neglect of structure. The principle that the reader must 

understand the language of the print he is presented with, before he 

can be expected to comprehend what he is reading, is valid for language 

structure as much as for vocabulary. Lefevre (1962) has emphasized 

this principle in regard to Anglo children. Ruddell (1965), reporting 

on a study with Anglo children, found a positive correlation between 

reading comprehension and similarity of oral and written patterns of 



language structure. Along the same line of reasoning, Rojas (1945) 

convincingly pointed out how ill-suited the commonly used commercial 

reader series are to teaching reading to children who have as yet only 

a very limited command of English. This principle that the language of 

the print must be known by the reader does not necessarily imply that 

reading should be delayed for a prolonged period of time. On the con

trary, it is theoretically desirable to utilize the potential for re

inforcement of language learning through reading and writing as soon as 

a minimal unit of structure and vocabulary is learned. The materials 

have to be extremely carefully selected, however, as the English writ

ing system does not reflect the phonological system with complete ac

curacy. 

The writing programs under the Traditional Method, too, betrays 

a lack of recognition of the importance of structure. In practice, 

writing assignments were taken from materials developed for Anglo chil

dren. Many of these emphasize experience stories, as do the official 

recommendations of the Bureau of Indian Affairs. But experience stories 

almost always call for the past tense, and the intricacies of the past 

tense in English are not likely to have been learned by Navajo children 

who have been in school only one or one and a half years. (Results of 
f 

the writing program under the Traditional Method are illustrated by 

some examples in Appendix A. Some examples from the TESL method are 

also included.) 

Summary of critique of the Traditional Method. An examination 

of some of the literature of the Bureau of Indian Affairs on 
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methodology for teaching English to Navajo children revealed that the 

Traditional Method in Federal schools emphasized provision of first

hand experiences as assumedly concept building activities and subse

quent teaching of vocabulary in sentences specifically fitting these 

experiences. The method attempted, in effect, to duplicate the process 

of mother-tongue learning. It was experiential and vocabulary cen

tered. It was systematized situational English teaching as far as such 

teaching lends itself to systematization. 

There was no adequate realization of the fact that the learner 

needs to learn the structure of English if he is to learn to express 

himself successfully through the creation of his own well-formed sen

tences, i.e., if he is to "learn English," not merely "some English." 

There was no apparent recognition of the fact that most vocabulary 

learning and structure learning are concept-formative processes, not 

merely labeling processes; i.e., it was not recognized that a vocabu

lary item frequently contributes to shaping a concept through its 

placement in known structure of the language and that structure, used 

with known vocabulary, forces the formation and expression of relation

ship concepts. Thus, the extremely important role of language - in

cluding its structure - in concept formation was not recognized; the 

essentiality of structure in language was not recognized. 

There was an overemphasis on first-hand experiences, stemming 

from the misconception that concepts are formed through experiences 

alone and that all vocabulary is learned in a labeling process. There' 

was no apparent realization of the fact that through the use of 
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language in immediate connection with recalled or imagined experiences 

most concepts are formed and most vocabulary is learned. 

There was no recognition of the fact that in learning the 

mother tongue the learning of structural form precedes the learning of 

many concepts at various levels of abstraction. Consequently, there 

was no recognition that for second language learning the teaching of 

form, even before conceptual maturity for grasping the conceptual con

tent is reached, is justified~because availability of form will help 

not only in concept formation, once the conceptual maturity is reached, 

but also in the very development of such maturity. 

There was no recognition of the fact that much of the structure 

of English is not likely to be learned by Navajos if the sentences pre

sented for learning are not selected in such a way as to reveal that 

structure with optimal clarity and with emphasis on the areas where 

» 

Navajo and English differ. In other words, the magnitude of the task 

of learning structure was underestimated. It was not recognized that 

words are "picked up" relatively easily, once the grammar, the struc

ture, is known, but that it is not so easy to learn the grammar of a 

foreign language, even from the words and sentences with which the 

learner may become familiar in oral or written English in the course of 

his school days. 

There was no recognition of the fact that in order to read with 

comprehension the reader must know the structure of the sentences in 

the reading material, on the receptive level at a minimum. Similarly, 

it was not recognized that in order to write the learner must know the 
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structure on the productive level or else his sentences will remain 

crippled. 

Official Adoption of TESL 

In 1966 the Navajo Area officially adopted TESL as a method for 

teaching English. The latest edition of the Minimum Essential Goals, 

entitled Basic Goals for Elementary Children (U. S. Bureau of Indian 

Affairs 1966d), explicitly recognized the importance of "pre-arranged 

pattern drills" and "structural practice of English." 

The Basic Goals (Ibid., p. 3) stated that no attempts had been 

made to develop a structured sequence for the teaching of English as 

the second language. However, "... sample language implications ap

pear at each level and in each subject to indicate how there may be 

carry-over of patterns learned, or being learned, into all areas of 

work." The suggestions for this carry-over of patterns learned, or 

being learned, reveal that approximate attainments in the TESL text at 

various grade levels had been checked in order to come to realistic 

suggestions. No official change has been made in the reading and 

writing programs, though experimentation in these fields has bieen al

lowed in individual schools. 

Differences Between TESL and the Traditional Method 

TESL has been summarily described in this study (see p. 3) as a 

method of teaching English to non-Anglos who receive their total formal 

education through the medium of English, differing from the Traditional 
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Method in at least three underlying assumptions and consequently in a 

number of methodological traits. 

Assumptions 

These three assumptions may be repeated here and dealt with in 

more detail than was done before. 

Language structure. TESL assumes that English, as all language, 

is a patterned, structured system, rather than a collection of items 

without a patterned structure of relationships among them. The Tradi

tional Method has nowhere explicitly stated that the latter conception 

of language underlies its methodology, but it reveals this assumption 

implicitly by its stated criteria for selecting and sequencing mater

ials and its suggested techniques for teaching them. 

Language structure is essential. TESL assumes furthermore that 

language structure is essential in the sense that a command of a lan

guage requires a near-complete mastery of its structure (Fries 1957, p. 

3; Chomsky 1964, pp. 50, 51, 114) and that structure is also essential 

in the sense that content vocabulary and all of the language arts are 

more efficiently learned, i.e., faster and with greater depth of under

standing, if structure is learned first, so that it can be utilized in 

the learning of content vocabulary and of reading, spelling, and com

municative writing (Fries 1957, p. 7). 

TESL operates thus on the assumption that known structure has 

• the potential to contribute greatly to the formation of concepts in 

teaching and learning content vocabulary. This psychological assump-
or 

tion has long been taken for granted and has been utilized in the 
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teaching of English content vocabulary to Anglos: the new words are 

taught in a number of structurally known sentences. This important 

potential of structure for the learning of concepts is apparently not 

recognized in the Traditional Method with its over-emphasis on first

hand experiences. 

Implications for teaching of first language interference. TESL 

assumes that the mental processes involved in mother-tongue learning 

differ considerably from those involved in second language learning. 

Already formed first culture and language habits of conceptualization, 

of auditory perception, and of oral production seriously interfere with 

p 
learning the concepts of another culture and their symbolization 

through language. Learning processes that are adequate for°first lan

guage learning are consequently assumed to be inadequate for second 

language learning. The more the languages and cultures differ, the 

more this is assumed to be the case. Accordingly, a duplication of the 

conditions and teaching techniques that are adequate for first language 

learning - even assuming that such duplication could be realized - are 

not expected to be adequate for second language learning. The Tradi

tional Method, on the contrary, operates on such implicit expectation. 

Methodology 

Selection and sequence of materials. On the basis of the three 

described basic assumptions, a TESL method requires materials that are 

selected and sequenced according to at least three corresponding cri

teria. 
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1. The first criterion is the criterion of optimal clarity 

of exposition of English structure. English structure can be repre

sented statically, as in the linguist's tradition of phrase structure 

analysis, or both statically and dynamically, as in the more modern 

generative transformation grammars. These last grammars resort to the 

formulation of an ordered set of rules and strive in particular for a 

clear representation of the relationships among sentence patterns which 

can or cannot be transformed into one another. The dynamic relation

ships between statements and various kinds of questions, between posi

tive and negative statements, between simple and compound or complex 

sentences, are examples that receive ample treatment in generative 

transformation grammars (Roberts 1964} Rogovin 1964; Thomas 1965). It 

should be noted, however, that sometimes even in the construction of 

TESL materials, based on older linguistic descriptions of structure, a 

good deal of attention has been given to the exposition of such trans

formational relationships. In the American English Series, for exam

ple, which was the series used at Shiprock and at Rock Point, students 

are repeatedly assigned such exercises as the transformation of posi

tive statements into questions that can be answered by sentences 

beginning with Yes or Nho (Rojas 1955, Teachers Guide 1 and 2, p. 92), 

or into questions beginning with a specified interrogative (Ibid., p. 

127). Exercises with other transformations, the negative transforma

tion, for example, are also to be found in the same text (Ibid., p. 74). 

2. The second criterion for selecting and sequencing mater

ials that derive from assumptions underlying TESL is the criterion of 
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efficient utilization of learned structure in the presentation of new 

content vocabulary, and vice versa. This serves the dual purpose of 

providing practice with the structure while teaching new content vocab

ulary, and vice versa. This criterion causes vocabulary to be intro

duced with the utmost care, at first in groups that permit simple 

substitution of the items in sentences of one pattern. An example may 

illustrate the difference in the presentation of vocabulary between the 

Traditional Method and TESL. 

At a certain point learners of English must learn to'say what 

they want. In the Traditional Method the teacher might draw upon the 

daily dining' room experience of the children to select such words and 

phrases as a glass of orange juice, a carton of milk, an egg, bacon and 

eggs, salad, ice cream, beans, a pork chop, lots of stew, the salt, etc. 

Children would be encouraged to make their own contribution to the 

teacher's tentative list. A play-dining room situation might be set up 

in the classroom and each child would be encouraged to say what he 

wanted, individually helped along by the teacher. The activity would 

be repeated until the children lost interest. Some children would cer

tainly have learned to say some things. These they would doubtlessly 

be encouraged to transfer to the real dining room situation. 

The American English Series (Ibid., p. 58) introduces want in 

the following manner. 

A. Introduce and give practice on I want and I don1t want 
. Tell the pupils to put a book, a notebook, a pencil, 

and a pen on their desks. Go to various pupils, take the 
notebook and the pen, and as you do so, make the following 
statements: 
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I want your notebook. 
I don't want your book. 
I want your pen. 
I don't want your pencil. 

Explain the statements to the class. 

Place a number of objects such as flags, baskets, etc. on your 
desk. Have an individual pupil come tb the front and point to 
two objects, one he wants and one he does not want. Have the 
pupil pick up the object he wants and help him to say, "I want 
a . I don' t want a ." Repeat the procedure with 
other pupils. 

B. Introduce and give practice on the singular and plural of 
banana, orange, and apple. Use real fruit or pictures. 
Identify each by pointing to the object or picture and say
ing, "That's (a,an) 11 or "Those are ." Have the 
class repeat each statement several times. Have the pupils 
observe that an is used with orange and apple as it is with 
actor, actress, and eraser. 

Have individual pupils make the statements. 

C. Give further practice on banana, orange, and apple with 1^ 
want and I don't want. Place a banana, an orange, and an 
apple on your desk. Choose one, for example the apple, 
reject the other two and say, "I want an apple. I don't 
want a iianana. I don't want an orange." Have various 
pupils come to. the front, indicate their choice, and make 
statements accordingly. 

1. [Here follows a footnote on how to help students with an 
anticipated difficulty in pronunciation^} 

The vocabulary used to introduce the patterns is already known to the 

children from previous lessons. Your notebook, your book, your pen, 

your pencil have already been taught with This is and That's; so have 

the other suggested objects such as flags and baskets; so has the 

shift from your to a accompanying the shift in situation from the stu

dent's desk to the teacher's desk as suggested in the described activ

ity. 
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When the new pattern has been practiced, new vocabulary is in

troduced that is particularly suited to use with want, but since pro

nunciation difficulties are anticipated, it is first introduced with 

the older, already mastered constructions with That's a (an) and 

Those are , Since these constructions are already known by the 

children, a whole-group drill is suggested, but it is to be followed by 

individual practice to enable the teacher to check closely on each in

dividual's pronunciation. Only then is want practiced with the new vo

cabulary. 

Apple, orange, and banana all belong to the same noun class 

that notebook, book, pen, and pencil belong to: they are all count 

nouns. Non-count nouns, such as orange juice, milk, salad, ice cream, 

beans, stew, salt are avoided in the initial stage of practice with 

want since they would require changes in the pattern. Such items are 

very much part of the children's immediate experience. The book does 

proceed towards the children's eventual ability to talk about them, 

using want, not only in statements, but also in questions beginning 

with What or beginning with Do, Does, or Did; not only in connection 

with the first person singular, but with all persons; not only in the 

present tense, but in all tenses. Some of these pattern variations may 

not get taught at all under the Traditional Method because situations 

in which sentences, such as "They didn't want salt," are not likely to 

occur very frequently in the children's lives. With the TESL approach 

all variations do get taught as exemplifications of English structure, 

but they are not presented all at once. They are' taught in an extremely 
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carefully laid out sequence of small steps. It would seem reasonable 

to expect that with such careful teaching the now so common phenomenon 

of a Navajo high school student saying, for example, "I want some 

oranch" may become a thing of the past. 

3. The third criterion for selecting and sequencing materials 

in a TESL method is the criterion of introduction of the learner to 

those parts and aspects of the Anglo culture that he is most likely to 

deal with. This means that the age and the Anglo-cultural contacts of 

the learners - in our case, first of all the school - have to be taken 

into consideration. Only then will the TESL lessons become meaningful 

and functional to the learners. For example, an exercise in the use of 

the negative transformation may, with older students, simply take the 

form of requesting them to transform positive spoken or written sen

tences into negative sentences. For younger children such an exercise 

may take the form of a sort of persistent-confusion talking game or 

writing exercise such as is usually enjoyed by children. The boys in 

the group may be asked to persistently make false statements about a 

previous activity, whereupon the girls are to correct them. For ex

ample: 

Boy: Jerry drew the horses. 
Girl: No, Jerry didn't draw the horses. Lily did. Lily drew 

the horses. 
Boy: Tom colored the horses. 
Girl: No, Tom didn't color the horses. Ellen did. Ellen 

colored the horses. 
Boy: Phillip counted the horses. 
.Girl: No, Phillip didn't count the horses. May did. May 

counted the horses. 
Boy: Erwin put the horses on the bulletin board. 
Girl: No, Erwin didn't put the horses on the bulletin board. 

Amelia did. Amelia put the horses on the bulletin board. 
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Making false statements is decidedly not a frequent natural 

accompaniment of a horse drawing activity, but it provides the oppor

tunity for practice on the negative transformation. It may be just as 

much enjoyed by the children as telling the teacher and the class what 

one really has done, which may not make much natural sense to the chil

dren either, since it is probably already known to everybody. The very 

common mistake by older Navajos. of the type "I didn't drew ..." may 

eventually be eliminated by more carefully planned language teaching. 

Selection and sequence of techniques. TESL calls for a se

quence of techniques that corresponds to the sequence of assumed psy

chological stages of learning a certain unit of English, particularly 

in learning structure. These stages and their corresponding teaching 

techniques are: 

1. Perception of corresponding differences in the referent 

situations and the utterances. This perception is to be taught by in

sisting on close attention to the teacher's modeling; how the model is 

changed when the referent situation is changed. The content of the new 

material presented should not be so interesting, exciting, or hilarious 

tp the students as to be distractive of the form of the utterances. 

For example, in order to teach, for the first time, the concept of con

trast between singularity and plurality as expressed in English regular 

nouns by the presence or absence of a final /s/ or /z/ sound, such ob

jects as pencils, blocks, books, which are relatively low in interest 

level to the children, should be selected as referents, rather than 

wiggly rubber snakes or lovely dolls. The children's minds will 
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immediately be carried away to all of the experiences they have had 

with snakes or they would like to have with dolls. Very little atten

tion will be left for the perception of the difference between snake 

and snakes, or doll and dolls. 

2. Attempts at appropriate production, needing close monitor

ing by the teacher for immediate positive or negative reinforcement. 

By immediately approving or correcting the student, the teacher pre

vents subsequent practice of faulty utterances, unknown by the learner. 

This stage proceeds very carefully and rather slowly. 

During the first two stages, guided discovery of expressed 

meanings takes place. The learner learns what and how to speak, and 

why he is changing his utterances. 

3. Self-monitored further attempts at appropriate production. 

The learner is now able to reinforce himself positively or negatively. 

This is the stage for drill techniques, proceeding rather rapidly and 

with far less close supervision by the teacher than in the preceding 

stage. Massive whole-group, half-group, and lastly, individual per

formance drills serve the purpose of over-learning, of internalizing 

the newly learned structure. Less and less conscious attention is 

needed. Drills with audio-visual equipment are appropriate in this 

stage. 

4. Application of learned responses to partly or entirely new 

situations. Creative use of previous learnings is now possible and is 

practiced. In this stage, referent situations should be set up that 

are as interesting to the children as possible, maximally motivating 
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them to talk. Guessing games, competitive games, dramatizations to 

which the children are encouraged to contribute themselves, reporting 

on lived or read experiences, show-and-tell sessions are all appropri

ate activities in this stage. They provide opportunity for transfer 

thereby giving meaning to the total endeavor of learning English. 

___ / 

Summary 

A. The Traditional Method emphasizes teaching of content vo

cabulary and specific sentences. Whatever structural discoveries the 

learner may be able to make, he will have to make on his own, unaided 

by a careful selection and sequence of materials and techniques. Since 

specific sentences can be transferred only to recurring identical situ

ations, attempts at creating new sentences in new situations are likely 

to remain unsuccessful, even if the appropriate content vocabulary 

should be known. The same is true for attempts at comprehending read

ing material. 

B. TESL differs from the Traditional Method mainly in that it 

endeavors to select and sequence its materials and techniques in such 

a way as to optimally facilitate the learner's grasp of the structure 

of English. The knowledge of structure can be transferred in innumer

able situations, analogous to, but not identical with, the situations 

in which the structure was learned. Successful creative use of struc

ture in the formation of the learner's own sentences is possible, even 

when vocabulary is still limited. Complete comprehension in reading is 
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possible when not only the vocabulary but also the structure is known. 

(Appendix B gives verbatim transcriptions of two taped lessons at Rock 

Point Boarding School.) 



CHAPTER 3 

DESIGN AND IMPLEMENTATION OF MEASUREMENT OF ACHIEVEMENT 

The dual purpose of this study was. to present the theoretical 

bases for a traditional and a new method of teaching English to Navajo 

children and to describe in detail the results of these methods with 

available groups. Possible differences in achievement as a result of 

differences in the teaching methods were to be measured. In this chap

ter the original design for such measurement will be described first. 

Secondly, an account will be given of the implementation of this de-" 

sign, describing where and why some of the features of the original had 

to be modified as the implementation proceeded. 

Design for Measurement of Achievement 

Rationale 

The experimentation to be studied was not controlled' in regard 

to such variables as teacher background and competence, school size, 

class size, pupils' backgrounds, their I.Q.' s, ages, and numbers of 

years in school. The virtual impossibility of setting up an experiment 

that would tightly control these variables has been explained on pages 

29 to 33. 

Non-experimental variables. The selection of schools to serve 

as comparison schools, however, could and would have to be made in such 

a way as to equalize to the greatest possible extent the variables that 

87 
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might affect the children's learning. Furthermore, by studying the 

central tendencies of performances by several groups over a number of 

years, internal cancellation of the non-experimental variables could be 

maximized. 

In a long term study, however, the possibility of higher 

scores, due to increasing acculturation with the passage of time, would 

have to be taken into account. This could be done by selecting the com

parison schools from areas where acculturation could be expected to be 

taking place at the same rate as at Shiprock, Also, if scores could be 

studied over a number of years prior to the experimentation, it might 

be determined whether there had been a gradual rise in scores even be

fore the new method was started. If this were found to be true, the 

rise might be ascribed to the time and acculturation factor. This at

tribution could not be made, however, if the Shiprock and the Rock 

Point scores should show a rise at a steeper rate than the scores of 

o 
the comparison schools, even as all schools were influenced by the same 

rate of acculturation. 

Original Design for Testing the 
First Hypothesis 

The first hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

standardized achievement test scores by children in the second and 

third grade at Shiprock Boarding School and scores on the same ^ests 

by children in the same grades at three comparison schools. On the 
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basis of the described points of ̂ rationale, the original design for 

testing this hypothesis was the following. 

Proposed method of collecting data. A study would be made of 

the performance of all of the second and third grade groups at Ship- -

rock Boarding School taught by the TESL method, and at three comparison 

schools taught by the Traditional Method, For this purpose access 

would be requested to the scores on the Stanford Achievement Test which 

is given each year in the Navajo Area. Scores on tests given during 

the last week of April or the first week of May of the years 1958 

through 1965 would be studied. Before 1958 scores would not be avail

able; in 1965 the Shiprock experiment was terminated. 

The scores thus obtained would have been made for three years 

before the TESL method was started at Shiprock Boarding School, and for 

five years during which the TESL method was used. However, the first 

two years of the five TESL years would be considered as transitional 

years for the second grade level. The first three years of the five 

TESL years would be considered as transitional years for the third 

grade level. These years would have to be so considered because no 

second grade children had had continuous instruction under the TESL 

method until 1963 and no third graders until 1964. 

The comparison schools would be selected according to the cri

terion of similarity to the Shiprock Boarding School in the following 

respects: 

1. Background of students; they should come from areas with 

approximately the same level and rate of acculturation; 
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2. Teacher experience with Navajo children; 

3. Teacher turnover; 

4. Class size; 

5. Average age of students at each grade level. There is 

usually a wider range in ages of students in Federal schools for Nava-

jos than there is in Anglo classrooms, due to late entrance in school, 

to irregular school attendance, or to a stiffer promotion policy at one 

school than at another. With children frequently transferring from one 

Federal school to another, or from Public School to Federal schools, it 

would be virtually impossible to verify from the records the education

al history of all children involved. Such criteria as number of years 

in school or continuity of school career could therefore not be applied 

in collecting the data. 

Battery median scores would be tabulated by grade level and the 

grade level medians would be found. If the comparison of the battery 

median scores should suggest further scrutiny, reading and arithmetic 

scores would be tabulated and compared in the same way. Grade level 

medians would be preferred for prime consideration because the main 

interest of this study was in the effect of the new method on the aver

age student, rather than on the exceptional student whose extreme 

scores would carry more weight in means than in medians. If the TESL 

method, as cised at Shiprock Boarding School, had had an influence on 

general academic achievement, measurable by the Stanford Achievement 

Test, this could result in increasing differences between scores made 

at Shiprock and at the comparison schools, beginning in 1961 or later, 
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possibly leveling off after 1963 at the second grade level and after 

1964 at the third grade level. If such increasing differences should 

be found, even if starting later than 1961, the grade level means of 

1965 would be computed and the t-test of significance would be applied 

to their differences. 

Expected number and description of cases. The large.Shiprock 

Boarding School had had three or four second grades and three or four 

third grades, each year, over the period of the study. The smaller 

schools in the Shiprock Agency had only one, or one and one-half groups 

at these levels. On the basis of the official average class size of 

30, the numbers of cases in the experimental and in the comparison 

groups were expected to vary from about 90 to about 120 at each grade 

level each year. Over the eight years of the intended study, approxi

mately 1440 to 1920 second grade scores and the same number of third 

grade scores might be involved, evenly divided between the experimental 

and the comparison groups. 

The cases involved could be described as being Navajo second 

and third graders from the area around Shiprock who, as experimental 

and comparison groups, were of similar background, with a similar 

school career, and of about the same age. 

Original Design for Testing the 
Second Hypothesis 

The second hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

standardized achievement test scores by children in the second and 



third grade at Rock Point Boarding School and scores on the same tests 

by children in the same grades at three comparison schools. The pro

posed method of teaching the second hypothesis was the same as the 

method of testing the first hypothesis. Both methods were based on the 

same rationale (see pages 87 to 89). The only difference would be in 

the period over which the study was to be made. The Rock Point variant 

of TESL was used during an entire school year for the first time during 

the school year 1964-1965. 

Proposed method of collecting data. Scores made during the 

period from 1962 through 1967 would be studied. These scores would 

have been made for three years before the TESL method was started at 

Rock Point, and for three years during which the method was used. It 

should be noted that only in 1967, and only at the second grade level, 

a group of children had been tested that had had continuous sequential 

instruction by the TESL method during their entire school career. The 

third graders had, in 1967, three and one-half years of consecutive 

instruction by the TESL method, as the experiment did not start until 

January of 1964, when the 1967 third graders were half way through 

their beginner's year. 

Although one comparison school might have sufficed to obtain a 

comparable number of children involved, three comparison schools would 

be selected in order to increase the probability of internal cancella

tion of teacher related factors. The criterion of similarity to the 

experimental school that would be applied in testing the Shiprock 

hypothesis (see pages 89 and 90) would also be used for testing the 
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Rock Point hypothesis. A random sample of the same number of children 

as would be involved at Rock Point would be taken from the three com

parison schools at each grade level. Those sample groups would then 

serve as comparison groups. 

If the TESL method, as used at Rock Point, had had an influence 

on general academic achievement, measurable by the Stanford Achievement 

Test, this could result in increasing differences between scores made 

at Rock Point and at the comparison schools, beginning in 1965 or later. 

If such differences should be found, the t-test of significance would 

be applied to the differences in means in 1967. 

Expected number and description of cases. The number of cases 

in the experimental and in the comparison groups was expected to vary 

from about 30 to about 45 at each grade level, each year, since there 

was only one or one and one-half classes at each grade level at Rock 

Point Boarding School during the years of the study. Over the six 

years of the intended study, from about 360 to about 540 second grade 

scores and the same number of third grade scores might be involved. 

The children involved could be described as being Navajo second and 

third graders from the area around Rock Point who, as experimental and 

comparison groups, were of similar background, had a similar school 

career, and were of about the same age. 

Original Design for Testing the 
Third Hypothesis 

The third hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 



scores by children in the second and third grade at Rock Point Boarding 

School on a test designed to measure the learning of basic English 

structure and scores on the same test by children in the same grades at 

three comparison schools. For the direct measurement of the grasp of 

basic English structure a specific instrument, entitled Basic English 

Test for Navajos would be developed. (This test is described in de

tail on pages 100-9. Appendix C contains a reproduction of the test 

booklets as well as the script of the tape that provides the stimuli 

for the students' responses.) Standardized achievement tests, designed 

for testing Anglo students, are not suitable for measuring basic Eng

lish structure. They measure implicitly a great deal of structure, but 

most of this structure is of such a complexity that it cannot be called 

basic. Very few items on language subtests measure basic structure di

rectly; most of these measure more complex structure and other aspects 

of language, such as capitalization and punctuation, which reflect 

basic structure only imperfectly. 

There are a number of tests designed for use with non-Anglos, 

such as the Diagnostic Test for Students of English as a Second Lan

guage (Davis 1956) and the tests developed for the Indian Research 

Study (Zintz 1960). These tests, however, are either vocabulary tests 

or they are for use with older students. 

Proposed method of collecting data. At the end of the 1966-

1967 school year the Basic English Test for Navajos would be given to 

the second and third grade students at Rock Point and at the comparison 

schools. It would also be given to second and third graders at a 
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test would be constructed: that the structure to be measured would be 

basic not only in a linguistic sense, but also in the sense that the 

knowledge of that structure is acquired by Anglos early in life, and to 

the point of a near-complete mastery. If this assumption were true, 

Anglo children in the second and third grade should make near-perfect 

scores on the test. If they should fail to do so, those parts of the 

test where such failure occurred would be excluded in the computation 

of scores. 

This means of the Rock Point scores and of the scores of the 

comparison groups would be compared. If a difference should be found, 

it would be submitted to the t-test for statistical significance. 

On the basis of the obtained scores on the Basic English Test 

for Navajos its reliability would be computed by the method of rational 

equivalence. The linear correlations of scores on this test with 

scores on the language subtest and the reading comprehension subtest 

of the Stanford Achievement Test would be computed and a statement 

about the validity of the Basic English Test for Navajos in relation to 

these outside criteria would be made. 

Expected number and description of cases. The comparison group 

that would be selected for testing the second hypothesis (see pages 92-

93) would also be used for testing the third hypothesis. The number in 

each group at each grade level was expected to be not much less than 30 

and not much greater than 45. From about 60 to about 90 children, at 

each grade level, might be involved in total. The children involved 
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could be described in the same manner as was done in the design for 

testing the second hypothesis (see page 93). 

Actual Procedures in Measuring Achievement 

Testing Hypothesis I 

The first hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

standardized achievement test scores by children in the second and 

third grade at Shiprock Boarding School and scores on the same tests 

by children in the same grades at three comparison schools. The first 

step toward the implementation of the design for testing this hypothe

sis was to select the comparison schools from which the data could be 

collected with which the Shiprock data could be compared. 

Collecting data. Upon request all obtained scores on the 

Stanford Achievement Test were readily made available by the Shiprock 

Agency. For 1958, one of the first years that the Stanford Achievement 

Test was given in the Navajo Area, the scores were not complete. The 

period of the study had thus to be limited to the years 1959 to 1965. 

On the basis of student background, teacher experience with 

Navajo children, teacher turnover, and class size, the following three 

schools were seLected as comparison schools: San Juan Boarding School, 

Sanostee Boarding School, and Toadlena Boarding School. 

It was impossible to find a school at which the average ages of 

the second and third grade children matched those of Shiprock second 

and third grade children. On the whole the children at Shiprock tended 

to be older. This was probably due to differences in enrollment and 



placement policies. In 1959, one second grade had been formed at Ship-

rock whose median age was 12. It was decided to exclude the scores 

from this class from the study. After this exclusion, the median ages 

of all second grade classes at Shiprock and at the comparison schools 

varied from 8 years to 11 years, each year of the study. The variation 

at the third grade level was from 9 to 12 years, each year. The differ

ence in average ages remained nearly constant during the last four 

years of the study. Age differences could, therefore, be discounted as 

a cause for an increasing difference in performance, if such should be 

found. 

At the comparison schools there was definite rejection by the 

administration of the Shiprock method. Teachers who might have tried 

to use some of the materials and techniques with which they might have 

acquired a certain familiarity through the relative proximity of the 

Shiprock Boarding School were not encouraged to do so. The emphasis 

was kept on the traditional, experiential, vocabulary-centered ap

proach. Thus, the "contamination" that sometimes occurs in experiments 

involving a comparison of methods was largely avoided. 

First, battery median scores were studied. For each year, the 

scores at each grade level, made by all children involved at the Ship

rock Boarding School and by all children involved at the three compar

ison schools, were listed and the medians found. By plotting these, a 

comparative profile was obtained for each grade level. (These profiles 

are given in the next chapter, Figures 1 and 2, pages 117 and 118.) 
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One of the limiting conditions of the Shiprock experiment was 

the yearly influx, particularly at the third grade level, of students 

from other schools who had not been taught by the TESL method in the 

lower grades. This was a disturbing factor for teaching by a sequen

tial method. Therefore, ratio scores were computed that indicated the 

relative contribution by the Shiprock return students to the above 

median scores at the third grade level each year. (These scores are 

graphically presented in the next chapter, Figure 3, page 124.) 

Battery median scores may remain constant while within the 

battery the scores on the subtests may be favorably affected in one 

area, unfavorably in another. It would be conceivable, for example, 

that at Shiprock the new emphasis on English had raised the reading 

scores, possibly at the expense of arithmetic scores. If such were the 

case - and it would be interesting to know this for an evaluation of 

the experiment - the battery median scores would be insensitive to such 

cancelling fluctuations within the battery. Therefore, the means of 

the reading and arithmetic scores at Shiprock over the years 1959 

through 1964 were plotted. These data were supplied by the Navajo Area 

Office. (They are graphically presented in the next chapter, Figure 4, 

page 126.) 

Number and description of cases. The total number of children 

involved, at the second grade level, was 940 for Shiprock Boarding 

School, 855 for the comparison schools. At the third grade level, the 

numbers were 908 for 'the Shiprock Boarding School, 861 for the compari

son schools. The total number of children involved was 3564. 
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The children involved can be described as being Navajo second 

and third graders from the Shiprock area who, as experimental and com

parison groups, were of similar background, had a similar school ca

reer, and varied in average ages from 8 to 11 years. The Shiprock 

average ages were consistently higher than the average ages at the com

parison schools. 

Non-availability of Data for Testing Hypothesis II 

The second hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

standardized achievement test scores by children in the second and 

third grade at Rock Point Boarding School and scores on the same tests 

by children in the same grades at three comparison schools. The first 

step in the implementation of the design for testing this hypothesis 

was to select the comparison schools from which the data could be 

collected with which the Rock Point data could be compared. 

Collecting data. Dennehotso Boarding School, Nazlini Boarding 

School, and Pinon Boarding School were selected to serve as comparison 

schools. These three schools were similar to Rock Point in the follow

ing respects: home background of the children, teacher experience with 

Navajo children, teacher turnover, class size, and type of school. 

It proved to be impossible to obtain the results of the Stan

ford Achievement Test at the comparison schools over the years 1962 

through 1967 on which the design of this study was based. This non

availability of data precluded testing Hypothesis II in the way this 

was designed. 
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Study of Available Data as a Substitute 
for Testing Hypothesis II 

At Rock point, Agency norms were available for each grade level 

and for each year, starting with 1961. These norms were derived from 

the scores on the Stanford Achievement Test from all schools in the 

Agency. Also available were the Rock Point average scores for each 

grade level each year. Rock Point average scores were compared with 

the Agency norms. This comparison was made as a substitute for the im

plementation of the design of this study. 

Testing Hypothesis III 

The third hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

scores by children in the second and third grade at Rock Point Boarding 

School on a test designed to measure the learning of basic English 

structure and scores on the same test by children in the same grades at 

three comparison schools. The first step toward the implementation of 

the design for testing this hypothesis was the construction of the 

Basic English Test for Navajos. 

Test construction; administrafaility, scoring, standardization. 

The test should be administrable in one, two, or three sessions of an 

hour to an hour and a half. Such would be the outside limits of prac

ticality. It would be difficult to obtain permission to administer a 

longer test or to find conditions which would permit this. Another 

practical requirement was that the test be a group test. Individual 
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administration would be impracticably time consuming. In the absence 

of language laboratories, pronunciation could not be measured. 

Test items were to be constructed in such a way as to minimize 

the possibility of multiple correct answers: the knowledge of particu

lar structure can only be ascertained if the item elicits only a re

sponse of that structure. If responses of other structure are also 

acceptable, the item becomes useless as a probe for the structure 

wanted. Scoring of the test would become extremely difficult if the 

test contained such items. For equitable scoring, each item should 

elicit only one correct answer. The raw score for a particular part 

of structure tested would then simply consist of the number of correct 

answers. Correction for guessing could be made in those parts of the 

test where such correction would be appropriate. 

In order to standardize the administration of the test, the 

linguistic stimuli as well as the instructions to the children were to 

be put on tape and the pictorial and written stimuli were to be pro

vided in mechanically reproduced test booklets. The task of test ad

ministration would thus be reduced to running the tape recorder, 

supervising the class, and to writing some of the sample items on the 

board. Instructions to the test administrator as to what, how, and 

when to give such help in working the samples were to be given on the 

tape and possibly in written instructions, but the necessity for such 

written instructions should be reduced as much as possible in order to 

minimize the chances for misinterpretation and to maximize standard 

procedures. 
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Testing activities often resemble teaching activities. Famili

arity with test format often favorably influences performance. In 

order to offset a possible undue advantage to Rock Point children de

riving from such familiarity with testing activities, procedures would 

be preferable that had not been used at Rock Point in teaching, or if 

this should prove impossible, provide for extensive sampling activities 

which would ensure that the children from the comparison schools would 

be thoroughly familiar with the type of test tasks before the actual 

testing was to begin. 

Test construction; criteria for selection of items. In order 

to arrive at a test of the limitations set by practicality, which would 

preclude testing all structure that might be called basic, criteria had 

to be set up by which to determine which basic structure to test and 

which to leave untested. 

"Basic" structure can be understood in at least three partially 

overlapping senses. It can mean, in the first place, structure that 

underlies other, more complex structure in a linguistic sense. Gener

ative transformation grammar provides a structural description that 

does, indeed, develop from a relatively simple basis to ever increasing 

complexities. This development is in the form of ordered rules, the 

first one being that every sentence consists of a subject noun phrase 

and a predicate verb phrase. English produced as a result of the ap

plication of a relatively small number of rules might then be called 

more basic than English requiring the application of a larger number of 

rules. 
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However, after the application of almost every rule, there are 

options for the selection of further rules. The subject noun phrase, 

for example, displays an array of possibilities from which the language 

user can choose: shall he select a singular or a plural noun, a count 

noun or a non-count noun; shall he select a definite or a non-definite 

article, etc. The verb phrase of the predicate, too, allows for a num

ber of choices: whether to include aspect, a noun phrase, an adverbial, 

for example. Besides the rules for the development of positive, active 

statements, there are transformation rules which the language user is 

free to select or to ignore. Some of these transformation rules may be 

called basic in the sense that they precede other rules: shall the 

language user make a negative statement, formulate a question that is 

to be answered by yes or no, shall he choose to speak in the passive 

voice, etc. Some of these choices are at the same level in the se

quence of rules. One might be called as "basic" as another one. 

The second sense in which "basic" structure can be understood is 

that it refers to that structure which, if learned - and therefore to 

be taught - first, will optimally facilitate the learning of further 

structure. There would seem to be an obvious overlap between "basic" 

in this sense and in the linguistic sense. If the linguistic descrip

tion is accurate, the learning of linguistically basic structure would 

seem to be a requisite for the learning of all further structure. With 

all that is involved in language learning, however, factors other than 

solely the factor of structure development may facilitate the learning 

of other structure. Frequency of usage in the learner's environment, 
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for example, may be such a factor. It is likely to bring into play the 

motivational factor of experienced usefulness, of functionality; it is 

likely to be reinforced through frequent opportunities for transfer on 

the receptive and the productive level. Frequency of usage, combined 

with considerations of meaningfulness to the learner and the learner's 

interest, are the considerations for determining basicness - what ought 

to be taught first - in the Traditional Method for teaching English to 

Navajos and in other direct methods. In these methods, it is true, 

considerations for determining basicness refer to content vocabulary 

and specific sentences, not, usually, to structure. But the criterion 

of frequency of usage would seem to be an attractive criterion, to be 

applied after the linguistic criterion of order and number of struc

tural rules; in other words, the criterion of frequency of usage would 

seem to be indicated wherever the linguistic criterion leaves choices 

for the selection of rules of equal complexity. 

In the third place, "basic" structure can be understood to mean 

that structure which is learned first by native speakers. It is not 

known whether the order in which the structure of the native language 

is learned corresponds exactly with the order of descriptive rules. 

This field of investigation is enormously complex and far from fully 

explored, but it would seem reasonable not to expect on a test of basic 

English structure performances from Navajo children which could not be 

performed to near-complete perfection by Anglo children of approximate

ly the same age or even somewhat younger. 
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These criteria, then, were applied in constructing the test 

items: 

The first criterion: Does the item test the knowledge of 

structure that is basic in a generative transformation grammatical 

sense; does it ask for the application of a relatively small number 

of successive rules only? 

The second criterion: Does the item test knowledge of struc

ture that is frequently used in elementary schools? This criterion 

was applied after the first criterion, only in regard to options. 

The third criterion: Can the item be expected to easily 

answered correctly by Anglo second graders - the second grade being 

the lowest grade for which the test was constructed. 

In order to stay within the practical time limits, a fourth 

limiting criterion was still needed. 

The fourth criterion: Does the item test the knowledge of 

structure that can be assumed to be particularly difficult for Navajos 

to learn? This criterion was applied after the first three criteria. 

It was assumed that in concentrating on particularly difficult areas, 

the possible difference in effectiveness for structure learning between 

the two methods would most clearly show up. 

A fifth criterion, not pertaining to structure but to content 

vocabulary for the test items, was the criterion of assumed familiarity 

to second grade children by the end of the school year. It would be 

sufficient that a word be familiar in its spoken form only, for items 

requiring merely an aural understanding of the word; on the other hand, 
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for items involving reading and writing, however minimal, the words 

should be familiar in spoken and in written form. Word lists in com

monly used basal reader series, not higher than the 2^ level, were to 

be used as a source and thus as a basis for the assumption of familiar

ity to the children. 

History of test construction. The application of the five cri

teria, led to a test which was first tried out in the summer of 1967 on 

a small group of Navajo adults and a few Anglo adults at the Inter-

mountain School, Brigham City, Utah. This first try-out provided valu

able information as to the administrability of the test and the 

ambiguity of some items. 

The test was revised in the light of this information and tried 

out again on two groups in Chinle, Arizona, also during the summer of 

1967. Grade levels in these try-outs varied from second grade through 

twelfth grade. Testing conditions were not ideal: there was undue 

time pressure; the room was crowded; one group consisted of only fif

teen members of six grade levels. These conditions made the results 

rather doubtful as to their reliability. However, more information was 

obtained in regard to administrability and the difficulty of certain 

items and parts of the test at various grade levels. 

In the light of this information a third version was made and 

tried out on a control group of about one hundred and fifteen Anglo 

children at Aztec Elementary School in Albuquerque, New Mexico. This 

was done during the first week of September, 1966, by two third grade 

and two fourth grade classroom teachers who were given the test 
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materials - the test booklets, the tape, and the few written instruc

tions for administering the test - without any further preparation. 

Dr. Miles Zintz, Professor of Education at the University of New Mex

ico, was instrumental in this try-out. Teachers1 comments about the 

administrability of the test and test results were studied. Items that 

proved to be ambiguous in that they had elicited more than a single 

correct response were rewritten. The result was the fourth version of 

the test, consisting of ten parts. (Appendix C contains a reproduction 

of the test booklet as well as the script of the tape that provides the 

stimuli for the students' responses.) This fourth version purports to 

test specifically: 

in part one: the knowledge of the expression of number in English 

through the structural devices of the non-definite 

article a. in contrast to the absence of this article 

and the suffixing of /s/ or /z/ to the noun; on the 

receptive level, i.e., perception and comprehension; 

in direction-giving discourse; 

in part two: the knowledge of the expression of number in English 

v through the same structural devices, through forms of 

to be in the present tense, and through the third 

person pronouns; on the productive level, in writing, 

minimizing possible difficulties arising from orthog

raphy; in dialogue; also the knowledge of the expres

sion of gender in English through the third person 

singular pronouns, he, she, it (or this or that),• 
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in response to questions using proper nouns and common 

nouns, all tested in the same manner as number; 

in part three: the knowledge of the expression of number in English 

nouns with or without the support of the use or non-

use of the article a and/or agreeing forms of to be; 

on the receptive level; in narrative; 

in part four: the knowledge of the expression of gender in English 

through the third person singular pronouns h£ and she; 

on the receptive level; in narrative; 

in part five: the knowledge of structure necessary for the production 

of the following answers to yes/no questions: Yes, 1 

do; No, she doesn't (does not); Yes, I/we did; No, they 

don't (do not); Yes, I am; No, we aren't (are not); Yes, 

I was; Yes, you were; Yes, he is; No, they weren't (were 

not); in writing; 

in part six: the knowledge of the implications for time expressions 

of: going to, followed by an infinitive; /d/ after a 

verb root; was (a verb root)-ing; /s/ after a verb root; 

'11, followed by an infinitive; does, used with an in

finitive; vowel change in verb root; a verb root; did, 

used with an infinitive; do, used with an infinitive; 

are; on the receptive level; 

in part seven: the knowledge of structure necessary to produce plays; 

went; see; go; am working; helped; work; were playing; 

call; come; are working; pulled; eat; make; in otherwise 
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provided sentences in response to questions; in writ

ing, minimizing possible difficulties arising from 

orthography; 

in part eight: the knowledge of the negative transformation of: 

Dick and Jane like; played; I drink; went; in produc

tion, in writing; 

in part nine: the knowledge of the yes/no question transformation re

sulting in questions beginning with do, does, did, is, 

are, and were; in production, in writing, in response 

to "Ask - if" instructions; 

in part ten: the knowledge of the expression of gender in English 

through the forms of address and reference to adults, 

Mr., in contrast to Mrs, or Miss; on the receptive 

level; in narrative. 

This fourth version of the Basic English Test for Navajos as 

here described was used in this study. Appendix C contains a repro

duction of the test booklet as well as the script of the tape that 

provides the stimuli for the students' responses. 

Measures for preventing or offsetting possible undue advantage 

for Rock Point children. The fourth version of the test followed a 

general procedure that was as unfamiliar to Rock Point children as it 

was to the other children. Besides, seven of the ten subtests included 

extensive familiarization procedures with test tasks. 

In three subtests, numbers three, four, and ten, no samples 

were provided. This was omitted for the very reason that these 



subtests aimed at measuring linguistic perception when students were 

not alerted to the specific nature of the structure on which they were 

going to be tested. The type of activity of subtest three had never 

been used at Rock Point; the types of activity of subtests four and ten 

had been used as teaching activities in 1964, as a testing activity 

only once thereafter, in May of 1966. The memory of these activities -

even though the exact content of the subtests four and ten was new -

might have given the Rock Point children a slight advantage in taking 

subtests four and ten over the other students, somewhat in the nature 

of the feeling of familiarity that accompanies a game played on home 

ground. This possible advantage for Rock Point children, however, was 

offset by the procedure of selecting the group of Rock Point children 

whose performance was to be compared with that of a random sample of 

second and third graders at the comparison schools. This procedure 

will be described in the following paragraphs. 

Rock Point Boarding School has traditionally followed a stiffer 

promotion policy than the comparison schools. This resulted in a 

higher average of the children at a certain grade level. In order to 

offset a possible favorable effect of this promotion policy on the Rock 

Point scores if means were obtained from grade level groups, it was as

sumed that all third graders in the comparison schools, not older than 

ten years, had been only four years in school. Nine is the lowest, ten 

the highest, age a child can attain by the month of May in the third 

grade when he has enrolled at the age of six, has stayed in school, and 

has been promoted each year. Children might be in the third grade at 



an older age either because they have been retained, or because they 

have entered school late, or because they have stayed out of school for 

a year or more. It was practically impossible for the investigator to 

ascertain which of these possibilities had caused some children at the 

comparison schools to be older than ten in the third grade. Therefore, 

all children older than ten were excluded. This left the possibility 

that some ten year old third graders in May, 1967, had still been re

tained in the comparison schools - and had thus had the advantage of 

five instead of four years of schooling - but had not turned eleven yet 

because the'ir birthdays fell in the summer months. It was practically 

impossible to obtain the data for the number of years in school for all 

ten year old children in the comparison schools. Therefore, the above 

assumption that all ten year olds had been in school only four years 

had to be made, even though this assumption might favor the scores at 

the comparison schools. 

For the Rock Point school it was possible to ascertain which 

children had been in school four consecutive years. These children 

were selected to serve as the experimental "third grade" group, regard

less of their actual grade placement at Rock Point. This grouping pro

cedure resulted in a group of twenty children, twelve of whom were 

regarded at Rock Point to be second graders. On the other hand, the 

third grade population at the comparison schools from which the random 

comparison group was taken did not include any children who were placed 

in the second grade. A corresponding procedure was followed for the 

second grade level. 
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This leaning-over-backward in grouping the scores that were to 

be compared might have favored the comparison schools. This possibil

ity would seem to offset the advantage that Rock Point children might 

have had in taking subtests four and ten "on home ground." 

Another procedure followed to equalize testing conditions for 

all children was to have one test administrator, equally unfamiliar to 

all children, give the test, and to have one person, equally removed 

from all children, score the test. The scoring procedures were written 

out in detail and practiced with the scorer. 

Basic English Test for Navajos: reliability. The reliability 

coefficient of the total test was computed by the approximation formula 

of the method of rational equivalence (Richardson and Kuder 1939, pp. 

681-687) from the combined scores of all nine and ten year old third 

graders at the comparison schools and of all nine and ten year olds who 

had been four years in school at the Rock Point Boarding School, re

gardless of grade placement. There were 64 scores. The standard de

viation was found to be 12.31 around a mean of 61. For the 84 items 

of the test, the reliability coefficient was found to be .90. 

The reliability coefficient computed by the same method from 

the scores of all nine and ten year old third graders at the comparison 

schools alone (N = 45, M = 57.53, and SD = 11.73) was found to be .88} 

when computed from the Rock Point scores alone (N = 19, M = 69.21, and 

SD = 9.5), the reliability coefficient was also found to be .88. The 

number of children involved at Rock Point was 20, but one child failed 
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to respond on one subtest. His test had to be excluded in the computa

tion of reliability. 

Basic English Test for Navajos: validity. Linear correlations 

were computed between the scores of 25 Rock Point children on the Basic 

English Test for Navajos and their scores on the reading comprehension 

and language subtests of the Stanford Achievement Test, administered by 

a teacher at Rock Point Boarding School in September, 1967. For read

ing comprehension this correlation was found to be a positive .63, for 

language a positive .69. 

Collecting data. An Education Specialist, stationed at Chinle, 

Arizona, gave the test at all schools. These were the Rock Point 

Boarding School, the three comparison schools selected for testing the 

second hypothesis (see page 99), and the Weitzel Elementary School at 

Flagstaff, Arizona. This last school is located in a middle class and 

upper lower class Anglo neighborhood. The performance by the children 

of this school was to serve as a check on the assumption of basicness 

in the sense that Anglo children at the second and third grade level 

would show near-complete mastery of the structure measured by the test. 

The test was given to all schools during the last week of May and the 

first week of June, 1967. 

A secretary at the Chinle Agency Office scored all test book

lets after a practice session in scoring. The writer of this study 

adjusted the scores only insofar as the findings made this necessary, 

specifically in the seventh subtest, where the decision to exclude 
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three items called for a recomputation of the subtest scores (for de

tails, see Chapter 4, pages 131 and 132). 

After the administration and scoring of the test, the groups of 

scores were formed whose means were to be computed and compared, follow

ing the procedure described on pages 110 ff. To obtain the random 

group from the comparison schools, a Bingo number thrower was used. On 

the basis of the findings at the second grade level, further study was 

limited to the third grade level as will be explained in the next chap

ter, p. 131. 

Means were computed of the scores on each subtest, corrected 

for guessing where appropriate. (They are graphically presented in the 

next chapter, in Figure 5, page 135.) The means of the total test 

scores were computed and the difference between these means was sub

mitted to the t-test of significance. 

Number and description of cases. The number of cases in each 

of the groups was 20 as no more than 20 children could be found at Rock 

Point who met the qualifications of the grouping procedures. The chil

dren can be described as being nine and ten year old Navajo children 

from the Chinle area who, as experimental and comparison groups, were 

similar in home background, had gone to similar schools, had been in 

school for four years at Rock Point, for four or five years at the com

parison schools, and were considered third graders at the comparison 

schools. 
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Summary of the Chapter 

In this chapter the design for measurement of possible differ

ences in achievement resulting from different teaching methods has 

been presented with details of rationale and practicality. 

The step-by-step actual procedures followed in carrying out the 

design were described. Where difficulties were encountered and deci

sions for alternate procedures had to be made, the reasons for such 

decisions were given. These difficulties were caused by inconsisten

cies in school records. It was impossible to obtain the data necessary 

for testing the second hypothesis, pertaining to general academic 

achievement in the Rock Point area. Instead, such data as were avail

able were studied. 

For measuring general academic achievement, the scores on the 

Stanford Achievement Test given each year in the Navajo Area were stud

ied over periods of seven years. For measuring achievement in English 

scores on a test of basic English structure were studied. This test, 

entitled Basic English Test for Navajos, was specifically constructed 

for use with Navajo elementary school children. Reliability and valid

ity of this test were computed. 



CHAPTER 4 

ANALYSIS AND INTERPRETATION OF DATA 

This chapter will present results of instruction in English by 

the TESL method in two Federal schools on the Navajo Reservation at the 

second and third grade level. These results will be compared with re

sults of instruction in English by the experiential, vocabulary cen

tered method that was until recently the traditionally adopted method 

by the Bureau of Indian Affairs. 

The Shiprock Experiment 

The medians of all battery median scores on the Stanford 

Achievement Test at the second and third grade level at Shiprock Board

ing School and at three comparison schools, at the end of the school 

years 1959 through 1965, are presented in graphic form in Figures 1 and 

2. The scores are expressed in units of grade placement. 

The Second Grade Level 

In Figure 1, representing the results at the second grade lev

el, the scores in 1959 and 1960 are pre-experimental scores and the 

scores in 1961 and 1962 must be considered transitional scores. The 

second graders of 1961 had had only the last year of their three-year 

school career instruction by the experimental method and in 1962 this 

could have been the case only during the last two years. 

116 
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Figure 1 shows no difference between the medians of the exper

imental and the control groups during the last five years. The exper

imental variable, which might have started to influence the scores in 

1961 at the earliest, did not show such influence - not in that year, 

nor during the following years, when its influence might have been ex

pected to increase. The finding that all group scores from 1961 on 

were on or above the national norm made such expectation hardly reason

able, however, unless it was expected that the TESL influence was neg

ative. 

Other differences between the experimental and the comparison 

schools, such as size of school, did not show any effect on the second 

grade scores either, except in the first two years. Then, these ef

fects were contradictory, favoring the Shiprock scores in one year, the 

scores of the comparison schools in the following year. 

Conclusion. The study of the battery median scores on the 

Stanford Achievement Test at the second grade level leads to the con

clusion that if the new method exerted an influence on academic 

achievement in general, it was not strong enough to show up in these 

scores, under the conditions of the experiment at the Shiprock Boarding 

School. 

The Third Grade Level 

In Figure 2, representing the results of the third grade level, 

the scores in 1959 and 1960 are pre-experimental scores, as they were 

at the second grade level. But at the third grade level, the three 

following years - not two, as at the second grade level - must be 
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considered transitional. Not until 1964 could third graders have had 

continuous sequential instruction by the experimental method during 

their entire four years of schooling. 

Figure 2 shows that at the third grade level the Shiprock 

scores, though somewhat similar in pattern, were consistently higher 

than those of the comparison schools, except in 1965. There is no con

sistently increasing difference in scores, starting in 1961 or later. 

Between 1962 and 1963 the difference did increase by one month and 

again in 1964 the difference was indeed a month greater than it had 

been in 1963. But the drop of the Shiprock scores to the level of the 

comparison group scores in 1965.seems to reverse the trend toward the 

expected increasing difference in scores. This reversal suggests a 

further scrutiny of the prevailing conditions under which the TESL 

method was implemented at Shiprock. This will be done in the following 

paragraphs. 

Conclusion. The study of the battery median scores of the 

Stanford Achievement Test at the third grade level leads to the conclu

sion that, if the new method exerted an influence on academic achieve

ment in general, it was not strong enough to show up in these scores, 

under the conditions of the Shiprock experiment. The score profile, 

however, suggests a closer examination of those conditions. 

Return students at Shiprock Boarding School. One of the limit

ing conditions of the Shiprock experiment was the yearly influx, par

ticularly at the third grade level, of students from other schools 
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where the new method had not been used. This was a disturbing factor 

for teaching by a sequential method. 

In 1962, only 47 per cent of the Shiprock Boarding School third 

graders had attended the Shiprock Boarding School in the second grade 

the previous year. Only 47 per cent of the children had thus had, at 

the time of testing in 1962, two consecutive years of instruction by 

the TESL method. 

In 1963, the number of children who had attended Shiprock 

Boarding School in the second grade the previous year was 55 per cent 

of the total number of third graders. The children among this 55 per 

cent who had been attending Shiprock Boarding School also in the first 

grade had had, at the time of testing in 1963, three consecutive years 

of instruction by the TESL method. Data as to the exact number of 

these children were not obtainable. Thus, all that can be said about 

the 55 per cent of the third graders who were return students is that 

they had had, at the time of testing in 1963, two or three years of 

consecutive instruction by the TESL method. 

In 1964, 57 per cent of the third graders were return students. 

They can be said to have had two, three, or four years of consecutive 

instruction by the TESL method. Those who had had four years were the 

first group to have received such instruction during their entire school 

career. 

In 1965, only 37 per cent of the third graders had been in 

Shiprock Boarding School in the second grade during the previous year. 



122 

They had had two, three, four, or in case they had repeated a grade at 

Shiprock, five years of English instruction by the TESL method. 

Table I shows in the second column the yearly ratios of the 

number of Shiprock return students' scores to the total number of 

scores. The ratios are expressed in percentages. The third column 

shows the yearly ratios of the number of return students' above median 

scores to the total number of above median scores. These ratios, too, 

are expressed in percentages. For example, in 1960, 69 per cent of all 

third.graders at Shiprock were return students and 67 per cent of the 

above median scores were made by return students. 

STABLE I 

RELATIVE CONTRIBUTION OF SHIPROCK THIRD GRADE 
STUDENTS TO ABOVE MEDIAN SCORES 

RETURN 

Ratios of Number of 
Return Students' 
Scores to Total 
Number of Scores 

Ratios of Number 
of Return Students' 
Above Median Scores 
to Total Number of 
Above Median Scores 

Ratio Scores 
of Groups of 

Return Students 

1960 

7o 

69 

% 

67 .97 

1961 53 66 1.25 

1962 47 52 1.11 

1963 55 65 1.18 

1964 57 64 1.12 

1965 37 50 1.35 

a. A score of 1 indicates performance equal to that.by new
comers. A score greater than 1 indicates better performance than that 
of newcomers. 
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The fourth column gives the ratio of the two percentages each 

year. This ratio can be considered to be a score for the group of re

turn students, expressing their relative contribution to the above 

median scores. A ratio score of one means that the return students did 

as well as the students who had been in the Shiprock Boarding School 

only one year. A ratio score higher than one indicates that the group 

of return students did relatively better than the other students. A 

ratio score lower than one indicates that the group of return students 

did not do as well as the other students. 

If the TESL method exerted a favorable influence on general 

academic achievement, the ratio scores of the return students should be 

expected to increase, starting in 1962 or later. 

The ratio scores are plotted in Figure 3. They show that there 

was no steady increase in these scores from 1962 on. It is true that 

from 1961 on the ratio scores of the return students were consistently 

higher than one, but this cannot be attributed to the TESL method, 

since in 1961 all students received instruction by this method for the 

first time and yet the return students did considerably better than the 

newcomers. Whatever caused the return students to do so relatively 

well in 1961, e.g., the higher average age of the return students, may 

also have caused the high ratio scores in the following years. (Cf. 

the remarks about Werner's report on page 42.) It is interesting to 

note, however, that in 1965, when the median of the scores at Shiprock 

had dropped to the median of the comparison schools (see Figure 2), the 

relative contribution by the Shiprock return students to the above 
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Ratio I960 1961 1962 1963 1964 1965 
bcores 

1.35 

1.30 

1.25 

1.20 

1.15 

1.10 

1.05 

Figure 3. Relative Contribution of Shiprock Third Grade 
Return Students to Above Median Scores. 

A score of 1 indicates performance equal to that by-
newcomers. A score greater than 1 indicates better performance 
than that of newcomers. In 1962 the return students had had 
one year more of TESL instruction than the newcomers, in 1963 
two years more, in 1964 and 1965 three years more. 
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median scores was higher than it had ever been before, while the per

centage of Shiprock return students to the total number of students at 

Shiprock was lower than it had ever been before (37 per cent, see 

Table I). Also, it can be assumed that by 1965 the TESL method had 

come to be more effectively used than before, when teachers and stu

dents were less familiar with it. It may be recalled that Werner 

(1966) found a similar superiority of Shiprock return students at the 

second grade level (see page 41). The interpretation seems justified 

that continuous sequential TESL instruction might have contributed to 

the superior performance of the Shiprock return students in 1965. 

The Shiprock return students were not grouped in separate 

classes, but were distributed over all third grade classes each year. 

The manner of distribution was generally the same during the years of 

the experiment. 

Conclusion. If the TESL method exerted an influence on aca

demic achievement in general, it was not strong enough to show up in 

battery median scores on the Stanford Achievement Test of the Shiprock 

return students at the third grade level, under the conditions of the 

Shiprock experiment. However, the sharp rise in the return students' 

performance in 1965 might indicate that previous instruction by the 

TESL method was beginning to take effect. 

Reading and arithmetic scores compared. The result of plot

ting the means of the scores on the Stanford Achievement Test, labeled 

Reading Average and Arithmetic Average, at Shiprock Boarding School is 

represented in Figure 4. The rationale for comparing reading and 
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Grade 1959 1960 1961 1962 1963 1964 
Level 

3.9 

National 
Norm 

3.7 

3.6 

3.5 1— 

3.3 

3.2 

3.0 

2.9 

2.8  

cu 

V 

n 

Read ing 

Arithmetic - - - -

Figure 4. Means of Third Grade Reading and Arithmetic Scores 
on the Stanford Achievement Test at Shiprock Board
ing School. 
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arithmetic achievement was to see if, possibly, the TESL method had in

fluenced the reading scores favorably at the expense of the arithmetic 

scores, a possibility which might not be registered by the battery me

dian scores. 

Figure 4 does not reveal that this possibility was realized. 

Reading scores follow in general the same pattern as the arithmetic 

scores during the years 1961 through 1964, but at a lower level. How

ever, it may be significant that the difference was never as great dur

ing the years of the experiment as it was in the pre-experimental years 

1959 and 1960. It is true that reading scores were lower.in 1963, 

after three years of TESL instruction at the school, than they were in 

1960, before TESL was begun. But the arithmetic scores were also lower 

in 1963 than they were in 1960. Similarly, when it is observed that 

the relatively high reading score in 1964, after four years of TESL at 

Shiprock, was still lower than the high score of 1962, when TESL had 

been taught only two years, it should also be observed that the same is 

true for the arithmetic scores in 1964 and 1962. The arithmetic scores 

do not seem to have undergone any influence from TESL. 

Conclusion. If the TESL method exerted an influence on achieve

ments in reading and arithmetic, it was not strong enough to show up in 

the reading and arithmetic scores on the Stanford Achievement Test at 

the third grade level, under the conditions of the Shiprock Boarding 

School. It may be significant, however, that the reading scores fell a 

greater distance below the arithmetic scores in the pre-experimental 

years than they did during the years of the experiment. 



128 

Effect on Scores of General Gradual 
Acculturation With Passage of Time 

One of the reasons for designing a long term study was the 

foreseen possibility of a gradual rise in scores toward the national 

norm as a result of a general gradual increase in acculturation among 

the Navajos. The results at the second grade level do not exclude an 

acculturation factor as an explanation for the upward trend between 

1959 and 1961, though the dip in 1960 of the Shiprock scores weakens 

the strength of the argument for acculturation. At the third grade 

level, however, the scores of both the Shiprock Boarding School and the 

comparison schools are quite erratic and remain below the national 

norm. If acculturation was taking place at all, it does not seem to 

have taken place to the extent where its influence was registered in 

test scores at the third grade level. 

Summary 

The first hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

standardized achievement test scores by children in the second and 

third grade at Shiprock Boarding School and scores on the same tests 

by children in the same grades at three comparison schools. This hy

pothesis seems to have been confirmed by the data obtained. On the 

basis of the obtained test scores, all that can be said about the new 

method is that there is no clear evidence of influence in either in

creased or decreased achievement by Shiprock Boarding School students 
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on the Stanford Achievement Test during the years 1961 through 1965, 

though some of the findings might indicate a favorable influence. 

The Rock Point Experiment 

The Rock Point experiment with TESL could not be evaluated in 

terms of the second hypothesis which was that there would be no sig

nificant difference attributable to the new method of teaching English 

between standardized achievement test scores by children in the second 

and third grade at Rock Point Boarding School and scores on the same 

tests by children in the same grades at three comparison schools. The 

data from the comparison schools for testing this hypothesis could not 

be obtained. 

Rock Point General Achievement Scores 
Compared with Agency Norms 

As a substitute study for testing the second hypothesis, Agency 

norms and Rock Point average grade level scores for 1961 and 1967 were 

obtained and studied. Agency norms are norms derived from the battery 

median scores on the Stanford Achievement Test from all schools in the 

Chinle Agency of which the Rock Point Boarding School is a part,, Some 

of the Agency schools differed in various respects from the Rock Point 

type of school. This should be kept in mind in comparing Rock Point 

scores with Agency norms. 

It was found that in 1961 the Rock Point second grade average 

of the battery median scores was three months below the Agency norm. 

In 1967 it was three months above the norm. In 1961 there were no 

third and fourth grade groups at Rock Point, but in 1967 the Rock Point 
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average third grade score was seven months above the Agency norm, and 

the fourth grade average score was almost nine months above the norm. 

It would seem clear that between 1961 and 1967 achievement, as 

measured, had greatly improved at Rock Point. However, this cannot 

solely be credited to the institution of TESL at Rock Point, without 

further investigation of other changes that took place at Rock Point 

and in the Agency between 1961 and 1967. The school at Rock Point had 

been enlarged, for example, to include the third and fourth grade in 

1964. In the Agency a number of changes had also taken place. In 

spite of due caution in interpreting the improvement at Rock Point, 

however, it would seem to indicate that the heavy emphasis on TESL at 

Rock Point must have made a considerable contribution to this improve

ment. 

Suitability of the Basic 
English Test for Navajos 

The third hypothesis was that there would be no significant 

difference attributable to the new method of teaching English between 

scores by children in the second and third grade at Rock Point Boarding 

School on a test designed to measure the learning of basic English 

structure and scores on the same test by children in the same grades at 

three comparison schools. The data obtained by administering the Basic 

English Test for Navajos suggested in the first place that this test is 

entirely suitable for use at the third grade level. The great majority 

of the children performed smoothly and with apparent understanding of 

the test tasks. 
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At the second grade level, however, the test had to be judged 

invalid as an instrument for measuring the knowledge of English struc

ture. It was clear that, particularly on subtests seven, eight, and 

nine, the test tasks were not understood by a large percentage (in some 

instances as large as 30 per cent) of second graders at the comparison 

schools, in spite of the extensive sample exercises. At the Anglo 

school, where the average age was at least a year lower than at the 

Navajo schools, some seven year old children exhibited a lack of hand

writing skill that cast doubt on the validity of this test with this 

young age group, even though attempts had been made to keep the re

quired handwriting skills at a minimum. In view of these findings it 

seemed futile to attempt a comparison at the second grade level. 

Anglo children were included in the testing as a check on the 

assumption that the structure tested was basic in the sense that it is 

learned early in life by Anglos, to the point of a near-complete mas

tery, and without specific instruction. If thi"s assumption were true, 

eight year old and older Anglo children could be expected to score at 

least 90 per cent on all subtests. 

This assumption proved to be correct for all subtests, except 

subtest seven. On this subtest an average score of 87 per cent was 

found for the Anglo third grade group. Item analysis revealed that 

three items, numbers five, eight, and eleven, were the items most often 

incorrectly worked. They were the only items requiring the expression 

of aspect through the -ing form of the verb. When these items were ex

cluded in the computation of scores, in other words, when the subtest 
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was shortened by these three items, the average score of the Anglo 

third grade group on subtest seven rose to 92 per cent. After this 

finding it was decided to exclude these items in the computation of 

scores for the children at the Navajo schools too. 

Validity of the Basic 
English Test for Navajos 

Correlations between scores on the Basic English Test for Nava

jos and scores on the reading comprehension and language subtests of 

the Stanford Achievement Test were found to be positive .63 and .69, 

respectively (see page 113). Insofar as performance on the Stanford 

subtests depends on knowledge of the basic English structure that the 

Basic English Test for Navajos purports to measure, the correlations 

can be considered to be indications of the validity of the Basic Eng

lish Test. There can be no doubt that both subtests require a knowl

edge of English, including basic English structure, for successful 

performance. They also require more than a knowledge of basic English 

structure, however. For example, a certain range of vocabulary and of 

general cultural information is also required. How all such require

ments interrelate is not known. The found correlations between the 

Basic English Test for Navajos and the reading comprehension and lan

guage subtests of the Stanford Achievement Test should therefore not be 

interpreted to mean that performance on the Basic English Test for Nav

ajos would be a simple, unconditional predictor for performance on the 

Stanford subtests. 
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It should be noted that the content validity of the test ap

pears to be high as the elicited responses require a knowledge of Eng

lish structure that is basic in the linguistic sense that a relatively-

small number of rules are involved. These responses are the only gram

matically and language-contextually correct responses, i.e., any other 

response constitutes a non-English sentence or marks the students as 

not understanding English as the native speaker understands it. The 90 

per cent or higher average scores on all subtests (after shortening 

subtest seven) by the Anglo third grade group confirms the assumed 

basicness of the tested structure in the sense that this structure is 

learned by Anglos early in life and to the point of a near-complete 

mastery. 

« 

Reliability of the Basic 
English Test for Navajos 

Reliability coefficients for the test, computed from the scores 

of three different groups (see page 112) were found to be .90 and .88. 

These findings would seem to be quite satisfactory especially in view 

of the fact that the method of rational equivalence (Richardson and 

Ruder 1939, pp. 681-687), which was used in computing these reliability 

coefficients, tends to somewhat underestimate reliability as compared 

with other computational methods. 

Results on the Basic English 
Test for Navajos 

The results of the administration of the Basic English Test for 

Navajos to the three comparison schools, the Rock Point Boarding 
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School, and the Anglo school at Flagstaff are presented in graphic form 

in Figure 5. The bars represent the mean scores on the ten parts of 

the test and their sums. For this representation the raw scores were 

converted into percentage scores, after having been corrected for guess

ing in parts one, three, four, and ten. It is easily seen from the 

graphs that the performance of the Rock Point group was superior to 

that of the comparison group on all ten parts. 

It should be remembered that these scores are not normalized 

standard scores. Thus, the performance on one subtest cannot be com

pared directly with that on another subtest. No conclusions can be 

drawn about relative quantity or quality of learnings. The only com

parison possible is between performances by different groups on the 

same subtests. The distance of a score on a particular subtest from 

the near-perfect Anglo score merely indicates the difference in per

formance between Anglos and Navajos on that same test; it does not in

dicate that that difference constitutes a greater teaching-learning 

task than a smaller difference on another subtest. It may be easier, 

for example, for Navajos to raise the score on subtest ten from 40 per 

cent to 90 per cent than to raise a 75 per cent score on subtest seven 

to 80 per cent. Caution is called for not to slip into such unwarranted 

interpretation of the obtained data. 

The difference between the means of the Rock Point scores and 

the comparison group scores was tested by the t-test of significance. 

The scores used in these computations were raw scores, obtained by 

counting the number of correct items on the total test. The difference 
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35 

Figure 5. Means of Third Grade Scores on the Basic English Test for Navaj os 1967. 
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in means was 11.68. The standard deviation of the pooled scores was 

11.13. The standard error of the difference was 3,01 and t was 3.88, 

well beyond the .01 level of confidence. 

It seems that the third hypothesis has to be rejected. The 

higher performance by the Rock Point children on this test cannot 

reasonably be ascribed to chance alone. The new method, as applied 

under the Rock Point conditions, can confidently be credited with the 

higher performance of the children on the Basic English Test for Nav-

ajos as this method was the only variable in which the experimental 

school differed from the comparison schools. 



CHAPTER 5 

SUMMARY AND SUGGESTIONS FOR FURTHER RESEARCH 
AND SCHOOL POLICY 

The official institution of TESL as a central feature of the 

curriculum in Federal schools in the Navajo Area in 1966 was based on 

certain assumptions, such as: 1) that a command of English is a condi

tion for learning other academic subject matter through the medium of 

English} 2) that structure is essential to language in the sense that 

a command of a language requires a near-complete mastery of its struc

ture; 3) that the most efficient learning-teaching strategy is to 

strive for the acquisition of its structure first, for the expansion of 

content vocabulary later; 4) that English structure can be described as 

developing from basic, relative simplicity to increasing complexity; 

and 5) that therefore the learning of complex structure is highly de

pendent on the knowledge of basic structure and that teaching materials 

should be sequenced accordingly in a progression from structural sim

plicity to complexity. The last four of these assumptions are assump

tions underlying TESL as understood in this study. 

On the basis of these assumptions it is to be expected that 

TESL will eventually raise not only achievement in English but also 

general academic achievement. In this study it was attempted to ascer

tain whether these expectations had been fulfilled at the Shiprock 

Boarding School and at the Rock Point Boarding School, two schools 

137 
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where English had been taught experimentally by TESL methods for four 

and three years, respectively. 

Summary of Findings and Their Significance 

The expectation that achievement in English and general aca

demic achievement will eventually increase as a result of TESL seems 

to be supported by three findings. First, the scores of the experimen

tal Rock Point Boarding School on the Basic English Test for Navajos 

were significantly higher, at the .01 level of confidence, than the 

scores of the comparison schools. Secondly, the performance on the 

Stanford Achievement Test at Rock Point improved in relation to the 

Agency norm. Thirdly, the relative contribution by the Shiprock return 

students to above median scores on the Stanford Achievement Test ex

ceeded that by the newcomers to Shiprock most in 1965, the last year 

of the Shiprock experiment. 

The finding that the Shiprock Boarding School scores on the 

Stanford Achievement Test failed to show a steadily increasing rise in 

relation to scores at the comparison schools does not necessarily lead 

to the conclusion that the assumptions underlying the adoption of TESL 

are false. At least two alternative causes for the lack of a clear ef

fect of TESL on the Shiprock scores suggest themselves. 

Possible Untimely Use of the 
Stanford Achievement Test 

In the first place, it is unrealistic to expect an effect on 

scores unless the successful performance on at least several of the 
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test items is solely dependent on the knowledge of the structure that 

has been presented in the TESL lessons. This condition may not have 

been fulfilled by the Stanford Achievement Test for the lower levels. 

On the one hand, it is quite certain that the mental content and pro

cesses measured by this test depend on a great deal more than the 

knowledge of basic English structure, for example, on content vocabu

lary and general cultural information. On the other hand, it is quite 

possible that in the few items where performance may depend on the 

knowledge of basic English structure, it may alternatively depend on a 

combination of content vocabulary and guessing skills, both of which 

are emphasized in the Traditional Method. The test results may well be 

interpreted as merely confirming this possibility. The strikingly su

perior performance by the Rock Point children on the Basic English Test 

for Navajos would seem to favor this interpretation. The Stanford 

Achievement Test would have to be considered, in this interpretation, 

as an invalid instrument for testing the assumptions underlying the 

adoption of TESL. This would only be the case, however, for the lower 

levels. At a certain point at a higher level, TESL is assumed to have 

had sufficient time to become effective in the learning of content 

vocabulary and all of the language arts, and thereby in the learning 

of other subject matter. The findings at Shiprock may merely indicate, 

then, that the third grade is too low a level to expect results from 

the Shiprock variant of TESL on a standardized test of general academic 

achievement. 
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Conditions at Shiprock Limiting Effect of TESL 

The second possible alternative cause for the lack of a clear 

effect on Stanford Achievement Test scores, of TESL, as implemented at 

the Shiprock Boarding School, is to be found in the limiting conditions 

that prevailed at Shiprock during the years of the experiment. These 

conditions fell far short of meeting the theoretical requirements for 

optimal implementation of TESL. These limitations pertained to mater

ials, teacher training, homogeneity of groups in regard to previous 

learning of basic English structure, and therefore also to continuity 

in the sequence of presentation of materials. Under more favorable 

conditions, more English structure might have been learned at Shiprock 

and this might even have begun to show its influence on the Stanford 

Achievement Test scores at the third grade level. The relative rise in 

the Rock Point Stanford Achievement Test scores between 1960 and 1967 

would seem to support such a supposition since the conditions at Rock 

Point were more favorable for an effective TESL program than at Ship

rock. This support would seem to be there, even though it is uncertain 

whether the rise of the Rock Point position in the Agency can be at

tributed to TESL alone. 

Implications for Further Research 

The interpretation of the Shiprock Stanford Achievement Test 

scores as an indication that the test was given too early to be valid 

as an instrument for testing the assumptions underlying the adoption of 

TESL would imply the desirability for further research at higher lev

els, for example, at the fifth or sixth grade level. It is even 
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conceivable that the point where a deeper knowledge of English will be

gin to show a measurable effect on general academic achievement will 

not be reached until high school. The learning task for Navajos is 

enormous, as anybody will agree who has attempted to learn even such 

languages as Spanish, German, or French, linguistically and culturally 

closely related to English. Many will testify that they never attained 

real fluency and ease in communication until they had had a chance to 

immerse themselves in the language and culture to be learned by staying 

in the foreign country for a prolonged period, without any of their 

countrymen around. This advantage is denied to most Navajo students. 

Feasible research that might yield information as to the impor

tance of the conditions under which a TESL program is carried out might 

be to compare the 1967 and 1968 Stanford Achievement Test scores made 

by Rock Point children and children at the comparison schools. The 

scores to be compared should be grouped on the basis of grade place

ment, from the second grade on up, and on the basis of age, number of 

years in school, and continuity of school attendance. For these years, 

the necessary data for such a comparison might be obtainable. Testing 

took place early in February in these years. The Rock Point children 

had had, at most, three years of continuous instruction by TESL in 

1967, at most four years in 1968, with a full time TESL-trained teacher 

and a TESL-trained supervisor, together taking half of the TESL teach

ing load and guiding the total school TESL program. At the comparison 

schools, the children had had no TESL in 1967 and only half a year in 

1968. This half year can be considered to be negligible as a potential 
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influence on standardized test scores: teachers and supervisors at the 

comparison schools had had only very rudimentary training in TESL, and 

there was no extra TESL teacher at those schools. 

If such a comparison should not show the beginning of the ex

pected eventual rise in scores of general academic achievement on 

standardized tests, not even at the fourth grade level, at present the 

highest level at Rock Point, further research would have to wait until 

a group of children that would have continued to receive TESL instruc

tion under Rock Point conditions has reached the fifth, sixth, or even 

a higher grade level. 

If, on the other hand, a study of the 1967 and 1968 scores 

should show that the Rock Point groups had scored significantly higher, 

this might have clear implications for school policy. The Bureau of 

Indian Affairs would then clearly be justified in giving budgetary 

priority to setting up conditions in all Navajo schools similar to 

those at Rock Point, or even better for effective TESL programs. 

Improvement of Conditions 

Materials 

Materials specifically written for use with Navajo children 

might well mean a considerable improvement. Such materials should 

maintain a structural sequence in their presentation, but their topi

cal content should be selected according to the criteria of introduc

ing the Navajo to the Anglo culture while instilling realistic 

appreciation for the Navajo cultural heritage. It is encouraging to 

note that the Bureau of Indian Affairs has made a first move in this 



143 

direction and has obtained the funds for the production of the first of 

such materials. 

TESL Training 

A teacher and supervisor training program has also been funded 

and initiated. This still-expanding program includes workshops with 

lectures and discussions on linguistics, psycholinguistics, and peda

gogical methodology, with materials study, actual and filmed demonstra

tions, practice in lesson planning, and practice teaching with video 

tape and other devices for evaluation. This training program, too, may 

improve the quality of TESL. 

Integration of Total Language Arts Program 

Integration of the total language arts program is another condi

tion for optimal effectiveness of TESL. In such a program the aural-

oral component and the reading and writing components would be taught 

in proper relationship to one another, each component reinforcing the 

other ones. Children would be asked - with few exceptions - to read 

and write only such sentences as they had previously learned to under

stand and produce orally. At Rock Point the rudiments of such integra

tion are being experimented with and have been found, thus far, to be 

highly encouraging to further experimentation and expansion. The Miami 

Linguistic Readers (Rojas 1964) are being used as the basal reader 

series. Furthermore, reading sheets and worksheets, adapted to the age 

and developmental level of the young Navajo iearners, have been devel

oped from the suggested reading and writing activities, in the American 
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English Series (Rojas 1955), the adopted text for TESL, which was 

written for use with older Puerto Rican students. It is expected, on 

the basis of theory, that the nature of reading and writing and there

fore the reading and writing skills will be taught and learned better 

if, through the integration of all the language arts, the learners are 

better enabled to grasp the interrelationships of the language arts. 

An integrated language arts program would require consistent 

and continual transfer of learnings from the aural-oral component to 

the reading and writing components and vice versa. The value of trans

fer for scope and depth of learnings is too well known to need elabor

ation. It would seem beyond doubt that an expanded TESL program as the 

total language arts program would be still more effective than the pro

gram carried out at Rock Point. 

The Navajo Area has made TESL official school policy in 1966 on 

the basis of theory and of such impressionistic evidence as observations 

of students in and out of the classroom at Shiprock and at Rock Point 

and teachers' evaluations of the method. Now, supporting experimental 

evidence for the superiority of TESL over the Traditional Method is be

ginning to come forth, for example, in the findings of this study. If 

theory and impressionistic evidence sufficed to justify the adoption of 

TESL for the whole Navajo Area, it would seem that theory, impression

istic, and experimental evidence should justify all-out attempts at 

improving TESL through the integration of all of the language arts. 

Such attempts might be, first of all, more experimentation than at Rock 
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Point alone with existing TESL programs that integrate all of the lan

guage arts. Experience with existing materials might lead to decisions 

as to whether to continue with these materials or to strive for the 

production of materials specifically written for use with Navajo 

children. 

Correlation of Academic and 
Dormitory Programs 

Still another condition that affects the effectiveness of a 

TESL program is the environmental conduciveness to transfer of class

room English learnings in out-of-classroom situations. Because of the 

geographical isolation of most schools on the Navajo Reservation, there 

is no, or hardly any, community pressure for such transfer. Most Nav

ajo school children spend most of their out-of-classroom hours in a 

predominantly Navajo environment, either at home or at the dormitory. 

What little opportunity there is for transferring classroom English is 

mainly at the dormitory. This opportunity should not be lost since the 

habit of transfer is a powerful factor in learning. 

In most dormitories some English is taught or learned without 

specific teaching: vocabulary, phrases, sentences that enable the stu

dent to deal with the dormitory situation. It is clear that the more 

the structural sequential classroom English program and the situational 

dormitory program are correlated, the more meaningful both programs 

will become to the learner, the more he will be induced to transfer 

learnings and thereby learn them better. Presently there is, in most 

schools, very little or no communication between dormitory and academic 
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personnel. Such communication and correlation of programs should be 

attempted to the greatest possible extent as a matter of school policy. 

This should be accepted as one of the consequences of the decision to 

give the newly adopted TESL method the best possible chance to be ef

fective, just as much as are materials production, teacher training 

programs, and attempts at integrating the total language arts program. 

It is encouraging to note that some first steps in this direction have 

been taken. It is hoped that more will follow. 

Bilingual Education 

A bilingual school system, in which English is taught at first 

as a school subject only, while other school subjects are taught in 

Navajo, and in which the children are made literate in Navajo first, 

in English later, may prove to be a program favoring the effectiveness 

of the English program. There seems to be some evidence to support 

this supposition, for example, in Modiano's research (1966). 

It should be noted that bilingual education could be desirable 

also for other reasons than to improve conditions for learning English. 

For example, it may contribute to the students' proud self-acceptance 

in their being Navajo. Earlier and more harmonious total mental de

velopment may result from removing the language barrier that inevitably 

is raised and maintained as soon and as long as mental processes are 

attempted to be taught through'the medium of a language that is only 

partially understood by the learners. The experiment at the Coral.Way 

School in Miami, Florida, seems to be obtaining favorable results with 

a certain type of Spanish speaking children. 
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It should be noted, however, that there are several differences 

between the problems of educating Navajos and educating the children of 

Cuban refugees. For example, the lack of teachers who can teach in 

Navajo and the lack of materials in Navajo in various subject fields 

immediately raise problems of implementation of a bilingual program 

that are not found in a bilingual program for Spanish speaking chil

dren. The counsel of caution seems to call for well-designed research 

with bilingual programs in Navajo schools rather than for a rushed of

ficial adoption of an inadequately prepared program for all schools. 

It is encouraging that the Bureau'of Indian Affairs has made funds 

available for such research. 

Concluding Statement 

On the basis of theory and impressionistic evidence from the 

Shiprock and Rock Point experiments, the Navajo Area has instituted 

TESL as the official method of teaching English to Navajo children. 

There were indications that TESL at Shiprock might have favorably af

fected general academic achievement, though no clear statistical evi

dence was found. Statistical evidence at the .01 level of confidence 

was found for significantly more learning of basic English structure 

as the result of the Rock Point variant of TESL. There seems to be 

good reason to suppose that TESL contributed to the relative improve

ment in general academic achievement that took place at Rock Point be

tween 1961 and 1967. It is therefore expected that continued 

instruction by the TESL method will eventually result in higher general 
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academic achievement clearly demonstrable by standardized achievement 

tests. 

..Research is recommended to ascertain if at a future date, and 

if so, at what level, these expectations are realized. Meanwhile, it 

would seem to be wise school policy to continue and increase the ef

forts to provide the conditions under which TESL is likely to be most 

effective. These include materials specifically written for use with 

Navajo children, teacher and supervisor training, integration of the 

total language arts program, correlation of the academic English pro

gram with the dormitory program to the largest possible extent, and 

possibly a bilingual school system. The still farther goal of a total 

curriculum, completely articulated with respect to English proficiency 

and specifically suited to the needs of Navajo students, might then 

come within the reach of the next generation. 



APPENDIX A 

SAMPLES OF WRITING OBTAINED UNDER THE TRADITIONAL 
METHOD AND UNDER TESL 

The following is a paper written by a sixth grade girl in a 

typical public school on the Navajo Reservation in New Mexico. It was 

picked as being typical of twenty papers handed in by the class. The 

students had been taught by the Traditional Method. They had been in 

school for at least six years and one month (Condie 1963, p. 11). All 

mistakes are the students. 

Sept 28, 1962 

The day I walked Home 

Came back home and doing something to eat to made, and after 
that, them going some where else. But the as tomorrow again 
what we did yesterday, them going to school again about five 
days a week. 

The following are two papers picked at random from the papers 

handed in by a sixth grade in a Federal school in New Mexico. The stu

dents had been taught by the Traditional. Method. The date was May 10, 

1963. The students had been in school for at least six years and eight 

months. All mistakes are the students'. 

Poem Spring Time 

Well it is time for Spring. We are happy and cherrful. The 
Mayflower smell good. The grass, tree, are green. Spring is the 
happy time. The animals are happy being playing outdoors. The 
childrens are happy that it is Spring. The farm are starting 
thier planting thier craps again. The bird are happy to came 
back to use because it is Spring. The bird like to sing outdoors. 
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They happy that it is Spring. But sometime Spring is a raining 
day and clouds. But Spring is a really a happy day. I like 
Spring. 

"Spring" 

In Spring the flowers our growing. The birds our sing in the 
tree. Spring come in March. Spring is a good pretty Days. 
The bird our Singing. 

The following is a diary, written as an assignment, by a girl 

of slightly above average, standing in a second grade at Rock Point 

Boarding School, shortly before Christmas 1967. She had been two 

years and four months in school and had been taught by the TESL method 

throughout this period. All mistakes are the student's. 

My DIARY 

Friday: Mr. Wynes' class gave the program. 
I went home. 

Saturday: I played and worked. 
I herded the sheep. 

Sunday: I wend to church. I came back 
to school, 

Monday: Roger Holly broke his elbow. 
I saw the movie. 

Tuesday: Our class went to Cortez. We 
bought Christmas presents. 

Wednesday:The teachers went to Shiprock. 
We played all day. 

Thursday: The snow is very deep. / 
It is cold. 

The following is a paper picked at random from the papers of a 

third grade class at Rock Point Boarding School, February, 1968. The 
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classroom teacher judged it to be typical for his class. The students 

had been in school three years and five months and had received TESL 

instruction throughout that period. The assignment had been to write 

about a series of pictures. All mistakes are the student's. 

The children are lauging about some clowns in the parade. 
They are riding some bikes. The clowns are silly and funny. 
Some clowns are little some are big. They have big shoes on. 
They made the children laugh because they are making funny 
face to the children. 



APPENDIX B 

TWO EXAMPLES OF LESSONS AT ROCK POINT BOARDING SCHOOL 

The following is the transcription of part of a lesson at Rock 

Point Boarding School on the different patterning of want and like, 

adapted from the American English Series (Rojas 1955), Book I, Unit 

26. The children were the advanced group of first graders, seven years 

old, on the average. They had had TESL instruction during their previ

ous Beginners' school year. The material had been taught and practiced 

for the first time in the spring of 1967. The following is the third 

review-lesson, October 13, 1967. The lesson had been in session for 

about seven minutes when the tape was started. 

The children were seated in a semicircle. The teacher was 

seated in the center, manipulating pictures and realia, calling indi

vidual children to her side. 

Teacher (showing a picture of three pats of butter): 
Darlene, ask Jackson about this. 

Darlene (holding the picture up to Jackson): 
Jackson, do...do you want three pats of butter? 

Jackson: Yes, I do. I want three pats of butter. 
Darlene (as teacher nods in expectation of the conversation to be 

continued): Why do you want three pats of butter? Do 
you like...butter? 

Jackson: Yes, I do. I like three butter. 
(Two children giggle.) 
Teacher: What's wrong? What should he say? 
Several children: I like three pats... I like... I like three 

pats of bu... 
Teacher: No. I like butter. Everybody. 
Class: I like butter. 
Teacher: Darlene, ask again: Why... 
Darlene: Why do you want three pats of butter? Do you like... 

butter? 
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Teacher: Good. Jackson, answer. 
Jackson: Yes, I do. I want butter. 
Teacher: Like 
(Jackson gropes in silence.) 

Yes, ... 
Yes, I do. I like butter. Mmmm, it tastes good. 
O.K., Jackson, ask Lucy. (Teacher gives Jackson a 
picture of two glasses of orange juice to hold up 
to Lucy.) 
Lucy, do you want two glasses of orange juice? 
Yes, I do. I want... Yes, I do. I want...two... 
glasses of...two glasses of orange juice. 
Why do you want two glasses of orange juice? Do you 
like orange juice? 
Yes, I do. I like orange juice. Mmmm, it tastes good. 
Lucy, ask Aaron. (Teacher gives Lucy a pictiirie of a 
bottle of pop to hold up to Aaron.) 
Aaron, do you like bottle of pop? 
Ask him: want. 
Aaron, do you want a bottle of pop? 
Want a ... 
Want a ... 

Teacher: 
Jackson: 
Teacher: 

Jackson: 
Lucy: 

Jackson: 

Lucy: 
Teacher: 

Lucy: 
Teacher: 
Lucy: 
Teacher: 
A child: 
Another child: Do you want a bottle of pop? 
Lucy: Do you want a bottle of pop? 
Aaron: Yes, I do. I want a bottle of pop. 
Lucy: Why do you want a bottle of pop? Do you like a bottle of 

pop? 
Teacher: No. Do you like pop? 
Lucy: Do you like pop? 
Aaron: Yes, I. do. I like pop. Mmmm. (Several children join 

in here.) It tastes good. 
Teacher: All right, Aaron. Ask Karen. (The new picture shows 

three glasses of milk.) 
Aaron: Karen, ... 
Teacher: Three glasses of milk. 
Aaron: Karen, do you want three glasses of milk? 
Teacher: Again please. A little faster. 
Aaron: Karen, do you want three glasses of milk? 
Karen: Yes, I do. I want three glasses of milk. 
Teacher: Ask her: Why... 
Aaron: Why do you want three glasses of milk? 
Teacher: Like. 
Aaron: Do you like milk? 
Karen: Yes, I do. I like milk. Mmmm, it tastes good. 
(The teacher is dissatisfied with the pronunciation of tastes. She 
briefly gives a pronunciation drill on this word. After about half 
a minute the lesson is resumed.) 
Teacher: All right. Who can ask about this? (She selects 

Leonard among the several children who raised their 
hands.) Leonard, ask someone. 
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Leonard: Jackson, do you want an ear of corn? 
Jackson: Yes, I do. I want ... I want an ear of corn. 
Leonard: Why do you want an ear of corn? Do you like corn? 
Jackson: Yes, I do. I like corn. Mmmm, it tastes good. 
Teacher: O.K. Let's go on and ask about something, and we'll 

all say, No. What's this? 
A child: An onion. 
Teacher: It's an onion. 
Class: It's an onion. 
Teacher: Good. What are these? 
Class: They're bananas. 
Teacher: All right. Let's see if somebody can say Yes for this, 

No for this. Virgil, we're going to talk to you. 
Let's see if we can all do it together. Let's ask 
Virgil about the onion. 

Class: Virgil, do you want an onion? 
Virgil: No, I don't. I don't want an onion. 
Teacher: Like, 
Virgil: I don't like an onion. 
Teacher: I don't like onions. Everyone. 
Class: I don't like onions. 
Teacher: I don't like any of them. I don't like onions. Every

one. 
Class: I don't like onions. 
Teacher: Again. 
Teacher and class: I don't like onions. 
Teacher: Let's ask him again. Virgil, do you want an onion? 
Virgil: No, I don't. I don't want an onion. 
Teacher: Now, tell us why. I don't... 
A child: Like. . 
Virgil: I don't like an onion. 
Teacher: No, tell us about more than one. You don't like any of 

them. I don't like onions. 
Virgil: I don't like...onions. 
Teacher: Good. Joann, ask Virgil now. 
Joann: Virgil, do you want an onion? 
Virgil: No, I don't. I don't want an onion, I don't like... 
Teacher: I don't like... 
Virgil: I don't like onions. 
Teacher: Very good. Tell us about these now. 
Virgil: I want bananas. 
Teacher: Good. Ask him: Why... 
Class: Why do you want bananas? 
Teacher: Like. 
Class: Do you like bananas? 
Virgil: Yes, I do. I like bananas. Mmmm, it tastes good. 
Teacher: More than one. 
Virgil: It tastes good. 
Teacher: More than one. 
Virgil: It tastes good. 
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More than one. 
X t tas..• 
They taste good. 
They taste good. 
They taste good. Everyone. 
They taste good. 
Let's try one more time. Who can talk to Virgil and 
ask all of that? Let's try...Leonard. 
Virgil, do you want an onion? 
No, I don't I don't want an onion. I don't like... 
onions. 

(The teacher holds up two bananas to elicit: I want bananas.) 
Virgil: I like bananas. 
Teacher: All right. Now tell him: want. 
Virgil: I want bananas. 
Teacher: Ask him, Leonard: Why... 
Leonard: Why do you want a ... Why do you want a banana? 
Teacher: How many? 
Leonard: Why do you want a - want bananas? Do you like 

bananas? 
Virgil: Yes, I do. I like bananas. Mmmm. They're taste 

good. 
Teacher: They taste good. 
Virgil: They taste good. 
Teacher: All right, let's go on to these. What are these? 

The following is the transcription of a few minutes of a sci

ence lesson at the third grade level with children who have had TESL 

instruction for three consecutive years. The teacher attempts to 

phrase his questions in patterns that the children are thoroughly 

familiar with from their previous TESL lessons. They are now able to 

answer many of the questions in the "natural" Anglo way, i.e., with 

short, three word answers, rather than with merely Yes or No, which is 

typical for Navajos and very offensive to the Anglo ear. This is a 

science lesson, not a language lesson. No new syntactical patterns are 

taught. Attention is given to newly introduced vocabulary, but only 

previously learned sentence structures are used, providing opportunity 

for transfer. 

Teacher: 
Virgil: 
A child: 
Virgil: 
Teacher: 
Class: 
Teacher: 

Leonard: 
Virgil: 
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Teacher: 

Samuel: 
Teacher: 
Samuel: 

Teacher: 

Rena: 
Teacher: 
Class: 
Teacher: 
Julius: 
Teacher: 

Look at this picture. It's a mosquito. Samuel, is 
this an insect? [if taught by the Traditional Method, 
a mere Yes would have been the likely answerTl 
Yes, it is. 
How do you know, Samuel? 
Because it has three body parts. [Under the Traditional 
Method have rather than has probably would have been 
usedT] 
Because it has three body parts. How else can you tell? 
Rena. 
Because it has six legs. 
Everyone. 
Because it has six legs. 
How else can we tell? Julius. 
Because it has two antennas. 
It has two antennas. O.K. Let's look at the next pic-

(Several hands go ture. How many know what this is? 
up.) What is it, Alan? 
It's a honey bee. 
It's a honey bee. Is a honey bee an insect? 

Yes, it is. 
It is. Is this an insect? 
Yes, it is. 
How do you know? 
Because it has three body parts... 

Anyone? 
Alan: 
Teacher: 
Several children: 
Teacher: O.K. 
Several children: 
Teacher: O.K. 
Several children: 
Some children: ...six legs... 
Teacher: Three body parts, ... 
Class (watching as the teacher points to the picture): ...six 

legs, ... 
Teacher and class: ...two antennas. 
Teacher: Can you see the six legs on this picture? 
Several children: No you can't. 
Teacher: Are you sure there are six legs? 
Several children: Yes, we are. 
Teacher: How can you tell? 
Several children: Because it has three body parts. 
Teacher: You can't see the six legs.' Because it has three body 

parts - that won't tell you it has six legs. Now, 
look, there are three legs on this side, so there must 
be three on the other side. That's probably how we can 
tell by looking at this picture. O.K.? - Is this an 
insect, Rita? 

Rita: Yes, it is. 
Teacher: Louder, please. 
Rita: Yes, it is. 
Teacher: O.K. How many legs does it have? Lena? 
Lena: It has six legs. 
Teacher: How many body parts does it have, Rose? 
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Rose: It have three body parts. (Teacher misses the mis
take .) 

Teacher: How many antennas does it have? Martha? How many 
antennas does it have? 

Martha: It has two antennas. 



APPENDIX C 

SCRIPT FOR THE BASIC ENGLISH TEST FOR NAVAJOS 

The first part of the test that you are going to take will show 
how well you can understand English, this first part goes from page 
1 through page 7. You have to listen very carefully to the tape 
and then make a checkmark in the picture that you think the tape is 
talking about. 

Now then, let's get some practice by doing the sample pages 
together. The first two pages are sample pages. They are for 
practice. Then you will be sure to know how to take this test. 
Now look at page 1. There are four boxes with pictures and they 
are all about apples, pears, and bananas. In the corner of each 
picture there is a small, empty box. Do you see it? That's where 
you should put your checkmark. Put your finger on the little box 
in the first picture so your teacher can see that you understand. 

Now let's do sample one. Listen carefully: put a checkmark 
in the picture that shows bananas, pears, and an apple. Put a 
checkmark in the picture that shows bananas, pears, and an apple. 
- Now where did you put your checkmark? You should have put it 
in picture number two. Did you have it right? Good. 

Let's try again with the next sample. Turn to page two. - - -
Listen: put a checkmark on the picture that shows a banana, a 
pear, and apples. Put a checkmark on the picture that shows a 
banana, a pear, and apples. - - - Now on what picture did you 
put your checkmark? You should have put it on picture number 
one. 

Now we'll try to take the test. Turn to page three. 

Listen: put a checkmark on the picture that shows a pear, 
bananas, and an apple. Listen again: put a checkmark on the 
picture that shows a pear, bananas, and an apple. Turn, to page 
four. 

Put a checkmark on the picture that shows a spoon, cups, and 
a fork. - Put a checkmark on the picture that shows a spoon, 
cups, and a fork. Turn to page five. 
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Put a checkmark on the picture that shows a dog, a cat, and 
a rabbit. - Put a checkmark on the picture that shows a dog, a 
cat, and a rabbit. Turn to page six. 

Put a checkmark on the picture that shows a book, hats, and 
a ball. - Put a checkmark on the picture that shows a book, hats, 
and a ball. Turn to page seven. 

Put a checkmark on the picture that shows numbers, letters, 
and questionmarks. - Put a checkmark on the picture that shows 
numbers, letters, and questionmarks. 

This is the end of part one. 

Now part two of the test. This part goes from page eight 
through page twenty. In this part you can show how well you can 
speak English. Now we cannot ask you to speak on this test, but 
we are going to ask you to write down some short sentences, as 
you would speak them, as you would say them. Do you understand 
that? You should write a£ you would talk. 

For example, look at page eight. Page eight is the first of 
the sample pages. So, again, this is just for practice - to learn 
how to take this part of the test. The tape will ask you a ques
tion about that page. You must answer that question, talking to 
yourself. Then you write down your answer, exactly as you say it 
to yourself. - Here's the question: What do you see on page 
eight - is that a pear? Ls that a pear? - Now what is your answer 
to that? - We might answer: Yes, it is. It's a pear, - Yes, it 
is. It's a pear. - So, let's write that down: Yes, it is. It's 
a pear. Now, really, this answer has two short sentences: Yes, 
it is, - that's one short sentence. And: It's a pear, - that's 
the second short sentence. You see that on your paper there are 
also two lines - the first line is for the first sentence, the 
second line is for the second sentence. So that's the way we 
want you to answer: in two short sentences - and then you write 
each sentence on a line. You see that on the first line the 
word Yes has already been written for you. So you just finish 
that first very short sentence: Yes, it is. Your teacher will 
write the samples on the board for you. Look at them. Be sure 
that you understand what to do. On the first line then you 
should have written: Yes, it is. On the second line you should 
have: It's a pear. - Now you may want to write: It's a pear, 
or: ]Lt ijS a pear, - either way would be right. The short way 
with It's, or the long way with rt i_s. Your teacher will write 
both ways on the board. If you don't know how to spell pear, 
look at the bottom of your paper. The word is right there to 
help you with your spelling. 
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Now then, before we go on, let's listen to the question once 
more, then read back to ourselves what we have written, and 
check to hear if the question-and-the-answer-together make 
sense. Here's the question again: What do you see on page eight 
- is that a pear? Is that & pear? Our answer: Yes, it is. 
It's a pear. - See, our question-and-answer-together sound right 
- so now we know that that's good English. 

Now let's do the sample on page nine. Page nine. - Listen 
to the question, say the answer to yourself, then write down 
what you are saying - write as you talk, in two, short sen
tences. Here's the question: What do you see on page nine? 
Are those pears? Are those pears? - Now try your answer. Write 
your answer and then check with what your teacher writes on the 
board. - The answer is: Yes, they are. They're pears. Again, 
you may write it the short way: They're pears, or the long way: 
They are pears. Either way is correct. Here's the question one 
more time: What do you see on page nine - are those pears? Are 
those pears? And the answer: Yes, they are. They're pears. 
That sounds good. The question-and-the-answer-together make 
sense. 

Now turn to page ten. Page ten. This is the last of the 
samples. Page ten shows a picture of a woman. Let's call her 
Mrs. Smith. Now listen to the question: What do you think -
is Mrs. Smith a teacher? Is Mrs. Smith a teacher? Try to write 
down your answer. Then check with what your teacher writes on 
the board. The question was: Is Mrs. Smith a teacher? -
The answer is: Yes, she is. She's a teacher, or: She is a 
teacher. 

Now are you ready to take the test? Do it exactly the same 
way we did the samples: Listen to the tape, say your answer to 
yourself, - then write down your answer exactly as you say it: 
two short sentences each time. Your teacher will give you plenty 
of time for your writing. When you have finished, put your pen
cil down and sit quietly so your teacher can see when everybody 
has finished. 

Turn to page eleven. Page eleven. - Listen to the question: 
What do you see on page eleven - is that a hat? Is that a hat? 
- Write your answer. 

Turn to page twelve. Page twelve. - Here we see a picture 
of a man. His name is Wilson. Now, what do you think - Is 
Mr. Wilson a doctor? Is Mr. Wilson a doctor? - Write your answer. 

Turn to page thirteen. Page thirteen. - Listen to the ques
tion: What do you see - are those balls? Are those balls? -

' Write your answer. 
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Turn to page fourteen. Page fourteen. - Now there is a 
picture of a cat and three little kittens. The cat's name is 
Puff. Now what do you think - is Puff a mother? Is Puff a 
mother? - Write your answer. 

Turn to page fifteen. Page fifteen. - Here we see four 
children. Now we see that Tom and Bob are boys. But what 
about the other two, Alice and Jane? What do you think -
are Alice and Jane girls? Are Alice and Jane girls? -
Write your answer. 

Turn to page sixteen. Page sixteen. - Listen to the ques
tion: What do you see on this page - is that a cat? Is that 
a cat? - Write your answer. 

Turn to page seventeen. Page seventeen. - Here we see a 
picture of a woman. Her name is Mrs. Begay. Now what do you 
think - is Mrs. Begay a cook? Is Mrs. Begay a cook? - Write 
your answer. 

Turn to page eighteen. Page eighteen. - This page shows a 
picture of two brothers, Will and Sam. What do you think - are 
Will and Sam cowboys? Are Will and Sam cowboys? - Write your 
answer. The word cow is written for you at the bottom of the 
page. I think you can write your answer now. Here's the 
question once more: Are Will and. Sam cowboys? 

Turn to page nineteen. Page nineteen. - This page shows us 
Elmer Yazzie. Now, - is Elmer Yazzie a cowboy? Is Elmer Yazzie 
a cowboy? - Write your answer. 

Turn to page twenty. Page twenty. - Here we see two people, 
Mrs. Begay and Mr. Jones. Now, what do you think - Are Mrs. 
Begay and Mr. Jones cooks? Are Mrs. Begay and Mr. Jones cooks? 
- Write your answer. 

This is the end of part two. 

Now part three of the test. This part goes from page 21 
through page 23. It's a picture story. A story, told in pic
tures. Turn to page 21. On this page you see three boxes 
with pictures. Each box has two pictures, one at the left, 
and one at the right. The two pictures in each box are very 
much like each other, but they are just a little bit differ
ent from each other, too. Do you see what I mean? For exam
ple, in box two, there is only one bird in the picture at the 
left, but there are three birds in the picture at the right. 
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In box number three, there is only one rock in the picture at 
the left, but a whole bunch of rocks in the picture at the 
right. 

Now you see the boy, don't you? Let's call him Bobby. The 
whole story is about Bobby. The tape will tell the story in 
words. It will tell it very slowly so you will have time to 
listen carefully. In each box you must put a checkmark in the 
picture that the tape is telling about, either at the left, or 
at the right. Mark only one picture in each box. Only one pic
ture in each box shows what the tape is telling about. Now then, 
listen: This is the story of Bobby. 

Box one. Here comes Bobby, His hand is in his pocket. -
Did you mark box one? Here comes Bobby. His hand is in his 
pocket. 

Now I'm going on just a little faster. So listen very care
fully. Box two: Bobby is looking up in the air at a bird. -
Box three: He doesn't see the rock in front of him. Poor Bobby. 
- Now turn to page 22. Box four; Poor Bobby. His knee hurts. 
- Box five: His elbow hurts, too. Box six: But his fingers 
don't hurt. - Now turn to page 23. - Box seven: There is Bobby 
on his way again. His books are under his arms. Box eight: 
There are birds in the air. - Box nine: There is even a kite 
in the air. - Box ten: But now Bobby.is looking out for the 
rocks on the road. - This is the end of part three. 

Now part four of the test. This part is on pages 24 and 25. 
You see that, again, there are boxes with pictures on these pages. 
And again, each box has two pictures, one at the left, and one at 
the right. The tape will say something about only one of the 
pictures in each box. You must put your checkmark in only one 
of the pictures in each box, either in the picture at the left, 
or in the picture at the right. Now you must know that all the 
children in these pictures are my friends. Listen carefully now: 
Box one: Do you see my friend in box one - he's walking. Did 
you put your checkmark in box one? I'll say it again: Do you 
see my friend - he's walking. 

Now I'll go on to box two* Listen carefully, for I'll say 
something about box two only once - just one time - so you better 
listen very carefully: Box two: Do you see my friend - He's run
ning. - Turn to page 25. Page 25. Again, listen very carefully, 
for I'll say something about each box only one time. Box three: 
Do you see my friend? She's jumping. 
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Box four; Do you see my friend? She's sleeping. 
Box five: Do you see my friend? He's eating. 

This is the end of part four. 

Now part five of the test. Page 26. Page 26. This page has 
nothing but blanks. You have to write on these blanks short an
swers to questions that the tape is going to ask you. These 
answers should have three or four words, no more - just three or 
four words - like: Yes, I do, or: No, I didn't, or: Yes, we can, 
or: No, it isn't, - that kind of answer. So, don't try to write 
long sentences - only short answers to the questions on the tape. 
And again, you should write these answers exactly as_ you would 
say them. Write as you talk - so you must say the answers to 
yourself and then write them down, exactly as you would say them. 

Let's do the samples together. Sample number one. The ques
tion is: Are we taking an English test now? Are we taking an 
English test now? - Our answer should be: Yes, we are. Write 
that down: Yes, we are. Your teacher will write it on the 
board - just the answer: Yes, we are. 

Sample number two. The question is: Does it rain every 
day? Does it rain every day? - Try to write your answer. No, 
.... Teacher, will you write the answer on the board? Does it 
rain every day? - No, it doesn't. Or, No, it does not. Either 
way would be right. 

Now them, let's take the test. Ready? Number one: The 
question is: Do you like to go to the movies? Do you like to 
go to the movies? - Yes, .... 

Number two. The question: Does your mother go to the movies 
every night? Does your mother go to the movies every night? -
No, .... 

Number three. The question is: Did you eat lunch at noon, 
yesterday? Did you eat lunch at noon, yesterday? - Yes, .... 

Number four. The question is: Do cowboys ride in a rodeo 
every day? Do cowboys ride in a rodeo every day? - No, .... 

Number five. The question is: Are you writing English now? 
Are you writing English now? - Yes, I .... 

Number six. The question is: Are we writing Spanish now? 
Are we writing Spanish now? - No, .... 

Number seven. The question is: Were you listening to that 
last question? Were you listening to that last question? - Yes, I 
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Number eight. The question: Was I talking to you on this 
tape five minutes ago? Was I talking to you on this tape five 
minutes ago? - Yes, you .... 

Number nine. The question is: Is a father older than his 
children? Is a father older than his children? - Yes, .... 

Number ten. The question is:. Were, the children sleeping 
in the dining room yesterday? Were the children sleeping in 
the dining room yesterday? - No, .... 

This is the end of part five. 

Now part six of the test. Pages 27 and 28. Turn to page 
27. You see that there are nothing but checkboxes and time 
words on this page. Words that tell about the time that some
thing may have happened. Like, yesterday, and tomorrow, and 
now, and every day. You see, it may be that something happened 
yesterday, or that it happens every day, or that it is going to 
happen tomorrow, or that it happening right now. 

Now look at sample number one. If the tape says: My mother 
cooks for us, - what time word would go with this? My mother 
cooks for us - every day? Or: yesterday? What sounds right? 
.... My mother cooks for us - every day. That sounds right. 
Every day goes with: My mother cooks for us. Not: yesterday, 
- that wouldn't sound right. So we put our checkmark in the 
box next to every day. 

Now let's do sample number two. Listen: We're not going 
out. We're not going out. Which time word goes with: We're 
not going out? .... Tomorrow. We're not going out tomorrow -
that's the way it makes sense, that sounds right. We're not 
going out - wouldn't go at all with yesterday. The two 
wouldn't make sense together. So we put our checkmark in the 
box next to: tomorrow. 

Now sample number three. .Listen: The boys played in the 
gym. The boys played in the gym. - The boys played in the gym 
... yesterday. That sentence goes with yesterday. Put your 
checkmark in the box next to yesterday. 

One more sample; number four. Listen: Is she sleeping? 
Is she sleeping? - Where is your checkmark? It should be with 
now. Is she sleeping now - sounds right. 

Now let's take the test. Ready? 
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Number one. Listen: We're going to bake a birthday cake. 
We're going to bake a birthday cake. 

Number two. Who ironed our clothes? Who ironed our clothes? 

Number three. The cat was sleeping on your bed. The cat was 
sleeping on your bed. Turn to page 28. Page 28. 

Number four. That's where she sleeps. That's where she 
sleeps. 

Number five. She'll sleep there all day. She'll sleep there 
all day. 

Number six. Does your father drive a green pickup truck? 
Does your father drive a green pickup truck? 

Number seven. They came to school by bus. They came to 
school by bus. 

Number eight. You need a quarter to go to the show. You 
need a quarter to go to the show. 

Number nine. Did your grandmother herd the sheep? Did your 
grandmother herd the sheep? 

Number ten. Do you help your mother? Do you help your mother? 

Number eleven. We go to school. We go to school. 

Number twelve. Are your parents at home? Are your parents at 
home? 

This is the end of part six. 

Now part seven of the test. Pages 29, 30, and 31. In this 
part you have to write one or two words in each sentence to make 
the sentence sound right. 

Let's look at the samples. Sample number one. There you see 
the word eat right after the number 1, to the left of the sentence. 
That means that you have to think about eating when you read the 
sentence. But first listen to the tape. When you listen care
fully first, then you'll know how to put that eating business 
into that sentence so that it sounds just right. Now then, 
listen: When did you eat lunch yesterday? When did you eat 
lunch yesterday? - Now let's read the sentence together. Let's 
say hmmm for the blank, the line where there's no word. - When 



did you eat lunch yesterday? Now the sentence: We hmmm lunch 
at twelve o'clock, yesterday. Ah .... yesterday I Now we know 
that we have to say ate, not: eat. Ate goes with yesterday in 
a sentence like this. Let's listen again, and then say the 
sentence. When did you eat lunch yesterday? - We ate lunch at 
twelve o'clock yesterday. That sounds right, doesn't it. So, 
let's write ate in the blank, a,-t, - e, - ate. 

Let's do sample number two. Again, the word that we have 
to think about is eat. Listen first: ' What does your father 
eat every morning? What does your.father eat every morning? 
- Now read the sentence: He hmmm two eggs every morning. 
Again: What does your father eat every morning? He hmmm two 
eggs every morning. He eats two eggs every morning. He eats 
two eggs every morning. - That's the way it sounds right. So, 
write eats on the blank, e,-a,-t,-£. 

Now look at sample number three. Did your little brother 
hmmm all the candy? Did your little brother hmmm all the 
candy? - What sounds right in this sentence? Try it yourself 
before I tell you. - Did your little brother eat all the 
candy? Did your little brother eat all the candy? - That's 
right. We say just eat - just as it is on your paper, e,-a,-t. 
Sometimes we need not change the word; sometimes we leave it 
just as it is - like in this sentence: Did your little brother 
eat all the candy? 

Now sample number four. Listen first: Look at what he's 
doing! Look at what he's doing! Now the sentence: He hmmm 
that candy right now! He hmmm that candy right now! - He is 
eating that candy right now! - That's the way it sounds right: 
He is eating that candy right now. So in this sample we have 
to write two words: is, and: eating. Your teacher will write 
it on the board for you: - eating - two words. That's the 
way we say it: He is eating that candy right now. 

Now we have one more sample. Number five. What you have 
to think about this time is reading, because the word in front 
of the sentence says: read. Now listen first: What were you 
doing yesterday at ten o'clock? What were you doing yesterday 
at ten o'clock? Now think of yourself with a book and read 
the sentence: I hmmm. I hmmmm. I was reading. Again: What 
were you doing yesterday at ten o'clock? I was reading. -
So, we write was and reading on the blank. Two words: was 
reading. Your teacher will write it on the board. 

Now let's take the test. - Number one. The word in front 
of the sentence is play. So you will have to write play, or 
plays, or played, or is playing, or was playing, or whatever 
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sounds right in this sentence. Now listen first: - What does 
Sally do with Spot every day? What does Sally do with Spot 
every day? Now your sentence: She hmmm with Spot every day. 
She hmmm with Spot every day. Write your word. .... 

Number two. The thing to think about is going to the store; 
the word in front says: g£. Listen first: Where did the chil
dren go yesterday? Where did the children go yesterday? - Now 
your sentence: They hmmm to the store, yesterday. They hmmm 
to the store, yesterday. - Write your word 

Number three. The word is see. And the sentence: Did you 
hmmm a movie last night? Did you hmmm a movie last night? -
Write your word Turn to page 30. Page 30. 

Number four. The thing to think about is going home. The 
word says: go. The sentence: John and Mary didn't hmmm home 
last week, John and Mary didn't hmmm home last week. 

Number five. You have to think about yourself at work. The 
word in front says: work. Listen first to the tape: Are you in 
class right now? Yes, of course. Are you in class right now? 
Yes, of course. And now the sentence: I hmmm on this test right 
now, right here in class. I hmmm on this test right now, right 
here in class. 

Number six. The word is help. Think of help. The sentence: 
The teacher hmmm us yesterday. The teacher hmmm us yesterday. 

Number seven. The word is work. The sentence is a question: 
Where does your father hmmm? Where does your father hmmm? 

Number eight. The thing to think about is yourself and your 
friends at play outside. The word says: play. Now listen first: 
What were you doing when the bell rang? What were you doing when 
the bell rang? And now the sentence: We hmmm outside. We hmmm 
outside. 

Number nine. The word is call. And the sentence: Did the 
teacher hmmm my name? Did the teacher hmmm my name? 

Number ten. The word for number ten is come. Think about 
coming to school by bus. The sentence is: Those children don't 
hmmm to school by bus. Those children don't hmmm to school by 
bus. 

Number eleven. Here again you must think of yourselves, hard 
at work on this test. The word says: work. Listen first: Why 
can't we go out now? Why can't we go out now? Now your sentence: 
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Well, because hmmm on our test now. Well, because we hmmm on our 
test now. 

Number twelve. The word is pull. Think of yourself at the 
dentist. Sometimes he pulls a tooth. Now the sentence: The 
dentist hmmm my tooth last week. The dentist hmmm my tooth last 
week Turn to page 31. Page 31. 

Number thirteen. The word is eat. Listen: Johft goes home 
for lunch every day. John goes home for lunch every day. Now 
the sentence: He doesn't hmmm at the school. He doesn't hmmm 
at the school. 

Number fourteen. The word is make. Think of making up beds. 
Big children can make their own beds, can't they. Now here's the 
sentence: Do the children hmmm their own beds? Do the children 
hmmm their own beds? 

And now the last number. Number fifteen. The word, again, 
is make. And it is still about this bed-making business. Here 
we go: Yes, they do. They hmmm their own beds. - Yes, they do. 
They hmmm their own beds. 

This is the end of part seven Turn to page 32. 

Now part eight of the test. Pages 32 and 33. At the top of 
this page it says: Re-write these sentences. Make them negative. 
That means that you have to write these sentences again, but you 
have to make them into no-sentences, or not-sentences. There is 
one example done for you to let you know what we mean. Let's 
study this example. The sentence says: Bob is in the fourth 
grade. Then, on the dotted line under that, the sentence is re
written, is written again, but now it is a negative sentence, a 
not-sentence: Bob is not in the fourth grade. Again: the sen
tence is: Bob is in the fourth grade. The re-written, negative 
sentence is: Bob is not in the fourth grade. 

Let's do the samples together. Number one. The sentence is: 
I want to go home. Try to re-write that sentence now into a neg
ative sentence, a sentence with not. - Your teacher will write it 
on the board for you. - All right - let's see if you had it right. 
The negative sentence is: I don't want to go home, or: I do not 
want to go home. Either way is right: the short way, with don't, 
or the long way with d£ not. Teacher, will you please write both 
ways on the board: I don't want to go home, and: I do not want 
to go home. 
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Sample number two. The sentence is: Nancy went to school. 
Try to make this sentence negative now. - Teacher, will you write 
it on the board. Again, there are two ways of writing it, the 
long way and the short way. All of you, taking this test, check 
with the board to see if you had it right: - Nancy didn't go to 
school, or: Nancy did not go to school. 

Now the test. We'll read the five sentences together. Then 
you work all five of them. You'll have as much time as you need. 
When you have finished, read your sentences back to yourself to 
check if they sound right. Then put your pencil down and wait 
quietly, so your teacher can see when everybody has finished. 
Turn to page 33. Page 33. 

The sentences are: Number one: DON'T WORK YET! Dick and 
Jane like ice cream. Dick and Jane like ice cream. Number two: 
Lucy has a doll. Lucy has a doll. 

Number three: We played ball yesterday. We played ball 
yesterday. 

Number four: I drink milk every morning. I drink milk 
every morning. 

Number five: The dog went outside. The dog went outside. 

All right - now re-write these sentences, making them negative, 
sentences with not in them. You may begin now. 

Now part nine of the test. Pages 34, 35, 36, and 37. Page 36 
shows a picture of a boy whose name is Nelson. You see that, 
don't you? Now you are going to ask Nelson ten questions. So 
every question begins with: Nelson, .... The tape will tell 
you what the questions are that you must ask. They may be ques
tions about Nelson himself, or they may be about the little girl 
that you see there at the right hand side. Her name is Sally. 
Or, the tape may tell you to ask Nelson a question about those 
boys that you see at the left hand side. At each number you see 
some words in a box. They are there to help you with your spell
ing. Let's do the samples together so you'll know how this part 
of the test works. 

Sample number one. Ask Nelson what his last name is. Ask 
Nelson what his last name is. So what would you say? You would 
say: Nelson, what is your last name? So let's write that down, 
exactly as you say it: Nelson, what is your last name? - Your 
teacher will write it on the board. 



170 

Sample number two. Ask Nelson if he played ball last night. 
Ask Nelson if he played ball last night. What would you say? -
Nelson, .... Try to do this sample on your own first. Then check 
with what your teacher will write on the board. Ask Nelson if he 
played ball last night, - Your sentence should sound like this: 
Nelson, did you play ball last night? 

Now then, let's take the test. Turn to page 35. Page 35. 

Number one. Ask Nelson if he read's every morning. Ask Nel
son if he reads every morning. - What would you say? - Nelson, 
• • • • 

Number two. Ask Nelson if Sally reads every morning, too. 
Ask Nelson if Sally reads every morning, too. - What would you 
say? - Nelson, .... 

Number three. Ask Nelson if Sally is his sister. Ask Nelson 
if Sally is his sister. - What would you say? - Nelson, .... 

Number four. Ask Nelson if those boys are his brothers. Ask 
Nelson if those boys are his brothers, - What would you say? -
Nelson, .... Turn to page 36. Page 36. 

Number five. Ask Nelson if those boys ride the bus every 
morning. Ask Nelson if those boys ride the bus every morning. -
What would you say? - Nelson, .... 

Number six. Ask Nelson if he's in the sixth grade. Ask 
Nelson if he's in .the sixth grade. - What would you say? -
Nelson, .... 

Number seven. Ask Nelson if he saw the game last night. Ask 
Nelson if he saw the game last night. - What would you say? -
Nelson, .... 

Number eight. Ask Nelson if he was here yesterday. Ask Nel
son if he was here yesterday. - What would you say? - Nelson, .... 

Number nine. Ask Nelson if Sally was here this morning. 
Ask Nelson if Sally was here this morning. - What would you 
say? - Nelson, .... 

Number ten. Ask Nelson if those boys were here yesterday. 
Ask Nelson if those boys were here yesterday. - What would you 
say? - Nelson, .... 

This is the end of part nine. 



Now part ten of the test. Pages 38 through 42. Each page 
shows a picture of a family, the Charley family, the Yazzie 
family, the Johnson family, the Benally family, and the Jones 
family. The tape will say something about one member of each 
family. So you should put only one checkmark in one of the 
boxes on each page. All right then. Page 38. Page 38. The 
Charley family. Listen carefully now: Mr. Charley is my 
friend. 

Page 39. The Yazzie family. Listen; Mrs. Yazzie is my 
friend, too. 

Page 40. The Johnson family. Listen: Mr. Johnson is my 
neighbor. 

Page 41. The Benally family. Listen: Miss Benally has 
two pairs of shoes. 

Page 42. The Jones family. Listen: Mrs. Jones has light 
brown hair. 

This is the end of the test0 
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1  ( e a t )  W e  l u n c h  a t  t w e l v e  

o ' c l o c k  y e s t e r d a y .  

2  ( e a t )  H e  t w o  e g g s  e v e r y  

m o r n  i n g .  

3  ( e a t )  D i d  y o u r  l i t t l e  b r o t h e r  

a l l  t h e  c a n d y ?  

4  ( e a t )  H e  „  t h a t  c a n d y  r i g h t  

n o w l  

5  ( r e a d )  I  .  

t  ( p l a y )  S h e  w i t h  S p o t  e v e r y  

d a y ,  

2  ( g o )  T h e y  „  t o  t h e  s t o r e  

y e s t e r d a y .  

3  ( s e e )  D i d  y o u  a  m o v i e  l a s t  

n  i  g h t ?  
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Par t  7  

4  ( g o )  J o h n  a n d  M a r y  d i d n ' t  

home last week, 

5  ( w o r k )  1 ^ .  o n  t h i s  t e s t  r i g h t  

n o w ,  r i g h t  h e r e  i n  c l a s s .  

6  ( h e l p )  T h e  t e a c h e r  u s  y e s t e r 

d a y .  

7  ( w o r k )  W h e r e  d o e s  y o u r  f a t h e r  .  ?  

8  ( p l a y )  W e  o u t s i d e .  

9  ( c a l l )  D i d  t h e  t e a c h e r  m y  

name? 

1 0  ( c o m e )  T h o s e  c h i l d r e n  d o n ' t  ;  

t o  s c h o o l  b y  b u s .  

1 1  ( w o r k )  W e l l ,  b e c a u s e  w e  o n  

our test now. 

1 2  ( p u l l )  T h e  d e n t i s t  m y  t o o t h  

l a s t  w e e k .  
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1 3  ( e a t )  H e  d o e s n T t  a t  t h e  

s c h o o  I  .  

1 4  ( m a k e )  O o  t h e  c h i l d r e n  t h e i r  

own beds? 

1 5  ( m a k e )  Y e s ,  t h e y  d o .  T h e y  

t h e i r  o w n  b e d s .  
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R e w r i t e  t h e s e  s e n t e n c e s *  M a k e  t h e m  n e g a t i v e *  

E x a m p l e :  
B o b  i s  i n  t h e  f o u r t h  g r a d e .  

S a m p l e s  

1 I want to go home. 

2 N a n c y  w e n t  t o  s c h o o l .  
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Part 8 

1  D i c k  a n d  J a n e  l i k e  i c e  c r e a m , ,  

2  L u c y  h a s  a t  d o  I  I  ,  

3  W e  p l a y e d  b a l l  y e s t e r d a y .  

4  I  d r i n k  m i l k  e v e r y  m o r n i n g .  

5 The dog went outside. 
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S a l  l y  

Ne I son 

1 Tread 

Nelson^_. 

JD3fiEDir33l 

1 • 2 Nelson. 

m o r n i n g ,  t o o ?  

3  [ s i s t e r  

Nelson,, 1 

4  [ t h o s e  -  b o y s  -  b r o t h e r s !  

Nelsoiu 
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