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FOREWORD 

During the 1970-71 academic year, the Division of Educational 

Administration, College of Education, University of Minnesota conducted 

a program to train administrators for schools serving Indian children. 

The program was sponsored by the Office of Economic Opportunity under 

Contract CG-5073 A/0. The program provided twenty fellowships for Indian 

graduate students working toward Master and Doctoral degrees in 

Educational Administration. 

All program fellows participated in a Problems Seminar, Educational 

Administration 270,during each of the three quarters. For those students 

pursuing Master's degrees, the Problems Seminar was the vehicle by which 

they satisfied the Plan B Master's Paper requirement. Completion of 

the paper required that each student identify a problem in Indian 

Education, prepare a study design, review the literature, and collect 

data as appropriate. These papers served as both learning activities 

to develop research skills and as vehicles for communicating perceptions 

of Indian education. As a group the papers indicate that much knowledge 

exists, and that more research needs to be done. 

Will Antell, Resident Director 

Charles H. Sederberg, Project Director 

Gary Alkire, Assistant Project Director 
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THE PROBLEM 

PART I 

D E F I N I T I 0 N 0 F 
A N D H I S T 0 R Y 

INTRODUCTION 

TERMS USED 

The American Indian has long sought to overcome the multitude of 

problems facing him within white society. The road to success has been 

narrow and filled with many obstacles. Yet, the Indian people persist. 

The American Indian has shown a tremendous instinct for survival in 

ways that are physical, cultural, and emotional. These difficulties 

were outlined recently by the President of the United States, to the 

Congress: 

The first Americans--the Indians--are the most de
prived and most isolated minority group in our nation. 
On virtually every scale of measurement--employment, 
income, education, health--the condition of the 
Indian people ranks at the bottom. 

This condition is the heritage of centuries of in
justice. From the time of their first contact with 
European settlers, the American Indians have been 
oppressed and brutalized, deprived of their ances
tral lands and denied the opportunity to control 
their own destiny. Even the Federal programs which 
are intended to meet their needs have frequently 
proven to be ineffective and demeaning. 

But the story of the Indian in America is some
thing more than the record of the white man's 
frequent aggression, broken agreements, intermittent 
remorse and prolonged failure. It is a record also 
of endurance, or survival, of adaptation and 
creativity in the face of overwhelming obstacles. 
It is a record of enormous contributions to this 
country--to its art and culture. To its strength 
and spirit,to its sense of history and its sense of 
purpose. 

It is long past time that the Indian policies of the 
Federal government began to recognize and build upon 
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the capacities and insights of the Indian people. 
Both as a matter of justice and as a matter of 
enlightened social policy, we must begin to act on 
the basis of what the Indians themselves have long 
been telling us. The time has come to break deci
sively with the past and to create the conditions 
for a new era in which the Indian future is deter
mined by Indian acts and Indian decisions. 1 

In searching for the answer to solve the existing problems facing 

the American Indian, the most widely acclaimed vehicle for this propose 

was education. In our contact with the whites, we have always and with-

out fail asked for one thing. We wanted education. You can examine 

any treaty, any negotiations with the American whites. The first condi

tion specifically asked for by the Indian tribes, was education. 2 

Education, however, as it is commonly conceived today has not 

effectively met the needs of the Indian student. Somewhere along the 

line, the Indian student fails to reap the bounties of education. While 

about 71 per cent of the youth from the general population graduate from 

high school, only 53 per cent of the Indian youths graduate. Even a 

greater disparity exists at the college level between the general popula-

tion and the Indian youth. Although Indian pupils' academic achievements 

are somewhat higher than most minority groups, it is well below national 

norms. 3 

!Message from Richard M. Nixon, President of the United States to 
the Congress, July 8, 1970. 

2statement by Rupert Costo. Hearings before a Special Subcommittee 
on Indian Education of the Senate Committee on Labor and Public Welfare, 
90 cong., 1 and 2 sess., Part I, p. 242, January 4, 1968. 

3charles N. Zellers, (A Prepared Statement), Education Dialogue, 
March, 1969. 
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More evidence showing a lack of successful education of Indian 

people is readily available. Unemployment among American Indians in 

Indian lands is nearly forty per cent, more than ten times the national 

average. Of Indians who do work, one-third are underemployed in temporary 

or seasonal jobs. Nearly sixty per cent of American Indians on reser-

vations have less than an eighth grade education. This compares with 

a national average of 12.6 years of schooling for the white population 

and 12.2 for non -whites in the United Sta tElS •••• 4 

As more data be1comes available on the need to upgrade Indian educa-

tion, some people have become concerned in Minnesota. Questions were 

raised to probe the educational deficiencies that exist. It became 

apparent that many Indian students lacked the financial resources 

necessary to seek an education. Indian parents, without a tradition of 

formal education, f:Lndl it hard to understand its needs or benefits. 

Poor families must sacrifice to keep their young ones in school. They 

5 
have a hard time earning enough money for clothes and shoes. An 

attitude that persisted among American Indian students was one indicating 

that there was little use in trying to finish high school because there 

would be no hope of attending college anyway because of lack of money. 

Scholarships for Am1arican Indian students to attend college seemed to 

be the answer. Perhaps if Indian students could realize that financial 

aid for higher education could be within their grasp upon receiving a 

high school education, a new motivation and desire could be created. 

4Leon P. Minear, "some New Approaches in Meeting the Occupational 
Education Needs of the American Indian," J'ournal of American. Indian Education, 
1:18, (October 1969). -

5 
A Program For Indian Citizens, A Summary Report by the Commission on the 

Rights, Liberties, and Responsibilities of the American Indian, 1:30 (Jan.l9Gl). 
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Far reaching effects might be achieved upon the creation and granting 

of Indian scholarships. Indian students would begin to graduate from 

colleges in Minnesota. Higher education would allow Indian students to 

obtain better employment. The standard of living of the Indian people 

would begin to rise. And most important of all, Indian people through 

education could begin to control their own destiny. 

STATEMENT 0 F THE PROBLEM 

Research indicates that one of the greatest problems facing American 

Indians today is the lack of untrained leadership. Many Indian groups 

from across the country are composed almost entirely of people who lack 

prerequisite skills for facing and meeting the challenges posed by poverty, 

poor organization, rapid social change and a sometimes indifferent anglo-

American community. 6 Thus it has become rapidly apparent that Indian 

people must provide training for their people. Opportunities must be 

advanced for Indian youth in higher education. Special talents must be 

sought out and utilized, in order to achieve these goals for the Indian 

youth of Minnesota. A comprehensive program of guidance and counseling 

had to be formulated and financing of higher education for American Indian 

students had to be arranged. It became necessary to provide these special 

services to Indian youth because their academic success lagged far behind 

their non-Indian peers. Thus the organization which proported to achieve 

the aformentioned goals was created. The name of the organization was 

6Jack D. Forbes, "An American Indian University: A Proposal for 
Survival," Journal of American Indian Education, 5:1, (January, 1966). 
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the Minnesota Indian Scholarship Committee. The services provided 

to Indian students would be encompassed in the title of the Minnesota 

Indian Scholarship Program, a name used to designate all beneficial 

activities of the committee. Over the years, various critics have made 

hasty conclusions of the committee and of the program. Statements have 

been made to the effect that the committee has not been responsive to 

the needs of Indian students, and that the program has not provided 

intensive enough counseling services and that the program has not 

provided Indian students with enough financial support. It would be 

difficult, if not virtually impossible, to question every Indian student 

who has received services from the scholarship committee, but this paper 

will attempt to gain evaluative statements from former scholarship 

recipients. 

The purpose of this study is to determine the effectiveness of the 

Minnesota Indian Scholarship Program services to Indian students. 

Effectiveness will be judged by former scholarshiJP recipients, and 

based upon the question of how well the scholarship services met the 

needs of the Indian student. 

This will be a(:complished by selecting a group of Indian students 

who received guidanee and counseling services and financial support 

from The Minnesota Indian Scholarship Program to attend a post-high 

school institution. The evaluations that the selected students rendered 

regarding the scholarship program were to be analyzed to determine any 

discrepancies in the way the program is being conducted and the manner 

in which the students view that the program should be conducted. Therefore 
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it was the purpose of this study to determine if the scholarship program 

has been operating effectively or if drastic changes are needed to be 

implemented to upgrade the services that the program provides. 

It was recognized that the evaluations made by the former scholar

ship recipients would be quite subjective and questionable from a 

scientific measurement point of view. However, in attempting to measure 

the desired effectiveness of how a student perceived or felt about 

an experience that the program provided him, this subjectiveness was 

to be recognized and utilized as well. 

L I M I T A T I 0 N S 0 F THE STUDY 

The study was limited in that only students of one-fourth degree 

Indian blood or more and who had attended college, were questioned. It 

was recognized that this practice would not include those Indian students 

who had attended Vocational-Technical schools, and would also omit 

those students who were less than one-fourth degree Indian blood in 

whatever field of endeavor they chose. It was recognized further that 

there conceivably could exist a marked difference in attitudes between 

college bound Indian students and vocational school bound Indian students. 

However, in the interest of narrowing down the study to a point where 

it could become manageable the choice was considered and made to limit 

the study to include only a sample of Indian students who had attended 

college. 
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I M P 0 R T A N C E 0 F THE STUDY 

The Minnesota. Indian Scholarship Program affects every Indian stu

dent graduating from Minnesota High Schools. The Minnesota Scholarship 

Program has been in 'existence since 1951 and has undergone little study 

or evaluation. If the program, in the estimation of the respondents, is 

meeting the selection, financial, guidance, and personal needs of the 

students, it can be documented in that fashion. However, if there is 

a significant difference in the success of the program in meeting these 

needs as expressed by the respondents, appropriate needs can be then 

identified and the necessary changes in the program made. 

D E F I N I T I 0 N 0 F T E R M S U S E D 

Minnesota Indian Scholarship Committee (M.I.S.C.) Those individuals 

who have served in this organization for any period of time between 

1951 and 1970. The membership shall consist of not more than fifteen 

persons with a demonstrated interest in the development of leaders 

among the Indian people in the trades, vocations and professions, which 

will insure their ability to support themselves and their future families 

and to make their maximum contributions as individuals to the social, 

economic, and cultural life of their respective communities. 

Bureau of Indian Affairs (B.I.A.) The Bureau of Indian Affairs is a 

branch of the u.s. Department of the Interior which exercises certain 

responsibilities for American Indians. 
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METHOD 0 F P R E S E N T A T I 0 N 

The introduction was intended to illustrate the many and varied 

kinds of problems confronting the American Indian. These problems have 

been manifested by governmental bureaucracy and a generally apathetic 

public. How Minnesota people, Indian and non-Indian alike, united to 

form the Minnesota Indian Scholarship Committee is a topic of concern 

and will be covered in the history of the program. 

The problem to be studied and the limitations of the study have 

been presented to establish what the study is designed to accomplish. 

It is of significant importance to evaluate the results of the study 

within its limitations. 

The history of the scholarship program will present a general 

overview of the Minnesota Indian Scholarship Program since its inception. 

Goals and objectives of the Minnesota Indian Scholarship Program will 

be outlined. Data will be included to demonstrate the creation of the 

program, goals of the program, and financial growth of the program. 

HISTORY OF THE MINNESOTA INDIAN 
S C H 0 L A R S H I P P R 0 G R A M 

"our children must be educated as far as possible 
that they may compete in the methods and ways of 
the present civilization. Education, we believe, 
is the only real salvation for the Indians." 

--Spoken by Peter Graves, Hereditary Chief and 
Secretary of th~ Tribal Council, Red Lake, 
March 11, 1950. 

7 Mittelholtz, Erwin F., Historical Review of the Red Lake Indian 
Reservation, Bemidji: Beltrami County Historical Society, 1957, p. 59. 

9 



Higher education, in this age of technology, is of greater necessity 

now, than at any other time in the history of America. For any adult 

to live within the framework of our society as it now exists, there is 

a demand placed u~>n his educational preparation. For the American 

Indian to live and compete in our technologically oriented society, he, 

like Americans of all descents, must seek and obtain the skills provided 

by higher education. 

It is with thre necessity of Indian people obtaining higher education 

in mind, that the l~innesota Indian Scholarship Committee was formed in 

1951. Section 1, Article II of the M.I.s.c. constitution, outlines the 

primary goal of the committee as follows: 

To discover young men and women of American Indian 
Ancestry, with legal residence in the state of 
Minnesota who have the ability to compete and can 
profit by college, professional, vocational or 
other specialized training, which is not available 
locally through tuition -free ed.uca tional insti tu -· 
tions, and who, for lack of financial resources, 
may forego such training. 

Section 2, Article I, states further: 

To solicit, receive and administer funds, to be 
used to finance such training in whole or in part 
for such young people, and to meet the necessary 
costs of administration not to exceed $500.00 per 
year. 

The M.I.S.P. has been in existence for 19 years. It is the 

intention of this paper to review the formation and goals of the 

program, to outline the philosophy that JLed to the founding of this 

program, and to chart the course that the M.I.S.P. followed over the years. 
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In reviewing research on the history of the M. I. s. P., some interesting 

differences were noted in the personal philosophy of the charter members. 

One person's philosophy, that of an honest and sincere desire to assj,st 

the Indian student because he was a person i.n need, is shown in her 

written rationale for serving on the M.LS"C •• 

My reason for belonging to the M. I. s. C," is that I 'm 
very much interested in young people, their needs 
and problems. For years as a counselor in senior 
high school, I had occasion to help students pre-
pare for training following graduation from high school. 
I am especially interested in these Indian boys and 
girls who need so much help to make the successful 
adjustment to their vocational future. 8 

A different philosophy, expressed by another charter member of 

the committee, was quite condescending in attitude as he stated in 

part: 

I am a member because I am interested in doing 
something to help Indian children assume a more 
important and useful role in American cittzenship 
than is normally true of their parents.9 

A psychologist was one of the ch.arter members of the com.mi ttee. 

Her motivation was different in that Indian students became a unique 

topic to study as well as to assist with scholarships as indicated by 

her rationale. 

The problem for obtaining an adequate education 
for our Minnesota Indian girls and boys was first 
brought to my attention about thirty years ago 
when I began my work as a psychologist of the 
Amherst H. Wilder Guidance Clinic,. Ind:i .. an children 

8 Roy Larson and A.D. Peterson. Minnesota Indian Scholarship Com.>nittee 
Report, Nov. 1, 1950-April 1, 1955, p. 5, Statement by Edith Haigh. 

9Roy Larson and A.D. Peterson, 
Tollerud. 

ll 

~~~., p. 7, Statement by Guy 



were brought to the clinic for study by the workers 
of the various social agencies. It was obvious 
that the intelligence ratings obtained with the verbal 
scales did not give a reliable indication of their 
ability to respond. A child with a so-called I.Q. 
of 85, failing in all his school work, would often 
with encouragement, a little personal interest and a 
little help when needed attain a 'B' average. 

The Arthur Point Scale of Performance Tests, construct
ed and standardized by me, has provided an instrwrnent 
of Indian intelligence. Form I of this scale was 
used by the Office of Indian Affairs in The Personality 
Development Project carried out with the help of the 
University of Chicago. As a psychological consultant 
without pay, I trained psychological examiners for 
this project. 

Two reports published in Mental Hygiene present in 
detail my reasons for thinking that the adequate 
educa t:lon of Minnesota Indians i.s of importance, not 
only to the girls and boys themselves, but to the 
communi ties in which they chooset to live. The titles 
of these reports are, 'An Experience in Testing 
Indian School Children, ' and 'An Experience in 
Examining an Indian Twelfth Grade Group with the 
Multi Phasic Personality Inventory.' The material 
on which these reports were base1d was obtained on 
my fre•e time and without the help of any research 
grants. 10 

It is interesting indeed to note that in her statement there is an 

obvious lack of concern for actually aiding the Indian youth toward 

higher education, \Vhich it seems should have been her philosophy for 

being on the committee. Instead there is listed a grand explanation 

of research techniques which stemmed from study of the Indian, rather 

than an explanation of genuine concern for the Indian student. 

10 Roy Larson and A.D. Peterson, op._£it., p. 4, Statement by Grace 
Arthur. 
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Bearing in mind that these quotes were made in 1951, still another 

attitude existed. This attitude was shared by the entire society for 

many years until the middle of the 1960's. This quote appears in part. 

I was no doubt asked to serve on this committee since 
I am the Director of Indian Education for the Minne
sota State Department of Education. I have worked with 
federal officials, state officials, and county and 
state welfare officials in their efforts to improve 
the economic, social and educational welfare of our 
Minnesota Indians. OUr objective is to train the 
Indian people so that they will ultimately leave 
the Indian reservations and take their place in 
society in the same manner that non-Indians do.ll 

The only Indian to serve on the committee for the first decade of 

its existence was Kent Fitzgerald, Area Placement Officer, United 

States Bureau of Indian Affairs. Mr. Fitzgerald constructed a paper 

which he delivered at the "Institute on American Indian Assimilation," 

Washington D.C., May 9, 1952. In this paper the prevailing theme of 

B.I.A. policy of the times is reflected, as Fitzgerald states: 

The process of assimilation, the merits of which 
are not here discussed, but which is recognized as 
inevitable, is well on its way in Minnesota. There 
is a growing mutual respect between the state's 
Indian and non-Indian populations and a continuing 
blending of the two groups into one. 12 

It is apparent that varied intentions and philosophies motivated 

certain people to become M.I.S.C. members. The attitudes ranged from 

a genuine human concern 9 to a philosophy demanding assimilation, to 

an opportunist discovering research subjects, and a statement demeaning 

Indian parents. It appears that two basic attitudes prevailed. 

11 Roy Larson and A.D. Peterson, op. cit., p. 6, Statement by Roy Larson. 

12 R.H. Larson and P.J. Broen, Annual Report to the Office of Indian 
Affairs, for the State of Minnesota 1951-52, p. 28. 
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One attitude is represented in current literature of the times: 

The Indian child stands between two cultures, two 
social patterns for the nurture and education of 
each generation. The Indian child, through circum
stances, :must learn two sets of acceptable behavior 
patterns--those of his group, and those of the dominant 
cultural setting in which he lives; the white child 
must learn to make decisions differing only in degree. 
The stress to which the Indian child is subjected is 
far greater. The degree to which such adjustment 
has been accomplished is a tribute to the resilience 
and basic strengths of Indian li.fe. 

As an individual of worth, valuable in his own right, 
the Indian child is deserving of: dignity, under
standing, and respect. He must not be lost in the 
transition. As a group of cultures and subculturels, 
the Indian people have devised time-tested ways of 
passing on their accumulated experiences to their 
children. These values must not be lost. 

In aiding; the Indian child to live and grow today, 
and to prepare for living in a j~uture far different 
from the past of his fathers, every effort should be 
made on the part of those in the dominant culture to 
understand those elements of Indian life which are of 
deep significance. To replace one element with another 
without great care can result only in disintegration 
and rootlessness for the child. As an adult he may 
become a personal and social casualty. 

The Indian child has the right of opportunity for 
spiritual and moral growth within a framework which 
has mean:Lng for him. It is important that his pattern 
for living rest on firm foundations. 

The Indian child, who is confronted with emotional 
and phys:lcal problems which in many ways are greater 
than those facing other children, should have all 
possible opportunity for a safe start in life. He 
needs to be protected from both physical and emotional 
hazards, and to be surrounded by love and affection. 
He should be allowed to grow, to develop, to realize 
his greatest possible achievement. 
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No less than every other child, the Indian child should 
have access to an education which prepares him for 
life; one which strengthens his skills, encourages his 
creativity, widens his intellectual and social horizons, 
and assista in the adjustment to his changing world. 
No less than every other child, the Indian child should 
live and grow up in a family setting--his own family 
or the closest practical approximation of it. Those 
opportunities are best provided in the setting of 
nonsegregated public schools and normal home life.l3 

The other and most prevalent attitude in play at this time is 

echoed in the ensuing lines, written in 1969 but reflecting education 

of the last several decades. 

From the first contact with the Indian, the school and 
the classroom were the means whereby we emancipated 
the Indian child from his home, his parents, his ex
tended family and his cultural heritage. It was in 
effect an attempt to wash the 'savage habits' and 
'tribal ethic', out of a child's mind, and substitute 
a white middle-class value system in its place. 14 

Thus, the M.I.S.C. was formed. The actual date was November 1, 

1951, and the M.I.s.c. consisted of ten charter members. With eager-

ness and anticipation the group set out to plan strategy on how to 

alleviate the so-called Indian problem. An organizational meeting was 

held and the group constructed its constitution and by-laws. (See 

Appendix A) 

The M.I.s.c. was now able to start working toward its goal of 

higher education for Indian students. Indian high school graduates must 

be found, selected for training, and then financed. Financing Indian 

students in the early existence of the M.I.S.P. took many forms. For 

example, the committee might have arranged for a student to receive a 

13 Mrs. Hildegard Thompson, Chief of the Branch of Education in 
Washington D.C., Indian Education, April, 1953. 

14 Report of the Committee on Labor and Public Welfare. 1969, United States 
Senate, Indian Education a National Tragedy~ National Challenge, Report 
No. 91-501, p. 9. 
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scholarship from t:he State Nursing Association, or the Minneapolis 

School of Arts, Dutnwoody Institute or an accredited college. Much of 

the time the money would not be channeled through the M.I.S.c. as it 

is today. The con~ittee would merely negotiate with that institution 

and the student would be informed that money awaited him iLn the form of 

a scholarship there. In other instances, money which had been donated 

to the committee was then given directly to the student. Interestingly 

enough, students could not be identified by name in records that were 

to be made public.. They were instead identified by code numbers. For 

example, student •::ode number thirty-one attends Augsburg College on a 

$500 grant from the Minnesota Council of Church Women and a $100 grant 

from Augsburg. From February 2, 1953 through April 1, 1955 the records 

show that the M.I.S.P. had total receipts of $386.63; money given directly 

to the Committee. It is estimated that in this same period that approxi

mately $500 was acquired by Indian students in scholarships granted by 

various institutions. From 1951-1955, thirty-seven Indian students 

were aided financially directly or indirectly by the M.I.s.P.l5 

From the origin of the M.I.s.c. in 1951 until 1955 scholarship 

funds were scarce. Monies were donated to the Program from a number 

of private sources, but these were limited in scope. In 1955 the Minne

sota State Legislature passed a law appropriating money for the sole 

use of Indian scholarships. The entire law is included. (See Appendix A) 

15R.H. Larson and P. J. Broen, op. cit., p. 11. 
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In July 1955 the M.I.s.c. applied for and was granted tax-exempt 

status from the Internal Revenue Service. This benefit would allow 

donors to claim any contributions to the M.I.s.c. on their income tax 

as deductions. This greatly aided the scholarship program. 

Another gain was made for the program by the Bureau of Indian 

Affairs on December 24, 1957. 

Under the authority of Section II, 48 statute 986, 
United States Code 471, and the Code of Federal 
Regulations, Title 25--Indians, Section 32.1, 
Appropriations for loans and grants, The Bureau of 
Indian Affairs may give financial aid to students 
of one-fourth or more degree Indian blood to en
able their attendance at accredited institutions of 
higher learning. Priority consideration is given 
those Indian students whose residence is within the 
exterior boundaries of the Indian reservation, 
trust or restricted land under the jurisdiction of 
the B.I.A. After the needs of students meeting 
these eligibility requirements have been met, other
wise eligible candidates might be considered.l6 

To apply for funding, the student filled out a personal questionnaire. 

Certain vital questions needed to be answered. The M.I.s.c. needed to 

establish proof of Indian ancestry to allow benefits of state money or 

federal money. In the event that a student was less than one-fourth 

degree Indian, he could receive only tribal grants or scholarship money 

which had been donated from private sources. Students of less than 

one-fourth degree rarely received more than $150 in M.I.s.P. aid in 

any one year. 

The prospective student also found it necessary to show a financial 

need, as a large consideration was given to those students with the 

greatest need. This need was determined by questionnaire. (See Appendix A) 

16Code of Federal Regulations, Title 25--Indians, Subchapter E--
Educatio~, Part 32 (Washington: Government Printing Office, Revised 1970), p .. 52. 
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When completed,, the questionnaire is mailed to the Guidance 

Consultant, State Th~partment of Education, Bemidji, Minnesota. When the 

questionnaire is received in Bemidji, the student's Indian ancestry is 

checked through tribal records to be certain of eligibility. If the 

student is found el:igible, he is sent scholarship application forms. 

The student is reqw3sted to list his resources and the resources of his 

family. Other data such as vocational preference and number of children 

in family are included. But, basically the student demonstrates his 

financial situation. Within the application, the student has indicated 

where he will attend college. It should be noted that he must be 

accepted by that college before he can recevie financial aid. The 

guidance officer in Bemidji then computes the data. He first determines 

what the student's educational costs will be at that institution. These 

costs include room and board, books and supplies, tuition and fees. 

If the student has no financial resources and his college costs would 

be $1600, his financial need then would be $1600. The scholarship 

guidance counselor then creates a "financial package" for that student. 

There are a number of variables in play here. The student can receive 

state funds, B.I.A funds (if he's from a reservation) or tribal and 

private funds if he is less than one-fourth degree Indian. Most colleges 

offer financial aids which can be combined with Indian financial aids. 

These other aids are Educational Opportunj_ties Grants (E.O.G.) and work

study programs. FE1deral guidelines are in existence with these aids 

and the total family income cannot exceed a specified amount if a student 

is to qualify. Some limits on the amount of aid that can be granted have 

been set. The ceiling on state grants is $800, but the average state 
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grant for the past five years has been $376. No limit is on the B.I.A. 

funds but the average grant for the past five years has been $707 in 

Minnesota, according to Minnesota Indian Education annual reports. 

In recent years, the M.I.s.c. has been successful in financing 

most Indian applicants. The most severe difficulty is funding Indian 

students who reside in Urban areas. Because the students do not reside 

on tax-exempt land, they are not eligible for Federal funds. Thus the 

most the student can receive is $800 from the state and whatever financial 

aids he can gain from the college. This has caused considerable financial 

difficulty for certain Indian students. The trend is, however that the 

B.I.A. will revise their scholarship guidelines to include the needs 

of Urban Indians. (Complete data on financial aids and application 

procedure is shown in Appendix A.) 

After a student has completed college work, usually one academic 

year, he may reapply for scholarship aid, following the same procedure. 

His financial need is examined, his scholastic achievement reviewed 

and his aid is either granted or withdrawn. TI1e M.I.s.c. uses the 

following criteria in refinancing a student with questionable grades. 

If the college in question will accept the student back again, the 

committee will provide the funding. Thus the committee sets no arbitrary 

grade point average or other form of achievement. The students may be 

funded for four years. No money is provided for study beyond a four-year 

degree. 

Since its inception in 1951, the M.I.S.P. has made a tremendous 

contribution to Indian Education in Minnesota. A total of 141 Indian 
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students have rec•3ived a B.S. degree sinee 1951. The number of these 

students who have completed their Masters degree is 15. M.I.s.c. 

records show that another 36 students are presently working toward an 

advanced degree. Since 1951 over 500 Indians have been assisted by the 

M. I. s. P. Enrollm,ent has increased on the college level quite dramati

cally. In 1952, there were 71 Indian high school graduates and 11 

college freshmen. In 1970 there were 248 high school graduates and 181 

college freshmen in the M.I.S.P. This is a drastic improvement over 

having only 8 Indian high school graduates in Minnesota in 1945. 

The amount of money available to the M,I.s.c. has improved at tremen

dous pace from a beginning in 1951 with only several hundred dollars 

to a total of $391,087 from all sources in 1970. (Complete data is 

shown in Appendix A.) The current M.I.s.c. is listed in Appendix A. 
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PART II 

D E S I G N AND R E S U L T S OF TH:.E SURVEY 
----~~-- ----

The data for this study was obtained from a questionnaire sent to 

one basic group of people: American Indian students of at least one-

quarter degree Indian ancestry, who had attended college with guidance 

and financial assistance from the Minnesota Indian Scholarship Conunittee. 

THE I N D I A N F 0 R M E R - S T U D E N T 
Q U E S T I 0 N N A I R E 

The Indian Former-Student Questionnaire (Appendix B) that was 

utilized for the survey was designed by the writer. The items included 

were suggested by Indian parents, Indian professionals and by the ex-

perience of the writer. The next step was to determine what specific 

information was desired from the students regarding an effectiveness 

rating of the M.I.s.P. It was decided that the questionnaire would be 

divided into four main areas of concern. Part I was concerned with when 

the students first learned of the existence and objectives of the M.I.s.P. 

Part II dealt with the question of where the students received specific 

M.I.S.P. information. Part III was designed to question the effectiveness 

of the guidance and counseling service of the M.I.S.P. both on the high 

school and college levels. Part IV was fashioned to determine the adequacy 

of the financial aids that the students received while in college through 

the M.I.S.P. Additional comments from the students were also solicited 

at the end of the questionnaire. They were asked to comment on any 

facet of the M.I.S.P. that was not specifically asked for or covered in 

the objective portion of the questionnaire. 
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The writer obtained names and addresses of students, who were former 

scholarship recipjLents, from the Indian Education Section of the Minn

esota State Department of Education, Bem:idji Office, and also from the 

Minnesota Indian Scholarship Committee. An effort was made to gain a 

broad sampling of the population. Attention was given in the sample, to 

select an equal number of students who graduated from coll43ge and those 

who did not. Attention was also given to a selection representing the 

entire M.I.s.c. existence rather than a select time period of a few years. 

Consideration was also given to utilize the selection of both men and 

women. It was hoped that this would give a representative sample of 

the Indian student population. The questionnaire was then sent to each 

of the selected individuals. A total of one-hundred and twenty five 

questionnaires we:re sent out. . Forty-six or, 37 per cent, were returned. 

The returnees included forty-six people who had attended college on the 

M.I.S.P. Twenty-•3ight men and eighteen women returned th•3 questionnaire. 

RESULTS 0 F T H E S U R V E Y 

This section presents the results of the Indian Form<er·-Student 

Questionnaire. This data from the Questionnaire is presented in two 

parts: 1) Tables I through XIV include the1 data from the questionnaire 

analyzed according to each individual question regarding the M.I.s.P. 

2) The respondents were asked to make subjective comments about the 

M.I.s.P. These are presented in the respondents own words. 

Tables I through XIV illustrate many f:acets of the M. I.S.P. as 

computed by the respondents. Each table contains an exact question from 
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the questionnaire. The responses are then shown. Response choices are 

as follows; yes, no, don't know. The number of responses to each choice 

is then shown. The per-cent responding to each choice is given as is 

the total per-cent responding to all item choices. The tables, as 

constructed and utilized, show accurately basic attitudes and evaluations 

as judged by former recipients of the M.I.S.P. 
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TABLE l 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 1 

Statement: I first learned of scholarships available for Indian students 
when I was in Junior High School (7th, 8th, or 9th grade). 

Number of Per Cent of 
Response Responses Total Responses 

Yes 8 17 

No 38 83 

Don't Know 0 0 

Totals 46 100 

INDIAN FORMER-STUDENr QUESTIONNAIRE, STATEMENT 2 

Statement: I first learned of scholarships available for Indian students 
when I was a Sophomore in High School. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 5 10 

No 41 90 

Don't Know 0 

Totals 46 100 

24 



TABLE 2 

INDIAN FORMER-STUDENT QUESTIONNAIRE STATEMENT 3 

Statement: It was in my Senior year of High School that I first learned 
about scholarships available for Indian students. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 20 44 

No 26 56 

Don't Know 0 0 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 4 

Statement: I learned about scholarships available for Indian students 
only after my High School Graduation. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 14 30 

No 32 70 

Don't Know 0 0 

Totals 46 100 
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TABLE 3 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 5 

Statement: Indian Scholarship information that I received came from 
my parents. 

Response 

Yes 

No 

Don't Know 

Totals 

Number of 
Responses 

18 

28 

0 

46 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 6 

Statement: Indian Scholarship information that I 
my high school counselor. 

Number of 
Response Responses 

Yes 8 

No 37 

Don't Know 1 

Totals 46 

26 

Per Cent of 
Total Responses 

39 

61 

0 

100 

received came from 

Per Cent of 
Total Responses 

1'7 

81 

2 

100 



TABLE 4 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 7 

Statement: Indian Scholarship information that I received came from 
my junior or senior high school teachers or administrators. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 7 15 

No 38 83 

Don't Know 1 2 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 8 

Statement: Indian Scholarship information that I received came from 
my personal friends. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 7 15 

No 38 83 

Don't Know 1 2 

Totals 46 100 

27 



TABLE 5 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 9 

Statement: The Indian Scholarship information that I received came 
from Mr. Mittelholtz, the Minnesota State Department of 
Education Counselor, from Bemidji who is the Scholarship 
Coordinator. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 26 56 

No 18 40 

Don't Know 2 4 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 10 

Statement: I recetved very poor guidance and counseling services from 
high sehool personnel concern:Lng the Minnesota Indian 
Scholarship Program. ---------------- Number of Per Cent of 

Response Responses Total Responses 

Yes 35 76 

No 11 24 

Don't Know 0 0 

Totals 46 100 
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TABLE 6 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 11 

Statement: I received adequate guidance and counseling services from 
the State Department of Education Coordinator of the 
Scholarship Program, while I was in high school. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 9 20 

No 37 80 

Don't Know 0 0 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 12 

Statement: I received excellent guidance and counseling services, while 
I was in high school, from all sources available to me, 
concerning the Minnesota Indian Scholarship Program. 

Number of Per Cent of 
Response Responses Tot~l Responses 

Yes 1 2 

No 45 98 

Don't Know 0 0 

Totals 46 100 
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TABLE 7 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 13 

Statement: While in college I received adequate counseling from the 
Minnesota Indian Scholarship Program personnel. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 17 37 

No 29 63 

Don't Know 0 0 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STA'l'EMENT 14 

Statement: While in college I received virtually no guidance and 
counse1ling from the Minnesota Indian Scholarship Program. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 23 50 

No 23 50 

Don't Know 0 0 

Totals 46 100 
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TABLE 8 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 15 

Statement: All scholarship information should be presented to Indian 
students when they are in junior high school, so they will 
be aware of financial aid opportunities upon graduation. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 46 100 

No 0 0 

Don't Know 0 0 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 16 

Statement: The scholarship funds that I received covered all of my 
college educational expenses of room and board, tuition 
and fees, books and supplies. 

Number of Per Cent of 
Responses Responses Total Responses 

Yes 20 44 

No 26 56 

Don't Know 0 0 

Totals 46 100 
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TABLE 9 

INDIAN FORMER-STUD:E!NT QUESTIONNARIE, STATEMENT 17 

Statement: While in college, I usually had enough money to meet my 
personal needs of clothing and recreation without seeking 

______ ..t.;.P..,a.;;..r..;.t-tilme work. 
Number of Per Cent of 

Response Re$ponses Total Responses 

Yes 16 35 

No 30 65 

Don't Know 0 0 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 18 

Statement: While in college, I always hEld to work part-time to meet 
my persona 1 needs. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 26 57 

No 20 43 

Don't Know 0 0 

Totals 46 100 
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TABLE 10 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 19 

Statement: While in college, I never worked at part-time employment 
during the school year. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 11 24 

No 35 76 

Don't Know 0 0 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 20 

Statement: I feel that Indian students should not work part-time 
(approximately 10 hours a week) because it would be harmful 
to their studies. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 16 35 

No 30 65 

Don't Know 0 0 

Totals 46 100 
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TABLE 11 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 21 

Statement: I fe1el that Indian students can and should \II'Ork part-time 
(approximately 10 hours a week) without harming their studies, 
providing that the student was doing at least average class 
work before gaining employment. 

Ntnnber of Per Cent of 
Response Responses Total Responses 

Yes 30 65 

No 14 31 

Don't Know 2 4 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 22 

Statement: Indian students should be able to work part-·time if they 
so desire without being penalized by financtal aids for 
dotng so. (For example--loss of financial aid in the amount 
of what the student earned at his job or loss of Educational 
0PI~tunity Grant privileges. E.O.G.) 

--------:...:: Ntnnber of Per Cent of 
Response Responses Total Responses 

Yes 46 100 

No 0 0 

Don't Know 0 0 

Totals 46 100 
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TABLE 12 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 23 

Statement: The Minnesota Indian Scholarship Program has done an 
excellent Job of assisting Indian students to attend college. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 12 26 

No 23 50 

Don't Know 11 24 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 24 

Statement: 

Response 

Yes 

No 

Don't Know 

Totals 

The Minnesota Indian Scholarship 
adequate job of assisting Indian 

Number of 
Responses 

24 

13 

9 

46 

35 

Program has done an 
students to attend college. 

Per Cent of 
Total Responses 

54 

26 

20 

100 



TABLE 13 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 25 

Statement: The Minnesota Indian Scholarship Program has done a poor 
job of assisting Indian students to attend college. 

Number of Per Cent of 
Response Responses Total Responses 

Yes 10 20 

No 29 63 

Don't Know 7 17 

Totals 46 100 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENT 26 

Statement: I completed four years of college and graduated. 
Number of Per Cent of 

Response Responses Total l~esponses 

Yes 32 70 

No 14 30 

Don't Know 0 0 

Totals 46 100 
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TABLE 14 

INDIAN FORMER-STUDENT QUESTIONNAIRE, STATEMENTS 27-30 
For these items the only appropriate response was to answer yes to the 
corresponding item. 

Statement 27: I completed less than one full year of college. 

Response 

Yes 

Number of 
Responses 

3 

Per Cent of 
Total Responses 

6 

Statement 28: I completed more than one year, but less than four 
years of college. 

Number of Per Cent of 
Response Responses 

Yes 9 

Statement 29: I am presently a collete student. 

Response 

Yes 

Number of 
Responses 

3 

Total Responses 

20 

Per Cent of 
Total Responses 

6 

Statement 30: I have begun graduate work beyond a Masters degree. 

Response 

Yes 

Number of 
Responses 

5 

37 

Per Cent of 
Total Responses 
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S U B J E C T I V E C 0 M M E N T S 
B Y Q U E S T I 0 N N A I R E R E S P 0 N D E N T S 

Comprehensive counseling needs to be done in junior and senior 
high schools with the Indian students. Too often they are not aware 
of the many options available to them. 

Indian students should be allowed to visit their prospE~c:tive 
college before enrolling. Too often the picture of what they imagined 
is vastly different from what it really is. 

Staffing of the program should defin:i tely include counselors of 
American Indian aneestry to better relate to Indian students and parents. 

A form of communication must be created with Indian parents. Too 
many parents are not aware of specific scholarship details. 

Send a scholarship pamphlet to every Indian student in the state 
who is at least in junior high school. 

Hold an annual workshop to include all of the school counselors in 
Minnesota, and inform them of the details of the Minnesota Indian 
Scholarship Program. 

The M. I. s.P. is not adequately set up for counseling th•: student 
once he is enrolled in college. This should be done. It seems that 
the college counselors don't understand Indians and have too many other 
kids to counsel. 

Indian students need more guidance in choosing their elective sub
jects in high school. The program must begin to provide funding for 
graduate study, if outstanding Indian students are to be developed to 
their highest capacity. 

Money for personal needs of American Indian students should be 
provided, Many students are not participating in college functions 
simply because the1y can't afford to. 

More staff, preferably of Indian descent is definitely needed. 
One person simply cannot do justice to such a large program. 

The program staff should be attempting to recruit outstanding adults 
for post high school work. Adults refers to someone not graduating 
recently. 

The administrative staff of the program should not have to be in 
the field counseling students. More staff should be hired to do this. 
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There should be an Indian scholarship counselor in the Twin 
Cities. Now everything has to go through Bemidji. 

The tribal councils should indicate to high school students what 
specific talent is needed by the tribe, for example lawyers, foresters, 
accountants, etc. and then offer preferential scholarships to students 
who seek out those specific areas. Thus we can meaningfully educate 
our youth so they can fulfill their own needs and also assist our people. 

A weekly meeting with the scholarship representative for each 
college campus should be set up. He comes so very seldom. 

The scholarship committee should plan and sponsor a yearly Indian 
college student conference. This conference could be held by a different 
college each year and would give Indian students a chance to communicate 
with each other. 

More orientation is needed for Indian students entering college. 
They need more guidance to make the adjustment. 

Staffing of the M.I.S.P. should include a trainer for high school 
counselors who often do not assist Indian students. 

The college counselors should be taught how to more ably relate 
to Indian students. 

The scholarship committee should keep a closer relationship with 
the students in case there are any problems; check on the student's 
progress occasionally. 

The program should make an active effort to assist students who 
have dropped out of college once, for reasons such as marriage, family 
hardships, or personal reasons. 

Parents know very little about the M.I.S.P. and should be sent 
all scholarship information. 

Indian people must be hired by the colleges to serve as counselors 
for the Indian students. It's hard to discuss personal problems with 
non-Indians who never seem to understand. 

More trust should be placed in the student for usage of scholarship 
funds. To beg for funds is quite a humbling process and that is most 
unjust. 

There needs to be more direct contact with Indian students once 
they are enrolled in college. 
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The Twin Cities schools should have more information on the 
M.I.S.P. More attention has to be given to the urban Indian student. 

There should be Indian college student representation on the M.I.s.c. 
There is none at the present time. 

The students should be made aware of the true picture of the cost 
to attend college. Students receive information of school costs but 
never about total costs of personal needs, transportation, etc. 

Emphasize to Indian students that we need quality as well as 
quantity in their work. Indian students should realize that they should 
not expect any favoritism simply because they are Indians. 

The program must definitely have more staff to perform the multitude 
of duties required. 
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PART III 

S U M M A R Y , C 0 N C L U S I 0 N S 
RECOMMENDATIONS 

AND 

It was the purpose of this study to survey the effectiveness 

of the M.I.S.P. as judged by former scholarship recipients. 

The most important factor in this study is the opinion presented 

by the former students of the program. The individuals that responded 

to the questionnaire have displayed a genuine concern for Indian 

education and the status of the M.I.s.P. 

SUMMARY 

The results of this study indicate that over the years the 

M.I.S.P. has done an adequate job of assisting Indian students to 

attend college, but several major changes are needed. 

SUMMARY OF INDIVIDUAL STATEMENTS: 

Statement Number One. Eight, or 17 per cent, or the respondents 

first learned about available Indian scholarships while in junior high 

school. 

Statement Number Two. Five, or 10 per cent, of the respondents 

first learned about available Indian scholarships while a sophomore or 

junior in high school. 

Statement Number Three. Twenty, or 44 per cent of the respondents 

first learned about available Indian scholarships while in senior high 

school. 
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--~--~---~--------

statement Number Four. Fourteen, or 30 per cent, of the respondents 

did not learn about available Indian scholarships until after their high 

school graduation, 

Statement Number Five. Eighteen, or 39 per cent, received Indian 

scholarship information from their parents. 

Statement Nwnber Six. Eight, or 17 per cent, received Indian 

scholarship information from their high school counselor. 

Statement Number Seven. Seven, or 15 per cent, received Indian 

scholarship information from their senior high school teachers or 

administrators. 

Statement Number Eight. Seven, or 15 per cent, first received 

Indian scholarship j_nformation from their personal friends. 

Statement Number Nine. Twenty-six, or 56 per cent, stated that 

their scholarship information came from Mr. Mittelholtz, the M.I.S.C • 

counselor. 

Statement Number Ten. Thirty five, or 76 per cent, of the respondents 

stated that they received very poor guidance and counseling from high 

school personnel regarding the M. I. s. P. 

Statement Number Eleven. Nine, or 20 per cent, stated while in 

high school that they received adequate guidance and counseling services 

from the M.I.S.P. coordinator. 

Statement Nttmber Twelve. Only 1 or 2 per cent, of the respondents 

received excellent guidance and counseling services from all available 

sources regarding the M.I.S.P. 

Statement Ntunber Thirteen. Seventeen, or 37 per cent, received 

adequate guidancE~ and counseling services while in college •. 
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Statement Number Fourteen. Twenty-three, or 50 per cent, stated 

they received virtually no guidance and counseling from the M.I.S.P. 

while in college. 

Statement Number Fifteen. All 46, or 100 per cent, of the res

pondents stated that Indian students should receive M.I.S.P. information 

while in junior high school. 

Statement Number Sixteen. Twenty, or 44 per cent, had scholarship 

funds which covered all college educational expenses of room and board, 

tuition and fees, and books and supplies. 

Statement Number Seventeen. Sixteen, or 35 per cent, while in 

college usually had enough money to meet personal needs of clothing and 

recreation without seeking part-time work. 

Statement Number Eighteen. Twenty-six, or 57 per cent, while in 

college always had to work part-time to meet personal needs. 

Statement Number Nineteen. Eleven, or 24 per cent, while in college 

never worked part-time during the school year. 

Statement Number Twenty. Sixteen, or 35 per cent, stated that 

Indian students should not work part-time because it would be harmful 

to their studies. 

Statement Number Twenty-one. Thirty, or 65 per cent, feel that 

Indian students can and should work part-time without harming their 

studies. 

Statement Number Twenty-Two. All 46, or 100 per cent, stated that 

Indian students should be able to work part-time if they so desire without 

loss of financial aid for doing so. 
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Statement Number Twenty-Three. Twelve, or 26 per cent, stated that 

the M.I.s.P. has done an excellent job of assisting Indian students to 

attend college. 

Statement Number Twenty-Four. Twenty--four, or 54 per cent, stated 

that the M.I.S.P. has done an adequate job of assisting Indian students 

to attend college. 

Statement Number Twenty-Five. Ten, or 20 per cent, stated that the 

M.I.S.P. has done a poor job in assisting Indian students to attend 

college. 

Statement Number Twenty-Six. Thirty-two, or 70 per cent, of the 

respondents had completed four years of college and graduated. 

Statement Number Twenty-Seven. Three, or 6 per cent, of the 

respondents had completed less than one full year of college. 

Statement Number Twenty-Eight. Nine, or 20 per cent, c::ompleted 

more than one year, but less than four years of college. 

Statement Number Twenty-Nine. Three, or 6 per cent, of the respon-

dents are presently graduate students now in college. 

Statement Number Thirty. Five, or 10 per cent, have begun work 

beyond a Masters d,egree. 

C 0 N C L U S I 0 N S 

1. The Indian Former-Students who responded to the questionnaire 
generally feel that the M.I.S.P. has done an effective job of aiding 
Indian students to attend college. 

2. Very few Indian students receive M.I.S.P. information between grades 
seven through eleven when the Indian drop-out rate is the most severe. 
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3. Seventy-four per cent of Indian students do not receive M. I. S.P. 
information until or after their senior year in h1gh school. 

4. The bulk of the information about the M.I.S.P. that students receive 
comes from Mr. Mittelholtz, M.I.s.c. co-ordinator .. 

5. High school personnel, counselors and administrators are not doing 
an effective job of counseling Indian students in choice of electives, 
career information, and data about the M.I.S.P. 

6. There is virtually no communication between the M.I.S.P. and 
Indian parents. 

7. The guidance and counseling provided by the M.I.S.P. is neither 
frequent nor intensive enough, both on the high school and college level. 

8. The M.I.S.P. is grossly understaffed. The program has grown in 
funds and students but the staff has not. 

9. Indian students do not have money to meet personal needs and 
thus do not participate fully in college activities. 

10. Indian students can and should work part-time to supplement scholar
ship funds. 

11. There is no Indian college student representative on the M.I.s.c. 

12. There are no Indian members of the M.I.S.P. staff. 

13. All correspondence must go through the M.I.S.P. office in Bemidji. 

14. Little contact is kept with Indian students once they are enrolled 
in college. 

15. Colleges provide inadequate counseling for Indian students. 

R E C 0 M M E N D A T I 0 N S 

1. It is recommended that the staff serving the M.I.S.P. be 

increased immediately. It is further reconunended that the staff be 

increased by four people. These four people (preferably of Indian 

descent) would do the field work necessary and would thus release the 

present administrator to remain in the offl.ce to fulfill solely adminis-

trative duties. 
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2. It is recooonended that a pamphlet be created, containing all 

necessary data pertaining to the M.I.S.P., and be distributed annually 

to all Indian parents in Minnesota. 

3. It is recommended that an effort be made to upgrade the counse

lors of Minnesota schools regarding the M.I.S.P. An annual workshop 

for this purpose is suggested. 

4. It is recommended that college counselors attend an annual 

workshop to upgrade their ability to relate to Indian students. 

5. It is recommended that Indian students be counseled about all 

aspects of the M. I. S. P. beginning in junior high school. 

6. It is recorr~ended that the M.I.S.P. provide greater contact 

with Indian studentE: enrolled in college. 

7. It is recommended that an Indian eollege student be named as 

a representative to the M.I.s.c. 

8. It is reco~oonended that an office be set up in Minneapolis 

solely for the pur~>se of providing M.I.S.P. information to the Indian 

residents of the Tw:in Cities. 

9. It is recom~ended that students be funded for total costs to 

attend college inst<aad of being funded only for school costs. 

10. It is recommended that M.I.s.c. meetings be held in various 

Indian communities throughout the state to better acquaint Indian people 

with its total purpose and procedure. 
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APPENDIX A 

CONSTITUTION AND BY-LAWS OF 
MINNESOTA INDIAN SCHOLARSHIP COMMITTEE 

ARTICLE 1. NAME 

The name of this organization shall be the Minnesota Indian Scholar
ship Committee. 

ARTICLE 11. OBJECTIVES 

Section 1. To discover young men and women of American Indian 
ancestry with legal residence in the State of Minnesota who have the ability 
to complete and can profit by college, professional, vocational or other 
specialized training which is not available locally through tuition-free 
educational institutions, and who, for lack of financial resources, may 
forego such training. 

Section 2. 'I'o solicit, receive, and administer funds to be used to 
finance such training in whole or in part for such young people, and to 
meet the necessary costs of administration not to exceed $500 a year. 

Section 3. 'I'o interest schools, colleges, individuals, businesses, 
service organizations, women's clubs, church groups, and fraternal 
organizations in establishing scholarships for worthy American Indian 
students. 

Section 4. 1~o collect and make available to Indian young people, 
teachers in schools with Indian student enrollments, and personnel in 
other public ageneies which are in frequent touch with Indian families, 
information about existing scholarships and scholarship funds and training 
opportunities for which Indians are elig:ible. 

ARTICLE III. MEMBERSHIP 

Section 1. •rhe membership shall consist of not more than fifteen 
persons with a demonstrated interest in the development of leaders among 
the Indian people and the training of young Indian people in the trades, 
vocations, and professions, which will insure their ability to support 
themselves and their future families and to make their maximum contributions 
as individuals to the social, economic, and cultural life of their respec
tive communities. 

Section 2. Any Committee member who moves out of the State of Minn
esota or any member who fails to attend three consecutive meetings without 
good and sufficient reason for such absence, shall be automatically re
placed on the Committee. 

ARTICLE IV. OF'FICERS 

Section 1. The officers of this Committee shall be a. chairman, a 
vice-chairman, a secretary, and a treasurer. 

Section 2. The officers shall be elected by ballot at the June 
meeting each y.ear. 
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Section 3. A vacancy occuring in any officervs position shall be 
filled from among the membership. 

ARTICLE V. lVlEETINGS 

Section 1. The Committee shall meet monthly at a date and place 
agreed upon by the membership at the preceding meeting. 

Section 2. The regular ~rune meeting shall be the annual meeting for 
hearing reports from all the officers and standing committees, and for 
electing the same. 

Section 3. Special meetings for special purposes may be called by 
the Chairman or any three members at such time as are thought advisable. 
Such special meetings may transact only such business as is specified in 
the call and special meetings may not supersede regular meetings except 
when specially provided for. 

ARTICLE VI. CONTROL OF FUNDS 

Section l. All funds received by the Committee shall be deposited 
in a Federally insured savings account under the name of the Minnesota 
Indian Scholarship Committee. Not to exceed $500 of these funds at any 
one time may be transferred to and carried in a checking account, also 
under the name of the Minnesota Indian Scholarship Committee, to cover 
expenditures currently authorized by the membership. 

Section 2. All withdrawals from the Committee's savings account and 
all checks on the Committee's checking account shall be signed by the 
Treasurer or the Chainnan and countersigned by one other elected officer 
of the Committee. 

Section 3. In the event of dissolution of the Minnesota Indian 
Scholarship Committee, any unexpended funds remaining in its control shall 
be distributed to Indian students under the Committee's sponsorship at 
the time according to their respective needs for the remainder of their 
training period. Any excess remaining after such distribution shall be 
transferred to the Greater University Fund of the University of Minnesota 
designated specifically for use in providing financial assistance to 
students of American Indian blood. 

ARTICLE VII. AMEl\TDMENT 

Any proposed amendment to this constitution may be submitted in 
writing at any regular meeting of the Committee. Such proposed amendment 
must be signed by three active members of the Committee before being 
submitted to the meeting and shall be read to the meeting by the Secretary. 
After such notice, it may be voted on at the next meeting and shall become 
a part of the constitution only if approved by a two-thirds majority of 
the members present and voting at said meeting. 
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ARTICLE VIII. 

Rober's Rules of Order shall be used except where they conflict 
with this Constitution and By-Laws. 

BY-LAWS 

I • MEMBERSHIP 

Section 1. Names of proposed new members shall be submitted to the 
Committee in writing. Each name shall be proposed by one member and 
endorsed by two other members. 

Section 2. All names of candidates for membership who have received 
a favorable majority vote by all those present and voting at such meeting 
shall be accepted for membership on the Committee. 

I I. DUTIES OF OFFIC'ERS 

Section 1. The Chairman shall preside at all meetings at which he 
is present; shall exercise general supervision over the affairs and 
activities of the Committee; and shall serve as member, ex officio, of 
all standing conuni ttee. 

Section 2. The Vice-chairman shall assume the duties of Chairman 
during the latter's absence. 

Section 3. The secretary shall keep the minutes of all meetings of 
the Committee which shall be an accurate and official record of all 
business transacted; shall act as custodian of all Committee records; 
and shall conduct all correspondence of the Committee. 

Section 4. The Treasurer shall receive all committee funds, keep 
them in a bank or repository selected or approved by the Committee, and 
pay out funds only on an order signed by the Chairman and Secretary. The 
Treasurer shall be bonded at the Committee's expense in an amount decided 
upon by the membership each year at the Committee's annual meeting. He 
shall submit a condensed report in writing at each regular business 
meeting of the Committee's current financial status, and an annual report 
at the annual meetings. 
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STATE 
THE STATE LAW -=..-=:,.....;;=_....;;;__;;:_ 

I N D I A N S C H 0 L A R S H I P PROGRAM 

Chapter 613~-H.F. No. 838, Laws of 1955 

An Act to provide scholarships for Indian 
students in accredited or approved colleges 
or business~ technical or vocational schools; 
and making an appropriation therefor. 

A. Be it enacted by the Legislature of the State of Minnesota: 

Section 1. Subdivision 1. For the purpose of this 
act the terms defined in this section shall have the meaning ascribed 
to them. 

Subdivision 2. "Indian student" means any student 
who has one-fourth or more Indian blood. 

Subdivision 3. "Eligible Indian student" means an 
Indian student who has the capabilities to profit from appropriate courses 
in approved schools. 

Section 2. The State Board of Education may award 
scholarships to any Indian student for advanced or specialized education 
in accredited or approved colleges or in business, technical or vocational 
schools. Scholarships shall be used to defray tuition, incidental fees 
and the cost of board and room and shall be paid directly to the college 
or school concerned. The amount and type of each such scholarship shall 
be determined through the advice and counsel of the Minnesota Indian 
Scholarship Committee. No scholarship shall exceed $800 to any Indian 
student in any one school year. If a course of study is completed in 
less than 36 weeks, the scholarship shall be pro-rated accordingly. 

When an Indian student satisfactorily completes the 
work required by a certain college or school in a school year he is 
eligible for additional scholarships, if additional training is necessary 
to reach his educational and vocational objectives. Scholarships may 
not be given to any Indian student for more than four years of study. 

Section 3. Any Indian student who receives a scholar
ship is expected to accept employment in the trade or profession for 
which trained and to practice it. 

Section 4. For the purposes specified in this act 
there is hereby appropriated out of any money in the income tax fund not 
otherwise appropriated the sum of $5,000 for the fiscal year ending June 
30, 1956, and the sum of $7,500 for the fiscal year ending June 30, 1957. 
At the close of each such fiscal year any unexpected balance of said sum 
shall revert to the income tax fund except so much thereof as is necessary 
to pay the balance of those scholarships which have been awarded and 
are not completed or terminated. 

App. 4-20-55 
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Division of Instruction 
Elementary and Seco:ndary 

Education Section 

Telephone: 755-2926' 
Area Code: 218 

STATE OF MINNESOTA 
DEPARTMENT OF EDUCATION 
410 Minnesota Avenue 
Bemidji, Minnesota 56601 

Code F 41-80 
Rev. 1/68 

INDIAN STUDENT QUESTIONNAIRE 

This questionnaire is for Indian Seniors or Graduates seeking advanced 
education and assistance under the State, Federal, Tribal or private assist
ance programs. Complete all blanks. (List actual father's name and the 
mother's maiden name.*) 

1.~~~~--~----~=~~~--~----~~~~~--Telephone Number ________ __ 
(Last Name) (First Name) (Initial) 

2. Your Home Address Box No. -----
3. 9i ty,_ __________________ state _______ Zip Code _____ _ 

4. Birth Date ~~~~------~~~-------~~--~Age _______ sex _____ ___ 
(month) (day) (year) 

5. High School A ttending, _______________ Grade 
(or Attended) --------

6. Address of High School Yr. of Grad. -------------------- -----
*7. Father's Name 

(First) (Last) (Occupation) (Yr. Income) 

*B. Mother's Maiden Name 
-~(=F~i-rs-t~)~------(~La--s~t~)---~(~O-c-c-u-pa-t-1-.0-n~)~(~y-r-.--I-n-c--ome) 

9. Address of Par•mts City State ------------------- ----------- ---------
*10. Reservation En:rolled - Father Mother ------------ ------------------
11. Guardian's Name:! Address 

-------------------(If not living with parents) 

12. Number of Brothers and Sisters in Family Number at Home 
----~ ----------

13. College or Vocational 
School Prefere:nce 

--------------------------------------------------------
14. Address ------------------------City _______________ state ____________ _ 

15. List 3 Vocational Choices After Graduation in Order of Preference: 

1. 2. ___________ ~-----3·~--~~~--~~~----
16. Are You Eligible for Veterans Benefits? _______ ~_War Orphans Act? __ 

Child of a Disabled War Veteran? Child of a Deceased-Disabled 
Veteran --------

Mail Questionnaire to: Guidance Consultant, Indian Education, ----------410 Minnesota Avenue 
Bemidji, MN 56601 
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APPROPRIATIONS - AND ALL OTHER FUNDS GRANTED OR USED 

STATE BUREAU OF TRIBAL MISC-PRIVATE TOTAL-ALL 
YEAR LEGISlATURE IND. AFFAIRS GRANTS ALL OTHERS FUNDS USED 

1957-58 $ 7,500 $ 5,000 None $ 4~000 $ 16,500 

1958-59 10,000 6,924 None 6,000 22,924 

1959-60 7,500 9,400 $*3, 500 12,280 32,680 

1960-61 7,500 11,500 *3,000 13,000 35,700 
**(Red Lake) 700 

1961-62 12,000 15,904 *3,000 15,000 47,104 
R.L. 1, 200 

1962-63 15,000 26,906 *3,500 22,424 69,430 
R.L. 1, 600 

1963-64 20,000 33,508 *3,162 24,178 80,848 
R.L. 2,440' 

1964-65 20,000 40,750 *4,177 42,828 107,755 
R.L. 2,640 

1965-66 24,961 37,980 *4, 675 52,074 120,540 
(State Nrsg.)850 R.L. 2,800 

1966-67 25,000 44,878 *5,750 74,747 153,255 
R.L. 2,880 

1967-68 35,000 50,007 *7 ,750 90,999 186,556 
R.L. 2, 800 

1968-69 40,000 83,700 *8,700 113,024 249,729 
R.L. 2,880 1, 425(MISC) 

1969-70 60,000 118,212 *8,434 200,381 391,087 
R.L. 2, 560 1, 500 (MISC) 

1970-71 75,000 190,000 *9,000 Pending Pending 

*Minnesota Chippewa Tribal Grants from $100 to $150 each. 

**Red Lake Tribe gives $80 to each graduating senior from high school. 
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HIGHER EDUCATION 
PROGRAMS AVAILABLE FOR MINNESOTA INDIAN STUDENTS 

*(Includes Twin City Area Indian Students) R.ev: 9-70 

*A. State Indian Scholarship Program: 

Scholarships are available to any Indian student in Minnesota through 
the State Department of Education who (1) is one-fourth degree or 
more Indian ancestry, (2) is a resident of Minnesota and a member of 
a recognized Indian Tribe, (3) is a high school graduate or has an 
approved equiva,lent certificate, (4) has ability to benefit from ad
vanced education, (5) is accepted by an approved college, university 
or vocational school in Minnesota for advanced education, (6) is 
accepted and recommended by the Minnesota Indian Scholarship Committee. 

l. Amount of Scholarship: 

State Indian Scholarships shall not exceed $800 to any Indian 
student in any one school year. The average grant ranges from 
$100 to $500 based on need. These grants are paid directly to 
the colleges or schools concerned and may not be given to any 
Indian student for more than four years of study or after he has 
completed his Bachelors degree. For the 1969-70 sehool year 
$60,000 was used and $75,000 is available for 1970-71. (Federal 
Indian Grants may supplement State Grants to eligible students.) 

2. When and How to Apply: 

a. Select your vocational school or accredited college of higher 
learning;. Complete an application and apply also for financial 
aids with counselor's help. 

b. During your senior year make application early, at least by 
April 15th and not later than May 1st. We need time to complete 
your file and make our recommendation to the scholarship committee 
in late May-early June. 

c. Secure scholarship blanks and any other needed application 
blanks fro:m your counselor, high school principal, or write to: 
Indian Education Guidance Consultant, Minnesota Building, 
410 Minnesota Avenue, Bemidji, Minnesota 56601. (Apply also 
to the eolleges for financial aids.) 

d. Applications are considered in early June by the scholarship 
committee and each month thereafter if funds are still available. 
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B. Bureau of Indian Affairs Scholarship Program--Egr State Colleges, 
Private Colleges and Universities. Not available for vocational 
schools. Same qualifications as for State Indian Scholarship Grant• 
(see A above) except residence requirement is generally on or near 
reservations in Minnesota. Available up to about $1200 per year with 
average grants about $700 to $900. May be a joint grant with State 
or separate. Recommendations are generally made by Minnesota Indian 
Scholarship Committee and approved by BIA. (Apply same as A-2c 
above.) For the 1969-70 school year $119,000 was used and $190,000 
is available for the 1970-71 school year. 

c. Employment Assistance (P.L. 959)--Vocational training for Indian 
adults ages 18-35 for advanced vocational training up to two years. 
Training and living costs are paid in schools approved by the Bureau. 
Must take the G.A.T.B. test at any State Employment Office prior 
to application. Generally for Reservation Area adults including 
high school graduates desiring vocational training. 

Apply to Employment Assistance Officer at any Indian Agency. 
(Minnesota Agency, Federal Building, Bemidji, Minnesota 56601; 
Red Lake Agency, Red Lake, Minnesota 56671) 

D. Minnesota Chippewa Tribal Grants--open to Indian students enrolled 
with the Minnesota Chippewa Tribe who are high school graduates. 
Grants apply to either vocational or college training and generally 
one $100 grant per year is given to each student. Recommendations 
are made by the Minnesota Indian Scholarship Committee and a_pproved 
by the Tribal Executive Committee. Apply same as (A-2c on page 1) 
or to the Tribal Manager, Minnesota Chippewa Tribe, Federal Building, 
Bemidji, Minnesota 56601. (Generally given to students under 1/4.) 

E. Other Programs and Assistance Available: 

*1. The Minnesota Indian Scholarship Committee gets private funds 
and donations to assist Indian students with small grants, generally 
$100 to $200. Indian students with less than 1/4 degree Indian ancestry 
and special adult cases may also be considered and assisted by the 
committee. 

This committee also recommends students for special scholarships 
from organizations such as: Mrso Minnesota Jaycees, the Minnesota 
Federation of Womens Clubs scholarships, the Zonta Club scholar-
ships Episcopal Indian Scholarships, AFL-CIO Labor Indian scholarships, 
private college Indian tultion grants, church organization scholar
ships for Indian students, and to the United Scholarship Service. 
Write to Rev. George Smith, Secretary, Minnesota Indian Scholarship 
Committee, Box 395, Cass Lake, MN 56633. 
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*2. State Nursing scholarships are available from the State Board 
of Nursing, 393 North Dunlap Street, St. Paul, Minnesota. 55104, 
after acceptance in an accredited prac:tiea.l or professional nursing 
school in Minne~sota. Maximtun grants are $300 for practical nursing 
And up to $1,000 for the registered nursing program. Apply through 
your school counselor, principal, or directly to the nursing school 
you will atend. 

*3. The (30) area vocational and technical schools in the state are 
open to all post high school students tuition free until 21 years 
of age for up to two years of vocational training in selected fields. 
Apply through your high school counselor, principal, or directly 
to the Area Voeational-Technical School Admissions Counselor. Bulletins 
are available. 

*4• The Indian School of Practical Nursing at Albuquerque, New Mexico, 
is open to all Indian high school girls who are (1) 1/4 degree or 
more Indian aneestry, (2) a high school graduate, (3) and in good 
health. Classes are open in September and March of each year for 
accepting cand:Ldates for the twelve month course. This is a Civil 
Service position, grade GS-3, and the starting salary after gradua
tion if $5,062 per year in the u.s. Public Health Service hospitals. 
Apply same as t(A-2c Page 1). Over 35 Minnesota Indian students 
have completed this training since 1958 and are employed. 

5. The Institute of American Indian Arts School at Santa Fe, New 
Mexico, is open to Indian students who are (1) 1/4 degree or more 
Indian ancestry, (2) members of a recognized Indian tribe, (3) highly 
talented or with high aptitude in the arts field, and (4) are of 
good character. Apply same as under (A-·2c Page 1) or write to any 
Indian Agency. ~eservation students generally are given first 
preference but others* may be conside~.· 

*6. Haskell Institute at Lawrence, Kansas, is open to Indian students 
from reservation areas who are (1) 1/4 degree or more Indian ancestry, 
(2) members of a recognized Indian tribe, (3) accepted in any of 
the 26 different vocational training programs, which last from one 
to two years. Apply through your high school counselor or the same 
as in (A-2c on P'age 1). Open only to post high school students. 
Has Junior College status starting fall of 1970. 

The Chilocco Indian School at Chilocco, Oklahoma, is open only to 
post high school students for cosmetology (1000 hours), dry cleaning 
and pressing, and heavy equipment operation and maintenance. Re
quirements same as for Haskell Institute. 
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*7. Assistance through the State "';Toea tional Rehabilitation Services 
is available if the Indian student has a physical handicap, social 
handicap or comes under any of the special education programs. 
Check with your high school counselor, principal, or write to any 
Vocational Rehabilitation Office in the State. Brochures are available. 

*8. College Assistance Program~ are available through the Financial 
Aids Offices in each State junior college, State college, private 
college or university in the form of Co.llege Academic Grants.~ Federal 
Education Opportunity Gran_!E_ (E. 0. G.) from $200 to $1,000, National 
Defense Student Loans up to $1,000 per year, Federally guaranteed 
insured loans from State or local lending agencies, and work-study 
programs up to 15 hours per week at $1.25 to $1.40 per hour. Eligi
bility is based on filling out a financial statement that is required 
by each college. Apply to financial aids officer in any college or 
university you wish to attend. (State, Federal and other Tribal 
Indian Grants may supplement these aids if you are eligible and gen
erally results in a complete package for the year.) 

*9. Manpower Development Training Act (MDTA) covers vocational 
training programs through the various State Employment Agencies 
located throughout the State. Inquire at your State Employment Offices. 

*10. University of Minnesota--Morris: Tuition free to any Indian student 
accepted for enrollment who qualifies as being 1/4 or more Indian 
ancestry. Apply to Admissions Director at the University of Minn
esota, Morris, Minnesota 56268. State and Federal Indian Grants 
may supplement. 

*11. Rural Minnesota--CEP::_a. concentrated employment program that 
provides basic education, vocational training (MDTA), on the job 
training, orientation and assessment, and work experiences to dis
advantaged persons. Apply to the Director, Rural Minnesota-CEP 
at one of the following three locations: (Counseling available) 

124 Beltrami Avenue, Bemidji~ Minnesota 56601 
819 Lincoln Avenue, Detroit Lakes, Minnc 56501 
1104 Willow, Brainerd, Minnesota 56401 

For further information on any of the above programs, please feel 
free to contact your high school counselors, Indian Agencies, or write 
to: 
State Department of Education 
410 Minnesota Avenue 
Bemidji, Minnesota 56601 
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PRESENT MEMBERS OF THE MINNESOTA INDIAN SCHOlARSHIP COMMITTEE: (MISC) 
13 members 

Mr. George Risty Chairman 

*Rev. George Smith Secretary 

Mrs. Rose Ellen Sardeson Treasurer 

Mrs. Arthur Peterson Member 

*Mrs. Clara Skoglund Member 

*Mrs. Joyce Oliver Member 

Mr. Dick Wolf Member 

*Mr. Rex Mayotte Member 

*Mr. Lee Antell Member 

Mr. Roy H. LaJrson Member 

*Mr. Will Antell Member 

Mr. Eugene R. Meyer Member 

Mr. Erwin F. :Mittelholtz Coordinator 

*Indicates members of Indian descent. 
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Centennial Bldg. 4th Floor 
St. Paul, MN 55101 

State Dept. of Educ ,, 
St. Paul, MN 55101 

Guidanc1e Consultant 
Indian .Education 
Minnesota Building 
410 Minn. Ave. 
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APPE~'DIX B 

MEMORANDUM 

January 12, 1971 

TO: Recipients of the Minnesota Indian Scholarship Program Funds. 

FROM: Lee Antell, Indian Graduate Student, University of Minnesota 
and Member--Minnesota Indian Scholarship Committee. 

Minnesota Indian education is a topic of concern for all Indian people 
of this state and several programs are in existence to aid higher 
education for Indian students. As a member of the Minnesota Chippewa 
Tribe, the Minnestoa Indian Education Committee and the Minnesota 
Indian Scholarship Committee, I am particularly interested in one 
of these programs. 

As a University graduate student I must write a Plan B paper for 
degree requirements. I have chosen the topic A Study of the Minnesota 
Indian Scholarship Program 1951-1970. It is my intention to examine 
the effectiveness of this program. I need your help on this topic. 
Enclosed you will find a 30 point questionnaire. Please complete 
the questionnaire and return it in the enclosed self-addressed, 
stamped envelope. 

It is only with your assistance, experience and insight in regard 
to the Minnesota Indian Scholarship Program that I can obtain enough 
data to make this study acc11rate. Remember Indian students are 
involved in this program every day. If you feel it is an effective 
program, let's document it as such. If there are needed changes, 
please let me know that too. 

Prompt return of the completed questionnaire will be both useful and 
appreciated. All data will remain confidential. 

Thank you, 

Lee Antell 

LA:km 

Enclosure 

Please enter your full name and address: 

Name First Middle Maiden Last 

Address Street City State Zip 

High School Attended (years) College Attended 

59 



Que~:tionnaire for Recipients of Minnesota 
Indian Scholarships 1951-1970 

On the following questionnaire, please wri t•3 in the answer that most 
closely reflects your feelings about the question. 

Three possible answers: 

No 
Yes 
Don't know 

The first four questions deal directly with information on when you first 
learned about the Minnesota Indian Scholarship Program. 

1. I first learned of scholarships available for Indian ----- students when I was in Junior High School (7th, 8th:, or 
9th grade). 

2. I first learned of scholarships available for Indian ----- students when I was a Sophomore or Junior in H:igh School. 

_____ 3. It was in my Senior year of High School that I first 
learned about scholarships available for Indian students .• 

4. I learned about scholarships available for IndJLan students ----- only after my High School Graduation. 

The next five questions are concerned with ~·here you recei vjed youi" infor~· 

mation and understanding of the Minnesota Indian Scholarship Program. 

5. Indian Scholarship information that I received came from ----- my parents. 

6. Indian Scholarship information that I received came from ----- my high school counselor. 

7. Indian Scholarship information that I received came from ----- my Junior or Senior high school teachers or administrators. 

8. Indian Scholarship informat:lon that I received came from -----

-----

my J:X~rsonal friends. 

9. The J[ndian Scholarship information that I rec:Hi.ved came 
from Mr. Mi.ttelhol tz, the M:lnnesota State Department of 
Educati.on Counselor, from Bomidji who is the Scholarsh:lp 
coordinator. 

The next six questlons deal with the guidance and counseling that you 
received from (1.) High School personnel, and (2.) Minnesota Scholarship 
Program. 
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10. I received very poor guidance and counseling services from ----- high school personnel concerning the Minnesota Indian 
Scholarship Program. 

11. I received adequate guidance and counseling services ----- from the State Department of Education Coordinator of 
the Scholarship Program, while I was in high school. 

______ 12. I received excellent guidance and counseling services, 
while I was in High School, from all sources available 
to me, concerning the Minnesota Indian Scholarship Program. 

13. While in college I received adequate counseling from the -----

-----

-----

Minnesota Indian Scholarship Program personnel. 

14. While in college I received virtually no guidance and 
counseling from the Minnesota Indian Scholarship Program. 

15. All Scholarship information should be presented to 
Indian students when they are in Junior High School, so 
they will be aware of financial aid opportunities upon 
graduation. 

The next seven questions deal directly with financial aid provided by 
the Minnesota Indian Scholarship program. 

______ 16. The scholarship funds that I received covered all of my 
college educational expenses of room and board, tuition 
and fees, books and supplies. 

17. While in college, I usually had enough money to meet my ------ personal needs of clothing and recreation without seeking 
part-time work. 

18. While in college, I always had to work part-time to meet ----- my personal needs. 

19. While in college, I never worked at part-time employment ------

------

-----

during the school year. 

20. I feel that Indian students should not work part-time 
(approximately 10 hours a week) because it would be 
harmful to their studies. 

21. I feel that Indian students can and should work part-time 
(approximately 10 hours a week) without harming their 
studies, providing that the student was doing at least 
average class work before gaining employment. 
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22. Indian students should be able to work part-time if they ----- so desire without being penalized by financial aids for 
doing so. (For example---loss of financial aid in the 
amount of what the student earned at his job or loss of 
Educational Opportunity Grant privileges. E.O.G.) 

The next three questions ask your opinions of the degree of excellence 
the Minnesota Indian Scholarship Program has achieved in assisting Indian 
students to attend college. 

23. The Minnesota Indian Scholarship Program has done an ----- excellent job of assisting Indian students to attend 
college. 

24. The Minnesota Indian Scholarship Program has done an -----
adequate job of assisting Indian students to attend college. 

25. The Minnesota Indian Scholarship Program has done a poor ----- job of assisting Indian students to attend college. 

The last five questions deal with the degree of completion of college 
requirements. 

26. I completed four years of college and graduated. 

27. I completed less than one full year of college. 

28. I completed more than one year, but less than four years 
o:E college. 

29. I am presently a college student. 

30. I have begun graduate work beyond a Masters degree. -----
The last portion of the questionnaire is intended for you to include 
information that was not specifically asked earlier. If you feel that 
the Minnesota Indian Scholarship Program can be improved in any way, 
shape, or form, please offer constructive comments below. 

Possible areas of concern: 

l. Staffing of the Minnesota Indian Scholarship Program. 

2. Guidance and counseling services provided by the Program. 

3. Amount of money per student allowed for scholarships. 

4. Program communication with scholarship recipients and Indian parents,, 

5. Other areas of concern: 
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PART I 

I N T R 0 D U C T I 0 N AND R E V I E W 
0 F R E L A T E D LITERATURE 

The prime objective of this research is to determine the relative 

educational disadvantage of the urban Indian student as compared to 

his urban disadvantaged classmate. Earlier educational research, 

whether in Indian education or urban education, has noticeably lacked 

comparative studies of economically disadvantaged students. 

Indian educat:lonal research, though having a traditional rural and 

reservation focus, has begun to include studies on the condition of the 

urban Indian student, educational and otherwise. In the city of 

Minneapolis, Minnesota, Harkins and Woods have published a multitude of 

educational survey materials concerning the urban Indian in Minneapolis 

and other cities through the Training Center for Community Programs at 

the University of Minnesota. This new research on the urban Indian has 

been conducted in the framework of Indian educational research and at 

dioadvantaged urban Indian student and his urban disadvantaged classmate. 

Indians, like other minority groups in the city, are over-represented 

in the ranks of the poor. Such a correlation, particularly in the case 

of the urban Black, is cited in the educational literature as being the 

prime contributor to the educational disadvantage of the Black. 

Because urban educational literature has made comparative studies 

across racial lines, the emphasis on poverty and related factors that cause 

educational disadvantages for the poor was a natural conclusion. 
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The literature is so persuasive on this point, that other factors 

that may contribute to a studentvs educational disadvantage, unrelated 

to poverty, have not been sought, or if discovered, are given a minor 

role. 

In terms of what schools can and can not do for the urban disad

vantaged student, the discovery that a student's social economic status 

is the prime contributor to his educational disadvantage is not among 

the most helpful pieces of information. 

The myth that education is a prime source of social mobility has 

long been destroyed. A school simply cannot provide upward mobility for 

low social economic status students if that status itself causes educa

tional disadvantages. As a technique for increasing student achievement, 

a school simply cannot increase the income level of its students. 

If an urban Indian student is disadvantaged, not only because he 

is poor, but also because his culture, identity, and way of life, as an 

Indian, leaves him at a disadvantage in an urban public school, the 

discovery of that fact is imperative to the initial development of an 

educational program, which a school can handle, in changing the present 

design of its education, an education which in the past, as today, has 

caused the culturally different to become part of this nation's poor, 

and the poor that remain uneducated. 

R E S E A R C H BACKGROUND 

American Indian people have been migrating into urban areas in 

Minnesota in ever-increasing numbers since the early 1960's. In 1960 the 

census reported that there were 2,007 Indians living in Minneapolis, or 
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0.4 per cent of the cityvs population. Today the Indian student popula-

tion alone approximates the total number of Indian people living in 

Minneapolis in 1960. The Minneapolis public schools reported that there 

were 1,843 Indian students enrolled in their schools in 1969 or 2.7 per 

cent of the total student population. Today 48.7 per cent of all Indian 

students in public schools in the state of Minnesota are enrolled in 

metropolitan publie schools of which the Minneapolis school system has 

l 
the largest enrollment. 

The educational disadvantage of American Indian students is well 

documented and evidence from Minneapolis and other urban areas suggests 

that the change in geography of Indian student populations has done 

little to change the fact that the majority of Indian students never 

complete high school. 

Research in Indian education has documented the similarity between 

the educational pathologies of the reservation Indian student and his 

urban counterpar·t. What has not been documented is just how similar, in 

<•<htL:aLI<>nnl Lt•r·mt~, Lhu urban Indian f-ltudont 1::1 to his urban educationally 

disadvantaged classmate. Critics of urban education often site urban 

education's inability to adjust or change to meet the needs and character-

istics of a rapidly changing urban student population as a prime reason 

why urban education is so severely failing to educate its new student 

population. Because the most noticeable change in urban population on a 

national level ha~; been the massive immigration of Blacks into northern 

urban industrial areas in the decade following World War II, it is to be 

1
bavid L. Beaulieu, Metropolitan Indian Student, A Selective Study 

of 1968 HEW Data,Training Center for Community Program, University of 
Minnesota, 1971. 
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expected that literature concerning the urban educationally disadvantaged 

would have a noticeably Black focus and that compensatory programs designed 

to solve the education problems of the poor have been developed around 

the characteristics of the urban disadvantaged student. The Indian im

migration into urban areas is a decade behind that of the Blacks. As the 

Indian population has increased in Minneapolis, many Indian students 

find themselves trapped in a compensatory jungle which may or may not be 

designed to compensate for their particular educational disadvantage. 

The most noticeable difference between urban disadvantaged literature 

and Indian educational li te,rature is the stress of low socio-economic 

status as being the prime contributor to a student's educational dis

advantage. Though literature on the education of the American Indian 

recognizes poverty as an important factor, there is a considerable amount 

of evidence supporting the opinion that an important part of an Indian 

student's educational disadvantage under existing educational systems 

may be his culture. If we think of educational systems as being a highly 

structured and formalized communications system, a cultural difference 

in perception or values, etc. between those who are teaching and those 

who are learning can essentially block the educational process. Urban 

disadvantaged literature almost solely recognizes poverty and poverty

related factors such as family environment as being the prime educational 

disadvantage of the urban student. 

One of the prime objectives of this research is to determine the 

validity of using poverty as the sole determinate in evaluating the 

educational disadvantage of the urban Indian student. 
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Minneapolis ha.s two distinctly different types of compensatory 

programs in which an Indian may find himself. These two approaches are 

exemplified by the existence of two Upward Bound programs in Minneapolis: 

Indian Upward Bound and Upward Bound. 

Indian Upward Bound is a junior high compensatory program which is 

all Indian and has an Indian parental board. It is designed around the 

particular needs and characteristics of Indian junior high school students. 

Upward Bound is an integrated compensatory high school program de

signed to generate skills and motivation for education beyond high school 

for low income students. 

Even with the brief descriptions of the two Upward Bound programs, 

it is easy to see that these two approaches to the urban educationally 

disadvantaged has come out of two different research bases; Indian 

educational reseaJ~ch and urban disadvantage research. 

Because Upward Bound has Indian and non-Indian students together in 

an intcf!;rated program which selects its students using strict economic 

f!:lll dt• I IIH·~;, 1.1. p 1·ov I clt-H an exeel J ent H Luden L popu 1 n.tlon by which u 

determination of the existence of other educational disadvantaging factors 

other than economic status can be made. 

UPWARD B 0 UN D 

The following has been taken from the 1970-71 Upward Bound Guide

lines. It explains the essential philosophy of the program, the type of 

student that is J~ecrui ted for the program and the income criteria used in 

the selection process: 
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Statement of Purpose: Upward Bound is a pre-college prepar
atory program designed to generate the skills and motivation neces
sary for success in education beyond high school among young people 
from low-income backgrounds and inadequate secondary school pre
paration. Projects must include arrangements to assure cooperation 
among one or more institutions of higher education and one or more 
secondary schools. They must include: a curriculum designed to 
develop creative thinking, effective expression, and positive 
attitudes toward learning needed for post secondary educational 
success; necessary health services; conprehensive counseling 
services; and such recreational and cultural and group activities 
as the Project Director determines may be appropriate. 

The Upward Bound Student 

A. Target Groups: The primary criteria for selection of an 
Upward Bound student are 1), he must meet the poverty criteria 
established in the following subtopic and 2), he should be char
acterized by the project staff as an "academic risk" for education; 
that is, his lack of educational preparation and/or under
achievement in high school is such that he would not have considered 
enrollment, nor would have been likely to gain admission to, and 
successfully pursue an academic career at a 2 or 4 year college 
without the benefits of an Upward Bound program. 

The Upward Bound student, then, is a young person with academic 
potential constrained by his poverty background, and one for whom 
conventional education has had little relevance. The student is 
likely to be apathetic or even hostile to education -- unable to 
release his real talent. He is likely to have shunned academic 
achievement or even adequacy because he has not participated mean
ingfully in an educational experience. 

Generally, the potential that the student possesses does not show 
in traditional educational measurements, such as standardized test 
scores or grades, but may be discovered more readily through the 
intuitive judgments of those people who know him, The Upward Bound 
boy or girl is one for whom a college education may become possible 
if the student is given experiences and instructions designed to 
build on the strengths which the student possesses. 

B. Income Criteria: Students who meet the selection criteria 
above and are to be financed by OE must be from families whose 
annual incomes meet the poverty criteria set forth as follows: 

l. The following income levels must be met by at least 
90 per cent, repeat 90 per cent, of the OE financed Up
ward Bound students: 
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Family Size Nonfarm Farm 

l $1,800 $1,500 
2 2,400 2,000 
3 3,000 2,500 
4 3,600 3,000 
5 4,200 3,500 
6 4,800 4,000 
7 5,400 4,500 
8 6,000 5,000 
9 6,600 5,500 

10 *7,200 **6,000 
*Above 10 add $600 for each additional member. 

**Above 10 add $500 for each additional member. 

2o Up to 10 per cent of the OE financial Upward Bound 
students may come from families with the following incomes: 

Family Size Nonfarm Farm 

l $2,500 $2,000 
2 3,500 2,500 
3 4,100 3,000 
4 4,700 3,500 
5 5,300 4,000 
6 5,800 4,500 
7 6,400 5,000 
8 7,000 5,500 
9 7,600 6,000 

10 *8,200 **6,500 
*Above 10 add $600 for each additional member. 

**Above 10 add $500 for each additional member. 

3. The OE income requirement is satisfied if the pros
pective student lives in federally supported public housing. 

4. Students may be selected for Upward Bound whose family 
income i.s higher than those in i terns l and 2 if there is 
serious mismanagement of family income and little if any of 
such income accrues to the benefit of the student. 

5, Students from families on State or Federally funded 
types of welfare are deemed to have met the Office of 
Education's income criteria. 

PROBLEM 

The use of an Upward Bound student population should not be per-

ceived to mean tha.t the intent of this research is to evaluate the Upward 
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Bound program. To determine the relative disadvantage of the urban 

Indian student to his non-urban disadvanta~dclassmate, a population 

group was needed that had students of the same economic level and was 

under the influence of the same school and compensatory environment. Up-

ward Bound provided such a student population. 

This study shall attempt to determine the relative educational dis-

advantage of the Indian student to the non-Indian student in two major 

areas of analysis: l), Pre-Upward Bound student educational character-

istics as measured by G.P.A. and the Differential Aptitude Tests of Verbal 

Reasoning, Numerical Ability and Abstract Reasoning, and 2) Post-Upward 

Bound G.P.A. and changes in Pre- and Post-Upward Bound G.P.A. 

Because Upward Bound controls for economic level and because stu-

dents in Upward Bound are all submitted to the same type of programming, 

the assumption of this research is that there is no difference between 

Indian and non-Indian students in either Category I or II. 

These two areas of concern can be restated into seven testable 

hypotheses. Hypotheses in Category I shall test differences in pre-Upward 

Bound student educational characteristics between Indian and non-Indian 

students. Hypotheses in Category II shall test differences in post-Upward 

student educational characteristics and changes in these educational 

characteristics from before and after the Upward Bound summer project 

between Indian and non-Indian Upward Bound students. 

CATEGORY l 

Hypothesis l. There is no significant difference between Indian 
and non-Indian Upward Bound students in x GPA for 
the school year 1969-70 preceding the Upward 
Bound summer program. 
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Hypothesis 2. There is no significant difference between Indian 
and non-Indian Upward Bound students in x Verbal 
Reasoning test scores (DAT). 

Hypothesis 3. There is no significant difference between Indian 
and non-Indian Upward Bound students in x 
Numerical Ability test scores (DAT). 

Hypothesis 4. There is no significant difference between Indian 
and non-Indian Upward Bound students in x Abstract 
Reasoning test scores (DAT). 

CATEGORY 2 

Hypothesis 5. There is no significant difference between Indian 
and non-Indian Upward Bound students i.n x GPA for 
the school year 1970-71 following the Upward 
Bound summer program. 

Hypothesis 6. There is no significant difference between Indian 
and non-Indian Upward Bound students x GPA 
increase between 1969-70 and the 1970-71 school 
years. 

Hypothesis 7. There is no significant difference between Indian 
i -and non-Indian Upward Bound students x GPA 

decrease between 1969-70 and the 1970-71 school 
years. 

L I M I T A T I 0 N S 

This study was limited to those students who participated in the 

summor component of Upward Bound during 1970. Data was taken from the 

records of Upward Bound. Records on particular students were not always 

complete and the accuracy of the findings may have suffered from this 

limitation. 

Though Upward Bound selects students from low income populations, 

it further selects from this population students it feels can respond 

and benefit from its programming. Assumptions about the nature of the 

urban Indian student or the urban disadvantaged student from the data 

on Upward Bound students is not wise. 
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ASSUMPTIONS 

Among the major assumptions of this study are that regardless of 

race Upward Bound students are at the same economic level. This can 

be demonstrated by a series of descriptive statistics which will docu

ment the economic status of the Indian to the non-Indian. Though varia

tions are expected, these variations are considered unimportant for pur

poses of this study. 

Because of the integrated nature of Upward Bound, this study as

sumes that Upward Bound does not orient itself to the particular needs 

of a particular racial group, but instead orients itself to a more gen

eralized commonality among its students. This study assumes, however, 

that a studentvs educational disadvantage increases as the student dif

fers culturally, economically, and socially from a normal student popu

lation. In controlling the economic level of the Upward Bound student 

population, significant difference between Upward Bound sub-populations 

may be related to the aforementioned disadvantaging criteria. 

R E V I E W 0 F R E L A T E D L I T E R A T U R E 

The volumes of literature concerning the education of the American 

Indian is staggering. Indeed, one could say that this literature has 

been building since the proverbial first missionary attempted to educate 

the first Indian. 

It is not the function of this paper to review all of this material. 

For those interested in the synthesis of the literature of the last ten 

years, I recommend The Educational Disadvantage of the Indian American 

Student by L. Madison Coombs. 
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Because this study directs itself to the relative disadvantages of the 

urban Indian student to the urban non-Indian student in terms of 

student achievement and ability and school achievement ai:• measured by 

GPA, this section will concentrate on the literature concerning the 

educational ability and achievement of Indian students and what compar-

ative data there is. 

EDUCATIONAL ABILITY OF AMERICAN INDIAN STUDENJ:S 

Research in this area has demonstrated that the Indian student 

has about the same level of ability as white students when given IQ 

tests which are non-verbal and at least somewhat culture-free. 

On the Goodenough Draw-A-Man Intelligence Test, which does not 

require language, Indian children scored at about the same level as 

white children. 2 Using the same test in conjunction with the National 

Study of American Indian Education, Indian children scored slightly 

. 3 
higher than white ch1.ldren. The same was true in 1942 when the Grace 

Arthur Performance Test of Intelligence (non-verbal) was given to a 

4 
representative sample of Indian students from six tribes .. 

As part of the National Study of Indian Education, thirty Pine 

Ridge Sioux students were given the Grace Arthur Performance Test of 

2 
Kay Levensky, The Performance of American Indian Children on the 

Draw-A-Man Test, Series III, No. 2, National Study of American Indian 
Education, ERIC. 

3
Ibid. 

4Havighurst & Hilkevitch, "The Intelligence of Indian Children as 
Measured by a Performance Scale", Journal of Abnormal and Social Psych
ology, 39:419-4~:3, (1944). 
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. 5 
Intell1gence and scored an average IQ of 102.8. This exact same group 

of students was given the Kuhlman-Anderson Test a year later. This was 

a test of verbal skills and required reading ability. Their average IQ 

6 
score with this test was 82.5. The evidence presented here is conclu-

sive: Indian children are just as bright when compared to national 

norms -- low IQ scores for Indian students are caused by the nature of 

the test. 

SCHOOL ACHIEVEMENT 

7 8 9 10 ll Berry, Edington, Coombs, Bryde, and Zintz, have all not 

only found that Indian students achieved well below white students, 

12 
but that they fell further behind the longer they remained in school. 

5
op.Cit., Levensky 

6 
Robert J. Havighurst, The Education of Indian Children and Youth, 

Summary Report and Recommendations, The National Study of American 
Indian Education, Training Center for Cummunity Program, University of 
Minnesota, December 1970. 

7Brewton Berry, The Education of the American Indians: A Survey 
of the Literature, Ohio State Univ., Columbus, U.S. Government Printing 
Office, Washington, D.C., 1968. 

8 
Everett D. Edington, Academic Achievement of American Indian 

Students - Review of Recent Research, A paper presented at the Rural 
Sociological Society Meeting, San Francisco, August 28-31, 1969. 

9L. Madison Coombs, The Indian Child Goes to School, A Study of 
Interracial Difference, BIA, Washington, D.C., 1958. 

10
John F. Bryde, The Sioux Indian Student -A Study of Scholastic 

Failure and Personality Conflict, 1966. 

11Miles v. Zintz, The Adjustment of Indian and Non-Indian Children 
in the Public School of New Mexico, Sections l-2, U of N. Mexico, 
(College of Education), Albuquerque, 1960. 

12op.Cit., Coombs 
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The Coleman Report also confirmed that Indian children achieved at 

a lower level th&m whites at grades l, 3, 6, 9, and 12, with an ever-

widening gap from grades l through 12, The report also revealed, how-

ever, that all minority groups, except Oriental Americans, scored below 

the mean of the total group. The Coleman Report also revealed that not 

only Indians but Blacks, Mexican Americans and Puerto Ricans exhibited 

a widening of the achievement gap as compared to white students the 

13 
longer they remained in schools. 

What is most surprising about the Coleman Report was the ranking 

of minority groups by achievement. Excluding Oriental Americans, 

Indians achieved the highest followed by Mexican Americans, Puerto 

Ricans, 
14 

and Blacks. 

THE ESSENTIAL ARGUMENT 

The controversy in Indian education is not involved with arguments 

concerning the magnitude of or the nature of the educational disad-

vantage of the A:ne:cican Indian student. Indeed, most authors would be 

in agreement with the words of the Senate Subcommittee that the 

situation is tragic. 

The essential argument in Indian educational research and between 

Indian people and those who have educated them is one of direction and 

goals for future educational development. The argument is between 

acculturation and biculturalism. The demand for bicultural education 

13
James S. Coleman, et.al., Equality of Educational Opportunity, 

U.S. Office of Education, U.S. Government Printing Office, Washington, 
D.C., 1966. 

14 
Ibid. 
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has been growing in the last ten years, Coombs reports that, "at 
least 
least 30 per cent of the commentators on Indian education in recent 

years have made a major point of the need for bicultural education, 

,.15 
and an equal number have at least referred to it. 

Bicultural education as interpreted by Broderick Johnson in his 

look at the Rough Rock Demonstration School is as follows: 

First, the Rough Rock Demonstration School is guided by 
the philosophy that the Indian can, and should, be educated 
to retain his identity with his native values and culture 
while, at the same time, learning to master the Anglo culture 
and to take place in the Anglo world, if he so desires. Other 
schools established for the Indian have in the past followed 
the theory that he should forsake his culture and traditions 

. . 16 
in favor of the way of life of the dominant Anglo soc1ety. 

The review of the literature clearly demonstrates that the American 

Indian student population is an educationally disadvantaged student 

population. The literature supports the conclusion that the educational 

disadvantage of the American Indian student is not caused by any lack 

of intelligence. This same literature on intelligence supports the 

assumption that an Indian student's culture may hinder the Indian 

student's path through school. 

This research shall attempt to add to the present body of litera-

ture concerning the cultural factor in hindering an Indian student's 

path to education by removing economics as a factor in creating a 

student's educational disadvantage. 

15 
L. Madison Coombs, The Educational Disadvantage of the Indian 

American Student, ERIC CRESS, New Mexico, July, 1970. 

16 
Broderick H. Johnson, Navajo Education at Rough Rock, Rough Rock 

Demonstration School, Rough Rock Rural Branch, Chinle, Arizona, 1968. 
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PART II 

S T U D Y D E S I G N AND F I N D I N G S 

To reiterate, this study is designed to test if there is a sig-

nificant difference between the non-Indian and the Indian Upward 

Bound student's mean score on: 

l. Pre-Upward Bound High School GPA 
2. Verbal Reasoning Test Score i(DAT) 
3. Numerical Ability Test Scores (DAT) 
4. Abstract Reasoning Test Scores (DAT) 
5. Post-Upward Bound GPA 
6. The GPA Increase Mean Pre to Post Upward Bound 
7. The GPA Decrease Mean Pre to Post Upward Bound 

TREATMENT 0 F DATA 

Data was collected from the Upward Bound student files. The 

data was tabulated for Indian and non-Indian students and the popula-

tion means for each group were computed. 

A set of descriptive statistics concerning economic level, number 

of children in a family, etc., for the Indian and non-Indian group 

were also computed to back up the study's stated assumptions concerning 

the social similarity of the Indian to non-Indian Upward Bound or as 

the case may be to find possible reasons why the hypotheses showed 

significant differences to be present. 

A two sample test was applied to the means for the Indian and the 

non-Indian student for each of the hypotheses tested. The significance 

level was established at()( .05. 
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NON-ECONOMIC C H A R A C T E R I S T I C S 

The total student population of this study included 48 students 

of which 23 (47.92 per cent) were Indian and 25 (52.08 per cent) were 

non-Indian. (Table l) 

The average age of the Indian group was only 2.7 months older 

than the non-Indian group. (Table l) 

The non-Indian group consisted of 20 white students and 5 Black 

students or 41.66 per cent and 10.4 per cent respectively of the total 

Upward Bound student population. (Table l) 

All racial groups had more females than males except the white 

group. The Indian group had 13.10 per cent more female than male 

while the non-Indian group had 4 per cent more males than females. 

(Table l) 

Six (27.27 per cent) Indian students had prior experience with 

Upward Bound as compared to 2 (8 per cent) of the non-Indian students 

who had prior experience with Upward Bound. (Table 2) 

In terms of language spoken in the home, as shown by Table 3, the 

Indian group was the only group that did not have 100 per cent of its 

population using only English in the home. For the Indian group, 13 

(59.09 per cent) had only English spoken in the home. Eight (36.36 per 

cent) Indian students had English plus another language spoken in the 

home and one (4.55 per cent) Indian student reported that only another 

language, other than English, was spoken in the home. 
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TABLE l 

POPULATION SIZE, SEX, AND AVERAGE AGE OF UPWARD BOUND STUDENT 

Number Number Per Cent Per Cent Size Per Cent Average 
of of of of of of Age 

Type Males Females Males Females Class Total in Months 

Indian lO 13 43.47 56.52 23 47.92 205.4 
White Urban 8 5 61.54 38.46 13 27.91 203.8 
White R.N.F. 3 4 42.85 67.15 7 14.58 196 .o 
Black 2 3 40 60 5 10.4 209.4 

Indian lO 13 43.45 56.66 23 47.92 205.4 
White ll 9 55 45 20 41.66 201.1 
Black 2 3 40 60 5 10.4 209.4 

Indian 10 13 43.45 56.55 23 47.92 205.4 
Non-Indian 13 12 52 48 25 52.08 202.7 

TOTAL 23 25 47.92 52.08 48 100.00 204.4 

TABLE 2 

ENTRY DATE TO UPWARD BOUND 

Type 6/69 6/70 N.A. 6/69 6/70 

Indian 6 16 l 27.27 72.73 
White Urban 13 100 
White R.N.F. 7 100 
Black 2 3 40 60 

Indian 6 16 l 27.27 72. 7:3 
White 20 100 
Black 2 3 40 60 

Indian 6 16 l 27.27 72.7:3 
Non-Indian 2 23 8 92 

TOTAL 8 39 l 16.1 83.9 
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TABLE 3 

HOME LANGUAGE 

Per Cent 
English Per Cent English Per Cent 

English + Other Other N.A. English + Other Other 

Indian 13 8 l l 59.09 36.36 4.55 
White Urban 13 100 
White R.N.F. 7 100 
Black 5 100 

Indian 13 8 l l 59.09 36.36 4.55 
White 20 
Black 5 

Indian 13 8 l l 59.09 36.36 4.55 
Non-Indian 25 100 

TOTAL 38 8 l l 80.85 16.1 3.05 

ECONOMIC C H A R A C T E R I S T I C S 

Using the Upward Bound Income Criteria (as found on page 30), all 

students are at or below the maximum levels established by list two. 

There exists, however, some variability among students below the max-

imum level. For the total student population, 29.78 per cent met the 

Upward Bound Income Criteria by list one, 19.14 per cent by list two, and 

48.93 per cent because their parents were on some type of welfare 

(Table 4). One student was not funded by Upward Bound. The Indian group 

tended as a group to be slightly poorer than the non-Indian group having 

more students o~ list one and on welfare than the non-Indian group 

(Table 4). 

81 



TABLE 4 

UPWARD BOUND ELIGIBILITY 

1 2 3 4 5 6 
Mis- Not 

List List Pub Pub manage- funded % % % % % % 
A B House Asst. ment U,B. N.A. 1 2 3 4 5 6 

Indian 8 2 12 1 36.36 9.09 54.55 

White Urban 4 1 8 30.76 7.71 61.53 

White R.N.F. 2 5 -- 28.57 71.43 

Black - 1 3 1 --- 20.0 60 20 

Indian 8 2 12 1 36.36 9.09 54.55 

White 6 6 8 30.0 30.0 40 

Black - 1 3 1 --- 20 60 20 

C1) 
Indian 8 2 12 1 36.36 9.09 54.55 tv 

Non-Indian 6 7 11 24 28 44 4 

TOTAL 14 9 23 1 1 29.78 19.14 48.93 2.15 



When comparing the average annual income of List One and List Two, 

the Indian and non-Indian income averages were within five dollars 

of each other, However, the Indian group had 1.28 more family mem-

bers than the non-Indian, 7.04 and 5.76 per cent family members respec-

tively. The average family size for the total group was 6.36 members. 

(Table 5) 

TABLE 5 

AVERAGE INCOME - FAMILY SIZE 

List l-2 Total 
Average Family 
Income Size 

Indian 4817.54 7.04 
White Urban 4300.00 5.3 
White R.N.F. 5185.71 6.7 
Black 5040.00 5.6 

Indian 4817.54 7.04 
White 4776.92 5.8 
Black 5040.00 5.6 

Indian 4817.54 7.04 
Non-Indian 4812.00 5.76 

TOTAL 4814.34 6.36 

In terms of residence, the Indian group had more students in 

their group living in urban multi-family non-public housing than the 

non-Indian; 42.85% and 16.6% respectively. The Indian group also had 

more students living in urban public housing than the non-Indian; 

19.48 per cent for the Indian group and 8.37 per cent for the non-

Indian group. The Indian group had less (33.33 per cent) of its group 
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living in urban single family housing than the non-Indian group which 

had 45.83 per cent of its group living in urban single family housing. 

The non-Indian group had 16.74 per cent of its group in institutional 

housing, foster homes, or alone, while the Indian group had no students 

in this category (Table 6). 

The Indian and non-Indian groups were similar in terms of adults 

in the family. 27.27 per cent of the Indian group had mothers and 

fathers in the home while 35 per cent of the non-Indian group had 

mothers and fathers in the home. 13.6:3 per cent of the Indian group 

had mothers plus step-fathers in the home while 5 per cent of the 

non-Indian group had this arrangement. In terms of two married adults 

living in the hc>me, the Indian group had 40.90 per cent and the non

Indian group had 37.0 per cent. The Indian group had 2.6 per cent 

less in the category of mothers only than did the non-Indian group, 

or 45.4 per cent and 48.0 per cent respectively (Table 7). 

84 



(1J 
()1 

TABLE 6 

RESIDENCE 

- ------

01 02 03 04 -os 06 07 08 09- -10 NA 
Urban Urban Publ Insti-

Multi- Single Non- Non- owned tutional 
family family Urban urban Non- supported housing 
non- non- Urban multi- single Ind. urban res. foster, 
publ publ publ family family Res. publ housing etc. Alone N.A. 

Indian 9 7 4 1 -- -- -- -- -- -- 2 
White Urban 2 7 1 -- -- -- -- -- 3 
White R.N.F. -- 3 1 -- 3 
Black 2 1 -- -- -- -- -- -- -- 1 1 

Indian 9 7 4 1 -- -- -- -- -- -- 2 
White 2 10 2 -- 3 -- -- -- 3 
Black 2 1 -- -- -- -- -- -- -- 1 1 

Indian 9 7 4 1 -- -- -- -- -- -- 2 
Non-Indian 4 10 2 -- 3 -- -- -- 3 1 1 

TOTAL 13 18 6 1 3 -- -- -- 3 1 3 
______________ % _______ % _______ % ______ % ________ % _______ % _______ % ________ % _______ % _________ % _______ % ___ _ 

Indian 42.85 33,33 19.48 4.76 
7. Urban 15.38 53.84 7.69 23.07 

R.N.F. --- 42.85 4.20 42.85 25 4.20 42.85 
Black 50.0 25 

Indian 
White 
Black 

Indian 
Non-Indian 

TOTAL 

42.85 
10.0 
50.0 

42.85 
16.6 

28.84 

33.33 
50,0 
25 

33.33 
45.83 

40.0 

-
19.48 4.76 
10.0 15.0 15.0 

- 25 

19.48 4,76 
8.33 12.5 12.5 4.24 

13.33 2.24 6.66 6.66 2.24 



TABLE 7 

ADULTS IN FAMILY 

l 2 3 4 5 6 
Mother Mother Father Close 

& & Step- & Step- Mother Father Rela- None 
Father Father Mother Only Only tive above N.A. 

Indian 6 3 10 2 1 l 
White Urban 2 1 7 2 1 
White R.N.F. 5 2 
Black l 3 l 

Indian 6 3 10 2 1 1 
White 7 l 9 2 l 
Black l 3 l 

Indian 6 3 10 2 1 1 
Non-Indian 8 1 12 2 2 

TOTAL 14 4 22 4 3 1 

------------------------------------------------------------------------------------
% % % % % % % % 

Indian 27.27 13.63 45.45 9.09 4.56 
White Urban 15.37 7.69 53.84 15.37 7.69 
Wthie R.N.F. 71.42 28.58 
Black 20.0 60 20.0 

Indian 27.27 13.63 45.45 9.09 4.56 
White 35.0 5 45.0 10 5 
Black 20 60 20 

Indian 27.27 13.63 45.4 9. 9.09 4.56 
Non-Indian 32 5 48.0 8 8 

TOTAL 29.78 8.51 46.80 8.51 6.40 
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H Y P 0 T H E S E S 

In this section the nine hypotheses which form the core of this 

research shall be tested. The significance level is established as 

CATEGORY l 

HYPOTHESIS l: 1969-70 Indian/Non-Indian GPA 

Table H-1-A and H-1-B show a remarkable difference in the distri

bution of the Indian and non-Indian groups in 1969-70 GPA; 80.2 per 

cent of the non-Indian group had GPA 1 s above a 2.0 (C) while only 15 

per cent of the Indian group was above a 2.0. 

The average 1969-70 GPA of the non-Indian group was :3.312 com

pared to an average 1969-70 GPA of 1.131 for the Indian group, a 

difference of 1.181 in favor of the non-Indian group. 

To test the significance of the difference in GPA means for the 

Indian and non-Indian group, a two sample t test was applted. 

Hypothesis l~ There is no significant difference between Indian 

and non-Indian Upward Bound students in x GPA for the school year 

1969-70 preceding the Upward Bound summer program. 

The two sample t test revealed that the difference in Indian and 

non-Indian GPA means for 1969-70 was significant. Hypothesis l is con

sequently rejected. 
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TABLE H-1-A 

1969-70 G.P.A. DISTRIBUTION FOR INDIAN/NON-INDIAN STUDENTS 

G.P.A. Indian Per Cent Non-Indian Per Cent 

3.50-4.00 0 0 1 6.6 
3.00-3.49 0 0 1 6.6 
2.50-2.99 0 0 5 36.5 
2.00-2.49 3 15 5 36.5 
1.50-l. 99 2 10 1 6.6 
1.00-1.49 7 35 1 6.6 
0.50-0.99 5 25 l 6.6 
0. 00-0.49 3 15 0 -o-

TABLE H-1-B 

PER CENT 1969·-70 G.P.A. DISTRIBUTION FOR INDIAN/NON-INDIAN STUDENTS 

Indian Non-Indian 

Above 2.0 15% 80.2% 

Below 2.0 85% 19.8% 

TABLE H-1-C 

Non-Indian Indian 

N 15 N = 20 

X = 2.312 X= 1.131 

s = .6500 s • 7188 
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HYPOTHESIS 2: Indian and Non-Indian Verbal Reasoning Test Scores 

Table H-2-A and Table H-2-B both show that the Indian distribution 

is lower than the non-Indian distribution. Table H-2-B demonstrates 

that the non-Indian group had 37.94 per cent more of its group above 

a score of 26 than did the Indian group. 

The non-Indian verbal reasoning mean was 30.8695 compared to a 

20.778 verbal reasoning mean for the non-Indian group, or a difference 

of 10.09 in favor of the non-Indian group. 

To test the significance of the difference between the non-Indian 

and Indian verbal reasoning test score means, a two sample t test was 

applied. 

Hypothesis 2: There is no significant difference between Indian 

and non-Indian Upward Bound students in x Verbal Reasoning test scores 

(DAT). 

The two sample t test revealed that there was a significant dif-

ference between the Indian and non-Indian means on the verbal reasoning 

test. Hypotheses 2 was rejected. 

46-50 
41-45 
36-40 
31-35 
26-30 
21-25 
16-20 
ll-15 
6-10 
0-5 

TABLE H-2-A 

INDIAN AND NON-INDIAN DISTRIBUTION OF VERBAL 
REASONING TEST SCORES 

Indian 

0 
0 
0 
2 
3 
5 
2 

35 
l 
0 

Per Cent 

ll.ll 
16.67 
27.78 
ll.ll 
27.78 
5.55 

Non-Indian 

2 
3 
6 
2 
2 
3 
0 
4 
0 
l 
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Per Cent 

8.695 
13.04 
26.08 
8.695 
8.695 

13.04 

17.39 

4.3475 



TABLE H-2-B 

PER CENT INDIAN AND NON-INDIAN DISTRIBUTION OF VERBAL 
REASONING TEST SCORES 

Indian 

Above 2G 27.28% 

Below 213 72.72% 

TABLE H-2-C 

Non-Indian 

N 23 

X = 30.8695 

2 s = 156.84 

Indian 

N = 18 

X = 20.778 

s 2 = 52.07 

Non-Indian 

65.22% 

34.78% 

HYPOTHESIS 3: Indian Non-Numerical Ability 

Table H-3-A shows that the Indian test scores are concentrated 

between 6 and 2!:• and that the non-Indian test scores are concentrated 

between 16 and ao tampering equal to both ends of the distribution. 

Table H-3-B shows that 30.21 per cent more of the Non-Indian students 

were above a score of 21 than the Indian student group. 

The mean seore for the non-Indian group was 21.260 compared to an 

Indian mean scoJ~e of 14.632 -- a difference of 6.628. 

To test the significance of this difference in mean scores be-

tween the Indian and non-Indian group, a two sample t test was applied. 

Hypothesis 3: There is no significant difference between Indian 

and non-Indian Upward Bound students in x Numerical Ability test scores 

(DAT). 
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31-35 
26-30 
21-25 
16-20 
ll-15 
6-10 

TABLE H-3-A 

INDIAN AND NON-INDIAN DISTRIBUTION OF NUMERICAL 
ABILITY TEST SCORES 

Indian 

0 
0 
5 
3 
5 
6 

Per Cent 

26.32 
15.78 
26.32 
31.58 

TABLE H-3-B 

Non-Indian 

3 
5 
5 
4 
3 
3 

PER CENT INDIAN AND NON-INDIAN DISTRIBUTION 
OF NUMERICAL ABILITY TEST SCORES 

Indian 

Above 21 26.32% 

Below 21 73.68% 

TABLE H-3-C 

Non-Indian Indian 

N = 19 N = 23 

-X = 14.632 X = 21.260 

s2 = 52.20 2 s = 36.07 

Per Cent 

13.04 
21.74 
21.74 
17.39 
13.04 
13.04 

Non-Indian 

56.53% 

43.47% 

The two sample t test revealed that there was a significant dif-

ference between the Indian and the non-Indian means on the numerical 

ability test. Hypothesis 3 was rejected. 
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HYPOTHESIS 4; Indian and Non-Indian Abstract Reasoning 
Test Scores (DAT) 

Table H-4-A shows that the Indian distribution abstract reasoning 

test scores is heav:Lly concentrated between 21 and 40 where the non-

Indian distribution is heavily concentrated between 36 and 40, tampering 

more strongly to 50 and less so to 31. 

Table H-4-B shows that 22 per cent more of the non-Indian group 

had scores above 26. 

The mean score of the non-Indian group was 38.0 compared to 

31.684 per cent for the Indian group, a difference of 6.316 per cent in 

favor of the non-Indian group. 

To test the significance of the difference in mean between the 

Indian and the non-Indian group, a two sample t test was applied. 

Hypothesis 4: There is no significant difference between Indian 

and non-Indian Upward Bound students in x Abstract Reasoning test 

scores (DAT) . 

The two sample t test revealed that there was a signiftcant dif-

ference between the Indian and the non-Indian abstract reasoning test 

scores atO(.lO. Hypothesis 4 was rejected. 

TABLE H-4-A 

INDIAN/NON-INDIAN ABSTRACT REASONING TEST SOORES 

Indian Per Cent Non-Indian Per Cent 

46-50 1 5.26 4 18.18 
41-45 0 4 18.18 
36-40 6 31.58 8 36.36 
31-35 4 21.05 3 13.64 
26-30 2 10.53 1 4.55 
21-25 5 26.32 1 4.55 
16-20 1 5.26 0 
ll-15 0 1 4.55 
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TABLE H-4-B 

PER CENT INDIAN AND NON-INDIAN ABSTRACT REASONING TEST SCORES 

Indian 

Above 26 68.42% 

Below 26 31.58% 

TABLE H-4-C 

Non-Indian 

N = 22 

X = 38.0 

2 s = 72.571 

CATEGORY II 

Indian 

N = 19 

X = 31.684 

s 2 = 53.95 

Non-Indian 

90.9% 

9.10% 

HYPOTHESIS 5: 1970-71 Indian/Non-Indian GPA 

Table H-5-A shows that the Indian 1970-71 GPA is distributed more 

evenly between 0.00 and 3.49 while the non-Indian group was more con-

centrated between 2.0 and 3.49. Table H-5-B shows that the non-Indian 

group had 86.7 per cent of its GPA's above 2.0 while the Indian group 

had 45 per cent of its GPA's above 2.0. 

The average 1970-71 GPA of the non-Indian group was ~.3946 com-

pared to an average 1970-71 GPA of 1.4785 for the Indian group, a dif-

ference of .9158 in favor of the non-Indian group. 

To test the significance of the difference in GPA means (1970-71) 

for the Indian and the non-Indian groups, a two sample t test was applied. 

Hypotheses 5: There is no significant difference between Indian 

and non-Indian Upward Bound students in x GPA for the school year 1970-71 
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following the Upward Bound sununer program. 

The two sample t test revealed that the difference in Indian and 

non-Indian GPA means (1970-71) was !!£!. significant a tO( .10.. Hypothesis 

5 is consequently accepted. 

TABLE H-5-A 

1970-71 G.P.A. DISTRIBUTION FOR INDIAN/NON-INDIAN STUDENTS 

-G.P.A. Indian Per Cent Non-Indian Per Cent 

3.50-4,00 0 l 6.7 
3.00-3.49 2 10 3 20 
2.50-2.99 4 20 3 20 
2.00-2.49 3 15 6 40 
1.50-l. 99 l 5 0 
l.00-1.49 4 20 2 13.3 
0.50-0.99 l 5 0 
0.00-0.49 5 25 0 

TABLE H-S-B 

PER CENT 1970-?l G.P.A. DISTRIBUTION J~R INDIAN/NON-INDIAN STUDENTS 

Indian Non-Indian 

AbovE~ 2.0 45% 86.7% 

Below 2.0 55% 13.3% 

TABLE H-5-C 

Non-Indian Indian 

N -- 15 N = 20 

X = 1.4785 X ·- 2.3946 

s = 1.2837 s - .4571 
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HYPOTHESIS 6: Indian and Non-Indian Increase in GPA 
Between 1969-70 and 1970-71 

Ten Indian students (50 per cent) increased their GPA from 

1969-70 to 1970-71. Seven non-Indian students (46.67 per cent) in-

creased their GPA between 1969-70 and 1970-71. The mean increase for 

the Indian group was 1.296 compared to the non-Indian mean increase of 

.6850, or a difference of .6110 in favor of the Indian group. 

To test the significance of this difference a two sample t test 

was applied. 

Hypothesis 6: There is no significant difference between Indian 

and non-Indian Upward Bound students x GPA increase between 1969-70 

and the 1970-71 school years. 

The two sample t test revealed that there was no significant 

difference between the Indian and the non-Indian increased GPA at&(.lO 

but that at0(.20 there was a significant difference. Hypothesis 3 is 

rejected at0(.20 and accepted atO(.lO. 

Non-Indian 

N 7 

X = .6850 

s 2 = • 2026 

TABLE H-6 
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Indian 

N = 10 

X 1.296 

2 s = .9014 



HYPOTHESIS 7: Indian and Non-Indian Decrease in GPA 
Between 1969-70 and 1970-71 

Ten Indian students (50 per cent) decreased their GPA f:rom 

1969-70 to 1970-11. Eight non-Indian students (53.33 per cent) de-

creased their GPA from 1969-70 6o 1970-71. 

The mean decrease in Indian GPA was .6017 and for the non-Indian 

group it was .4456, a difference of .1561. 

A two sample t test was applied to test the significance of that 

difference. 

Hypothesis 7: There is no significant difference between Indian 

and non-Indian Upward Bound students' x GPA decrease between 1969-70 

and the 1970-71 school years. 

The two sample' t test revealed that there was no significant dif-

ference atD(.lO orj~.SO. Hypothesis 4 was accepted. 

TABLE H-7 

Non-Indian Indian 

N = 8 N = 10 

-X = .4456 X = .6017 

2 -s - .0539 s2 = 3. 9656 

SUMMARY 0 F H Y P 0 T H E S E S 

CATEGORY 1 

The purpose of this category was to determine the relative dis-

advantage of the IJo.dian student to the non-Indian student in school 

achievement characteristics while controlling the economic level. Four 
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hypotheses were tested (1, 2, 3, and 4) to determine if there was a 

significant difference in the 1969-70 high school GPA, verbal reason, 

numerical ability and abstract reasoning test scores (DAT) means for 

the Indian and non-Indian Upward Bound students. In all cases the non

Indian mean was larger than the Indian group and difference was sig

nivicant at .05. 

CATEGORY 2 

The purpose of this category was to determine if there was a dif

ference in response to the Upward Bound program between the Indian and 

the non-Indian. 

What is most interesting about this category is that though there 

was a significant difference between the Indian and the non-Indian GPA 

means for 1969-70, such a relationship did not exist for the same group 

in 1970-71. 

Of those who increased their GPA between the school years, the 

Indian increase was .6850 more than the non-Indian whil~ among those 

who decreased in GPA mean, the Indian decrease was only .1561 more than 

the non-Indian. 

There was no significant difference between Indian and non-Indian 

GPA decrease mean and GPA increase mean. 
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PART III 

S U M M A R Y 

The prime objective of this research was to determine j_j~ the urban 

Indian student stood at a comparative disadvantage, educations.lly, to 

his non-Indian classmate if both groups were similar ].n economic status. 

To control for economic status the Upward Bound student population 

was used. 

Category l involved testing the Indian compared to the non-Indian 

on a number of educational measurements including Pre-Upward Hound, high 

school GPA 1969-70, and the differential aptitude tests of VE3rbal 

reasoning, numerica1 ability and abstract reasoning. In all eases, the 

non-Indian mean, of the above educational measurements, was higher than 

the Indian mean and the difference was significant. 

The Indian doe:> stand at a comparative disadvantage to his non

Indian economically·-similar classmate. 

Coleman states that such measurements are highly cul tur1::! bound. and 

measures one simila:ri ty to the American cultural mainstream. If 

Coleman's appraisal of school measurement is correct, and this author 

thinks that it is 1, this study shows rather concis :i vely that poverty and 

related factors do :o.ot account totally for an urban Indian studentws 

educational disadvantage or his difference from mainstream Am•~rican 

society. 

In Category 2, an attempt was made to determine if the Indian 

student 1 s response to Upward Bound programming, compared to the non·

Indian student as measured by the 1970-71 high school GPA, would indicate 
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that the Indian student stood at comparative disadvantage to Upward 

Bound Programming. 

Though Upward Bound Programming was not correlated to increased 

or decreased GPA, a correlation can be assumed for purposes of this 

study. Findings by Coleman and others indicate that all disadvantaged 

students progressively decrease in terms of school achievement the 

longer the student remains in school, as compared to the norm student 

population. 

Students who were enrolled in Upward Bound, whether Indian or 

non-Indian, did not follow the pattern described by Coleman. Because 

these students competed in high schools with essentially the same student 

population before and after Upward Bound, an increase in GPA indicates 

that these students improved their relative positions in their high 

school. 

In terms of Indian and non-Indian differences in GPA before and 

after Upward Bound, the Indian group was most affected. 

In the 1969-70 school year 15% of the Indian group were above a 

GPA of 2.0. In 1970-71 45% of the Indian group were above a GPA of 

2.0, an increase of 30% between 1969-70 and. 1970-71. The non-Indian 

group had 80.2% of its group in 1969-70 in the category of above 2.0 

GPA. In the school year following Upward Bound the non-Indian group 

had 86.7% of its group with a GPA above 2.0, or an increase of 6.5% 

for the non-Indian between 1969-70 and 1970-71. 

Though the distribution of GPA's for the Indian and non-Indian 

showed a significant difference to be present in 1969-70, such a re

lationship in 1970-71 did not exist. 
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In terms of total GPA between 1969-70 and 1970-71, the Indian 

group increased their mean by • 3475 while the non-Indian group in-:o 

creased their mean by .0826. The Indian group increased its mean by 

.2648 more than the non-Indian group. 

In terms of effect on GPA, whether increased or decreased for 

particular students, the Indian group was more severely affected, 

having a decrease and an increase mean larger than the non-Indian group. 

This fact is also demonstrated in the increased variance of the Indian 

group, from a variance of .7188 in 1969-70 to a variance of 1.2837 for 

1970-71, or an increase in variance of • 564:9. The non-Indian. variance 

in GPA distribution did quite the opposite, decreasing their variance 

from .6500 to .4571 from 1969-70 to 1970-71, a decrease in variance of 

.1983. 

The difference in mean between non-Indian and Indian GPA for 

1969-70 was 1.1810 and for 1970-71 was • 9161, an increase in relative 

GPA of .2649 for the Indian group compared to the non-Indians. 

The fact that the Indian group GPA mean increased by .3475 and 

its variance increa~;ed by • 5649 compared to the non-Indian GPA mean 

increase of .Q826 ru1d variance decrease of .1983, suggests that the 

Indian group was more severely affected by the Upward Bound program. 

The response to Upward Bound programming was different between 

Indian and non-Indians. The non-Indian distribution of post-Upward 

Bound GPA became mOJre concentrated at a new high whereas the Indian 

group's post-Upward Bound GPA distribution became more spread out"to 

create a new high. This is particularly noteworthy if we consider 

that the difference in variance between Indian and non-Indian was only 

.0688 in 1969-70 and .8266 in 1970-71. 
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This research assumed that Upward Bound programming did not orientate 

itself to the particular needs of a racial group, but to a more gen-

eralized commonality among its students. Such a commonality is pre-

sumed to be the low economic status of Upward Bound students. 

This research also assumed that a student's educational disad-

vantage increased as a student differed culturally, socially and 

economically from the norm society. 

These assumptions, though giving a possible explanation of why 

Indian students differed significantly from the non-Indian group in 

pre-Upward Bound acheievement characteristics, does not give a full 

possible explanation to the quite different responses of the Indian 

and non-Indian to Upward Bound programming. 

The assumptions concerning the nature of Upward Bound program-

ming only gives a partial explanation to the nature of Indian and non-

Indian changes in GPA between 1969-70 and 1970-71. 

If the absolute mean GPA differences between Indian and non-

Indian is considered for 1969-70 and 1970-71, we see that the Indian 

and non-Indian increased at approximately the same rate: 

Indian 

1969-70 
1970-71 

1.1310 
1.4785 

Non-Indian 

1969-70 
1970-71 

2.3120 
2.3946 

In this light we see that Upward Bound acted equally on students 

of similar economic status. 

The slight difference in absolute GPA rate of increase between 

the Indian and non-Indian in favor of the Indian may have been caused 

by the slightly poorer condition of the Indian compared to the non-Indian. 
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The Indian was still bE~h:tnd the non-Indian in terms of absolute 

mean GPA in 1970·-71. This diff<'~rence, :l f we were to consider only 

the mean GPA without a. cons ::.d•2ration o.f the GPA distribution, would 

tend to support the a:ssumpt:Lon of the author that an Indian student's 

educational disadvantage is partly cauaed by poverty and a non-Indian 

student more so. Consequently, if Upward Bound treated for poverty, 

we would expect a similarity in the rate of GPA increase for Indian 

and non-Indian but the essential differ<mce between the groups to 

remain constant. 

If the Indian group would. have maintained its 1969-70 GPA or 

had the same variance as th•:: non~Indian group, a two sample + test 

revealed that th•ere would haV€! been a significant difference in th•e 

1970-71 means of tbe Indian and non-Indian group, thus supporting 

the assumption of thi.s :cesearch, Rowe-::er, in reality, there was no 

significant differEmce betw·een the :{::;,d. <'~1 and the non-Indian 1970-71 

GPA means. This most the' increased. variance 

of the Indian 1970-·71 distribution to the variance of the 

1969-70 Indian GPA distri.bution. Why t.he variance of the Indian 

distribution increased wh~_le -~he rmn-I:Y::Lfm distribution dec:reased 

cannot presently be explained 

study. 

the ass•.n.1ptions presented in this 

However, in further support of thf: exis-tence of non-ecotlomic 

dis advantaging f ac1cors :for th•2 Indian student, this study notes that 

at0(.05 there wa.s no significant diffe:rence betwelen those who increased 

or those who decreased their GPA's between Indian and non-Indian, 
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though at ~.20 there was a significant difference in the mean increased 

GPA between Indian and non-Indian. 

The size of the population group may have caused the lower level 

of significance to appear when considering increased GPA. 

Upward Bound seems to serve as a separating device, a mechanism 

through which students make a decision concerning their future in 

education. This decision for the Indian group, as noted by their 

increased GPA distribution variance for 1970-71 over 1969-70 and the 

age level of these students, seems to have much more of an aire of 

finality about it than for the non-Indian group. 

An analysis of Category 2 revealed the details of the above 

phenomenon. The original assumptions concerning the nature of Upward 

Bound and its student population were that because Upward Bound treated 

for poverty as an educational disadvantage, both Indian and non-Indian 

groups would respond essentially the same. 

Because there was a difference in response to Upward Bound 

between Indian and non-Indian groups that cannot be explained by 

economic similarity, this research at present can only assume that 

this difference is caused by the essential difference between the two 

populations. 

The fact that this research has assumed that an Indian student's 

educational disadvantage can be separated into the entities of poverty 

factors and Indian cultural factors does not presume that there may be 

a unique interaction between Indian culture and poverty which in the 

real world cannot be separated. 
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The separation of an Indian student's educational disadvantage in

to the separate entities of poverty and culture, though helpful 

in a descriptive sense for Category 1, is clumsy in giving explana

tion to a dynamic situation such as Category 2. 

If we consider that there may be a unique interaction between 

Indian culture and poverty, then an Indian style of poverty essentially 

different from non-Indian styles of poverty may exist. If this is 

true, a difference in response to Upward Bound programming may be 

explained. 

If this difference can be further documented, the importance of 

the idea of a poverty culture, advocated by Oscar Lewis in LaVida, 

would be lessened for education. Though this writer agrees essentially 

with the thesis of Lewis, that there is a similarity of cultural 

existence due to poverty between peasant communities of Western tech

nological countries, such a concept may be of little help in a multi

cross-cultural-educational situation, if one orients an educational 

situation to that similarity. 
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PART I 

I N T R 0 D U C T I 0 N AND BACKGROUND 

In order to increase the effectiveness of public and federal 

schools in educating American Indian students, it is necessary to 

first examine the effectiveness of current efforts. One function 

performed by both types of schools -- federal and public -- is pre

paration of students for higher education in colleges and universities. 

Two sets of criteria are relevant to this function: (l) The 

first criterion is quantitative data about American Indian students, 

which might include number of Indian students enrolled expressed as 

percent of total enrollment, number of Indian students intending to 

enroll in higher education, and sex of college-bound Indian students. 

(2) The second criterion is qualitative data about college-bound 

American Indian students, which will be measured by the American 

College Testing Program (ACT). 

It is hypothesized here that given control of the variables of 

tribal background, geographical area and time span of testing, no 

significant differences will be found between the ACT mean test 

scores achieved by American Indian public school graduates and those 

achieved by American Indian federal school graduates. 

Since the nineteenth century when American Indians were coerced 

into submitting to the theft of their land and to being displaced 

to acreage of unproductive real estate called "reservations," education 

has been a problem for American Indians. Indeed many of the treaties 
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between the variou~; tribes and the federal government contained 

specific provisions relating to the education of Indian children. 

Recognizing the socializing power of education as well as the 

coincidental vocat:Lonal preparation it provides , the white captors 

based Indian education on the philosophy of "assimilation." Indeed, 

white missionaries and educators were so convinced of the efficacy 

of formal education in "bleaching" their brown-skinned charges that 

outright force was sometimes used to "persuade" Indian parents to 

relinquish their children to the schools. Some reservation agents 

cleverly employed Indian students to dole out the rations to the Indian 

families of the region to condition the adults to the "coincidental" 

nature of food and education. The organization of the schools varied 

from part-time day schools to full-time boarding schools miles away 

from the homes of the parents. The renowned athlete, Jim Thorpe, 

was one of the students so enrolled in a boarding school. 

The schools were administered by various groups. Some were 

operated exclusively for Indians by the federal government, some were 

operated by religious sects -- the so-called "mission" schools -- and 

others were administered by public school boards which enrolled both 

Indians and whites. The curricula of the schools did not differ 

markedly, however. To a greater or lesser degree students were dis

couraged from participating in tradi tiona.l cultural activities and 

were reinforced by corporal punishment for speaking their native 

languages. In eac:h school the same basic skills were taught with an 

emphasis on agricultural courses. 
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The schools used the same methods for Indian children as for 

white children. It is thus of no particular surprise, except to the 

larger ethnocentric white society, that due to cultural and language 

differences, Indian children performed below the levels of the white 

children with whom they were compared. Additionally, various tribes 

performed at different levels concurrent with their level of adaptation 

of their region to the white society and also concurrent with tribal 

values. Little attempt was made to compare effects of federal schools 

to the effects of public schools on American Indians. Instead, the 

stereotype of the "dumb Indian" became the prevailing image for the 

American Indian. General policies thus moved from the insidious 

premise that all Indians were alike -- equally stupid. 

In the twentieth century there came a recognition of greater 

educational needs, and with this recognition the underachieving 

student became a focus of attention. The issue of equal educational 

opportunity brought attention to the American Indians as an educationally 

disadvantaged group. Recent studies such as the Draw-a-Man Test of 

Intelligence and other research have confirmed the generally accepted 

influence of environmental rather than hereditary bases for educational 

disadvantage. In addition, with the growing concern expressed by the 

Indian intelligentsia for the education of their people, Indian 

education has been receiving a hard look. 

It is in this milieu that the significance of this study must be 

considered. It is not enough to cite statistics which show the com

parative disadvantage of American Indians in United States society. It 
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is not enough to pose anthropological conundrums such as Indian-white 

value disparity, the "reservation ethic," "cultural relativity," etc. 

It is more valuable to examine facts and statistics and make realistic 

decisions based upon these data. Some such facts are the governance 

of schools enrolling American Indian students varies from federal to 

local control, the enrollment percentages of Indians in schools they 

attend vary, and dtfferences exist among groups of Indian students. 

The geographieal area encompassed by this study is Rolette County 

of northern North Dakota. Within this county five high schools enroll 

American Indian students: Dunseith Public School, Rolette Public 

School, Rolla Publ:Lc School, St. John Public School, and Turtle 

Mountain Community School, which is a federal school currently operated 

by joint efforts of the United States Bureau of Indian Affa.irs andl 

Conture and Ingebr,etson with some delegation of authority to the Conture 

and Ingebretson township school boards. 

Rolette County is a rural area with an economic base that is 

primarily agricultural. The county contains the Turtle Mountain Indian 

Reservation inhabited by the Turtle Mountain Band of Chippewa Indians. 

The subjects of this study belong to this band and reside within the 

confines of the county. The reservation, l:ike most reservations, is 

an economically depressed area with a 70 per cent unemployment rate. 

The socio-economic: background of study participants is assumed to be 

relatively compar;;Lble. In short, it can be safely said that no Indians 

in Rolette County are rich and few whites are either. 
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Terms as used in the text are defined as follows: 

American Indian or Indian -- those people who are descendants 
of the aboriginal populace of the North American continent 

Students -- those American Indians enrolled in the schools s 
studied and who are recorded as having taken the ACT program 

White or non-Indian -- those excluded from the above definitions 

American College Testing Program (ACT) -- that test battery used 
by various schools and colleges to assess performance of partic
ipants in the areas of English, mathematics, social science and 
natural science (see Review of the Literature) 

Higher education -- education received in those institutions 
called colleges and universities which employ curricula oriented 
to broad academic areas rather than to specific vocational fields 

Public school -- an elementary and/or secondary school under 
local control of a public school board by delegation of the 
state in which the school is located 

Federal school -- an elementary and/or secondary school under 
the control of the United States government 

Day school -- a school for pupils who reside in the homes of 
their parents or guardians and attend school during the day 

Boarding school -- a school for pupils who reside in facilities 
at the school which is usually located a distance away from the 
homes of their parents 

Total enrollment -- all of those students enrolled in the grad
uating classes of the respective schools for the period 1962-1971 

Indian enrollment -- those Indians enrolled in the graduating 
classes of the period 1962-1971 
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PART II 

D E S I G N 0 F T H E S T U D Y 

Since an attempt was made to control variables of tribal affil

iation, geographical residence and socio-economic background by 

limiting the study to Rolette County, North Dakota, the study group 

is not a random sample of all American Indians. Data were collected 

on all relevant members of the group, however. Therefore, the study 

group itself can be considered a total universe rather than a sample 

of Turtle Mountain Chippewa day school graduates. 

The descriptive data were coll~cted by visitation to each of 

the schools and to the office of the county superintendent of schools. 

The data were tabulated in columns and later converted into percentages 

for comparative purposes. 

Total enrollment and Indian enrollment figures were obtained 

from the offiee of the county superintendent. Since each school must 

present a list of all enrolled students to the county superintendent, 

it is assumed that information is complete. 

Enrollment figures and. sex of Indian college-bound students were 

obtained by examination of student personnel files. Whether the 

student was college-bound or not was inferred from the evidence that 

the individual took the ACT battery. 

As was mentioned above, school visitations included examination 

of student personnel files from which the ACT scores were obtained. 

These were tabulated by school and, in the case of the federal school, 
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by year of graduation also. Since the 1971 classes had not yet 

graduated at the time of this writing, the figure for 1971 graduates 

may not be absolute. According to the principals of the schools, 

however, all Indians of the 1971 class who intended to take the ACT 

had done so at this writing. Consequently, one can presume these 

figures to be accurate. 

ACT data were tabulated for individual students in each of the 

four subject areas, and a composite score was also determined. Despite 

individual tabulations, however, anonymity was retained for specific 

individuals by assigning numbers instead of names to the scores. The 

years from which the test scores were obtained were 1962-1971. 

The descriptive data involved no sophisticated analyses. Numbers 

in each of the categories for the years 1962-1971 were totalled, 

comparative percentages computed, and differences figured by simple 

subtraction. 

For the ACT scores more extensive procedures were used. To 

determine the significance of the differences between public and 

federal school graduates, the Two-sample +Test was applied to the 

mean scores of each group for each subtest of the ACT. The formula 

used was: 

( I + I ) 
\ N1 N2 

X1= mean score of public school Indian graduates 

X2 mean score of federal school Indian graduates 

N= number ACT scores of public school Indian graduates 

N~ number of ACT scores of federal school Indian graduates 
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Although the study is made for the years of 1962-1971, it should 

not be construed as a valid indication of the historical competence 

of the schools studied. The researcher's purpose was not to inves

tigate the development of these schools in the area of college pre

paratory programs. 

In addition to the time limitation, the study is limited geo

graphically and tribally. The results thus cannot be considered to 

apply to all areas of the United States nor can they be considered to 

apply to all areas of the United States nor can they be considered 

to apply to all Indlian tribes. The researcher, as an American Indian, 

is well aware that there are differences among Indian tribes as well 

as between Indians and non-Indians. In addition the geographical 

limitation exclude~~ tribal members attending boarding schools outside 

of the area. 

The schools are, however, comparable in size and presumably in 

resources. Each of the schools has college preparation as one of 

its objectives; thus it is felt that data relating to performance of 

this function can be fairly compared. 
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PART III 

R E V I E W 0 F THE L I T E R A T U R E 

There have been a number of writings concerning minority group 

students in general as well as writings specifically concerned with 

American Indian students. Periodically, presidential task forces and 

congressional subcommittees comment on the national status of Indian 

education. Federal heads wag sympathetically, white "Experts On The 

Indian Problem" propose solutions, and programs are initiated. 

In reading these studies, one gets the feeling that --to change 

the wording of Gertrude Stein's poem-- "An Indian is an Indian is an 

Indian is II an •.• Few studies deal with Indian tribes as unique 

entities with relative similarities to and differences from other 

tribes. Instead, studies tend to compare Indians to non-Indians, 

period. 

The emergence of Regional Educational Laboratories has somewhat 

alleviated the lack of specific research on Indians; the research done 

by the laboratories concentrates on the mass of tribal groups in their 

areas while still going beyond specific tribal boundaries. The writings 

reviewed here are still neces~arily general. 

Literature on the American College Testing Program has been 

sparse, as might be expected from a relatively noncontroversial test. 

It is generally agreed that competence in particular subject areas can 

be adequately assessed, and colleges and universities seem to agree 

that the ACT performs this function validly and reliably. 
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American Indian Education 

Historically, the American Indian has had difficulty with formal 

schooling. Though it is true that some tribes, notably the Cherokee, 

adopted formal Elducation with great success (a success unfortunately 

ignored in their callous removal to the Oklahoma territory), most 

tribes recognized education as an imposition based on other than 

altruistic motives. Perhaps the words of Chief Joseph of the Nez 

Perce' in dialogue with the federal commissioners foreshadowed the 

coming problems with Indian Education: 1 

Commission•~rs: 

Joseph: 

Commiss ion•:Jrs: 

Joseph: 

Commissionrers: 

Joseph: 

Commissioners: 

Joseph: 

Do you want schools and schoolhouses on the 
Wallowa Reservation? 

No, we do not want schools or schoolhouses 
on the Wallowa Reservation. 

Why do you not want schools? 

They will teach us to have churches. 

Do you not want churches? 

No, we do not want churches. 

Why do you not want churches? 

They will teach us to quarrel about God, 
as do the Catholics and Protestants on the , 
Nez Perce Reservation, and other places. 
We do not want to learn that. We may 
quarrel with men sometimes about things on 
this earth, but we never quarrel about God. 
We do not want to learn that. 

Contemporary problems in Indian edueation do not seem to be con-

cerned with disagreements about God but rather with how to cope with 

l Report of the Secretary of the Interior -- 1873, u.s. Government 
Printing Office, April, 1874. 
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depressing figures such as: 

Forty per cent of Indian elementary and secondary students 
drop out before graduation (twice the national average for 
u.s. students). 

Achievement levels of Indian elementary and secondary students 
are two to three years below those of white students, with 
the Indian child falling progressively further behind the 
longer he stays in school. 

Only 28 per cent of the students in federal Indian schools 
go on to college. (The national average is 50 per cent.) 

Only one of every four Indian college students graduates and 
of those who graduate one of every hundred receive a master's 
degree. 2 

Such statistics, which are not unlike those of other minorities, 

have led to in-depth study by James Coleman. Coleman's study included 

Indians so it is considered relevant in the context of this study. 

In his often quoted report, Coleman notes that not only do minority 

students consistently achieve below the majority of students in their 

geographical area but that the lesser achievement is correlated with 

lower quality of teachers and resources being available. He also 

found an inverse correlation between achievement of minority pupils 

3 
and percentage of their group enrollment in the schools they attended. 

The Regional Educational Laboratories have shed additional light 

upon Coleman's findings by making comparisons between Indians. In 

those Southwest schools where Indians were in the minority, the 

2 
Brewton Berry, The Education of American Indians: A Survey of 

the Literature, (prepared for the Special Subcommittee of the Committee 
of Labor and Public Welfare, United States Senate), U.S. Government 
Printing Office, Washington, D.C., 1969. 

3 
James Coleman, Equality of Educational Opportunity, 1968, 

pp. 219, 273. 
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percentage of Indian graduates entering college was nearly twice as 

large and college completions nearly four times as large as when 

compared to Indian graduates of schools enrolling Indians as the 

4 
majority. In the Northwest, the Indian graduates surveyed reported 

that better-trained teachers and higher academic standards were 

5 
greatly needed b•~fore the schools could be improved. It thus seems 

appropriate to make a more closely detailed study of possible 

organizational components as related to differences in performance. 

The American College Testing Program 

The American College Testing Program (Acr) was designed to 

measure achievement of high school graduates by assessing their 

performance in certain subject areas. The general purpose of such 

assessment is to assist counselors and college admissions officers 

in determining a participant's probabil:i ty of success in collegiate 

academic program>. The test closely follows the tradition of the 

Iowa Tests of Educational Development (ITED), the United States Armed 

Forces Institute General Educational Development tests (USAFI-FED), 

6 
and the National Merit Scholarship Qualifying Test. 

Through i.ts subtests and composite score, the test attempts to 

assess the student's ability to use specific skills and knowledge 

4Willard P. Bass, "The American Indian High School Graduate in 
the Southwest," 1969, pp. 66-70. 

5
Alphonse D. Selinger, "The American Indian Graduate: After High 

School, What?", 1968, pp. 81-82. 

6David V. Tiedeman, The Sixth Mental Measurements Yearbook, 1963. 
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he has acquired in an integrated attack on complicated problems. The 

subject matter selected for use in the problems may not be based on 

specific factual material studied. In the verbal areas, however, 

reading passages are used which are relatively complete in themselves 

and questions asked are specifically related to these passages. If 

the student has the skills to analyze these passages and the general 

background to place them in proper perspective, he can generally 

respond well to test questions. 

Warren Findley has concluded that the ACT is a good general 

indicator of potential college achievement, although the separate 

tests do not justify differential prediction. Max Englehart has 

determined that this is perhaps due to the following intercorrelations 

between subtests: English/mathematics -- .53; English/social science -

,63; English/natural science -- .58; mathematics/social science -- .55; 

mathematics/natural science -- .64; and social science/natural science 

-- .68. The test in general is quite reliable. The even-odd reliabil

ity coefficients for the subtests are .90, .89, .86 and .83 for English, 

mathematics, social science and natural science, respectively. The 

reliability coefficient of the composite score is .95. It can thus be 

seen that the ACT is apparently a relatively accurate means for 

assessing the cognitive skills of the college-bound student. 

It must be noted when using this test for Indian students, that 

test items are culture-specific to the majority society. Thus, one 

cannot predict an Indian student's future success in college by his 

performance on this test. Quite obviously, affective factors enter 
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into such a prediction as well as the cultural socialization of the 

Indian from his particular tribe. As analysis of such factors is 

outside the realm of this particular study, these factors must be 

considered separately. On the other hand, cognitive preparation of 

Indians in American schools is oriented toward the majority culture, 

so the ACT can be considered a valid measure of the effect of the 

preparation of the culture on the college-bound Indian student. 
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PART IV 

P R E S E N T A T I 0 N AND A N A L Y S I S 0 F F I N D I N G S 

The quantitative data which describe the schools studied are 

included in Tables 1, 2, and 3. Table 1 presents the total number of 

Indians enrolled and gives the percentage which Indians comprise of the 

total enrollment in the graduating classes of the schools for the years 

1962-1971. 

Table 1 

ENROLLMENT 1962-1971 

Per Cent 
Total Indian Indian 

School Enrollment Enrollment Enrollment 

Roll a Public School 329 8 2.4 

St. John Public School 142 45 31.7 

Dunseith Public School 313 66 21.1 

Rolette Public School 254 20 7.8 

Turtle Mountain Community 
School 342 329 96.2 

---------------------------------------------------------------------------
All Public Schools 1036 139 13.3 

All Federal Schools 342 329 96.2 

Table 2 presents the Indian enrollment and gives the numbers and 

percentages taking the ACT. 
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Table 2 

INDIAN ENROLLMENT 1962-1971 

Total Number Per Cent 
School Enrollment Taking Acr Taking Acr 

Rolla Public School 8 7 87.5 

St. John Public School 45 19 42.2 

Dunseith Public School 66 ll 16.7 

Rolette Public School 20 9 45.0 

Turtle Mountain Conununi ty 
School 329 149 45.3 

All Public Schools 139 46 33.1 

All Federal Schools 329 149 45.3 

Table 3 presents the number of Indian students taking the Acr by 

sex and percentages. 

Table 3 

SEX AND PERCENTAGE OF INDIAN STUDENTS 
TAKING Acr 

Per Cent 
Schools Males Females of males 

Rolla Public School 4 3 57 

St. John Public School 12 7 63 

Dunseith Public School 5 6 45 

Rolette Public School 5 4 56 

Turtle Mountain Con~unity 
School 64 85 43 

All Public Schools 26 20 57 

All Federal Schoolf; 64 85 43 
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The qualitative data concerning college-bound Indian graduates 

in Rolette County during the years 1962-1971 is presented in the fol-

lowing tables. Table 4 contains the ACT scores for Indian graduates 

of public schools and for the graduates of the Turtle Mountain (Indian) 

federal school. 

Table 4 

ACT SCORES FOR INDIAN GRADUATES OF PUBLIC SCHOOLS 

School #l (Roll a) 

Student Social Natural 
No. Composite English Math Science Science Sex 

l ll-121 12-144 13-169 4-16 16-256 F 
2 15-225 16-256 17-289 ll-121 17-289 M 
3 16-256 13-169 7-29 23-529 19-361 M 
4 
5 19-361 20-400 18-324 19-361 17-289 F 
6 13-169 17-289 8-64 13-169 14-196 F 
7 21-441 20-411 16-256 23-529 25-625 M 
8 15-225 16-256 16-256 ll-121 18-324 M 

----------------------------------------------------------------------
School #2 (St. John) 

Student Social Natural 
No. Composite English Math Science Science Sex 

l ll-121 13-169 10-100 6-36 14-196 F 
2 10-100 9-81 ll-121 10-100 9-81 F 
3 14-196 13-169 16-256 10-100 17-289 M 
4 ll-121 7-49 14-196 9-81 13-169 M 
5 ll-121 4-16 ll-121 16-256 ll-121 M 
6 19-361 17-289 19-361 17-289 24-576 M 
7 15-225 14-196 16-256 ll-121 17-289 M 
8 12-144 8-64 17-289 7-49 14-196 M 
9 19-361 19-361 17-289 20-400 19-361 F 

10 15-225 19-361 12-144 15-225 14-196 M 
ll 13-169 15-225 10-100 10-100 17-289 M 
12 20-400 16-256 19-361 21-441 24-576 F 
13 18-324 18-324 12-144 26-676 16-256 M 
14 7-49 6-36 6-36 5-25 ll-121 M 
15 15-225 13-169 15-225 17-289 14-196 M 
16 18-324 17-289 19-361 16-256 20-400 F 
17 17-289 17-289 13-169 18-324 19-361 F 
18 17-289 18-324 20-400 9-81 19-361 M 
19 16-256 12-144 12-144 21-441 17-289 F 

----------------------------------------------------------------------
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School #3 (Turtle Mountain) 

Student Social Natural 
No. Composite English Math Science Science Sex 

1 9-81 3-9 11-121 8-64 15-225 M 
2 113-256 19-34 20-400 9-81 17-289 F 
3 20-400 20-400 23-529 16-256 20-400 F 
4 1:2-144 13-169 11-121 7-49 15-225 F 
5 19-361 13-169 19-361 22-484 21-441 F 
6 9-81 10-100 2-4 9-81 16-256 F 
7 1'7-289 13-169 17-.289 22-484 14-196 M 
8 10-100 13-169 7-49 8-64 13-169 F 
9 7-49 9-81 2-4 3-9 15-225 F 

10 1-1 2-4 6-36 5-25 1-1 F 
11 10-100 7-49 13-169 5-25 14-196 F 
12 24-576 19-361 27-729 27-729 :23-529 M 
13 13-169 8-64 13-169 18-324 13-169 M 
14 20-400 21-441 19-361 20-400 :20-400 M 
15 19-361 20-400 23-529 17-289 17-289 M 
16 23-529 24-576 22-484 25-625 20-400 F 
17 18-324 21-441 11-121 24-576 14-196 F 
18 21-441 20-400 16-256 22-484 26-676 F 
19 10-100 10-100 6-36 12-144 12-144 F 
20 14-196 13-169 16-256 12-144 14-196 M 
21 10-100 14-196 6-36 9-81 12-144 F 
22 12-144 8-64 17-38H 3-9 20-400 M 
23 
24 12-144 8-64 11-121 11-121 Hi-256 F 
25 9-81 9-81 7-49 7-49 L2-144 M 
26 7-49 8-64 8-64 13-169 19-361 F 
27 9-81 6-36 8-64 10-100 13-169 M 
28 :2:5-625 20-400 26-676 28-784 26-676 F 
29 13-169 5-25 15-·225 17-289 14-196 M 
30 :2:2-484 19-361 24-576 23-529 21-441 M 
31 14-196 8-64 21-441 8-64 17-289 M 
32 10-100 9-81 14-·196 7-49 10-100 M 
33 13-169 16-256 14-196 10-100 10-100 F 
34 8-64 4-16 9-61 6-36 11-121 M 
35 ~l0-400 12-144 23-529 22-484 24-576 M 
36 17-289 19-361 12-144 22-484 16-256 F 
37 10-100 10-100 8-64 7-49 14-196 F 
38 ~l0-400 18-324 15-225 19-361 27-729 F 
39 13-169 11-121 14-196 14-196 14-196 M 
40 :n-441 21-441 18·-324 24-576 20-400 F 
41 13-169 17-289 15-225 7-49 12-144 M 
42 16-256 16-256 14-196 14-196 18-324 F 

---------------------------------------------------------------------
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School #3 Cont'd 

Student Social Natural 
No. Composite English Math Science Science Sex 

44 17-289 16-256 19-361 14-196 20-400 M 
43 17-289 15-225 16-256 16-256 21-441 M 
44 15-225 15-225 15-225 16-256 14-196 M 
45 11-121 14-196 9-81 7-49. 13-169 M 
46 15-225 12-144 15-225 12-144 19-361 M 
47 13-169 18-324 15-225 5-25 14-196 F 
48 24-576 17-289 24-576 28-784 27-729 M 
49 21-441 19-361 20-400 24-576 19-361 F 
50 16-256 14-196 12-144 20-400 16-256 M 
51 21-441 20-400 25-625 22-484 15-225 F 
52 16-256 16-256 12-144 21-441 14-196 F 
53 16-256 14-196 15-225 14-196 21-441 M 
54 16-256 17-289 17-289 14-196 14-196 F 
55 14-196 6-36 17-289 18-324 14-196 F 
56 12-144 19-361 5-25 8-64 17-289 F 
57 8-64 13-169 1-1 6-36 13-169 F 
58 13-169 10-100 12-144 15-225 13-169 M 
58 12-144 11-121 14-196 9-81 13-169 F 
59 15-225 15-225 15-225 16-256 13-169 M 
60 13-169 16-256 12-144 15-225 7-49 M 
61 14-196 18-324 13-169 10-100 13-169 M 
62 11-121 12-144 10-100 14-196 9-81 F 
63 14-196 13-169 5-25 18-324 18-324 M 
64 11-121 3-9 8-64 18-324 13-169 M 
65 12-144 10-100 12-144 15-225 12-144 M 
66 14-196 15-225 15-225 14-196 12-144 M 
67 6-36 9-81 5-25 6-36 3-9 F 
68 7-49 15-225 1-1 8-64 3-9 F 
69 19-361 18-324 15-225 21-441 20-400 F 
68 11-121 11-121 6-36 14-196 13-169 F 
69 8-64 9-81 6-36 4-16 12-144 M 
70 10-100 9-81 12-144 9-81 10-100 M 
71 
72 17-289 14-196 20-400 13-169 19-361 M 
73 25-625 21-441 25-625 22-484 30-900 M 
74 16-256 17-289 15-225 16-256 15-225 F 
75 21-441 14-196 25-625 28-784 17-289 M 
76 25-625 23-529 17-289 28-784 32-1024 M 
77 16-256 23-529 14-196 14-196 13-169 F 
78 15-225 16-256 8-64 16-256 19-361 F 
79 19-361 12-144 16-256 25-625 22-484 F 
80 13-169 16-256 12-144 15-255 7-49 M 
81 9-81 14-196 5-25 4-16 12-144 F 
82 14-196 18-324 6-36 18-324 13-196 F 
83 10-100 14-196 14-196 7-49 6-36 F 

---------------------------------------------------------------------
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School #3 Cont'd 

Student 
No. 

84 
85 
86 
87 
88 
89 
90 
91 
92 
93 
94 
95 
96 
97 
98 
99 

100 
101 
102 
103 
104 
105 
106 
107 
108 
109 
llO 
lll 
ll2 
ll3 
ll4 
ll5 
ll6 
ll7 
ll8 
ll9 
120 
121 
122 
123 
124 
125 
126 
127 
128 
129 

Composite 

13-36 
113-356 

B-64 
13-169 

B-64 
17-289 
16-256 
13-169 
14-196 

9-81 
15-225 
14-196 
22-484 
13-169 
10-100 
10-100 
21-441 
13-169 
19-361 
18-324 
12-144 
13-169 
13-169 
16-256 
19-361 
11-121 

9-81 
9-81 

:n-441 
14-169 
10-100 
~~0-400 

13-169 
17-289 
19-361 
10-100 
13-169 
:~3-529 

13-169 
:~0-400 

7-49 
15-225 
14-196 
14-196 

9-81 
11-121 

Social 
English Math Science 

9-81 10-100 1-1 
16-256 15-225 17-289 
6-36 15-225 1-1 

13-169 10-100 13-169 
11-121 6-36 5-25 
21-441 15-225 18-324 
20-400 10-100 17-289 
14-196 10-100 17-289 
8-64 15-225 14-196 

10-100 9-81 10-100 
18-324 11-121 15-225 
19-361 1-1 19-361 
22-484 19-361 24-576 
16-256 13-169 11-121 
10-100 9-81 13-169 
14-196 2-4 6-36 
25-625 16-256 22-484 
10-100 15-225 11-121 
20-400 19-361 22-484 
18-324 14-196 20-400 
14-196 10-100 10-100 

5-25 23-529 19-361 
16-256 8-64 14-196 
22-484 10-100 17-289 
11-121 21-441 23-529 
13-169 17-289 2-4 
13-169 2-4 7-49 
7-49 13-169 4-16 

19-361 17-289 23-529 
18-324 4-16 18-324 

9-81 8-64 8-64 
23-529 14-196 25-625 
15-225 11-121 13-169 
11-121 14-196 22-484 
16-256 20-400 16-256 
13-169 10-100 1-1 
13-169 12-144 12-144 
23-529 18-324 26-676 
13-169 16-256 12-144 
16-256 21-441 19-361 

4-16 8-64 6-36 
15-225 12-144 17-289 

5-25 17-289 18-324 
5-25 14-196 21-441 

10-100 17-289 5-25 
6-36 12-144 9-81 

Natural 
Science 

4-16 
17-289 
11-121 
14-196 

8-64 
13-169 
18-324 
12-144 
17-289 

8-64 
15-225 
15-225 
21-441 
13-169 

9-81 
19-361 
2.2-484 
14-196 
15-225 
21-441 
13-169 
16-256 
12-144 
13-169 
19-361 
12-144 
14-159 
12-144 
26-676 
14-196 
14-196 
19-361 
12-144 
20-400 
22-484 
14-196 
14-196 
23-529 
10-100 
23-529 

8-64 
14-196 
15-225 
16-256 

5-25 
15-225 

Sex 

F 
F 
M 

M 

F 

F 
F 
M 
M 
F 
F 
F 
F 
M 
M 
F 
F 
F 
lVl 
F 
M 
F 
F 
M 
F 
F 
F 
F 
F 
F 
F 
F 
M 
F 
F 
F 
F 
M 
M 
M 
F 
M 
M 
M 
M 

----------------------------------------------------------------------
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School #3 Cont'd 

Student Soc tal Natural 
No. Composite English Math Science Science Sex 

130 11-121 17-289 5-25 10-100 12-144 F 
131 14-196 20-·400 12-144 15-225 10-100 F 
132 13-169 13-169 15-225 12-144 12-144 F 
133 12-144 15-225 ll-121 9-81 12-144 F 
134 20-400 19-361 18-324 20-400 23--529 M 
135 11-121 13-169 10-100 9-81 12=144 F 
136 13-169 14-196 16-256 ll-121 10-100 M 
137 12-144 16-256 ll-121 6-36 14-196 F 
138 15-225 16-256 17-289 17-289 9-81 F 
139 19-361 18-324 21-441 16-256 21-441 M 
140 20-400 20-400 23-529 17-289 18--324 M 
141 11-121 7-49 12-144 12--144 12-144 M 
142 7-49 8-64 9-81 10·-100 1-l F 
143 9-81 10-100 4-16 13-169 9-81 F 
144 27-729 24-576 24-576 30-900 30-900 M 
145 16-256 16-256 19-361 14--196 15-225 M 
146 8-64 11-121 7-49 9-81 6-36 1'' 
147 12-144 6-36 10-100 17-289 15-225 M 
148 16-256 18-324 14-196 13-169 18-324 M 

149 15-225 18-324 18-324 10-100 13-169 F 
150 21-441 17-289 19-361 21-441 25-625 M 

151 14-196 18-324 10-100 15-225 13-169 F 

___________________________ _, _______ _,.,.,..._..,._,_ ___ ..,... ..... _.,_.....,...,..,....""",....,"""'-""""""'"'--""""""""""'"""'"""""""'~-....,,.,"""'"""''-
School #4 (Dunseith) 

Student Social Natural 
No. Composite English Math Science Science Sex 

1 10-100 9-81 9-81 7-49 15-225 F 
2 12-144 11-121 15-225 13-169 9-81 F 
3 11-121 11-121 15-225 7-49 12-144 F 
4 8-64 9-81 2-4 8-64 14-196 F 
5 10-100 5-25 13--169 6-36 14-196 F 
6 23-529 19-361 26-676 25-625 21-441 M 
7 16-256 18-324 15-225 15-225 16-256 M 
8 10-100 5-25 10-100 14-196 10-100 M 
9 11-121 6-36 18-324 9-81 10-100 M 

10 20-400 19-361 16-256 24-576 19-361 M 
11 22-484 21-441 23--529 17-289 26-676 F 

--------------------------------------~-----~---~~~-----~~~-~~~~~--~--~ 
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School #5 (Rolette) 

Student Social Natural 

No. Composite English Math Science Science Sex 

l 16-!~56 20-400 12-144 14-196 18-324 F 

2 18-:324 18-324 24-576 ll-121 19-361 M 

3 23-fi29 17-289 27-729 19-361 27-729 M 

4 25-fi25 21-441 28-784 22-484 29-841 M 

5 21-441 14-196 24-576 24-576 22-484 M 

6 18-:324 13-169 27-729 17-289 14-196 F 

7 25-625 21-441 29-841 24-576 24-576 M 
8 17-289 12-144 21-441 17-289 18-324 F 

9 20-400 20-400 26-676 15-225 18·-324 F 

R E S U L T S 0 F T HE S T A T I S T I C A L A N A L Y S I S 

When the ACT mean scores were analyzed, the composite and subtest 

scores were grouped into public and federal school graduates. The mean 

score for the public school graduates is listed as x
1

, and the mean 

score for federal school graduates is x
2

. The number of scores for 

the two groups is listed as N1 , and as N
2 

for public school and 

federal school graduates. Table 5 summarizes the test results. 

TABLE 5 

MEAN SCORES FOR INDIAN STUDENTS ON THE ACT 

Composite English Mathematics Social Science 

xl 15.739 14.304 16.174 14.696 

x2 14.638 14.409 13.711 14.617 

t 1.643 -.013 2.498 .070 

Nl 46 46 46 46 

N2 149 149 149 149 
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17.174 

15.550 

1.508 

46 
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The above results are components and products of the formula used 

to test for significance of difference on a null hypothesis. The formula 

used was expressed as 
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PART V 

S U M M A R Y , C 0 N C L U S I 0 N S , I M P L I C A T I 0 N S 

The problem considered was an assessment of the current effectiveness 

of public and federal schools in preparing Indian students for higher 

education when thEl variables of geographical area, time of assessment, 

and tribal background were controlled. To this end, data were collected 

on the Indian enrollment in Rolette County (North Dakota) schools for 

high school graduating classes of the years 1962-1971 and on the ACT 

scores achieved by Indian college-bound graduates of this time period. 

The li teratwre points to a relative educational disadvantage for 

Indian students when compared to non-Indian students. It is further 

written in the literature that Indian students in schools where they are 

the majority exhibit a relative educational disadvantage when compared 

to Indian students of schools in which they are the minority. 

The data wer<a analyzed to assess th1a latter conclusion by means of 

percentages of Indian graduates compt:ited for the enrollment data and 

comparison of the mean ACT scores of the public school Indian graduates 

to the mean ACT scores of the federal school Indian graduates. The 

Two-Sample t Test was used to test whether any differences discovered 

were greater than might be expected by chance. 

C 0 N C L U S I 0 N S 

From the enrollment data collected on the Indian graduates of Rolette 

County (North Dakota) for the years 1962-1971, the following conclusions 
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can be made: 

1. Nearly one-third of Indian graduates in Rolette County 
graduated from public schools. 

2. The Indian enrollment for the public schools in Rolette County 
averages less than one of every seven graduates. 

3. Indians are not in the majority in any graduating classes of 
the public schools in Rolette County. 

4. A greater percentage of federal school Indian graduates than 
public school Indian graduates took the ACT test. 

5. If all (of the Indian graduates in the federal school) taking 
the Act enrolled in college, the percentage would be much 
greater than the national percentage of college enrollment 
for Indian graduates of federal schools. 

6. A higher percentage of females took the ACT than did males 
when the Indian graduates of Rolette County are taken as a 
whole. 

7. A higher percentage of female Indian graduates took the ACT 
than male Indian graduates of the federal school. 

8. A higher percentage of males took the ACT than females in the 
public school Indian graduates group, 

The data obtained from tabulation of the ACT scores for Indian 

graduates of public and federal schools were tested by a series of null 

hypotheses being applied to the mean scores for each group. The null 

hypotheses and the statistical results are included in the following 

section. 

Null hypotheses were rejected in this study if the value of the test 

statistic designed as "t" exceeded the critical value corresponding 

to the .05 level of significance. Using the .05 level of significance 

minimizes the rejection of hypotheses when they are true, but it increases 

the possibility when in fact the alternative hypothesis is true. The 
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use of this particular level is a matter of convention rather than of 

scientific logic. Hence, the researcher also tested the test statistic 

against the less rigorous ,20 level with interesting findings. 

For the hypothesis tested below, the "t" value of 1.96 was utilized 

for rejection testing. This "t" value was found in Garett's Table D at 

the ,05 level of significance allowing for 2 degrees of freedom at infinity, 

Composite -·- It was hypothesized that there would be no significant 

difference betwecm the mean composite scores of the Indian graduates of 

the public schools and the mean composite score of the Indian graduates 

of federal schools. The mean scores were 15.739 and 14. 6~18 for the 

public school and federal school students, respectively. '!'he mean 

difference of 1.101 favoring the public school group was not found to be 

significant at the .05 level as t = 1.643; consequently, the hypothesis 

was accepted, At the .20 level, however, which was considered too low 

for the purposes of this study, the hypothesis was rejected. 

The conclusion of the researcher is that on the basis of the Two

Sample t Test on·e cannot safely ascribe with any reasonable assurance of 

accuracy the difference between the mean composite scores of the public 

school and federal school groups to other than chance. 

English -- It was hypothesized here that the mean ACT scores for 

the English subtest would show no significant differences when comparing 

the public school Indian graduates with the federal school Indian graduates. 

The mean scores were 14.304 for the public school and 14.409 for the 

federal school Indian groups. The mean difference of .105 favoring the 
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federal school Indian group was t = -.013; consequently, the hypothesis 

was accepted. The conclusion of the researcher is that on the basis of 

the Two-Sample t Test, one cannot statistically ascribe the difference 

between the mean scores for the two groups on the English subtest to other 

than chance. 

Mathematics -- It was here hypothesized that the mean ACT scores for 

the mathematics subtest would show no significant differences when 

comparing the public school Indian graduates with federal school Indian 

graduates. The mean scores were 16.174 and 13.711 for the public school 

and federal school groups, respectively. The mean difference of 2.463 

favoring the public school Indian group was found to be significant at 

the ,05 level as t = 2,498;consequently, the hypothesis was rejected. 

The hypothesis was also rejected at the more stringent .02 level which 

would tend to reinforce the significance of the rejection. Upon exami

nation of the mean scores for the individual schools, however, almost 

all of the difference takes place in the scores of Rolette Public School 

students, which limits the validity of this finding considerably. 

Social Science -- It was hypothesized that the mean ACT scores 

for the social science subtest would show no significant differences 

when comparing public school Indian graduates with federal school 

Indian graduates. The mean scores were 14.696 and 14.617 for public 

school and federal school groups, respectively. The mean difference of 

.079 favoring the public school group was not found to be significant at 

the .05 level as t = .0709; consequently, the hypothesis was accepted. 
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The research concludes on the basis of tJhe Two-Sample t Test that one 

cannot ascribe th·e difference in mean test scores for the two groups to 

other than chance. 

Natural Sciences -~ It was hypothesized that the mean Acr scores 

for the natural science subtest would show no significant differences 

between the public school Indian graduates and federal school Indian 

graduates. The mean scores were 17.174 for the public school and 15.550 

for the federal school groups. The diff•erence of l. 624 favoring the 

public school group was not found to be significant at the ,05 level 

as t = 1.508; consequently, the hypothesis was accepted. However, like 

the composite score at the .20 level of significance, the hypothesis 

was rejected. On the basts of the Two-Sample t Test, the researcher 

concludes that one cannot safely ascribe the mean difference between 

the public school group and the federal school group to otlher than 

chance to an acceptable level of accuracy. 

I M P L I C A T I 0 N S 0 F T H E STUDY 

Taking the study as a whole, a case mi.ght be made for more research 

on the local level. To apply national programs conceived on the basis of 

national averages for Indians to this parti.cular group piecemeal would 

ignore some of the specific problems of the communities involved. Further 

research seems to be implied to attempt to ferret out caus<es for a number 

of the conclusions. 

First, some research seems to be done for the area. One might inquire 

as to the reasons for the size of the public scJhool sample. With the 
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accessibility of the federal school, particularly for the students of 

St. John, Rolla and Dunseith, one raises the question of why Indians 

might attend the public schools instead. A second area of possible 

research is that of college aspiration. Noting the higher proportion of 

federal school Indians taking the ACT, research might be directed to 

explain those factors which might influence this. Thirdly, one might 

do research into the sex disparity in figures for students taking the 

ACT. Are Indian males of federal schools channeled into vocational 

programs? Do local Indian values give low status to higher education for 

males? Does the chronic unemployment problem on the reservation reinforce 

a defeatist attitude in males? Answering these questions requires further 

research. 

Some implications for practice seem implied from the research. 

For the public schools, more attention might be paid to the Indian 

graduates to rectify the situation in which a lower percentage aspire to 

college than do in the federal school. This does vary greatly from 

school to school however. Perhaps the necessity of more adequate counseling 

procedures is indicated. For the federal school, it seems that the 

adoption of local control should be continued if not accelerated. In 

light of the mathematics advantage displayed by Rolette School graduates, 

all other schools of the sample might do well to investigate the prac-

tices of Rolette School to determine whether they account for this 

difference and then adopt the relevant procedures. 

Policy implications are also present. It is apparent that provisions 

should be made to enhance opportunities for higher education for the 

Indians of this area, especially considering the percentages of college-
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aspiring Indian graduates in contrast to the limited economic resources 

of the area. Allocations of resources to accommodate potential college 

enrollees from thi~: area on the basis of national averages alone would 

grossly ignore the factual data. To allocate resources for 28 per cent 

(the national average) of the Indian graduates of the federal school would 

ignore the other 1~' per cent who took the ACT intending to enroll in 

college from the federal school and also ignore the other 5 per cent above 

the national average who aspire to college from the public schools. The 

researcher is personally familiar with a munber of Indian college students 

and college aspirants who have had their requests for funds denied or 

only partially fulfilled due to inadequate allocations for the area. 

Unless this situatton is rectified, the percentage of college-aspiring 

graduates might drop precipitously. 

In general, then, this study appears to point to the necessity for 

controlling other variables than those previously controlled. If this 

were done, perhaps national policies would allow for differences on the 

local level and take into account what Indians have long asserted: that 

the Indians themselves are more aware of the needs of Indians of their 

own areas than nat:Lonal "experts" operating from generalities. Indeed, 

traditional policy on the national level equating Indians reinforces the 

social stereotype that "all Indians are alike." Perhaps a growth of 

tribe-specific rest~arch projects might move toward undermining this dangerous 

idea. 
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I N T R 0 D U C T I 0 N 
OF PROBLEM 

PART I 

S T A T E M E N T A N D 
A N D D E F I N I T I 0 N 

I N T R 0 D U C T I 0 N 

B A C K G R 0 U N D 
OF' TERMS 

On April 11, 1965 the United States Congress passed the Elementary 

and Secondary Education Act. ESEA was aimed at improving educational 

quality and opportunity in the nation's elementary and secondary 

schools. It is believed that this single piece of legislation over-

shadows all other federal aid-to-education laws in importance, for it 

strikes one of the earliest and potentially most effective blows at 

the self-perpetuating cycle of poverty in the United States: poor 
l 

family--poor education--poor job--poor family. 

For years, innovative programs existing in New Mexico were 

dreams destined to die for lack of necessary funds. Crowded class-

rooms and schools went without any type of relief because the school 

districts were not able to provide the support which was desperately 
2 

needed. Children attending school were so hungry that they were not 

able to function properly in the classrooms. Some needed medical 

help, some were poorly clothed. Others needed psychological help 

which was unavailable to them. Many simply had given up school and 

were habitual truants. Too many were in such poor health that learning 

was a near impossibility. Title I was aimed at relieving this in-

tolerable situation. 

1 
Title I - ESEA: A Review and a Forward Look - 1965, The 

National Advisory Council on the Education of Disadvantaged Children, 
Fourth Annual Report, Washington D.C., p. 1. 

2 
Title I in New Mexico: A Summary, A Report of the State on Title I 

of the Elementary and Secondary Education Act of 1965, State Department 
of Education, Santa Fe, New Mexico, p. 2. 
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ESEA contained no provision for some 50,000 Indian children 

3 
attending Bureau Schools. These children attend nearly 250 Bureau 

of Indian Affairs schools, with enrollments from less than 30 to more 

than 1,000. Boarding schools serve Indian youngsters who live in 

areas too remote to permit daily attendance at schools close to home. 

Day schools are maintained in many places where states and local com-

munities cannot effectively serve Indian needs. 

Considering the eligibility criteria for benefits under the Act, 

these children need programs such as Title I. It has been found that 

the median family income for Indians is approximately $1,500 below 

the national "poverty-line." Unemployment on the reservation is five 

to eight times the national average. 4 Most Indian children enter 

Bureau and state schools with little or no knowledge of the English 

language. A majority of them are isolated geographically and are 

unfamiliar with many aspects of American culture. Studies have in-

dicated the achievement levels among Indians are far below those of 

5 
their white counterparts. 

In the past, many school districts in the state have used Title I 

funds as part of their operating budgets. Thus the direct benefit 

to Indian students is minimal. Indian districts are often in greater 

3 .. 
Report of Evaluation of BIA Total ESEA Title I programs, Fiscal 

Year 1968," AVCO Economic Systems Corporation, u.s. Department of 
Interior--Bureau of Indian Affairs, Washington, October, 19,68, p. 3. 

5 
United States Congress, Senate, Introduction of Indian Education 

Act, Hearings before subcommittee, 9lst Congress, 2nd Session on 
S.-4388, September 23, 1970, Washington, Government Printing Office, 1970. 
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need of assistance than other elibible districts because of the special 

remedial problems of Indian children. 

We hear about the programs that are offered under Title I of the 

ESEA, but this author has often wondered whether Indians are actually 

receiving their well-deserved portion. In addition, if Title I is 

serving its purpose, how is it being evaluated? 

S T A T E M E N T 0 F THE PROBLEM 

The primary focus of this study is to determine the distribution 

of Title I funds to Indian children in New Mexico. It will include 

those children in both state supported and in federally supported 

schools. The study will center around such questions as: 

1. What is the distribution of Title I funds in relation to 
low-income families? 

2. What programs are provided and funded for Indians under 
Title I? 

3. What are the controlling agencies? 

4. What evaluation has been done since the passage of the Act? 

Low-income 
Families ••• 

A.F.D.C •••• 

Neglected ••• 

Foster Home ••• 

D E F I N I T I 0 N 0 F TERMS 

families with an annual income of $2,000 or less 
as of the 1960 census 

Aid to Families with Dependent Children -- low in
come families receive a monthly amount of $167 
or more in aid through the New Mexico Department 
of Health and Social Services as of January 1970 

children in private institutions for neglected 
children as of January, 1970 

homes for children who receive aid through the 
New Mexico Department of Health and Social Services 
as of March, 1969 
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Educationally deprived 
children .•• those children and youth of school age whose 

educational achievements are substantially 
below their age and grade norms 

0 R G A N I Z A T I 0 N 0 F T H E S T U D Y 

Part I contains the statement of the problem, the background of 

the problem as it e1xists in New Mexico, definition of terms and the 

format of the report. 

Part II is a review of literature. Programs, funding, and 

evaluations of both state and federal schools are discussed. Also 

discussed is the dl.stribution formula as l.t affects the school districts. 

Part III analyzes the programs as offered by three school districts 

and by the Bureau of Indian Affairs. Detailed discussions cover 

the distribution formula as it affects the State of New Mexi.co. The 

conclusion of this study contains the author's findings and recommen-

dations. 
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PART II 

R E V I E W 0 F L I T E R A T U R E 

The main portion of the Elementary and Secondary Education Act 

of 1965 is Title I. Essentially, this part of the Act authorizes a 

payment of one-half the average per pupil expenditure for those 

children who are from families with incomes of less than $2,000 per 

year. Since the majority of Indian families do earn less than $2,000 

per year, Title I directly affects Indian education. The act states: 

In the recognition of the special educational needs 
of children of low income families and the impact that 
concentrations of low income families have on the ability 
of local educational agencies to support adequate ed
ucational programs, the congress hereby declares it to 
be the policy of the United States to provide financial 
assistance (as set forth in this Title) to local ed
ucational agencies serving areas with concentrations of 
children from low income families to expand and improve 
their educational programs by various means (including 
pre-school programs) which contribute particularly to 
meeting the special educational needs of educationally 
deprived children. 6 

In essence, Title I recognizes that children from economically 

deprived areas, with a high concentration of low income families, are 

often attending educational institutions that are not equipped with 

adequate programs and staffs to meet the educational needs of these 

children. They represent a segment of school children that qualify 

as educationally deprived. Title I was devised to supply financial 

assistance for compensatory educational services for these children. 

An example of such a program would be special English classes for a 

young elementary student who is bi-lingual but does not speak English 

fluently. An emphasis was placed upon the fact that these are sup-

plementary educational services and not general aid to an entire 

6
AVCO Economic Systerms Corporation, Op. Cit., p. 2. 
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school district, Funds were to go to programs that were specifically 

designed to meet the special needs of these low income children. 

The Federal Government allocates Title I funds to the various 

state coordinating agencies. Allocations are made according to school 

districts which have school-age children from low income families 

or from families receiving A.F.D.C. The funds then come under the 

authority of the state coordinator of Title I funds. The super-

intendent will act as coordinator for small school districts, whereas 

larger districts may have a special Title I coordinator who is authorized 

to submit program proposals to state coordinators of Title I. The 

state coordinator then accepts or rejects the proposals and allocates 

the funds to the districts. Determination of the acceptability of 

the applications is supposed to be based upon the criteria set up by 

the Department of Health, Education and Welfare (HEW) in its Title I 

ESEA Program Gu:Ldes. Among the requirements listed are: 

1. a high concentration of low income families 

2. identification and evaluation of the needs of the 
educationally deprived children with documentation 
of the evidence of these needs, as well as appropriate 
program proposals 

3. evidence that efforts have been made to coordinate 
the Title I program with the other education programs 
and agencies operating in order to prevent duplication 
of services 

4. review of the regular school program to see if it 
meets state standards and to see if modifications are 
necessary to integrate the basic program with the 
Title I program 

5, a clear statement of the program's objectives 

6. evidence that the needs of low income children at
tending private schools have also been considered 

7. concentration of services on those children who have 
priority needs for such services 
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8. staffs with appropriate educational backgrounds and 
effective in-service training in ratios that will 
provide individual contact with students 

9. activities that attempt to involve the parents 

10. provisions for evaluations of the programs' activities 
including a description of the methods and procedures 
to be used in the evaluation. 7 

The main theme throughout these guidelines is an emphasis that 

Title I is a supplemental program, and that Title I funds are not to 

be used in funding the regular school program. It then remains the 

responsibility of each local district to put into operation its 

particular program. At the end of each academic year the state 

coordinator is then expected to review each local district's eval-

uations to determine if the program should be continued. 

After the first year of operation (1965) it was found that 92 

per cent of the educational agencies were eligible for Public Law 

89-10 (ESEA) benefits. Only about 62 per cent, however, participated 

in the Title I programs. Expenditures per pupil ranged from $25 to 

$227 with the average expenditure per pupil being $119. Total funding 

was $987.6 million which served approximately 8.3 million children. 

Most of the Title I programs involved children between grades one 

and six and over one-half the funds went towards instruction. John W. 

Gardner, who was Secretary of HEW at that time, described the impact 

of Title I funds as "dramatic," "changing the scene in thousands of 

school districts across the country. Educators, administrators, 

and teachers suddenly had additional resources to seek new ways of 

handling old problems." 

7
Title I ESEA Program Guides, Department of Health, Education and 

Welfare, August, 1969, Office of Education, Washington, D.C. 
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At the time that ESEA first went into effect, there were no pro-

visions made fo:r the 50,000 Indian children attending Bureau of Indian 

Affairs schools,, BIA boarding schools served those children who lived 

in areas of such low population density that daily attendance at the 

nearest school was impossible. BIA also controls several day schools 

in those locations where states and local communities do not serve 

the Indian student. 

Congress recognized the priority educational needs and problems 

of the Indian children and on November 3, 1968 specifically authorized 

BIA participation in Title I funding. 8 

During the first year of Title I after the November 3rd amend-

ments were added, five million dollars was transferred from the HEW 

Budget to the BIA budget. The regular allocations provided boarding 

school students and day students with supplemental funds. The Title I 

funds distributed on January 1967 added approximately $100 per child 

for the remaining school year. In both 1968 and 1969 BIA Title I 

funds were increased to nine million dollars, thus providing approximately 

$161 per child. The analysis of these funds show they went to 96 dif-

ferent projects (of which 51 were local projects) such as curriculum 

development or in-service training and 18 central office programs. 

Twenty-one programs were on the agency level, and six were on the 

area office level. 

8 

Allocations are based on proposals submitted to the 
area offices. These proposals are then sent to Washington, 
D.C. for approval or disapproval by the Title I coordinator. 
Almost all children attending BIA schools are eligible 
under Title I. The money is then distributed to area 
offices. The Title I coordinator within each area office 

Report of .Evaluation of BIA Total ESEA, Title I, Program Fiscal 
Year 1968, AVCO .Economic System Corporation, Evaluation Report, 
October 1968, Washington, D.C., p. 11. 
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then allocates the money to each school according to 
population distribution. 9 

Area offices play a major role in both approving and supervising Title I 

projects. AVCO Economic Systems Corporation's evaluation report min-

imized the role that the central office plays. It points out that 

with the area offices' relative freedom, geographic separation, and 

need for early approval, it has tended to limit central office authority 

to upholding minimum standards, rather than to awarding funds to the 

better designed projects. 10 

Examining the Title I code, we find that it is essentially a 

program-oriented approach, designed to alleviate certain educational 

needs of low-income family children. Because of this individualized 

emphasis, the ESEA permits the local school districts discretion in 

administering and designing these programs. Despite this freedom 

the majority of programs throughout the school districts demonstrate 

an astonishing similarity in content and method. Rarely does one 

find programs with innovative ideas. The successful school districts 

are not necessarily those that have better types of programs, but 

have more efficient and effective administration of the programs. 

An element that distinguishes the various school districts is 

how each defines 'special', 'remedial', or 'compensatory'. Often 

what one school district defines as a special program is included 

in the regular academic curricula offered by another school district. 

Most often the poorer school districts have the more limited normal 

academic curricula. Since most of the eligible Title I children 

9Interview with Paul Melchor, Bureau of Indian Affairs Office, 
Minneapolis, Minnesota, May 3, 1971. 

10AVCO Economic System Corporation, Evaluation Report, October 
1968, Op. Cit., p. 14. 
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attend school in these districts, one often sees Title I funds going 

into what these poorer school districts would define as special pro-

grams and into what most educators would consider to be a part of 

normal academic curriculum, i.e., music classes. 

Most of the Title I funds are directed into activities involving 

elementary school children in the primary grades. The general belief 

behind this plan is that it is with the younger children that the funds 

will have the most dramatic effect. In HEW's analysis of the 1967-68 

expenditure of Title I funds, it was found the $1.057 billion was 

spent. Of that total, $853 million went to instructional programs 

and student services; $117 million was used for plant maintenance and 

operation, summer programs, and costs of administration; $57 million 

was used for construction and building equipment; and $14.5 million 

was spent on instructional equipment. The greatest expenditure of 

Title I funds, 67 per cent of the total, was used for salaries.
11 

Finally, one arrives at the deliniation of the various services. 

Title I programs include special reading and language instruction, 

teacher-aides, j_n-service training, cu1 tural enrichment, pre-school 

programs, transportation, science and mathematic development, vo-

cational activities, and health, physical education and recreation 

instruction. All of these activities within Title I are designed around 

a one-year orientation, since each year appropriations must be made 

anew and program proposals must again be submitted. 

The area of greatestconcentration was the special reading instruction 

which accounts for nearly 47 per cent of all teaching expenditures in 

the school year 1967-68. The other specific area of high concentration 

11Education of the Disadvantaged, United States Department of 
Health, Education and Welfare, April, 1970, Washington, Government 
Printing Office, 1970, p. 86. 148 



was in the cultural enrichment activities which, in this particular 

study, included art and music instruction. 

One controversial area of Title I expenditures involves the use 

of funds for life-support services such as food, clothing, medical 

and dental services. Many critics feel that these needs should be 

fulfilled by existing support services designed specifically to ful-

fill such needs rather than Title I which, theoretically, deals with 

educational needs. Advocates of such expenditures counter that a 

starving or physically ill child must first be healthy before ed-

ucational enrichment can be of any benefit. 

One last pattern of expenditures relevant to our study is the 

changes in funding direction from 1965 to the present. In the first 

year of operation, nearly one-third of total expenditures went into 

equipment and instruction; whereas in 1967-68 equipment and instruction 

accounted for only 10 per cent of the total. Similarly, instructional 

programs and student services increased from 59 per cent to 80 per cent 

of the total. 

In order to discuss those Title I services available especially 

for the Indian child, one must first examine the special educational 

needs of Indian children. AVCO's research for the BIA listed the 

following as basic needs facing the Title I programs within the BIA. 

1. speech in conformity with patterns of standard English 

2. understanding of the purposes of education 

3. development of self-identity and self-confidence 

4. acceptance as an equal, as an individual 

5. heightened aspiration and motivation to realize their 
potential capacities and a willingness to initiate 
self-improvement 
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6. feeling of belonging in the school and conununity 

7. development of positive self-expression and work 
hacbi ts 

8. attention to physical defects and poor health habits 

9. knowledge about and pride in their Indian heritage 

10. knowledge concerning li v:i.ng in modern American society 

11. elimination of fear of failure, ridicule, embar
rassment 

12. participation in school and conununity activities 
outside the classroom 

13. classroom techniques which deviate from the con
ventional approach 

14. teachers with understanding of the background and 
problems of these pupils 

15. ability to conununicate with school officials 

16. presence of successful Indians in the conununity 
to serve as role models 

17. experimental background that will motivate learning 

18. reassurance and encouragement that there is a role 
for them in society 

19. improved skills in reading, arithmatic, and in other 
academic areas 

20. special educational services during the cultural 
transition periods 

21. meaningful curriculum geared to the needs of in
dividual students and to occupation possibilities 
of the area 

22. encouragement to learn good English as well as to main
tain fluency in their native language 

23. effective communication between teachers and counselors 
and students and parents 

24, school understanding of the traditional Indian family 
and how it affects the educational progress of Indian 
children 

25. school leadership in strengthening the educational 
motivation of students, parents, conununity, teachers 
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26. placement of teachers in teaching situations 
compatible with their ability and training 

27. student comprehension of educational options and 
opportunities which are available to them 

28. encouragement to remain in school 

29. motivation of parents to help them to understand 
the importance of keeping children in school 

30. maintenance of records of students transferring 
from school to schoo1 12 

These educational needs came from several different sources. 

First among these was the poverty of many Indian children. More spe-

cifically Indian children in school face a conflict of dual cultures, 

language barriers, geographical isolation, and a renewed need for 

cultural identity and pride in their heritage. Programs should be 

specifically designed to meet these recognized needs. 

AVCO's analysis of BIA expenditure of Title I funds indicated 

the following distribution for school year 1967-68 for a total of 

96 projects. 

Component 

Remedial reading 
Guidance 
Teacher-aide 
Enrichment 
In-service training 
Pre-school 
English as second language 
Recreation 
Other 

12 

Number of Projects Containing 

23 
28 
37 
45 
18 

4 
11 
13 
48 

AVCO Economic Systems Corporation, Evaluation Report, October 
1968, Q£. Cit., p. 5-6. 

13
Ibid. p. 27. 
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Within these areas the provision of bi-lingual Indian teacher-aides 

to school staffs has been one of the most frequent uses of Title I 

funds. They relieve teachers of some of their work load, increase com

munication which enriches the learning experience, and provide emotional 

support for the student. 

Enrichment programs are another area of emphasis with "Moms and 

Pops" programs, field trips, and recreational programs. Not directly 

aimed at the academic dilemma, enrichment programs are geared to social 

and cultural needs. 

One peripheral affect of Title I has been the impetus toward 

greater involvement of community groups. BIA has begun to involve tribal 

organizations and parents in planning educational projects. Many of the 

enrichment programs had parents serving as the "Moms and Pops", or 

chaperones, on the field trips. This has tended to strengthen the 

various programs and has produced a higher percentage of successful 

results. 

Probably one of the most distinguishing features of the BIA use 

of Title I funds, ~s opposed to state use, is that BIA has been able to 

deal solely with Indian children's problems. Thus several innovative 

services and activities have come from the BIA. But both controlling 

agencies have emphasized the use of Title I funds for teachers' aides 

and in-service training, remedial reading and English language programs, 

and cultural enrichment programs. BIA schools have tended to emphasize 

the cultural enrichment aspect with many innovative ideas. 

Although all the literature contains reams of material discussing 

and evaluating the Title I Act, the usual conclusion made is that it 

is nearly imposE;ible to adequately evaluate Title I 's success. In 1969 
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the National Advisory Council on the Education of Disadvantaged 

Children declared: 

Success in making up for the educational deprivation 
which stems from poverty requires a strategy for blending 
the resources in an integrated program that strikes at both 
roots and consequences of disadvantage. The details of 
this strategy, however, have by no means been clear. For 
one thing, we still have not had sufficient experience with 
Title I, or compensatory education programs generally, 
to be able to fully and fairly evaluate their potential. 
For another, the limited evaluations of Title I programs, 
together with the wide variation in content and quality of 
data submitted to the Office of Education have prevented 
any overall statistical evaluation of the first years of 
Title I on a nationwide bases.l4 

These comments typify the general attitude of the people involved with 

Title I administration or evaluation and were the most common complaints 

of the people interviewed. 

The federal requirements within the BIA for evaluating Title I 

are given to all participating school principals. The principals 

submit their evaluations to the area office which then submits sum-

marized evaluations to the central office. They are asked to: 

14 

l. State project proposals; describe components; show how 
components will achieve goals; present and utilize 
methods for assessing. 

2. Maintain data and personnel accounting systems. 

3. Sponsor series of workshops and educational assessment 
to develop an interest. 

4. Include an annotated bibliography of standards used to 
assess success. 

5. Conduct research on standards more appropriate for 
Indian children. 

The National Advisory Council on the Education of Disadvantaged 
Children, 2£· Cit., p. 3. 
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6. s·,candardize tests and records. 

15 
7. Account for cost throughout the project. 

The last requirement seems to be the chief "standard" by which 

many of the programs are evaluated. The majority of the literature 

discussing the programs devotes most of its time to analyzing how and 

where the funds went. One is informed that 30 per cent of said funds 

went to health, whereas 40 per cent went to English. This breakdown, 

however, says little about the success of the programs. 

In reviewing the research literature concerning Title I programs, 

one notes a consistent tendency. All discussion seems to be limited 

to explaining that X amount of funds went to program A and one-half 

of that amount to some other area. This makes assessment of the pro-

gram from research literature (especially concerning distribution of 

services) very difficult. For example, a remedial reading program may 

involve a great deal of expense for the reading material, special equip-

ment, and enough teachers to maintain an adequate teacher-student ratio. 

Thus to serve 200 children may involve considerable expense and time 

before the goals can be achieved. Yet the same children could be 

involved in a different set of activities that receive proportionately 

very small percentages of the funds and yet be able to accomplish its 

goals. Consequently, one must question the worth of 150 page reports 

consisting of numerous tables that say nothing. 

The NAACP attacked the use of said funds in"An Even Ch.ance,"ridiculing 

the BIA's and state's breakdown by component units such as reading or 

cultural enrichment, They were more concerned with to whom Title I 

benefits were going. Serious charges were made that Title I funds 

15 
Report of Evaluation of BIA Total ESEA. Title I Program Fiscal Year 

1969, AVCO Economic System Corporation, October, 1969, Washington, D.C., p. 61. 
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were, in state schools, providing general aid and often with subsequent 

16 
lowering of property taxes for the white middle-class taxpayer. Thus 

a serious weakness in the regulation and evaluation of Title I would be 

the apparent inability to ensure that Title I was benefiting the children 

who needed it, The evaluations recognized this weakness but failed to 

offer a workable solution. 

The 1969 National Advisory Council pointed out two other problem 

areas in evaluating the programs. The learning process is inherently 

a long-term process and recognizing the relatively short time period of 

the Title I Act for Indians would help explain the lack of effective 

evaluations. Furthermore, the achievements of the program are so varied 

that comparative standards of measurement are rare. Since the BIA and 

State offices seem to recognize evaluations only of a statistical nature, 

few evaluations are possible. To compound the problem, the evaluations 

from schools are often so varied in type and quality that it is nearly 

impossible to use them in a comparative analysis. Geographical iso-

lation creates an even greater gap in the evaluations and standards of 

the BIA Title I programs. Melvin Cardova, a Title I coordinator, summed 

up the problem. "How does one evaluate a cultural enrichment program? 

The child is subjected to totally new environments, meets new people, 

finds new values, and opens his horizons. How does one measure such an 

.. 17 
educational experience? 

16 
"An Even Chance", NAACP Legal Defense and Educational Fund Inc. 

New York, 1971, Printed by Graphics 4, Annandale, Virginia, p. 61. 

17 
Interview with Melvin Cordova, Superintendent, Cuba High School, 

Cuba, New Mexico, December 22, 1970. 
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Every report conunented upon the vital role evaluation must play in 

determining which programs are not contributing to the Act's objectives. 

The unanimous comment upon the methods of evaluation called for a 

refinement of the measurements of success as well as a recognition of 

the diverse faces of success. 

As already :Lndicated in the described literature, r,mch of the 

material discuss•?S and evaluates the programs offered under Title I. 

The usual conclusion made is that it is nearly impossible to adequately 

evaluate Title I's success. One point that must be made clear is that 

we still have not had sufficient experience with Title I, or compensatory 

education programs in general, to be able to fully and fairly evaluate 

their potential. 
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PART III 

METHODOLOGY OF S T U D Y E V A L U A T I 0 N 0 F 
H T A T E A N D B I A P R 0 G R A M S AND S U M M A R Y 

M E T H 0 D 0 L 0 G Y 0 F T H E S T U D Y 

Title I has made a significant impact on education in the state 

of New Mexico. From its inception it was never intended to be a panacea 

for all the ills of education. Its effect has been rewarding and its 

promise for the future most gratifying. 

The first two parts of this study described briefly the Title I 

programs in the Bureau of Indian Affairs. It is hoped that the author 

will be able to compare programs offered by the Bureau schools and 

those offered by state supported schools. By doing this, the author 

may determine who is performing according to the standards set by the 

Washington office. 

In securing data pertaining to Title I an interview method was 

employed. By using this method it is hoped that the following questions 

may be answered: 

l. What is the distribution of low income families in 
relation to Title I funds allocations? 

2. What programs are provided and funded for Indians under 
Title I? 

3. What are the controlling agencies? 

4. What evaluation is or has been done since the passage 
of the Act? 

Four school districts were selected based on high Indian student 

enrollment. The coordinators interviewed were: 

Frank Sanchez --Albuquerque School District 
Richard Kloeppel -- Bernalillo School District 

Melvin Cordova -- Cuba School District 
Richard Clifton -- Jemez School District 
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Also interv:Lewed were Donald Harvey and Paul Melchor. Mr. Harvey 

is the Title I state coordinator, Department of Education, Santa Fe, 

New Mexico. Mr. Melchor is from the BIA Office, Minneapolis, Minnesota. 

He does related work with Title I funds. Direct observation of some 

of the programs was possible, and detailed information was secured 

through the cooperation of the schools. 

E V A L U A T I 0 N 0 F S T A T E P R 0 G R A M S 

Donald Harvey was contacted in order to get information on Title I 

programs and fund allocations in the state of New Mexico. He gave a 

general description and evaluation of the programs in the state. He 

also gave a detailed description of fund allocations to school districts. 

Part II described the method employed in distributing funds. Three 

tables are listed in the appendices. Table l is a list of all the 

school districts. Under each district instructional activities and 

supportive services offered by that particular district will be found. 

A + is placed by each school district which has Indians enrolled. In 

Table II one wiU find the total allocations of funds for the 1970-71 

school year. Sehool districts within a county are listed. The four 

columns on the right give the totals of children in "low-income," 

"A.F.D.C.", "Neglected" and those children in "foster homes." These 

are children aged 5-17. Indian enrollment is also indicated by an asterisk. 

Table III estimates the number of resident school-age children by 

school district for the 1970-71 school year. Also given is the total 

school population of each school district. An estimated number of 

participants in Title I programs for the school year 1970-71 are in-

cluded in Table III. 
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New Mexico has a composite of three basic cultures: Indian, 

Spanish, and Anglo. The bi-lingual child is both blessed and handicapped. 

When he has mastered both languages it is an asset; until he does, 

however, the problem is acute. The transition from the language of 

one's cultural heritage to another presents a significant barrier to 

learning. 

In order to smooth this transition, according to Mr. Harvey, the 

Gallup school district developed special reading materials for Navajo 

children. Pre-primary studies were conducted to make sure the content 

was based on experiences that were familiar to the children. Stories 

used were tales and legends provided by Navajo parents. They were 

illustrated by Navajo artists. The project cost $13,000 including the 

painting, illustrations and addition of five part-time personnel. 

This highly motivational material will be available to thousands of 

Navajo children in the years ahead. 

Mr. Harvey indicated that one school system formulated a very 

effective innovative approach to the natural sciences using Title I 

funds. The program was designed to encourage students to remain in 

school by providing a practical laboratory course which would be of 

value to the academically disadvantaged as well as to the average and 

above average student. Results were remarkable. Students who were 

potential dropouts achieved a measure of success. 

Some schools have installed learning laboratories under Title I. 

This equipment and other teaching aids provided the Title I schools 

with help in developing an ability for independent study and provided a 
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proper learning climate for the slow learner. Two and one-half remedial 

reading instructors, one at the secondary level and one and one-half at 

the elementary level, were employed by this school system through 

Title I. This enabled more individualized instruction. 

New Mexico has long needed kindergartens for its school children. 

For the disadvantaged child the absence of kindergarten or pre-school 

training to supply the necessary social and instructional impetus 

provides an even greater handicap. To help alleviate this acute 

situation, Title I funds have been used by school districts to start 

kindergarten and other early childhood education programs. 

Three of the four school district personnel interviewed did have 

kindergarten programs in their schools.. Some schools planned a pre

academic project to aid students before they entered a program. These 

were for children who suffered from a severe adjustment problem and 

needed the extra experience before regular school activities. Basically, 

the objectives were to improve the verbal functioning ability of the 

children and to improve the child's expectation of success in school. 

The project was also designed to help the children cope with their 

emotional and social instability. 

It is interesting to note the two programs Mr. Harvey, as state 

coordinator, found most worthy of remark. The first was the Little 

Navajo Reservat:Lons 's Summer School. In this program the teacher and 

three aides lived on the reservation and traveled from home to home. 

School was held outdoors. Observing the students, Mr. Harvey commented 

several times upon the great interest the children demonstrated in 

their activi tie::l. The other school was a Gallup elementary class of 
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sixth graders who took a cultural enrichment trip to California. 

No evaluations were shown to the interviewer, but Mr. Harvey commented 

on the difficulty of evaluating such an activity as a trip to California. 

Although the project was costly, Mr. Harvey said that the experience gained 

by the children could not have been made otherwise. The use of parents 

on this trip as chaperones was reported to be highly successful. For 

many parents, it was thEir first time off the reservation, and some 

of their experiences were as new to them as to the students. 

Supportive services are also funded by Title I. These exist to 

supplement the instructional areas. Hot lunches, clothing and shoes, 

counseling, social work, nursing and direct medical and dental care 

are among the many services provided. Other areas included are speech 

therapy, transportation, and special services for the handicapped. 

Local school administrators have been quick to make the supportive 

activities available to disadvantaged children in their districts. 

In the interview with Mr. Harvey, he clarified the allocation of 

funds to low-income Title I participants. The four sources used to 

identify the children eligible for Title I benefits are: 1960 census, 

AFDC from the Health and Social Service, Foster Children lists, and 

Institutions for Neglected or Delinquent Children rolls. These lists 

are sent to Washington, D.C. where it is determined how much all of 

New Mexico is to receive, and then the funds are pro-rated by county. 

The state office then requests that each school district send in the 

proposals for its programs. Before this each school district has been 

informed by the state coordinator of the money available if the programs 

are found acceptable. Included with the program proposals submitted 
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must be lists of eligible participants, total school enrollment, and other 

schools in the a.rea. The state, acting as a controlling agency, accepts 

or rejects the programs and makes the funds available on a quarterly basis. 

It further requires a monthly report from each principal whose school 

is participating in the program. The state bases its allocations to 

each school on the roll lists the schools have submitted. It takes a 

percentage of low income children as compared to the district average. 

Each district ha,.s its own cut off point for eligibility of Title I 

benefits. 

Aside from controlling distribution of funds and regulating 

programs the state departments also must do the evaluations. As state 

coordinator for New Mexico, Mr. Harvey developed his own system. He 

required that aE: each school evaluated its programs, it must list 

the goals; indicate how successful they were in attaining these goals; 

describe its programs; and fulfill the federal evaluation requirements. 

He indicated how difficult it is to determine the relative success 

of these Title I programs since there is no single absolute measuring 

stick. He found that many of the most successful programs did not 

indicate their value through figures or money spent. He felt it was 

necessary to see the program in action before attempting any evaluations. 

In evaluating the administration and structure of the Title I 

program, Mr. Harvey indicated several weaknesses. He pointed out that 

the use of the 1960 census created a ten year gap between the real 

situation and the program's perspective. He also commented that at the 

time of the 1960 census, many Indian families "had been too proud" 

to ask for any aid or to reveal how low their annual income was. Thus 
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many of Lhe children who should be considered for Title I participation 

are not even being jncluded in the fund allocation. Another problem 

was to ensure that the Title I funds were not used for general aid. 

He mentioned that as state coordinator he had ~ncluded in th~ evaluation 

a question asking if Title I funds were not allocated to said school 

if that school would be able to maintain its present standards within 

the general curriculum. 

Some highlights of programs offered throughout New Mexico have 

been mentioned. The remainder of this part will deal specifically with 

those schools or personnel interviewed, namely, Albuquerque School 

District, Bernalillo School District, Jemez Valley School District and 

Cuba School District. Table I lists programs offered by each school 

district. 

The Albuquerque School District serves some 86,711 children. Of 

this total, 1,560 Indian children are attending this school system. 

Mr. Frank Sanchez indicated that from kindergarten through 6th grade 

reading and language arts are emphasized. He said that resource teachers 

are hired under Title I. With these aides they are able to have small 

groups for individualized instruction. This also allows them to try 

different approaches. Although these programs do provide much help 

for the child, namely counseling programs, speech therapy, health and 

nursing, library programs and migrant programs, he said that the most 

important one was their kindergarten program. As a result more money 

is spent on this program than the others. The classes are small, each 

class has an aide, children learn how to learn. Parent involvement has 

been a big factor. According to Mr. Sanchez this is their best program. 
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When asked if he provided any programs especially designed for 

Indian children, Mr. Sanchez said that no special programs were provided. 

He felt that by j_ntegrating all the ethnic groups there would be fewer 

problems later on. All the children recieve special attention as the 

need arrives. He thought that where there is a larger concentration 

18 
of Indians, some other type of program could be designed. 

In the Bernalillo School District Indian children outnumber the rest. 

Of 2,727 students, 1,363 are Indian children. The following instructional 

activities and supportive services are provided for the children: art, 

cultural enrichment, English - reading, English - language arts, English --

second language, mathematics, natural science, kindergarten, attendance, 

food, guidance counseling, health - medical, library facilities and 

transportation" 

Richard Kloeppel, coordinator for the district, seems much more 

concerned with the reading abilities of all the children in the school 

system. He places more emphasis on reading and the use of English 

as a second language. It was pointed out that 1,363 children were of 

Indian descent and 1,228 of Spanish descent. The Spanish children 

speak their native tongue fluently, as do the Indian children. Of the 

twelve teachers under Title I, most are connected with the reading 

program or involved with language arts. The others are a librarian, 

a physical education teacher, an elementary counselor and a reading 

specialist. 

18Interview with Mr. Frank Sanchez, Coordinator of Title I, Albuquerque 
School District, Albuquerque, New Mexico, December 29, 1970. 
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When Mr. Kloeppel was asked if he had any special programs for 

Indians, he said he did not. He stated that whatever programs are 

offered under Title I all Indians are to participate. He also said 

19 
that the Indian child always benefits from such programs. 

According to Richard Clifton, Title I coordinator of the Jemez 

School District, the system concentrates on two programs, reading and 

language arts, and cultural enrichment trips. The number one expen-

diture is reading and language arts. The concentration begins at the 

elementary level. He stated that there are two ungraded classrooms for 

those students in grades one through six who are labeled "potential 

failures" and therefore referred for special help. Mr. Clifton in-

dicated that these students get individualized instruction and are 

allowed to progress at their own pace. After one year, many potential 

failures were performing one or two grade levels above their previous 

level. Test scores have also indicated an increase in the reading ability 

of these children. Special programs for Indians are not provided. 

Programs offered are for all those who qualify under Title I. 

A total of five aides are employed under Title I. Mr. Clifton 

feels that a majority of the potential failures are Indian children, 

so four of the five aides are Indian. 

Funds are also spent for cultural enrichment trips. Trips taken 

have been to Carlsbad Caverns, Mesa Verde in Colorado and to the Tramway 

20 
near Albuquerque, New Mexico. 

19Interview with Richard Kloeppel, Coordinator of Title I, Bernalillo 
School District, Jemez Pueblo, New Mexico, December 18, 1970. 

20Interview with Richard Clifton, Coordinator of Title I, Jemez 
Valley School District, Jemez Pueblo, New Mexico, December 18, 1970. 
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Mr. Melvin Cordova of the Cuba School District began his interview 

by saying that the majority of his students are Navajos, and the main 

problems seem to exist among this particular group of students. 

One of the problems is that most of these children do not under-

stand the English language. He concentrates on this problem from the 

pre-school through the sixth grade. From kindergarten through sixth 

grade the children are under what he calls individual prescribed instruction. 

Under this program they do extensive working in reading, English as 

a second language and math. In this program the child can advance at 

his own pace. ~No special resource teachers are hired under Title I 

to help in the English classes. Every classroom has a Navajo aide. 

Mr. Cordova beli12ves that the number one expenditure should be on 

programs provided from kindergarten through sixth grade. A total of 

24 teacher-aides are provided under Title I. 

Cultural enrichment programs are next on his list of priorities. 

A 100 per cent participation exists in these programs. Since these 

children are not exposed to those things that one finds in a metro-

politan area, tr:Lps are taken to such places as airports, train depots, 

dairies, and tramways. Occasionally they stay in motels, where the 

children attend an evening dinner where proper dress and etiquette are 

required. Mr. Cordova stated that it is a wonderful feeling to see a 

Navajo child cooorrunicating with a non-Indian. As a result of these field 

trips, the children are able to share the same experiences and to 

21 
talk about them at home. 

21 In1;erview with Melvin Cordova, Superintendent, Cuba High School, 
Cuba New Mexico, December 22, 1970. 
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The state coordinator mentioned two projects in which only Indians 

were involved. A project called "Opportunity for All" has been in 

operation since 1969 on the Alamo Navajo reservation near Magdalena, 

New Mexico. This mobile school is run entirely by the Navajo people. 

There, the children have an opportunity to learn various skills, as 

well as constructive use of leisure time in the recreation program. 

The Alamo children get many needed experiences from this school through 

the use of field trips, audio visual materials and an opportunity to 

develop appreciation of their own habitat. 

E V A L U A T I 0 N 0 F B I A T I T L E I 

In the short time Title I has been in effect, it has provided the 

funds and impetus for innovation and change at several levels. One of 

the administrators at the Institute of American Indian Art in Santa Fe, 

New Mexico felt that the educational system could have been improved 

more effectively by a direct increase in the regular budget. Other 

school administrators feel that a special program such as Title I, 

which encourages innovation, permitted them to try new techniques on 

an experimental basis. 

BIA projects differ somewhat from those of the state. The fol

lowing is a breakdown of the components mentioned in Part II. 

REMEDIAL READING 

There is ample evidence of the academic retardation of Indian 

children as compared with their middle-class peers. Bureau schools felt 

that reading skills in particular needed special attention since reading 
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is necessary in all academic areas. Some bureau schools have started 

special remedial programs to help Indian children master reading. In 

these projects, teachers were able to provide individual attention and 

supplementary materials and thus deal more directly with the students' 

reading problems. A teacher at Albuquerque Indian school suggested that 

the results were favorable, but quite subjective. Almost all pupils 

were reported as reacting favorably to the program, enjoying the 

material and becoming better readers. 

Some BIA staff are confident that they detect improved student 

self-concepts and attitudes toward learning as a result of the remedial 

and developmental programs. The opportunity for a genuine success in 

the remedial program and the increased skill and confidence in reading 

was felt to have much carry-over into the rest of the students' work. 

GUIDANCE 

Another area of intensive Title I efforts is guidance programs 

since the majortty of BIA schools do not have adequate professional 

counseling programs. J.B. Kelley enummerated several reasons for 

Indian children"s need of counseling. Among thse were conflicting 

cultural pressures, high instance of instability, lack of positive 

self-image and lack of experience in the society apart from the reser

vation. One of the major emphases of the programs was to involve 

parents so that they could help with the guidance as well as helping 

to narrow the gap between school and home. Albuquerque conducted a 

very successful guidance program in which two counselors visited the 

student homes on the reservation hoping to reduce the gap of mistrust 
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and lack of interest between home and school. Because of the program, 

the 1967-68 school year had a notable decrease in dropouts. Approxi

mately one-third of these students had referred themselves. 

One of the weaknesses of the guidance programs was the staff 

limitations that created a poor student-staff ratio. A part of this 

poor ratio was due to inadequate training of many of the staff so 

that much more time was spent preparing and working outside of class 

(due to lack of background and familiarity with the subject). There 

still needs to be more involvement of parents and community with the 

student problems. This is especially noticeable in the drop-out 

rates and lack of job opportunities after graduation. For the students 

in boarding schools, the lack of parental guidance due to geographical 

separation or broken homes, is apparent. 

Thirty-seven of the 96 programs had teacher-aide programs. Aides 

helped supply additional services, increased individual attention, and 

helped bridge the cultural and linguistic gaps between student and 

teacher or school. Most of the aides had high school diplomas and 

all were members of the Indian community. This was because one of the most 

important functions of the teacher-aide was as a cultural liason for the 

children. Similarly, the aides were usually bi-lingual. Three teacher's 

aides were used in the Alamo summer school program in the mobile unit. 

All three were Indian students on the high school or college level who 

not only relieved the teacher of a heavy work load, but helped with the 

younger children especially in language problems. 

The most important strengths of the teacher-aide program was its 

encouragement of community-home-school ties. Teacher-aides helped 

169 



involve local people with the education process, and it has increased 

interest among many Indian students in the profession of teaching. 

The aides helped in language difficulties, were a reassuring element 

for the younger children, helped improve behavior and attitudes of the 

students, and made the teachers more aware of the areas of student 

problems. 

One of the weaknesses of the program was the lack of qualified 

applicants for teacher-aide positions. This problem was compounded by 

the lack of adequate training and preparation of the teacher-aides. 

Training of the teacher-aides was inconsistent and often depended upon 

the initiative o:E the teacher with whom the aide was to work. The 

participants were often hired one day and put to work the next without 

any idea of what to expect. The same problem plagued the teachers who 

had no previous •?xperience working with aides. 

Altogether the teacher-aide program has been one of the most 

popular and successful of the Title I activities. It offers hope not 

only to the s tud,=n t, but also the community, the s choo 1, and the aide 

who often is a student or recent graduate. 

CULTURAL ENRICHMENT 

Cultural enrichment programs are being defined as those which 

supplement the regular academic program through the use of cultural 

and/or artistic activities. Most of these programs consist of field 

trips as the main technique for broadening the experience of the child. 

Some schools, however, added art, music and drama instruction, concerts 

or film programs and "Indian clubs" which studied Indian costumes, 

songs and dances. 
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A commonly reported benefit of a field trip was an increase in 

vocabulary and language practice. Ordering from the menu, asking 

questions, writing thank-you letters and describing their experiences 

provided motivation for development of the students' language skills 

and for practical application of these skills. 

Teachers stressed the practice in personal responsibility, such as 

making small purchases for the trips, ordering in restaurants, and 

living in a motel. This was frequently the students' first experience 

in activities which are taken for granted by middle-class Anglo youngsters. 

Albuquerque Indian school, for example, involved students in pre

planning and making travel arrangements. Students were organized into 

groups with students assuming the responsibility of leadership for 

trips requiring nights away from campus. The leaders were responsible 

for their groups' observance of behavioral regulations which had been 

set prior to the trip. Other students were made responsible for luggage, 

taking pictures, making tape recordings, etc. 

Since development of self-confidence and a positive self-image in 

the students is important to the program, it is clear that more should 

be done in this area, One significant way would be to increase involve

ment of students in planning and implementation of field trips, cultural 

programs, and the like, and to encourage them to assume leadership roles 

among themselves. 

IN-SERVICE TRAINING 

In-service training involves education of teachers and administra

tors, provision of guidance, personnel and aides for school board 
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members, to add to their skills and knowledge and thereby increase their 

ability to serve th•~ students. Programs vary widely from individual 

schools which hire outside consultants to provide additional l.nstruction 

in after-school sessions, to area-.vide and bureau-.vide programs in which 

participants move to university campuses for intensive college-level work. 

PRE-SCHOOL 

Extending educational services to the pre-school child has been 

increasingly recognized. Particularly in the case of children from 

culturally different areas, or children who do not speak English, broad 

cultural experiences and school routine have been found to contribute 

to later academic performance. At Jemez Pueblo, New Mexico, for example, 

the programs emphasized learning of school routine, social skills and 

directed play. Cla.sses ranged in size from 14 to 27. All were staffed 

by a teacher and an aide able to speak both English and the native 

language of the stUldent. 

ENGLISH AS SECOND LANGUAGE 

Systematic programs in English as a Second Language (ESL) in the 

BIA schools are only in the beginning stages. Title I, however, has 

served as an impetus to establish an ESL project which utilizes tech

niques such as teaehing of oral English by the use of "pattern" sen

tences, the use of language laboratories and the like. 

There is relatively little published ESL material which is suitable 

for Bureau schools without some adaptation. A program at the United 

Pueblo Agency, Albuquerque, New Mexico initiated the use of staff trained 

in ESL to provide training and assistance in these new techniques. 
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RECREATION 

Particularly in boarding school, when the after-school hours are 

frequently too empty, recreation programs provide enjoyable and healthy 

activity. Such activities have been highly valuable, especially in the 

first few weeks of school, to help students "get acquainted." For example, 

a recreation director at Albuquerque Indian school used the excellent 

riding ability of a Navajo boy "too shy to speak" to involve him in 

instructing other less able students, a task which he was soon per-

forming with skill and enthusiasm. 

Although the effect on self-image of recreational programs is dif-

ficult to assess, it is frequently suggested by instructors and observers 

that well-planned programs of sports, games and social activities can 

provide an opportunity for a student to acquire a genuine sense of 

competence and achievement. 

C 0 N C L U S I 0 N S F I N D I N G S A N D 
R E C 0 M M E N D A T I 0 N S 

It has been indicated that Title I will not cure all the educational 

ills in New Mexico. Title I has been in existence for five years. In 

this short span, it has provided a badly needed influx of funds. Many 

administrators interviewed indicated that without Title I funds, many 

schools could not have operated this year in the face of inflation and 

increased enrollment. 

Title I is not the whole answer. There must be more cooperation 

within schools so that programs are more effective. Coordinators have 

indicated that the certain needed morale is lacking among staff members, 

and this tends to downgrade Title I programs. 
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~~-------~~--~~~ -~~-

Title I programs have provided many experiences for the dis-

advantaged child. This study indicates the areas where children in 

need are neglected, many indirectly. This author's conclusions pertain 

to the northern part of New Mexico and the success or failure of its 

schools to improve the opportunities for educationally deprived children. 

The conclusions stated below will affect some Title I programs in the 

state. The single large conclusion of this study is that the needs of 

the children are great, and that Title I is meeting some of these needs. 

1. The children involved in these programs need cultural 
improvement and improvement in attitude toward self. 

2. Title I programs were effective in bringing about 
improvement in teacher attitudes, in behavior toward 
disadvantaged children, and in methods used with 
disadvantaged children. 

3. Aides contributed greatly to all programs und<er Title I. 

4. Qualified special teachers in reading and other areas 
did much to make certain programs successful. 

5. Effective use of equipment, materials, and supplies 
purchased with Title I funds have contributed greatly 
to the success of the programs. 

6, Those schools that offered summer school were very 
beneficial to educationally disadvantaged children. 

7. Title I activities have resulted in an improvement in 
community attitudes toward educational opportunities 
for the children. 

The history of public education of Indian children is so replete 

with failure that large segments of the Indian community have begun 

to challenge the assumption that white dominated and controlled public 

schools can respond to the needs of the Indian young. If the whites do 

try to destroy Indian culture, the only recourse is for Indian people 
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to assume entire responsibility for the education of their children. 

This may be happening in other areas, but the author does not think 

this is occuring in New Mexico. 

In this study it has been found that in many school districts 

Indian children are a majority of the school enrollment, but their 

parents have no power to influence educational decisions. In some 

conununities Indian parents are taking control of existing structures 

by running candidates for school boards, moving polling places into 

Indian conununities, registering voters, and demanding their con-

stitutional right to vote in all elections. 

Obviously, there are many difficult obstacles to overcome in 

assuming control of public school districts, not the least of which is 

the desire of those now in power to remain in control. 

RECOMMENDATIONS TO THE STATE DEPARTMENT OF EDUCATION 

1. As a matter of constitutional requirement, insist 
that all state and local education money be spent 
equitably so that Indian students get their fair share. 

2. Contract Johnson-D'Malley and other funds to eligible 
Indian groups to conduct courses in Indian culture, 
history, and language. 

3. Monitor and audit local school systems to ensure that 
funds designed for Indians actually reach them. 

4. Establish an all-Indian task force of members elected 
by each tribe to advise on state policy toward Indian 
education. 

RECOMMENDATIONS TO BUREAU OF INDIAN AFFAIRS 

1. Revise the Johnson-D'Malley regulations so that (a) funds 
are spent only on supplementary programs especially for 
Indians and not as general support; and (b) funds may 
be contracted directly to Indians for the operation of 
special programs or toward the operation of privately 
incorporated, Indian-controlled schools. 

175 



2. Require real Indian involvement including parents and 
students, not just the signatures of tribal officials. 

3. Undertake an immediate program of information to 
Indian communities to advise Indians of their rights 
under all federal education programs, and of the 
possible sources of funding for various programs de
signEld to meet the needs of their children. 

SUMMARY 

From this study the following statements have been concluded: 

1. The greatest needs of children in the school districts 
surveyed were an adequate command of academic subjects, 
improvement in their ability to communicate, and ade
quatE~ planning for cultural opportunities. 

2. The needs of children among the school districts was 
largely determined by the teachers and by standardized 
tests. 

3. It was found that Title I was needed most to solve 
financial problems. Title I help was also needed in 
project development and in planning operational techniques. 

4. Many parents of project children were involved in 
Title I projects, usually by way of individual conference 
and by parent visits to classrooms. 

5. Some projects conducted in-service training for the staff 
by having the local staff do the training or by having 
an 011ts ide consultant conduct the program. 

6. The :major areas of in-service education were reading, 
general elementary, general cultural enrichment, library 
aides, training of pupil personnel services, and 
training of dormitory aides. 

7. Administrators indicated that the programs are bringing 
about improvement in teacher attitudes, in behavior with 
disadvantaged children, and in methods used with dis
advantaged children. 

8. Coordinators have found that there is much improvement 
in community attitude toward educational opportunities, 
educational experiences and disadvantaged children. 

9. Coordinators rated audio-visual aids, counseling, in
struction in small groups, special grouping, and the 
use of teacher-aides as the best instructional methods 
and services. 
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10. Service activities and programs that were rated high 
were: aides, films, tapes, library material centers, 
pictures, reading instruction, remedial teaching, and, 
in some schools, summer programs. 

There are, and have been, many unfulfilled promises by federal 

legislation, and, in many cases, discrimination in the allocation 

of resources. Some are a familiar and routine part of the lives of 

Indian parents and students. In some areas there has been a general 

failure to recognize that Indians are American citizens who--like any 

other citizens--are entitled to their constitutional rights. 

"we only ask an even chance to live as other men live. We ask 

to be recognized as men. We ask that the same law shall work alike 

on all men." (Chief Joseph, Ney Perce Tribe, 1879) 
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~~---~--~ 

Table 1 * 

LISTING OF SCHOOLS AND PERTINENT INSTRUCTIONAL 
ACTIVITIES AND SUPPORTIVE SERVICES FOR 1970-71 

ALAMJGOROO 

English-Reading 
English-other Language Arts 
Physical Education 
Guidance-Counseling 
Health-Medical 
Library 

ALBUQUERQUE+ 

Art 
English-Reading 
English-Other Language Arts 
Music 
Kindergarten 
Tutoring 
Guidance-Counseling 
Health-Medical 
Library 
Speech Therapy 
Transportation 

ANIMAS 

English-Reading 
English-Speech 
English-2nd Language 

ARTESIA 

Cultural Enrichment 
English-Reading 
Math 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Transportation 

AZTEC+ 

English-Reading 

+Indians Enrolled 

BELEN+ 

Cultural Enrichment 
English-Reading (both terms) 
Industrial Arts 
Music 
Other Vocational Education 
Food 
Guidance-Counseling 
Health-Dental 
Health-Medical 

BERNALILLO+ 

Art 
Cultural Enrichment 
English-Reading 
English-other Language Arts 
English-2nd Language 
Physical Education 
Clothing 
Food 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Library 

BLOOMFIELD+ 

Art 
Cultural Enrichment 
English-Reading 
English-Speech 
English-other Language Arts 
Mathematics 
Natural Science 
Kindergarten 
Attendance 
Food 
Gu:idance-Counseling 
Health-Medical 
Library 
Transportation 

*source: Department of Education, Funds Management Division, Education 
Building, State Capitol, Santa Fe, New Mexico 
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CAPITAN 

English-Reading 

CARLSBAD 

English-Reading 
English-2nd Language 
Music 
Field Trips 
Guidance-Counseling 
Library 

CARRIZOZO 

English-other Language Arts 
Kindergarten 
Food 

CENTRAL+ 

Art 
English-Reading 
Kindergarten 
Environmental & Physical Health 
Attendance 
Health-Medical 
Research & Publication 

CAUSEY 

No project 

CHAMA+ 

English-other Language Arts 
Home Economics 
Industrial Arts 
Other Vocational Education 
Kindergarten 
Excursions 
Food 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Library 

+Indians Enrolled 
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CIMARRON 

Art 
English -Reading 
Library 

CLAYTON 

English-Reading 
Kindergarten 
Study Center 
Clothing 
Food 
Guidance~counseling 

Health-Dental 
Health-Medical 
Transportation 
Materials Center 

CLOUDCROFT 

English-Reading 
Special Activities~handicapped 

CLOVIS 

English-Reading 
Mathematics 
Music 
Kindergarten 
Attendance 
Library 
Psychological 
Speech Therapy 
Transportation 

COBRE 

English-Reading 
English-2nd Language 
Mathematics 
Natural Science 
Special Services-handicapped 
Kindergarten (summer) 



U)RONA 

English-Reading 
Kindergarten 

CUBA+ 

Cultural Enrichment 
English-Reading 
English -2nd Language 
Foreign Language 
Mathematics 
Music 
Food 

DEMING 

Kindergarten 
Guidance -Couns e 1 ing 
Library 

DES MOINES 

Home Economics 

DEXTER 
English-2nd Language 
Kindergarten 
Health-Medical 

Curriculum Improvement 

DORA 

English-Reading 
Music 

ELIDA 

Music 

+Indians Enrolled 
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ENCINO 

English-Reading 
Health (glasses) 

ESPANOLA+ 

Art 
CUltural Enrichment 
English-Reading 
English-Speech 
English-other Language Arts 
Music 
Physical Education 
Kindergarten 
Food 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Library 

ESTANCIA 

Kindergarten 
Guidance-Counseling 

EUNICE 

Kindergarten 
English-Reading 

FARMINGTON+ 

Art 
English-Reading 
Music 
Food 
Guidance-Counsel j.ng 
Health-Dental 
Health-Medical 

FLOYD 

English-Reading 



FURT SUMNER 

Music 
Kindergarten 
Guidance-Counseling 
Library 

GADSDEN 

Art 
English-Reading 
English-2nd Language 
Other Vocational Education 
Attendance 
Food 
Health-Dental 
Health-Medical 
Summer Enrichment 

GALLUP+ 

Cultural Enrichment 
English-Reading 
English-2nd Language 
Kindergarten 
Attendance 
Food 
Health-Dental 
Health-Medical 
Transportation 
A.V. Media Center 

GRADY 

Cultural Enrichment 

English-Speech 
English-other Language Arts 
English-2nd Language 
Physical Education 
Food 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Library 
Psychological 
Special Services-handicapped 
Community Services (summer) 

+ 
Indians Enrolled 
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HAGERMAN 

English-Reading 
Kindergarten 

HATCH 

English-Reading 
Bi-lingual Education 

HOBBS 

English-Reading (both terms) 
Other Vocational Education 
Guidance-Counseling 
Speech Therapy 
Home and Health 

HONDO 

English-Reading 
Guidance-Counseling 
Library 

HOUSE 

English-Reading 

JAL 

English~Reading 

Mathematics 
Kindergarten 

JEMEZ MOUNTAIN+ 

English-other Language Arts 
Kindergarten 
Food 
Guidance-Counseling 
Health-Medical 
Transportation 

JEMEZ SPRINGS+ 

English-other Language Arts 
Kindergarten 
Transportation 



LAKE ARTHUR 

English-0ther Language Arts 
Health-Medical 

LAS CRUCES+ 

English-Reading 
Natural Science 
Kindergarten 
Food 
Guidance-Counseling 
Health-Visual 
Psychological 
Speech Therapy 
Special Services-handicapped 
Cultural Enrichment (summer) 
English-other Lang. Arts (summer) 
Mathematics (summer) 
Remedial (summer) 

LAS VEGAS EAS~~ 

Business Education 
English-Reading 
Home Economics 
Physical Education 
Other Vocational Education 
Clothing 
Health-Dental 
Health-Medical 
Social Work 
Special Services-handicapped 

LAS VEGAS WEST 

Art 
Cultural Enrichment 
English-Reading 
English-Other Language Arts 
English-2nd Language 
Foreign Language 
Mathematics 
Music 
Physical Education 
Natural Science 
Clothing 
Food 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Library 
Excursions 

+Indians Enrolled 182 

LOGAN 

English-Reading 

LORDSBURG+ 

Kindergarten 
Bi-lingual 
Guidance-Counseling 
Transportation 

LOS ALAMOS 

Not Participating 

LOS LUNAS+ 

Business Education 
Kindergarten 
Food 
Guidance-Counseling 
Health-Dental 
Heal th-·Medical 

LOVING 

Kindergarten 
Transportation 

LOVINGTON 

Business Education 
English-Reading 
Industrial Arts 
Special Services-handicapped 
Clothing 
Guidance-Counseling 
Health-Dental 
Health-Medical 

MAGDALENA 

Cultural Enrichment 
English-Reading (both terms) 
English-2nd Language (both terms) 
Social Science 
Other Vocational Education 
Health-Medical 
Transportation (both terms) 
Physical Education (summer) 
Natural Science (summer) 



MAXWELL 

English-Reading 
Food 

MELROSE 

English-Reading 
Kindergarten 

MORA 

Cultural Enrichment 
English-Reading 
English-2nd Language 
Foreign Language 
Industrial Arts 
Physical Education 
Attendance 
Clothing 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Library 
Psychiatric 

MORIARTY 

Kindergarten 
Clothing 
Library 

MOSQUERO 

English-Reading 

MOUNTAINAIR 

Business Education 
Cultural Enrichment 
English-Reading 
English-Speech 
English-2nd Language 
Home Economics 
Industrial Arts 

+Indians Enrolled 
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MOUNTAINAIR (cont.) 

Music 
Physical Education 
Other Vocational Education 
Kindergarten 
Food 
Guidance-Counseling 
Health-Medical 
Library 
Student Activities 

OJO CALIENTE 

English-Reading 
Kindergarten 
Food 
Guidance-Counseling 
Health-Dental 
Health-Medical 

PECOS 

English-other Language Arts 
Foreign Language 
Music 
Natural Science 
Clothing 
Food 
Guidance-Counseling 
Health-Medical 
Library 

PENASCO 

Cultural Enrichment 
English·-Reading 
Kindergarten 
Bi-lingual 
Attendance 
Clothing 
Food 
Health-Dental 
Health-Medical 
Library 
Transportation 



POJOAQUE+ 

Cultural Enrichment 
English-Speech 
Mathematics 
Music 
Physical Education 
Social Science 
Guidance-Counseling 
Library 

PORTALES 

Business Education 
English-Reading 
Home Economics 
Other Vocational Education 
Kindergarten 
Guidance-Counseling 
Health-Medical 
Library & Media 

QUEMADO 

English-Reading 
Physical Education 
Kindergarten 

QUESTA 

English-Other Language Arts 
Industrial Arts 
Music 
Special Activities-handicapped 
Kindergarten 
Clothing 
Food 
Health-Dental 
Health-Medical 
Psychological 
Transportation. 

RATON 

Art (both terms) 
Cultural Enrichm,:!nt (both terms) 
English-Reading (both terms) 
Mathematics (both terms) 
Music 

+Indians Enrolled 
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RATON (cont.) 

Physical Education (both terms) 
Other Vocational Education 
Clothing 
Guidance-Counseling (both terms) 
Health-Dental (both terms) 
Library (both terms) 
Transportation (both terms) 

RESERVE 

Music 
Guidance-Counseling 

ROSWELL 

English-Reading 
English-2nd Language 
Mathematics 
Kindergarten 
Psychological 
Social Work 
Speech Therapy 
Transportation 
Remedial Reading 

ROY 

English-Reading 
Library 

RUIDOSO 

Library-Reading 
Guidance-Counseling 
Student Activities 

SAN JON 

English-Reading 
Tutor 
Clothing 
Food 
Health-Dental 
Health-Medical 
Library 
Cultural Enrichment (summer) 



English-Reading 
English-Speech 
English-Dther Language Arts 
Clothing 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Speech Therapy 
Transportation 

SANTA ROSA 

English-Reading 
Kindergarten 
Media Center 
Clothing 
Food 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Transportation 

SILVER CITY 

English-2nd Language 
Foreign Language 
Health-Medical 

SOCORRO 

Cultural Enrichment 
English-Dther Language Arts 
Mathematics 
Kindergarten 
Food 
Health-Medical 
Library 
Psychological 
Transportation 

SPRINGER 

Industrial Arts 
Kindergarten 

+Indians Enrolled 
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SPRINGER (cont.) 

Food 
Health-Dental 
Health -Medical 
Library 

TAos+ 

Art 
Business Education 
Cultural Enrichment 
English-Reading 
English-Speech 
English-Other Language Arts 
Foreign Language 
Home Economics 
Industrial Arts 
Music 
Physical Education 
Kindergarten 
Attendance 
Clothing 
Food 
Guidance-Counseling 
Health-Dental 
Health-Medical 
Library 
Social Work 
Speech Therapy 
Special Services-handicapped 

TATUM 

English-Reading 
Food 
Health-Dental 
Health-Medical 

TEXICO 

English-Reading 
Mathematics 



T. OR C. 

English-Reading 
Home Economics 
Food 
Guidance-Counseling 
Health-Dental 

TUCUMCARI 

English-2nd Language 
Physical Education 
Food 
Guidance-Counseling 
Health-Medical 

TULAROSA+ 

English-Reading 
Mathematics 

+Indians Enrolled 

186 

VAUGHN 

English-Reading 
Physical Education 
Other Vocational Education 
Special Activities-handicapped 
Health-Dental 
Health-Medical 
Library 

WAGON MOUND 

English-other Language Arts 
Other Vocational Education 
Kindergarten 
Attendance 
Food 
Health-Medical 



Table 2* 

TITLE I ALLOCATIONS FOR 1970-71 
GRANT TO MEET THE SPECIAL EDUCATIONAL NEEDS OF EDUCATIONALLY DEPRIVED CHILDREN 

Approved Additional Total Eli~ible Children (ages 5 through 17) 
1970--71 Amount 1970--71 "Low-
Budget Available Allocation Total Income " AFDC Neg. Fos. 

BERNALILLO+ 

Albuquerque $1,462,581 $ 351,'7Q_2 $1,814,283 9,977 4,829 4,873 50 225 

CATRON+ 

Reserve $ 15,926 $ 3,090 $ 19,016 105 100 5 
Quemado 13,535 0 13,535 74 73 l --

$ 29,461 $ 3 090 $ 32,551 179 173 5 l 

CHAVES 

1-' 
00 Roswell $ 227,343 $ 54,701 $ 282,044 1,551 1,031 437 83 ""! 

Hagerman 12,647 2,446 15,093 83 52 31 
Dexter 29,355 5,196 34,551 190 132 56 2 
Lake Arthur 6 870 1,313 8,183 45 31 14 --- -- --

$ 276,215 $ 63,656 $ 339,871 J,86~ 1_,246 538 85 

illLFAX 

Cimarron $ 15,614 $ 3,116 $ 18,730 103 88 15 
Raton 67,308 21 '069 88,377 486 307 164 15 
Springer 29,823 7,819 37,642 207 150 35 20 2 
Maxwell 8,276 1,544 9,820 54 42 12 -- --

$ 121,021 $ 33,548 $ 154,569 850 587 226 20 17 

+Indicates Indians Enrolled at that School District 

* Source: Department of Education, Funds Management Division, Education 
Building, State Capitol, Santa Fe, New Mexico 



Approved Additional Total Eli~ible Children (ages 5 through 17) 
1970--71 Amount 1970--71 11

Low-
Budget Available Allocation Total Income " AFDC Neg. Fos. 

+ 
CURRY 

Clovis $ 153,331 $ 49,064 $ 202,395 l' 113 623 467 23 
Texico 16,239 2,855 19,094 105 89 16 
Melrose 9,369 1,724 11' 093 61 47 14 
Grady 8,119 l 701 9,820 54 41 10 3 --- --

$ 187,058 $ 55,344 $ 242,402 1,333 800 507 26 ---
DE BACA 

Fort Sumner $ 27,169 $ 5,382 $ 32_._55],_ 179 149 29 l ---
It>NA ANA+ 

Las Cruces $ 300,417 $ 75,824 $ 376,241 2,069 1,375 612 23 59 
Hatch 36,538 6,378 42,916 236 176 58 2 
Gadsden 111,017 18,458 129,475 712 617 95 --- -- -

1-' $ 447,972 $ 100,660 $ 5<18,632 3,017 2,168 765 23 61 
00 
00 

EDDY+ 

Carlsbad $ 192,835 $ 41,747 $ 234,582 1,290 907 317 66 

Loving 13,428 3,666 17' 094 94 59 33 l) 
~ 

Artesia 102,115 20,813 122,928 676 554 103 19 --
$ 308 1 378 $ 66 z 226 $ 374 1 604 ~060 1,520 453 87 

+ 
GRANT 

Silver City $ 44,651 <!> 6,448 $ 51,099 281 185 80 16 ..p 

Cobre 77 1 758 11 z 347 89 1 105 490 404 75 11 --
$ 122,409 $ 17,795 $ 140,204 771 589 155 27 

+Indians Enrolled 



Approved Additional Total Eligible Children (ages 5 through 17) 
1970-71 Amount 1970-71 Low-
Budget Available Allocation Total Income " AFDC Neg. Fos. 

GUADALUPE 

Santa Rosa $ 75,729 $ 8,466 $ 84' 195 463 363 100 
Vaughn 14 1 365 2 1 910 17 1 275 95 76 19 

$ 90 1 094 $ 11' 376 $ 101,470 558 439 119 

HARDING 

Roy $ 9,056 $ 1,855 $ 10' 911 60 54 6 
Mosquero 8,276 1,907 10 1 183 56 48 8 

-~-

$ 17 .~32 $ __ 3,7§_g_ $ 21,_091 116 102 14 ---
HIDALGO+ 

Lordsburg $ 23,734 $ 4,634 $ 28,368 156 78 70 8 
Animas 5 1 621 2 1 198 7 1 819 43 29 13 l --- --

$ 29!355 $ 6!832 $ 36,187 199 107 83 9 

t-' 
LEA+ 00 

c..o 

Lovington $ 80,257 $ 17,758 $ 98,015 539 445 89 5 
Eunice 14,521 1,845 16,366 90 87 3 
Hobbs 114,764 29,804 144,568 795 479 285 31 
Jal 4,372 1,083 5,455 30 23 4 3 
Tatum 8,432 2 1 479 10! 911 60 54 6 --- -- -

+ $ 222,346 $ 52,969 $ 275,315 1,514 1,088 387 39 
LINCOLN 

Ruidoso $ 6,558 $ 0 $ 6,558 36 36 
Carrizozo 13,897 1,912 15,809 87 76 11 
Corona 7' 963 1,311 9,274 51 46 5 
Hondo 17' 176 3,009 20,185 111 90 21 
Capitan 10,305 l 151 11 '456 63 63 --- ---

$ 55,899 $ 7,383 $ 63,282 348 311 37 ---

+Indians Enrolled 



Approved Additional Total Eligible Children (ages 5 through 17) 
1970-7] Amount 1970-71 ''Low-
Budget A.vailable Allocation Total Income " AFDC Neg. Fos. 

LOS ALAMOS 

(NOT PARTICIPATING) 80 64 9 7 

LUNA 

Deming $ 95' 71: s 17,212 $ 112,927 621 420 192 9 --- ---

McKINLEY+ 

Gallup $ 538,066 s 143,131 $ 681,197 3,746 2,974 682 75 15 ---
MORA 

Mora $ 99,462 -s 13,828 $ 113,290 623 521 91 ll 
Wagon Mound 35,132 4,511 39,643 218 197 20 l -- -

$ 134 z 594 5 18,339 $ 152,933 841 718 111 12 

I-' 
OTERO+ en 

0 

Alamogordo $ 124,386 s ll '635 $ 136,021 748 546 194 8 
Tularosa 43,095 11 '459 54,554 300 211 84 5 
Cloudcroft 8,901 2,010 10' 911 60 57 3 

~~- -
$ 1762382 $ 252104 $ 2011486 1,108 814 281 13 

+ 
QUAY 

Tucumcari $ 78,852 $ 14,072 $ 92,924 511 391 118 2 
House 4,997 822 5,819 32 32 
Logan 8,744 1,258 10,002 55 45 10 
San Jon 7 807 l 467 9!274 51 43 8 

$ 100,400 $ 17,619 $ 118,019 649 511 136 2 

+ 
Indians Enrolled 



Approved Additional Total Eligible Children (ages 5 through 17) 
1970-71 Amount 1970-71 "Low-

Budge_t Available Allocation Total Income " AFDC Neg. Fos. 
------- --------~--

RIO ARRIBA+ 

Chama $ 76,041 $ 9,972 $ 86,013 473 435 38 
Dulce 7,730 0 7,730 40 34 6 
Espanola 381,611 48,000 429,611 2,365 1,870 377 76 42 
Jemez Mountains 41,534 5 746 47,280 260 241 19 --- -- -

$ 506!916 $ 63 718 $ 570!634 3!138 ~580 440 76 42 

ROOSEVELT+ 

Portales $ 99' 931 $ 12,814 $ 112,745 620 367 139 113 1 
Elida 3,279 540 3,819 21 21 
Floyd 3,409 592 4,001 22 22 
Dora 3,279 540 3,819 21 21 
Causey 21364 0 2 1 364 13 13 

$ 112,262 $ 14,486 $ 126,748 697 444 139 113 1 --- ---
+ 

SANDOVAL 
t-' 
c.c 
t-' 

Bernalillo $ 198,925 $ 35,657 $ 234,582 1,290 1,151 137 2 
Cuba 96,495 23,524 120,019 660 521 90 48 l 
Jemez Springs 39,972 7 308 47,280 260 221 39 --- -

$ :335,392 $ -- _6.§_, 4 8 -~ $ 401,881 2,210 1,893 266 48 3 

SAN JUAN+ 

Aztec $ 37,942 $ 8, 793 $ 46,735 257 170 66 21 
Farmington 116,170 22,033 138,203 760 503 231 ll 15 
Bloomfield 108,675 24,073 132,748 730 471 115 138 6 
Central 362,874 67 557 430,431 2,367 2,144 218 5 -- -

$ 625,661 $ 122,456 $ 748,117 4,114 3,288 630 149 47 

+ 
Indians Enrolled 



Approved Additional Total Eligible Children (ages 5 throuEh 17) 
1970-71 Amount 1970-71 Low-
Budget Available Allocation Total --- Income 

II 
AFDC Neg. Fos. 

SAN MIGUEL+ 

Las Vegas (W) $ 259,508 $ 51,268 $ 310,776 1,709 1,354 314 41 
Las Vegas (E) 131,159 29,230 160,389 882 573 279 30 
Pecos 73,543 11' 925 85,468 470 418 50 2 --- --

$ 464,210 $ 92,423 $ 556,633 3,061 2,345 643 73 ---

SANTA FE+ 

Santa Fe $ 331,177 $ 94,344 $ 425,521 2,340 l ,311 928 101 
Pojoaque 74,324 12,053 86 377 475 384 91 --- -- -

$ 405,501 $ 106,397 $ 511' 898 2,815 1,695 1,019 101 

SIERRA 

T or C $ 33,883 $ 6,305 $ 40,188 221 --- 179 41 l 

I-' 
SOCORRO+ 

~ 
tv 

Socorro $ 100,399 $ 17,983 $ ll8' 382 651 500 137 14 
Magdalena 48,248 8,488 56,736 312 294 18 -- ---

$ 1481647 $ 261471 $ 1751118 963 794 155 14 

TAOS+ 

Taos $ 246,548 $ 36,042 $ 282,590 1,554 1,244 304 6 
Penasco 104,459 15,014 119,473 657 573 84 
Ojo Caliente 44,813 6,468. 51,281 282 252 26 4 
Questa 61,676 9,062 70 738 389 337 52 --- ---

$ 457' 496 $ 66,586 $ 524,082 2,882 2,406 466 10 ---

TORRANCE 

Estancia $ 27,013 $ 2,628 $ 29,641 163 144 13 6 
Moriarty 13,402 782 14' 184 78 63 15 
Mountainair 39,192 8,270 47,462 261 210 49 2 
Encino 11.398 1- 6~5 --- l3..L<?93 72 60 12 

--· _.=_l_::_:::_;:_ - -- ------
$ 91,005 $ 13,375 $ 104,380 574 477 89 8 

+Indians Enrolled 



Approved Additional Total Eligible Children (ages 5 through 17) 
1970-71 Amount 1970-71 "Low-
Budget Available Allocation Total Income " AFDC Neg. Fos. 

UNION 

Clayton $ 33,727 $ 8,461 $ 42,188 232 200 30 2 
Des Moines 4,216 330 4,546 25 25 -- --

$ 371943 $ 8 791 $ 46 734 257 225 30 2 

VALENCIA+ 

Los Lunas $ 66,827 $ 12,458 $ 79,285 436 331 101 4 
Belen 98,837 16,999 115,836 637 431 139 45 22 
Grants 152,550 31,843 184' 393 1,014 857 150 7 --

$ 318,214 $ 611300 $ 379,514 2,087 ~619 390 45 33 

SUB TOTAL, 
ALL SCHOOLS $7,979,577 $1,649,927 $9,629,504 53,034 37,554 13,910 599 971 

f-' 
LESS, 

(,0 LOS ALAMOS 80 64 9 7 
w 

TOTAL, 
PARTICIPATING 

SCHOOLS $7,979,577 $1, 649_1 927 $9,629,504 52,954 37,490 13, 901 599 964 



Table 3* 

ESTIMATED NUMBER OF CHILDREN BY ETHNIC GROUP 

Estimated Number of Resident School-age Children by School District, 1970-·71 

BERNALILLO 

Albuquerque 

CATRON 

Reserve 
Quemado 

CHAVES 

Roswell 
Hagerman 
Dexter 
Lake Arthur 

COLFAX 

Cimarron 
Raton 
Springer 
Maxwell 

CURRY 

Clovis 
Texico 
Melrose 
Grady 

DE BACA 

Fort Sumner 

Total 

86! 711 

336 
193 
529 

ll! 529 
482 
684 
215 

12,910 

482 
2,047 

678 
181 

3,388 

9,103 
412 
296 
183 

9,994 

661 

Estimated Numbers of Children 

Spanish 
Surname 

22,545 

130 
60 

190 

3,266 
278 
431 
164 

4,139 

241 
1,057 

377 
126 

1,801 

l ,689 
88 
37 

2 
1,816 

317 

Indian 

1,560 

8 
4 

12 

126 
2 

l 

129 

3 

3 

6 

Negro 

1,734 

l 
l 

508 

508 

5 

5 

842 
38 

880 

All 
Others 

60,872 

198 
128 
326 

7,629 
202 
253 

50 
8,134 

241 
985 
301 

55 
1,582 

6,569 
286 
256 
181 

7,292 

344 

*Source: Depar"~ment of Education, Funds Management Division, Education 
Build:Lng, State Capitol, Santa Fe, New Mexico 
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Estimated Numbers of Children 

Spanish All 
Total Surname ---- Indian Negro Others 

OONA ANA 

Las Cruces 15,628 7,587 109 362 7,570 
Hatch 901 706 3 6 186 
Gadsden 3,822 31346 24 452 

20,351 11,639 112 392 8,208 

EDDY 

Carlsbad 7,304 2,428 1 175 4,700 
Loving 489 407 3 79 
Artesia 41053 l I 543_ 66 2,444 

ll' 846 4,378 l 244 7,223 

GRANT 

Silver City 3,378 l ,495 19 1,864 
Cobre ~., 797 1,895 3 899 

6,175 3,390 3 19 2,763 

GUADALUPE 

Santa Rosa 1' <135 l, 245 190 
Vaughn 274 239 35 --·-- --

1,709 1,484 225 

HARDING 

Hoy 22:i 135 88 
Mosquero 13H 121 17 

3G.l 256 105 

HIDALGO 

Lordsburg 1)1~20 845 l 15 459 
Animas 270 109 l 160 ----· 

1,590 954 1 16 619 

LEA 

Lovington 3,2:86 665 105 2,516 
Eunice 96.5 90 2 25 848 
Hobbs 8 J ~~03 780 30 670 6,723 
Jal 915 51 4 6 854 
Tatum 5::~5 41 17 477 

~----·~~·~ -·~--~,~ 

13,904 1;627 36 823 11,418 
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Estimated Numbers of Children 

Spanish All 
Total Surname Indian Negro Others 

LINCOLN 

Ruidoso 830 92 63 7 668 
Carrizozo 437 268 169 
Corona 165 42 123 
Hondo 271 239 32 
Capitan 230 90 140 

--~ 
1,933 731 63 7 1,132 

LOS ALAMOS 

Los Alamos (NOT PARTICIPATING) 

LUNA 

Deming 3,842 1,921 74 1,847 

McKINLEY 

Gallup 12,554 2,887 7,281 126 2,260 

MORA 

Mora 1,160 1,160 
Wagon Mound 287 262 25 

1,447 1,422 25 

OTERO 

Alamogordo 8,444 l' 943 68 844 5,589 
Tularosa 1,668 661 461 5 541 
Cloudcroft 370 55 3 3 309 

10,482 2,659 532 852 6,439 

QUAY 

Tucumcari 2,270 992 36 1,242 
House 118 10 108 
Logan 222 102 120 
San Jon 238 73 3 162 

2,848 1,177 3 36 1,632 

RIO ARRIBA 

Chama 1,105 885 6 4 210 
Dulce 751 121 543 2 85 
Espanola 6,918 4,980 365 6 1,567 
Jemez Mountain 732 462 120 150 --

9,506 6,448 1,034 12 2,012 
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Estimated Numbers of Children 

Spanish All 
Total Surname Indian Negro Others 

ROOSEVELT 

Portales 2,936 745 19 13 2,159 
Elida 135 17 118 
Floyd 264 72 7 185 
Dora 235 38 4 193 
Causey (NG PROJECT) 

3,570 872 23 20 2,655 

SANDOVAL 

Bernalillo 2,727 1,228 1,363 136 
Cuba 1,090 440 550 100 
Jemez Springs 830 183 497 150 

4,647 1,851 2,410 386 

SAN JUAN 

Aztec 1,978 315 202 1,461 
Farmington 7,419 719 523 97 6,080 
Bloomfield l' 946 448 564 934 
Central 4 1 322 41 3,235 2 1,044 

15,665 1,523 4,524 99 9,519 

SAN MIGUEL 

Las Vegas (West) 2,712 2,691 l 4 16 
Las Vegas (East) 2,825 2,062 2 3 758 
Pecos 852 786 7 59 

--- --
6,389 5,539 3 14 833 

SANTA FE 

Santa Fe 13,443 7,819 469 46 5,109 
Pojoaque 1 1 249 854 223 2 170 

14,692 8,673 692 48 5,279 

SIERRA 

T or c 1,356 460 3 893 

SO<X>RRO 

Socorro 2,285 1,342 12 6 925 
Magdalena 574 200 250 6 118 --- -- ---

2,859 1,542 262 12 1,043 
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Estimated Numbers of Children 

Spanish All 
Total Surname Indian ~egro Others 

TAOS 

Taos 3,307 2,716 138 l 452 
Penasco 1,066 1,028 30 8 
Ojo Caliente 623 588 35 
Questa 1,157 984 173 --- --

6,153 5,316 168 l 668 

TORRANCE 

Estancia 560 311 249 
Moriarty 656 256 2 398 
Mountainair 485 315 170 
Encino 153 127 26 

1,854 1,009 2 843 

UNION 

Clayton 1,172 534 638 
Des Moines 218 99 119 

1,390 633 757 

VALENCIA 

Los Lunas 3,101 1,240 310 4 1,547 
Belen 3,580 2,137 2 6 1,435 
Grants 5,274 ~,097 1,076 37 2,064 

ll' 955 5,474 1,388 47 5,046 

TOTALS 283,271 104,673 20,243 5,975 152,380 
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ESTIMATED NUMBER OF CHILDREN BY ETHNIC GROUP 

Estimated Number of Participants in Title I Programs for 
1970-71 

Estimated Numbers of Children 

Spanish All 
Total Surname Indian Negro Others 

BERNALILLO 

Albuquerque 6,799 3,461 300 1,006 2,026 

CATRON 

Reserve 102 58 8 36 
Quemado 73 38 4 l 30 

175 96 12 l 66 

CHAVES 

Roswell 1,200 680 38 175 307 
Hagerman 33 29 4 
Dexter 38 36 2 
Lake Arthur 30 30 

1,301 775 38 175 313 

COLFAX 

Cimarron 120 100 20 
Raton 571 344 2 225 
Springer 265 172 93 
Maxwell 30 20 10 

986 636 2 348 

CURRY 

Clovis 1,272 435 3 326 508 
Texico 112 46 24 42 
Melrose 57 10 l 46 
Grady 70 2 68 

l, 511 493 4 350 664 

DE BACA 

Fort Sumner 253 155 98 

199 



Estimated Numbers of Children 

Spanish All 
Total Surname Indian Negro Others 

DONA ANA 

Las Cruces 2, 750 1,600 85 200 865 
Hatch 279 195 3 4 77 
Gadsden 730 716 5 9 --- ---

3,759 2,511 88 209 951 
EDDY 

Carlsbad 1,605 1,095 140 370 
Loving 50 44 l 5 
Artesia 839 496 38 305 --- ---

2,494 1,635 179 680 

GRANT 

Silver City 1,373 735 8 630 
Cobre 416 362 l 53 

1,789 l ,097 l 8 683 

GUADALUPE 

Santa Rosa 601 561 40 
Vaughn 107 96 ll -708 657 51 

HARDING 

Roy 58 39 19 
Mosquero 59 57 2 

ll7 96 21 

IIIDALGO 

Lordsburg 414 319 l 3 91 
Animas 48 41 l 6 -

462 360 l 4 97 

LEA 

Lovington 741 179 32 530 
Eunice 100 20 8 72 
Hobbs 426 76 3 85 262 
Jal 54 18 36 
Tatum 60 28 12 20 

1,381 321 3 137 920 
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Estimated Numbers of Children 

Spanish All 
Total Surname Indian Neo-ro Others --- --- ~-

LINCOLN 

Ruidoso 65 18 15 2 30 
Carrizozo 109 88 21 
Corona 56 13 43 
Hondo llO 102 8 
Capitan 70 <15 25 

410 266 15 <!') 12'7 .c, 

LOS ALAMOS 

Los Alamos (NOT PARTICIPATING) 

LUNA 

Deming 454 319 65 70 

McKINLEY 

Gallup 2,782 211 2,449 12 llO 

MORA 

Mora 849 849 
Wagon Mound 206 187 19 ---

1,055 1,036 19 

OTERO ---
Alamogordo 498 204 3 190 101 
Tularosa 267 106 1.3~3 28 
Cloudcroft 80 45 3 2 30 

845 355 139 192 159 
QUAY 

Tucumcari 1,063 531 28 504 
House 19 4 15 
Logan 64 46 18 
San Jon 67 53 2 12 

1,213 634 2 28 549 

RIO ARRIBA 

Chama 1,105 885 6 4 210 
Dulce 231 84 147 
Espanola 3,066 2,107 160 4 795 
Jemez Mountain 308 182 58 68 --- _,_,.,..._~-.-""" 

4,710 3, 258 371 8 1,07:3 
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Estimated Numbers of Children 

Spanish All 
Total Surname Indian Negro Others ---

ROOSEVELT 

Portales 1,007 650 19 13 325 
Elida 23 16 7 
Floyd ~)8 26 7 25 
Dora 29 23 4 2 
Causey (NO PROJECT) 

1,117 715 23 20 359 

SANDOVAL 

Bernalillo 1,165 523 581 61 
Cuba l' 090 440 550 100 
Jemez Springs 234 44 170 20 --- ---

2,489 1,007 1,301 181 

SAN JUAN 

Aztec 296 94 46 156 
Farmington 964 316 329 69 250 
Bloomfield 907 313 451 143 
Central 4,322 41 3,235 2 1,044 

6,489 764 4,061 71 1,593 

SAN MIGUEL 

Las Vegas West 2' 04~3 2,034 1 4 4 
Las Vegas East 540 486 54 
Pecos 454 399 7 48 

3,037 2,919 1 11 106 

SANTA FE 

Santa Fe 2,484 1,862 151 27 444 
Pojoaque 476 306 140 2 28 ---

2, 960 2,168 291 29 472 

SIERRA 

T. or c. 338 170 3 165 

SOCORRO 

Socorro 871 721 12 6 132 
Magdalena 402 87 250 6 59 ---

1,273 808 262 12 191 
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Estimated Numbers of Children 

Spanish All 
Total Surname Indian Negro Others ---

TAOS 

Taos l, 535 1,354 138 l 42 
Penasco 855 817 30 8 
Ojo Caliente 400 375 25 
Questa 460 391 69 --- ---

3,250 2,937 168 l 144 

TORRANCE 

Estancia 254 210 44 
Moriarty 219 99 2 118 
Mountainair 291 220 71 
Encino 21 20 l 

785 549 2 234 

UNION 

Clayton 282 206 76 
Des Moines 33 14 19 

315 220 95 

VALENCIA 

Los Lunas 300 120 30 3 147 
Belen 818 638 2 6 172 
Grants 649 278 303 5 63 ---

1,767 1,036 335 14 382 

TOTALS 57,024 31,671 9,865 2,541 12,947 
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A P A R T I A L B I B L I 0 G R A P H Y 0 F 

AMERICAN INDIAN ART 

BY ROBERT E. CAMPBELL 
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PART I 

I N T R 0 D U C T I 0 N 

The process of assimilation of the American Indian resulted in 

the discontinuance of many elements of Indian life. During this process 

tribal crafts, customs, legends, and traditions were forbidden. The 

ancient crafts usually combined what were considered by the Indians to 

be the three great essentials: utility, beauty, and religion. These 

crafts evolved to satisfy Indian needs in a primitive mode of life. 

Today, there is a revived interest in the ways of Indian life. 

The artistic expression of American Indian people is in danger of 

being lost. This danger stems from a number of factors which include 

the following: 

(1) Cultural change in contemporary Indian communities 

(2) Commercialization of artistic forms 

(3) Shortage or replacement of traditional media 

If an understanding and appreciation of American Indian art are to be 

brought about, this art must become a subject of research and teaching 

in schools, colleg:es, and universities. 

Generally, it: is no longer possible for contemporary students of 

Indian art to take1 a field trip on or off a reservation to find products, 

processes, or demonstrations of native Amer:lcan Indian art expression. 

Consequently, it j,s necessary to examine the historical and scholarly 

records to obtain valid information about native American Indian arts 

and crafts. The search for authori ta ti VEl information is a frustrating 
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one, because, as Frederick Dockstader indicated ••• "Unfortunately, no 

,1 
complete bibliography of Indian art has ever been published. 

It is the purpose of this study to identify resources which describe 

American Indian art. The method for identifying resources consists of 

review of the literature and contact with museums in the United States 

and Europe, institutions of higher learning, and state and county his-

torical societies. 

This project does not pretend to provide a complete bibliography 

of Indian art, but it does serve as a topical resource for teachers and 

students who wish to learn more about this area of artistic expression. 

Completeness and utility of the materials provided by this study are 

subject to the following limitations: 

(1) The references to materials dealing with artistic 
expression are limited to those which deal with 
American Indians or the North American Indians ex
cluding the tribes of Mexico. 

(2) Some of the materials are not readily available 
because of ancient copyrights and limited editions 
of many materials. 

(3) The bibliography in any one area is not exhaustive 
because of constraints of time and access. 

Categorical or classification terminology in this report will be 

presented in conjunction with the relevant part of the bibliographical 

review of the literature. The topical review of the literature is 

provided in Part II. This review is organized into a general section 

which deals with references which do not describe particular media or 

techniques. The second section presents information which is organized 

1Frederick J. Dockstader, Indian Art in America: The Arts and Crafts 
of the North American Indian, 1966, p. 222. 
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into a general section which deals with references which do not describe 

particular media or techniques. The second section presents information 

which is organized by art or craft applications and techniques. Part III 

presents a set of guidelines for teachers who wish to acquaint students 

with the forms and techniques of native American artistic expression. 
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PART II 

R E V I E W 0 F T H E LITERATURE 

This chapter contains bibliographical references which will provide 

the teachers and students of American Indian art with authoritative infor~ 

mation about the many phases of this subject. The references are provided 

in sections dealing with general information and special topical areas. 

GENERAL I N F 0 R M A T I 0 N 

The general information includes references which could not be 

categorized into art and craft forms. These references deal with color, 

symbols, history, and other cultural considerations that would be appli-

cable to several craft media. Also included in this section are a guide 

to museums and names of materials which are illustrative of Indian art 

in general. Sources that are identified with particular areas are presented 

in the topical section. 

BIBLIOGRAPHY 

Adair, John. "The Changing Economy of Southwestern Indian Arts and Crafts," 
New Mexico Quarterly, Vol. 29 No. 1 Spring, 1959, pp. 97-103. 

Adam, Leonard. Nordwest - Amerikanische Indianerkunst. Berlin: E. Wasmuth, 
1923. 

Amsden, Charles Avery. "Arts and Crafts of the Southwestern Indians," 
The Masterkey, Vol. 15, No. 3 May, 1941, pp. 74-80. 

Appleton, Leroy H. Indian Art of the Americas. New York: Charles Scribner's 
Sons, 1950. 

209 



Bad Heart Bull, Amos. ~\ Pic to graphical History of the Oglala Sioux. 
Lincoln: University of Nebraska Press, 1967. pp. 20l-250. 

Barbeau, Marius. Haida Carvers in Argillite. Ottawa: National Museum of 
Canada, Bulletin 139, Anthropological Series No. 38, 1957. 

-----Haida Myths: Illustrated in Argillite Carvings. Ottawa: National 
Musetun of Canada, Bulletin 127, Anthropological Series No. 32, 1953. 

-----Totem Poles. Ottawa: National Museum of Canada, Bulletin No. 119, 
Anthropological Series No. 30, 1930. 2 Vo1s. 

-----Totem Poles: A Recent Native Art of the Northwest Coast of America. 
Smithsonian Institution, Annual Report for 1931, pp. 559-570. 

-----Totem Poles of Gilksan, Upner Skeena River, British Coltunbia. 
Ottawa: National Musetun of Canada, Bulletin 61, Anthropological Series 
No. 12, 1929. 

Berke, Ernest. The North American Indians. Garden City, New York: 
Doubleday, 1963. 

A rich panorama of American Indian life a.:nd legend 
from New England to the far West. The principle 
tribes, their beliefs, customs, dress, housing, and 
handicrafts. 

Boas, Franz. Decorative Art of the North Pacific Coast. New York: 
American Museum of Natural History, Bulletin 9, 1897. pp .. 123-176. 

-----Primitive Art .. Cambridge, Mass.: Harvard University Press, 1927. 

'~n attempt ~o give an analytical description of the 
fundamental traits of Indian Art - and to determine 
the dynamic conditions under which art styles grow up. 
A page of Sioux decorative designs is shown.rr (p. 179) 

-----Primitive Art. Instituttet for Sammenlignende Kulturforkning, xlll 
Series B, 192'7. 

Reprint--New York: Dover Publications, 1955 

-----"The Decorative Art of the North American Indians," Popular Science 
Monthly, October, 1903. pp. 481-498. 

A discussion of the relation of decorative to realistic 
representation of objects in the handicrafts of the Indian. 

-----The Kwakiutl of Vancouver Island. New York: American Muse·wn of 
Natural History, Memoir 8, Part 2. 1905-1H09. 

210 



Burnett, E.K. The Spiro Mound Collection in the Museum. New York: 
Museum of the American Indian, Contributions, Vol. XlV, 1945. 

68 pages and 94 plates. 

Burton, Henrietta K. The Re-Establishment of the Indians in Their Pueblo 
Life Through the Revival of The i.E, Traditional .crafts. New York: 
Bureau of Publications, Teachers College, Columbia University, 1936. 
(Contributions to Education No. 673}. 

Buttree, Julia M. (Mrs. Ernest Thompson Seton). Rhyt:.h!!..of the Redman. 
New York: The Ronald Press Company, 1930. 

A careful presentation of the art of the American 
Indian. Description of song, dance, and decoration 
in Indian rituals. 75 songs with music; 55 dances, 
step-by-step; 10 ceremonials, section on Indian art. 

Cassidy, Ina Sizer. 
Vol. 35, No. 2. 

"Indian Art Comes of Age," New Mexico Magazine, 
February, 1957. pp. 37, 54 & 55. 

Christensen, Erwin 0. Primitive Art. New York: Viking Press, 1955. 

General introduction to the American Indian and his art. 

Codere, Helen. Fighting With Property; A Stv~dy of.~ 
and Warfare, 1792-1930. New York: J..,J. Augustin, 1950. 

Coleman, Sister Bernard. Decorative Designs of the~.Q2J1.wa of Nm::th~1:!!;. 

Minnesota. Washington D.C.: Catholic Univers of America, 
Anthropological Series No. 12. 1947" 

Collins, Henry B. Prehistoric Art of the Alaskan Eski:nm. Washington D.C.: 
Smithsonian Institution, Miscellaneous Collections 81, No. 14~ 1929. 

Coolidge, Mary Elizabeth Roberts. The Rain-Makers. Boston: Houghton 
Mifflin Company, 1929. 

Cosgrove, H.S. and C.B. The Swarts Ruin: A Typical Mimbres Site in 
Southwestern New Mexico. Cambridge, Massachusetts: Peabody Museum 
Papers, XV No. 1 1932. 

178 pages and 236 plates. 

Casto, Rupert and Jeannette Henry. Text Books and the American Indian. 
San Francisco: Indian Historian Press, 1970. 

Corvarrubias, Miguel. The Eagle 1 the Jaguar, and the Serpent. 
New York: Alfred A. Knoph, 1954. 

General introduction to the American Indian and his art. 
314 pages and 48 plates. 
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Cohen, Lucy Kramer. Big Missouri's Winter Count-A Sioux Calendar 1796-1926. 
Washington D .. c.: U.S. Department of Interior, Office of Indian 
Affairs. VoL. VI, No. 6 February, 1939. 

-----Even in Those Days Pictures Were Important. Washington D.C.: U.S. 
Department o:f Interior, Office of Indian Affairs, Vol. X, No. 5, 
1942. pp. 19-21. 

-----Swift Bear's Winter Count. Washington D.C.: U.S. Department of 
Interior, Office of Indian Affairs. Vol. IX, No. 6, 1B4,2. 

Curtis, E.S. The j'l"orth American Indian. Cambridge, Mass.: Peabody Museum 
Papers, 30 Vols. 1903-1930. 

Cushing, Frank Hamilton. Exploration of Ancient Key Dweller Remains on the 
Gulf of Florida. Philadelphia: American Philosophical Society, 
Proceedings 35, 1897. pp. 329-432. 

Davis, Robert Tyl·er .. Native Arts of the Pacific Northwest. Stanford, 
California: Stanford University Press, 1949. 

Densmore, Frances. American Indians and Their Music. New York: Women's 
Press, 1926. 

A portion of this book is devoted to the history and 
customs of the Indians, and a portion to their music, 
but the chief purpose of the book is to promote an 
acquaintance with our nearest nei.ghbor--the American Indian. 

-----Chippewa Music. Washington D.C.: Smithsonian Institution. Bureau 
of American Ethnology. Bulletin No. 45, 1910. 

-----Mandan and Hidatsa Music. Washington D.C.: Smithsonian Institution. 
Bureau of American Ethnology. Bulletin No. 80, 1923. 

-----Teton Sioux Music. Washington D.C.: Smithsonian Institution. Bureau 
of American Ethnology. Bulletin. No. 61, 1918. 

-----Uses of Plants by the Chippewa Indians. Washington D.C.: 44th Annual 
Report. Bureau of American Ethnology. Government Printing Office, 1930. 

D'Harcourt, Raoul. Arts de 1' Amerique. Paris: France, 1948. 

General introduction to the American Indian and his art. 

Dockstader, Frederick J. Indian Art in America: The Arts and Crafts of 
the North American Indian. Greenwic:h, Connecticut: New York Graphic 
Society, 1966, 

212 



-----The Kachina and the White Man. Cranb:rook InstJ.tute of Science, 
Bulletin No. 35, 1954. 

Douglas, Frederic H., and Rene D 'Harnoncourt, _!nd_~,~.E~!. the United 
States. New York: Muset~ of Modern Art, 1941, 

General introduction to the American Indian and his art. 

Douglas, Frederic Huntington. Symbolism in Indian ~rt and the Difficulties 
of Its Interpretation. Denver Art Muselm. Department of Indian Art. 
Leaflet 61, July 1934, 5th printing, July 1951. 

-----War Bonnets. Denver Art Museum. Department of Indian Art. Leaflet 110, 
December 1951, 2nd printing, March 1956. 

Emmons, Lt. George T. The Chilkat Blanket. New York: American Museum of 
Natural History, Memoir III, 1907. pp. 329-400. 

Earle, Edwin., and Edward Kennard. Hopi Kachinas. New York: J.J. Augustin, 
1938. 

40 pages and 28 plates. 

Evans, May G., and Bessie Evans. American Indian Dance Steps. New York: 
A.S. Barnes, 1931. 

Presents a careful and scientific study, through 
personal observation and research, of the :fundamental 
movements and characteristics of Indian dance forms, 
especially those of certain Pueblo tribes of New Mexico. 

Ewers, John Canfield. The Horse in Blackfoot Indian Culture. Washington D.C.: 
Bureau of American Ethnology. Bulletin No. 159, 1955. pp. 23-162. 

Exposition of Indian Tribal Arts Inc., John Sloan and Oliv~n' La Farge, 
eds. New York, 1931. 

See Slaon, John., and Oliver LaFarge. 

Fenton, William N. Masked Medicine Societies of the Iroquois. Washington D.C.: 
Smithsonian Institution, Annual Report for 1940. pp. 397-430. 

Fergusson, Erna. Dancing Gods. New York: Alfred A. Knopf (a division of 
Random House, Inc.)~ 1931. 

A popular presentation of the dances of the Navajo, 
Apache, and Pueblo Indians. Includes considerable 
descriptive material concerning the history and 
ethnography of these tribes. 
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Fundaburk, Emma Ll.la, Southeastern Indians: Life Portraits. Luverne, 
Alabama, 1958, 

Fundaburk, Emma Lila and Mary Douglass Foreman. Sun Circles and Human Hands, 
Luverne, Alabama, 1957. 

Garfield, Viola. 'I'he Tsimshian: Their Arts and Music. New York: J.J. Augustin, 
1951. 

Garfield, Viola a.nd Linn A. Forrest. The Wolf and the Raven. Seattle, 
Washington: University of Washington Press, 1948, 

Gilmore, Melvin Ra.ndolph. Uses of Plants .El_ the Indians of the Missouri 
Region. Washlngton D.C.: 23rd Annual Report. Bureau of American 
Ethnology. Government Printing Office, 1919. 

Glubok, Shirley. The Art of the North American Indians. New York: 
Harper, 1964, 

Excellent book for children, fully illustrated, and 
includes the various arts of many tribes, 

Hanks, Mona. India.n Vegetable Dyes, Part I I. Denver Art Museum. Department 
of Indian Art, Leaflet 71, January 1936, 

Heye, George G. Certain Aboriginal Artifacts from San Miguel Island, 
California. ~few York: Museum of the American Indian, Indian Notes 
and Monographs. Vol. VII, No. 4, 19::U. 

211 pages and 124 plates. 

Hodge, Frederick Webb (ed.). Handbook of American Indians North of Mexico. 
Washington D.C.: Government Printing Office. Part I, 1907; Part II, 
1910. 

Hodge, Frederick Webb. '''What the Indian Says in Ornament," Garden and 
Home Builder, Vol. XLIV, No. I, Garden City, California, 1926. 
pp. 33, 68, 70, 

Hoffman, Walter James, The Graphic Art of the Eskimo. Washington D.C.: 
U.S. National. Museum, Annual Report for 1895, pp. 739-968. 

Holmes, William Henry. Art in Shell of the Ancient Americans. Washington D.C.: 
Bureau of American Ethnology, Annual Report I I 1891. pp, 179-305 
with 56 plates. 

-----Textile Art :Ln Relation to Form and Ornament. Washington D.C.: 
Bureau of AmE~rican Ethnology, 6th Annual Report, Government Printing 
Office, 1888,. 
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Hough, Walter. Racial Groups and Figures in the Na~~ral History Building 
of the United States National Museum. Washington D.C.: U. s. 
National Museum. 

Pages 624-627. Plates 21-27, and 30. 
Illustrate Indian costumes and manner of living and 
show application of designs to various articles. 

Indian Art and Industries. Chilocco, Oklahoma. Chilocco Indian Agricultural 
School Print Shop, 1927. Washington D.c.: Department of the Interior. 
Office of Indian Affairs. Library Bulletin No. 4, 1927. 

Excerpt from the Handbook of American Indians, 
Bulletin No. 30, Bureau of Ethnology. Includes 
extensive bibliography on basketry, headwork, 
blankets, pottery, and weaving. 

Inverarity, Robert Bruce. Art of the Northwest Coast Indians. Berkeley, 
California: University of California Press, 1950. 

-----Movable Masks and Figures of the North Pacific Coast Indians. 
Bloomfield, Michigan: Cranbrook Institute of Science, 1941. 

Portfolio. 

-----Northwest Coast Indian Art. Seattle, Washington: Washington State 
Museum: Museum Series No. I, 1946. 

Jacobson, Oscar B. Kiowa Indian Art. Nice: C. SzwedzickJ., 1929. 

11 pages and 30 plates. 

Jeancon, Jean Allard., and F. H. Dough ~dian M~?ical and Noise Making 
Instruments. Denver Art Museum. Department of Indian Art. Leaflet 
No. 29, August 1931. 3rd printing March 1952. 

Keithahn, Edward. Monuments in Cedar. Ketchikan, Alaska: Roy Anderson, 1945. 

Kelemen, Pdl. Mediaeval American Art. New York: Macmillan, 1943, 1956. 

414 pages and 308 plates. 
General introduction to the American Indian and his art. 

Knoblock, Byron W. Bannerstones of the North American Indians. La Grange, 
Indiana: The Author, 1939. 

Krause, Aurel. Die Tlinkit Indianer. Jena 1888. English edition translated 
by Erna Gunther. Seattle, Washington: University of Washington 
Press, 1956. 
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Krieger, Herbert W. ~.spects of Aboriginal Decorative Art in America, 
Based on Specimems in the u.s. National Musewn. Washington D.C.: 
Smithsonian Institution, Annual Report for 1930. pp. 519-556. 

General introduction to the American Indian art. 

Kroeber, Alfred Louis. Culture and Natural Areas of Native North America. 
Berkeley, California: University of California, Publications in 
American Anthror~logy and Ethnology, Vol. 38, 1939. 

-----Ethnology of the1 Gras Ventre. Anthropological Papers of the American 
Musewn of Natural History, Vol. 1, Part IV, New York: 1908. pp. 151-179. 

Decorative are of the Plains Indians. A comparison 
of the designs and the handicraft articles of various 
tribes with extensive notes on parfleche painting and 
a page giving the design elements for bead and quill 
embroidery and other illustrations. 

-----Symbolism of the Arapaho Indians. New York: American Museum of Natural 
History. Bulletin Vol. XVIII, Part I, 1902. 

(Out of print) 

Lemos, Pedro J. Indian Decorative Designs. Worcester, Massachusetts: 
Davis Press Inc. 

Portfolio. 

Linton, Ralph c. "Primitive Art." Kenyon Revie~, Vol. III January 1941. 
pp. 34-51. 

Lorant, Stefan. The New World: The First Pictures of America. New York: 
Duell, Sloan and Pearce, 1946. 

Lowie, Robert H. Cro~ Indian Art. New York: American Museum of Natural 
History. Anthropological Papers, Vol. XXI, Part 4, 1922. 

Extensive notes showing connection and contrast 
between Sioux and Crow headwork and parfleche painting. 

-----"American Indian Cultures," American Mercury, Vol. 20, July 1930. 

An interesting account of early cultures of different 
Indian races, contrasting their interracial customs, 
cultures, arts, and crafts. 

-----Societies of the Arikara Indians. New York: American Museum of 
Natural History, Anthropological Papers, Vol. II, No. 8, 1915. 
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-----Societies of the CrowL Hid a tsa~~M~x~si~~!f,_~~1~2!!~'!~f~' 
American Museum of Natural History, An. 
No. 3, 1913. 

-----The Assiniboine. New York: American JVJ:useum 0 J'lat-tno~.l :titstr,:r:' 
Anthropological Papers. Vol. Part I, 1HD9,, 

Lyford, Carrie Alberta. Iroquois Crafts" ,C.; O:ffice of 
Indian Affairs, 1942. 

-----ojibwa Crafts. Washington D.C.: Office of Ind.:L1.n A.ffa.i:rs, 1:943 .. 

A portfolio of Chippewa des 

Mallery, Garrich. Picture Writing of the Americar:~I:nd!~~· D,C.: 
Bureau of American Ethnology. Tenth Annual Report 1888~1889, T893o 

-----A Calendar of the Dakota Natton. D,C,: U,S, 
and Geographical Survey" Bulletin 11 9 :No® 1? 1377~ PPc. 3~~2fse; f,.!.nd 
88 plates. 

-----Pictographs of the Nort:q American _1_11@~
of American Ethnology. Annual Report IV 1886, 

-----Picture-writing of the Americ~~Ir~ians, 
of American Ethnology. Annual X 

Mason, Bernard s. The Book of 
Ronald Press, 1946. 

Instruction book fo:r Indian c;'C"afrs 8.r:.d 
Clear directions and illustrated 
and drawings. 

Mason, J. Alden. Eskimo Pictorial Art. 
XVIII, 1927. pp. 248-283. 

Mason, Otis F. Aboriginal Skin pressing" Wa,c~h:lng 

National Museum. Report for 1889, :!.891 

Matson, Jessie. Indian Vegetable Dyeso, Part I, I/i?;Jl.Wn:' Art Musemr~. 
Department of Indian Art. Leaflet 63, De::;fmibe:· l9:3.c,L. 2nd 
May 1939. 
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Miles, Charles. Indian and Eskimo Artifacts of North America. 
New York: Regnery, 1963. 

*'~ pictorial catalog, with minimal text, or artifacts 
made or used by North American Indians and Eskimos. 
Cataloged according to use for food, homes and house
keeping, manufacturing, clothing, personal adornment, 
ceremony and religion, art, music, toys, games and 
sports, smoking, travel, and combat, the articles 
displayed reveal by their materials, techniques of 
manufacturing, decoration, and uses much about the 
culture of the people who produced them." 

*BOOKLIST. American Library Association. Semi-monthly. 

Mills, George. Navaho Art and Culture. Colorado Springs, Colorado: 
The Taylor Museum, 1959. 

Moorehead, Warren K. Stone Ornaments of the American Indians. 
Andover, Massachusetts: The Andover Press, 1917. 

-----The Stone Age in North America. Boston: Houghton Mifflin, 1910. 
2 Vols. 

Nelson, Edward William. The Eskimo About Bering Strait. Washington D.C.: 
Bureau of American Ethnology. Annual Report XVIII, Part I, 1899. 
pp. 3-518 & 107 plates. 

Nettl, Bruno. North American Indian Musical Styles. Journal of American 
Folklore, LXlrii, 1954. pp. 45-56, 297-307, 351-368. 

Niblack, Albert P. The Coast Indians of Southern Alaska and Northern 
British Columbia. Washington D.C.: U.S. National Musewn Report for 
1888. pp. 225-386 and 70 plates. 

Norbeck, Oscar E. Book of Indian Life and Crafts. New York: Association 
Press, 1958. 

There is a list of the major Indian tribes of the 
United States and a particular calendar of principal 
Indian events. Shows 300 projects in the areas of 
dwellings, food and cooking, costumes, decorations, 
weaving as well as other phases of Indian 1ife. 

Over, William Henry. Indian Picture Writing ~n South Dakota. Vermillion: 
The University Museum, 1941. 

Parker, Arthur C. The Indian How Book. New York: George H. Doran Company. 

A popular presentation of the handcrafts of the Indian. 
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Praus, Alexis. A New Pictog_raphic A~b~ra.:E~--.:?.!,~<§;};J:i:ir:§._J?~. 
Washington D.C.: Smithsonian Institution. Bulletin No. 6, 1955. 

Rainey, Froelich. "Old Eskimo Art," Natural History Iviaga:z.ine, Vol. XL, 
-- ~--~------

No. 3, 1937. 

Roberts, Helen H. Musical Areas in Aboriginal Nor_th ~.~· Yale University 
Press, Publications in Anthropology. VoL XII, 1936., 

Saloman, Julian Harris. The Book of Indian Crafts and Indian Lore. 
New York: Harper and Brothers. 

A well-illustrated book including in-the-text, simple 
directions for making the articles. 

Seton, Ernest Thompson. Birch Bark Roll of Woodcraft. Revised by Julia M. 
But tree. New York: A. S. Barnes and Company Inc., 1931. 

Revised manual of the Woodcraft League of America. 
Contains games and other helpful information. 

Seton, Julia M. American Indian Arts. New York: Ronald Press, 1962. 

Attempts to provide "in one convenient place a 
SUliUilary of the artistic accomplishments of the 
North American Indian as reflected in his native 
skills and crafts. Separate chapters deal with 
all areas of Indian life. Practical instructions 
are provided." 

Shetrone, Henry Clyde. The Mound Builders. New Yo:dc ' 1930. 

Sides, Dorothy. Decorative Art of the S?~wes!!3_~~~~~::!~~.· Santa Ana, 
California: The Fine Arts Press~ 1936. 

General introduction to the American Indian and his art. 

Sinclair, A.T. Tattooing of the North Americ~an .!Ed.!,~,'~"-< American 
Anthropologist, Vol. XI, 1909, 

Sinclair, John L. The Story of Kuaua. Santa Fe, New lvlexico: School of 
American Research, Papers No. 45, 1951e 

Sloan, John., and Oliver La Farge. Introduction to A1~ca!1 Indian Art. 
New York: Exposition of Indian Tribal Arts, 1931. 

Prepared to accompany the first exhibitions of 
American Indian art selected entirely with consider~· 
ation of esthetic value. Includes two essays which 
discuss the ideas underlying Indian works of art and 
points out the difference between the genuine and the 
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cheap, accompanied by 24 reproductions of photographs 
and 9 color plates illustrating the various types 
of art. Appended are 12 pamphlets on such subjects 
as sand painting of the Navajo Indians, Indian masks, etc. 

Smith, Harlan I. An Album of Prehistoric Canadian Art. Ottawa: National 
Museum of Canada, Bulletin No. 37, 1923. 

Smith, Watson. Kiva Mural Decorations at Awatovi and Kawaika-a. 
Cambridge, Massachusetts: Peabody Museum Papers, Vol. 37, 1952. 

363 pages and 92 plates. 

Speck, Frank G. The Double Curve Motive in Northeastern Algonkin Art. 
Ottawa: National Museum of Canada. Memoir No. 42, 1914. 

-----Montagnais Art in Birchbark, a Circumpolar Trait. New York: Museum 
of the American Indian, Indian Notes and Monographs, Vol. XI, No. 2., 
1937. 

Spinden, Herbert J. Fine Art and the First Americans. New York: Exposition 
of Indian Tribal Arts, 1931. 

General information on the American Indian and his art. 

Stevenson, James. Illustrated Catalogue of the Collection Obtained from 
the Indians of New Mexico and Arizona in 1879. Washington D.C.: 
Bureau of American Ethnology. Second Annual Report, 1883. pp. 307-422. 

Stevenson, Matilda Coxe. The Zuni Indians. Washington D.C.: Bureau of 
American Ethnology, Twenty-third Annual Report, 1904 

Steward, Julian H. petroglyphs of the United States. Washington D.C.: 
Smithsonian Institution. Annual Report for 1936. pp. 405-426. 

Swanton, John R. Contributions to the Ethnology of the Haida. New York: 
American Museum of Natural History. Memoir VIII, Part I, 1905. 

Sydow, Eckart Von. Die Kunst der Naturvolker und der Vorzeit. Berlin, 1923. 

General introduction to the American Indian and his art. 

Townsend, Earl c., Jr. Birdstones of the North American Indians. 
Indianapolis, Indiana: The Author, 1959. 

Underhill, Ruth M. Pueblo Crafts. Washington D •. c.: Bureau of Indian 
Affairs, 1944. 

University of California. Publications in American Archaeology and 
Ethnology, Vols. 1-32, 1903-1932 

These papers deal largely with primitive Indian cultures. 
Are among others which may be of interest to the student 
of Indian art. 
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Vaillant, George Clapp. India~ Arts in North America, New York: Harper 
and Brothers, 1939. 

63 pages and 96 plates. 

West, George. Tobacco Pipes and Smoking Customs of the American Indians. 
Milwaukee, Wisconsin: Milwaukee Public Museum, Bulletin No. 17, 
1934. 2 Vols. 

Westlake, Inez B. American Indian Designs_. New York: H.C. Perleberg, 
Vol. I, 1925. 

First series includes 36 plates, of which 16 are in 
color, containing 200 designs representing both 
prehistoric and modern Indian designs wtth explan
atory text. 

-----American Indian Designs. Philadelphia: H.C. Perleberg, Vol. II, 1930. 

Second series contains more than 200 designs, 
illustrating the gradual development :tnto modern 
forms. Includes 36 plates of which 6 are in color, 
with explanatory text. 

Wingert, Paul S. American Indian Sculpture. New York J.J. Augustin, 1949. 

144 pages and 76 plates. 

-----"Tsimshian Sculpture," The Tsimshia.n Their Art~; and Music New York: 
J.J. Augustin, 1951. 

Wissler, Clark. Indians of the Plains. New York: American Museum of Natural 
History. Handbook No. I, 1927. 

-----North American Indians of the Plains o Nevv York.: American Museum of 
Natural History. Handbook Series No. L edition.) Chapter 4, 
1920. pp. 127-133. 

A brief, popular presentation of the subject of 
decorative and religious art with bibliography. 

-----Riding Gear of the North American Indians. New York: American 
Museum of Natural History. Anthropological Papers. Serl.es Vol. 17, 
Part I, 1915. 

-----Societies and Ceremonial Associations in Oglala Division of the 
Teton Dakota. New York: American Museum of Natural History. Anthro
pological Papers, Vol. II, No. I, 1912. 

-----The American Indian. New York: Oxford University Press. Second 
Edition, Chapter 5, 1922. pp. 77-101, 

Decorative designs (briefly treated). 
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BRIEF LIST OF MUSEUMS IN WHICH CHOICE COLLECfiONS ------ ----OF INDIAN ART CAN BE FOUND 

NORTH AMERICA 

Arizona State Museum 
The University of Arizona 
Tucson, Arizona 85721 

Brooklyn Museum 
Eastern Parkway 
Brooklyn, New York 11238 

Cleveland Museum of Natural History 
10600 East Boulevard 
Cleveland, Ohio 44106 

Carnegie Museum 
Anthropology Center 
P.O. Box 28 
Meridian Rural Station 
Butler, Pennsylvania 16001 

Denver Art Museum 
Department of Indian Art 
1300 Logan Street 
Denver, Colorado 80203 

Field Museum of Natural History 
Roosevelt Road at Lake Shore Drive 
Chicago, Illinois 60605 

Milwaukee Public Museum 
Milwaukee, Wisconsin 

Museum of the American Indian 
Heye Foundation 
Broadway at !55th Street 
New York, New York 10032 

Museum of Anthropology 
103 Koreber Hall 
University of California 
Berkeley, California 94720 

Museum of Northern Arizona 
Fort Valley Hoad 
P.O. Box 1389> 
Flagstaff, Ar·izona 86001 
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Museum of the State Historical Society of North Dakota 
Liberty Memorial Building 
Bismarck, North Dakota 58501 

Museum of the University of Kansas 
Department of Anthropology 
Lawrence, Kansas 66044 

Museum of the University of Pennsylvania 
Thirty-Third and Spruce Streets 
Philadelphia, Pennsylvania 19104 

National Anthropological Archives 
Smithsonian Institution 
Washington, D.C. 20560 

Ohio State Museum 
Ohio Historical Center 
Columbus, Ohio 43211 

Oklahoma Historical Museum 
Historical Building 
Oklahoma City, Oklahoma 73105 

Peabody Museum of Archaeology and Ethnology 
Harvard University 
Cambridge, Massachusetts 02138 

Pettigrew Museum 
131 North Duluth 
Sioux Falls, South Dakota 57102 

Southwest Museum 
Highland Park 
Los Angeles, California 90042 

Thomas Burke Memorial Washington State Museum 
University of Washington 
Seattle, Washington 98105 

British Museum 
London, England 

Cambridge Museum 
Cambridge, England 

Hastings Museum 
Sussex, England 

EUROPE 
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Historisches Museum Ethnographische Abteilung 
Bern, Switzerland 

Linden Museum 
Stuttgart, Germany 

Oxford Museu111 
Oxford, England 

Museum of Ethnography and Natural Science 
Basle, Switzerland 

Musee de l'Homme 
Paris, France 

Museum of Folk Art 
Berlin, Germany 

TOPICAL S E C T I 0 N 

The following topical section provides references to students 

and teachers to allow them to engage in replication of original 

American Indian artistic expression. 

BASKETRY 

Baskets are made by weaving or intertwining long sections of 

slender vegetable rna terial. The resulting product is a shaped vesseL 

A Basket-Maker Collection in the Musemn. Philadelphia, Pennsylvania: 
The University Museum Bulletin, Vol. I, No. 4, 1930. 

Out of print. 2 pages and l plate. 

Amsden, Charles. The Ancient Basketmakers. Los Angeles, California: 
Southwest Musemn, Southwest Museum Leaflet No. II. 

Barrett, S.A. yomo Indian Basketry. Berkeley, California: University 
of California, Publications in Arnerican Anthropology and 
Ethnology, Vol. VII, No. 3, 1908. pp. 133-09. 

Blanchan, Neltje. ''What the Basket Means to the Indian," Everybody's 
Magazine, November, 1901. pp. 461-570. 

Suggested reading. 
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Breazeale, J.F. The Pima and His Basket. Arizona Archaeological and 
Historical Society, 1923. 

Cain, Thomas H. Pima Indian Basketry. 

A comparison of the techniques of this craft, past 
and present. 40 pages and illustrated with 17 plates 
of photographs. 

Dixon, Roland B. Basketry Designs of the Indians of Northern California. 
New York: American Museum of Natural History, Bulletin 17, Part I, 1902. 

Dodge, K. T. "vlihi te Mountain Apache Baskets, 11 American Anthropologist, n. s., 
Vol. II (January, 1900), pp. 193-194. 

Suggested reading. 

Douglas, Frederic Huntington. Basketry Construction Technics. Denver 
Art Museum, Department of Indian Art, Leaflet 67, December 1935. 
(2nd printing September 1940.) 

-----Basketry Decoration Technics. Denver Art Museum, Department of Indian 
Art, Leaflet 68, December 1935. (2nd printing September 1940.) 

-----Styles of Southwest Coiled Basketry. Denver Art Museum, Department of 
Indian Art, Leaflet 88, 1939. 

-----Southwestern Twined, Wicker and Plaited Basketry. Denver Art Museum, 
Department of Indian Art, Leaflets 99-100, 1940. 

Emmons, George T. "Basketry of the Tlingit, 11 New York: American Museum 
of Natural History, Memoirs III, Part II, 1903. 

Field, Clark. Art and Romance of Indian Basketry. 

Illustration and description of 90 baskets in 
Philbrook Art Center Collection. 

Goggin, John M. "Plaited Basketry in the New World," Southwestern Journal 
of Anthropology, Vol. V, 1949. pp. 165-168. 

Gordan, G.B. The Richard Waln Meirs Collection. Philadelphia, Pennsylvania: 
The University Museum, The Museum Journal, Vol X, Nos. 1-2, 1919. 

Mainly California basketry, 3 pages and 2 illustrations. 

Guernsey, S.J., and A.V. Kidder. Basket Maker Caves of Northeastern Arizona. 
Cambridge, Massachusetts: Harvard University, Papers of the Peabody 
Museum of American Archaeology and Ethnology, Vol. VIII, No. II, 1921. 
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Hough, Walter. Hopi Indian Collections in the U.S. National Museum. 
Washington, D.C.: Proceedings, United States National Museum, 
Vol. 54, 191!). 

James, George Wharton. Indian Basketry. Pasadena, California: Privately 
printed, 1901. 

Jeancon, Jean Allard and Frederic Huntington Douglas. Hopi Indian Basketry. 
Denver Art Museum, Department of Indian Art, Leaflet 17, 1931. 

Kissell, M.L. Basketry of the Papapo and Pima Indians. New York: American 
Museum of Natural History. Anthropological Papers, Vol. XVII, Part IV, 
1916. 

Kroeber, A.L. Basketry Designs of the Mission Indians. New York: American 
Museum of Natural History, Guide Leaflet No. 55, July, 1922,, 

Lyford, Carrie A. Ojibwa Crafts. Washington, D.C.: Office of Indian 
Affairs, 194:3. 

A descriptive analysis of basketry with designs and 
a brief background of the culture of this tribe. 
216 pages and illustrated with line drawings. 

Mason, Otis Tuftin. Aboriginal American Basketry. Washington, D.C.: 
U.S. National Museum, Annual Report for 1902. 

Reprint 1904, Washington, D.C.: Smithsonian Institution, 
(Report of the National Museum). 

Studies in textile art without machinery. Long out of 
print, considered the bible of Indian basketry, the 
reprint has 500 pages and is well illustrated, including 
46 full color plates. 

Merwin, B.W. Basketry of Chilimacha Indians. Philadelphia, Pennsylvania: 
The University Museum. The Museum Journal, Vol. X, Nos. 1-2, 1919. 

6 pages and 4 plates. 

Miles, Charles, and Pierre Bovis. American Indian and Eskimo Basketry. 

Covers major types of baskets and basketry items by 
Indians of North America. 120 pages, 110 illustrations, 
map, and bibliography. 

Paul, Frances. Spruce Root Basketry of the Alaska Tlingit. 

A discussion of one of the most original decorative. 
designs among North American Indians, now a disappearing 
art, with portfolio of designs. 
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Pepper, George H. Ancient Basket Makers of Southeastern Utah. New York: 
American Museum of. Natural History. Supplement to American Museum 
Journal of Natural History, Guide Leaflet No. 6, Vol. II, No. 4, 
April, 1902. 

Roberts, Helen H. Basketry of the San Carlos Apache. New York: American 
Museum of Natural History, Anthropological Papers, Vol. XXI, Part II, 
1929. 

Robinson, Alambert E. Basket Weavers of Arizona. Albuquerque, New Mexico: 
University of New Mexico Press, 1954. 

A survey of the craft among the various tribes in 
this region, discussing methods, designs, and uses 
of basketry in ancient and modern times. 
Well illustrated with photographs. 

Russell, Frank. The Pima Indians. Washington, D.C.: Government Printing 
Office. Bureau of American Ethnology, 26th Annual Report, 1904. 

Sapir, E. An Apache Basket Jar. Philadelphia, Pennsylvania: The University 
Museum, The Museum Journal, Vol. I, No. I, 1910. 

3 pages and l illustration. 

Shotridge, L. Tlingit Woman's Root Basket. Philadelphia, Pennsylvania: 
The University Museum, The Museum Journal, Vol. XII, No. 3, 1921 

17 pages, 7 illustrations, and l in color. 

Sides, Dorothy Smith. Decorative Art of the Southwestern Indians. Santa 
Ana, California: The Fine Arts Press, 1936. 

Plates and short descriptive text of basket and pottery 
designs of Southwest Indians. 290 illustrations and a 
bibliography. 

Sloan, John., and Oliver La Farge. "Basketry," Introduction to American 
Indian Arts (Collected and published by the Exposition of Indian 
Tribal Arts, New York), 1931. 

Speck, Frank G. Decorative Art and Basketry of the Cherokee. Milwaukee, 
Wisconsin: Milwaukee Public Museum, Bulletin II, 1920. pp. 53-86. 

Tanner, Clara Lee. "Apache Basketry," Arizona Highways, Vol. 22, August, 
1946. pp. 38-39. 

Tscholik, Harry Jr. "Navaho Basketry," American Anthropologist. n.s., 
Vol. 42, July - September, 1940. pp. 444-462. 
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Hoffman, Walter ~fames. The JVIenomini Indians. Washington, D. C.: Government 
Printing Off:lce. Bureau of American Ethnology, 14th Annual Report, 1896. 

Hofsinde, Robert (Grey-Wolf). Indian Beadwork. New York: William Morrow 
and Company, 1959. 

Instructions for bead loom and patterns for headwork 
decoration. Ages 10-14. Many designs for making 
many articles, with easy-to-follow instructions. 

Hunt, Walter Bernard. and J.F. Burshears. American Indian Beadwork. 
Milwaukee, Wisconsin: Bruce Publishing Company, 1951. 

Lyford, Carrie Alberta. Sioux Beadwork. Washington, D.C.: Office of 
Indian Affairs, 1933. 

-----Quill and Beadwork of the Western Sioux. Washington, D.C.: Office 
of Indian Affairs, Education Division, 1940. 

Lowie, Robert H. Crow Indian Art. New York: American Museum of 
Natural History, Anthropological Papers, Vol. XXI, Part IV, 1922. 

Extensive notes showing connection and contrast between 
Sioux and Crow headwork and parfleche painting. 

Orchard, William C. Beads and Beadwork of the American Indians. New York: 
Museum of the American Indian, Heye Foundation, Contributions 
Vol. XI, 1929. 

A study based on specimens in the Museum of the 
American Indian. 140 pages and 31 plates. 
An extensive and detailed study of headwork among 
the American Indians. 

Seton, Ernest Thompson. Birch Bark Roll of Woodcraft. Julia M. Buttree,(ed.) 
New York: A.S. Barnes and Company, Inc. 1931. 

Seton, Julia M. ;[ndian Costume Book. Sante Fe, New Mexico: Seton Village 
Press, 1938. 

Sides, Dorothy &nith. Decorative Art of the Southwestern Indians. Santa 
Ana, California: The Fine Arts Press, 1936. 

Plates and short descriptive text of headwork with 
designs of the Southwest Indians. Illustrations and 
bibliography. 

Speck, Frank G., and William C. Orchard. The Penn Wampum Belts. New York: 
Museum of the American Indian, Heye Foundation, Leaflet No. 4, l925o 
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Underhill, Ruth M. Pueblo Crafts. Washington, D.C.: Office of Indian 
Affairs, 

A description of the basketry of these tribes with 
a brief historical background. Well illustrated. 

Wardle, H.N. A Datsolalee Basket. Philadelphia, Pennsylvania: The 
University Museum. Bulletin, Vol. 7, No. 3, 1939, 

2 pages and 2 illustrations. 

-----American Indian Baskets. Philadelphia, Pennsylvania: The University 
Museum. Bulletin, Vol 7, No. 3, 1939. 

l page and l plate. 

-----The Brock Collection of Baskets. Philadelphia, Pennsylvania: The 
University Museum, Bulletin, Vol. 3, Nos. 3&4, 1932. 

3 pages and 1 plate. 

Williamson, Adelaide. "san Carlos Apache Basketry," Arizona Highways, 
Vol. 15, August, 1939. pp. 12-13, 31. 

Wissler Clark. Aboriginal American Basketry. Washington, D.C.: 
u.s. National Museum, Annual Report for 1904. 

BEADING 

Beads are defined as glass or metal units which are sewn to materials 

to form patterns as a mass. Beads used other than as described will be 

considered jewelry. 

Densmore, Frances. Chippewa Customs. Washington, D.C: Government Printing 
Office. Bureau of American Ethnology, 1929. 

Douglas, Frederic Huntington. Beadwork History and Technics. Denver Art 
Museum. Department of Indian Art. Leaflet 117, May, 1953. 

-----Main Types of Sewn Beadwork. Denver Art Museum. Department of Indian 
Art. Leaflet 118-119, May, 1953. 

-----Plains Beads and Beadwork Designs. Denver Art Museum. Department of 
Indian Art. Leaflet 73-74, December 1936, 4th printing July 1951. 

Jeancon, Jean Allard. and Frederic Huntington Douglas. North American 
Plains Indians Hide Dressing and Bead Sewing Techniques. Denver 
Art Museum. Department of Indian Art. Leaflet No. 2, 1930, 3rd 
edition March 1951. 
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Wildschut, William. and John C. Ewers. Crow Indian Beadwork: A DescriptivE: 
and Historical Study. New York: Museum of the American Indian, 
Contributions Vol. XVI, 1959. 

The most complete survey available of design styles and 
techniques of the bead art of this tribe. 55 pages, 
illustrated with 47 halftones and 3 color plates. 

Wissler, Clark. _Distribution of Moccasin Decoration Among the Plains 
Tribes. New York: The American Museum of Natural History. Anthropological 
Papers, Vol. XXIX, Part I. 

A study of "the way in which the trait has spread 
and with the correlation of both geographical and 
analytic methods of approach." 

-----Indian Beadwork. New York: The American Museum of Natural History, 
Leaflet No. 50, 1919. 

A pamphlet of 31 pages with description and 25 
illustrations of the technique employed in bead 
and quill work and types of bead weaving of the 
Indians around the Great Lakes and on the Western 
Plains. 

-----Some Protective Designs of the Dakota. New York: The American Museum 
of Natural History. Anthropological Papers, Vol. I, Part II, pp. 19-54 .. 

A discussion of the symbolism of the protective 
designs used by the Sioux on shields, Ghost-Dance 
Designs (Ghost-Dance garments), The Hoop, The Whirlwind, 
The Thunder, The Spider, and the Spider Web. 

Woodcraft League of America, Incorporated, Seton Village, Santa Fe, 
New Mexico: The Totem Board, March 1932. Beading. 

Discusses the history of bead work and its development 
by the Chippewa Indians. 6 plates show designs of 
various tribes. 

CLOTHING 

Clothing denotes traditional and modern body covering and encludes 

costumes, dress, and fashion for men, women, and children. 

Boas, Franz. The Central Eskimo. Washington, D.C.: Government Printing 
Office. Bureau of American Ethnology, 6th Annual Report, 1888. 
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Carr, L. Dress and Ornament of Certain American Indians. Proceedings of 
the American Antiquarian Society. W.S. 1897, pp. 318-454. 

Dellenbaugh, Frederic S. North Americans of Yesterday. New York: G.P. 
Putnam's Sons, Inc. 1902. 

Densmore, Frances. Chippewa Customs. Washington, D.C.: Government Printing 
Office. Bureau of American Ethnology, Bulletin 86, 1929. 

Dienes, Andre De. "costumes of the Southwest Indians," Natural. Vol. LVI, 
1947. pp. 360-367. 

Douglas, Frederic Huntington. Basic Types of Indian Women's Costumes. 
Denver Art Museum. Department of Indian Art, Leaflet 108, December 1950. 

-----·Indian Woman's Clothing, Fashion and Function. Denver Art Museum. 
Department of Indian Art, Leaflet 109, December 1951, 2nd printing 
March 1956. 

-----and Alice L. Marriott. Plains Indians' Clothing. Denver Art Museum. 
Department of Indian Art. Leaflet 24, May 1931, 2nd printing; 2nd 
edition, March 1951. 

Farabee, W.C. Dress Among Plains Indian Women. Philadelphia, Pennsylvania: 
The University Museum. The Museum Journal, Vol. XIII, No. 4, 1921, 
pp. 239-251. 

Fletcher, Alice C., and Frances La Flesche. The Omaha Tribe. Washington D.C.: 
Government Printing Office, Bureau of American Ethnology, 27th Annual 
Report, 1911. 

Goddard, Pliny E. Life and Culture of the Hupa. Berkeley, California: 
University of California Press, 1903. 

Hoffman, Walter James. The Menomini Indians. Washington, D.C.: Government 
Printing Office, Bureau of American Ethnology, 14th Annual Report, 1896. 

Hough, Walter. Hopi Indian Collection. Washington, D.C.: Proceedings, 
United States National Museum, Annual Report for 1902. Vol. 54. 

Jacobson, Oscar B. North_American Indian Costumes. Nice, France: 1952. 

Krieger, Herbert W. American Indian Costumes in the United States National 
Museum. Washington, D.C.: Annual report of the Smithsonian Institution 
for 1928, 1929. pp. 623-662. 

Kroeber, Alfred L. The Arapaho, New York: The American Museum of Natural 
History, Bulletin, Vol. XVIII, 1902. 

MacCauley, Clay. The Seminole Indians. Washington, D.C.: Government 
Printing Office, 5th Annual Report, 1887. 
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Mason, Bernard S. The Book of Indian Crafts and Costumes. New York: 
Ronald Press, 1946. 

One of the better instruction books for Indian 
crafts a.nd costumes. Clear directions; illustrated 
with photographs and drawings. 

Murdoch, John. Ethnological Results of the Point Barrow Expedition. 
Washington, D.C.: Government Printing Office, Bureau of American 
Ethnology, 9th Annual Report, 1892. 

Niblack, Albert P, Coast Indians of Southern Alaska and Northern British 
Columbia. Washington, D.C.: Report U.S. National Museum, 1890. 

Norbeck, Oscar E. Book of Indian Life and Crafts. New York: Association 
Press, 1958. 

Shows how to carry out 300 projects involving costume, 
weaving arts and decorations, dwellings, and other aspects 
of Indian life. 

Roediger, Virgini:a More. Ceremonial Costumes ,of the Pueblo Indians. 
Berkeley, California: University of California Press, 1941. 

Detailed descriptions and explanations of the dance 
dramas still to be seen in the Pueblos, with extremely 
exact information about the costumes and how to make 
them. Also includes a history of these tribes and 
remarks on contemporary Pueblo life. Illustrated with 
drawings .. 

Seton, Ernest Thompson. Birch Bark Roll of Woodcraft. New York: A.S. 
Barnes and Company Inc. 1931. 

Seton, Julia M. Indian Costume Book. Santa Fe, New Mexico: Seton Village 
Press, 1938. 

Skinner, Alanson. Indians of Manhattan Island and Vicinity. New York: 
The American Museum of Natural History, Guide Leaflet Series No. 41. 

-----Notes Concerning New Collections. The American Museum of Natural 
History, Anthropological Papers, Vol. IV, Part II. 

Swanton, John R. Aboriginal Culture of the Southwest. Washington, D.C.: 
Government Printing Office. Bureau of Ethnology, 42nd Annual Report,l928. 

Teit, James A. Salishan Tribes of the Western Plateau. Washington, D.C.: 
Government Printing Office. Bureau of Ethnology, 45th Annual Report, 1930. 
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Turner, Lucien M. Ethnology of the Ungava. Washington, D.C.: Government 
Printing Office. Bureau of American Ethnology, 11th Annual Report, 1894. 

Wissler, Clark. Costumes of the Plains Indians. New York: The American 
Museum of Natural History. Anthropological Papers, Vol. XVII, 1916, 
pp. 39-91. 

-----Decorative Art of the Sioux Indians. New York: The American Museum 
of Natural History, Bulletin, Vol. XVIII, Part III, 1904, pp. 231-278. 

A valuable and well-illustrated article showing the 
design elements of the Sioux and describing typical 
decorative designs and their use. Out of print. 

-----Indian Costmnes in the United States. New York: The American Museum 
of Natural History. 1926 

Takes up geographical variations in American Indian 
costume-- material, patterns, and decoration. 

-----Structural Basis to the Decoration of Costumes Among the Plains 
Indians. New York: The American Museum of Natural History. Anthropological 
Papers Series Vol. 17, Part III, 1916. 

DWELLINGS 

Dwellings are defined as enclosures of space for human habitation 

of individuals, families, or groups. The main concern here is their 

decorative artwork. 

Boas, Franz. The Central Eskimo. Washington D.C.: Government Printing 
Office. Bureau of American Ethnology, 6th Annual Report, 1888. 

Bushnell, David I. Village of Tribes West of the Mississippi. Bureau 
of American Ethnology, Bulletin 77, 1921. 

Buttree, Julia M. (Mrs. Ernest Thompson Seton). Rhythm of the Redman. 
New York: The Ronald Press Company, 1920. 

Dellenbaugh, Frederick S. North Americans of Yesterday. New York: 
G.P. Putnam's Sons, 1902. 

Densmore, Frances. Chippewa Customs. Washington, D.C.: Government 
Printing Office. Bureau of American Ethnology, Bulletin 86, 1929. 
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Dorsey, J. Owen. Omaha Dwellings, Furniture and Implements. Washington, 
D.C.: Government Printing Office. Bureau of American Ethnology, 
13th Annual Report, 1896, 

Douglas, Frederie Huntington. The Plains Indian Earth Lodge--Historic 
Period. Denver Art Museum. Department of Indian Art, Leaflet No. 20, 
April 1931, 2nd printing March 1945. 

Fletcher, Alice C., and Francis La Flesche. The Omaha Tribe, Washington 
D.C.: Governuent Printing Office. Bureau of American Ethnology, 
27th Annual Report, 1911. 

Hodge, Frederick W. Handbook of American Indians North of Mexico. 
Washington D .. C.: Government Printing Office. Part I, 1907; 
Part II, 1910. 

Hoffman, Walter ,James. The Menomini Indians. Washington, D. C.: Government 
Printing Office. Bureau of American Ethnology, 14th Annual Report, 18!~6. 

Jeancon, Jean Allard and F.H, Douglas, The Plains Indians Tipi. 
Denver Art Museum. Department of Indian Art. Leaflet No. 19, April 19:31, 
4th printing February 1955. 

MacCauley, Clay. The Seminole Indians of Florida. Washington, D.C.: 
Government Printing Office. Bureau of American Ethnology, 5th Annual 
Report, 1887. 

McClintock, Walter. The Blackfoot Tipi. Los Angeles, Calif.: Southwest 
Museum. Southwest Museum Leaflet No. 5, 

-----Painted Tipis and Picture-writing of the Blackfoot. Los Angeles, 
California: Southwest Museum, Southwest Museum No. 6, 

McGee, W.J. The Seri Indians. Washington, D.C.: Government Printing 
Office. Bureau of American Ethnology, 17th Annual Report, Part I, 
1898. 

Mason, Bernard S. Camping and Education. New York: McCall Company, 1930. 

Mindeleff, Cosmos, Navajo Houses. Government Printing Office. Bureau of 
American Ethnology, 17th Annual Report, Part II, 1898. 

Mindeleff, Victor. A Study of Pueblo Architecture. Washington, D.C.: 
Government Printing Office. Bureau of American Ethnology, 8th Annual 
Report, 1891. 

Murdoch, John. Ethnological Results of the Point Barrow Expedition. 
Washington, D.C.: Bureau of American Ethnology, 9th Annual Report, 1892. 

234 



Nelson, Edward William. The Eskimo About Bering Strait, Washington, D.C.: 
Government Printing Office, Bureau of American Ethnology, 18th Annual 
Report, Part I, 1899, 

Niblack, Albert P. Coast Indians of Southern Alaska and Northern British 
Columbia. Washington, D.C.: United States National Museum, 1888, 

Radin, Paul. The Winnebago Tribe. Washington, D.C.: Government Printing 
Office. Bureau of American Ethnology, 37th Annual Report, 1923. 

Teit, James A. The Salishan Tribes of the Western Plateaus. Washington, 
D.C.: Government Printing Office. Bureau of American Ethnology, 
45th Annual Report, 1930. 

Turner, Lucien M. Ethnology of the Ungava District. Government Printing 
Office. Bureau of American Ethnology, 11th Annual Report, 1894. 

Winship, George Parker. The Colorado Expedition, 1540-1542, Washington,D.C.: 
Government Printing Office. Bureau of American Ethnology, 14th Annual 
Report, 1896. 

JEWELRY 

Jewelry is defined as articles of adornment worn on the body. 

These articles include bracelets, breastplates, chokers, necklaces, rings, 

earrings, etc. The materials used are metal, glass, leather and feathers, 

minerals, bones, dried berries, fruit pits and seeds, and the teeth or 

claws of animals. 

Adair, John. The Navajo and Pueblo Silversmiths. Norman, Oklahoma: 
University of Oklahoma Press, 1944. 

A full history of the craft with information about 
the pioneer silversmiths who introduced this 
relatively new art to their people. Details the 
methods and techniques of manufacture as well as 
standards and qualities of Indian silver. 

Bedinger, Margery. Navajo Indian Silverwork. Denver, Colorado: John 
Van Male, 1936. 

Cotton, Mary. and Russell Farrell. "Hopi Silversmithing, Its Background 
and Future," Plateau. Vol. 12, July 1939. 
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Dittert, Alfred A. Pre-Spanish Jewelry and Ornament in the Southwest. 

Describes the various types of personal adornment 
made and used by prehistoric peoples of the area, 
including materials such as feathers, stone, bone, 
shell and wood. 

Harrington, M.R. Iroquois Silverwork. New York: The American Museum of 
Natural History. Anthropological Papers, Vol. I, Part VI. 1908. 

Hagemann, Elizabeth Compton, Navaho Silver. Los Angeles, California: 
Southwest Museum. Southwest Museum Lea.flet No. 29, 

Hodge, F.W. Turquoise Work of Hawikuh, New Mexico. "New York: Museum of 
the American Indian, Heye Foundation, Leaflet 2, 1921. 

McGibbeny, J.H. "Hopi Jewelry," Arizona Highways. Vol. 26, July 1950, 
pp. 18-25. 

Matthews, Washing·ton. Navaho Silversmiths. Washington, D.C.: Government 
Printing Office. Bureau of American Ethnology, 2nd Annual Report, 
1911. 2nd reprint 1969, Navajo Weavers and Navajo Silversmiths. 

Detailed descriptions of both weaving and silver-
smithing. New introduction and illustrations, 
42 pages. 

Mera, Harry P. Indian Silverwork of the Southwest, Illustrated. Globe, 
Arizona: Dale S. King, 1959. 

Basic work on silver covering early history and 
recent developments, illustrated with 128 photo
graphs of prime examples. 128 pages. 

Newman, David L. "Modern Developments in Indian Jewelry," El Placio. 
(Published by the School of American Research, the University of 
New Mexico and the Museum of New Mexico), Vol. 57, (June, 1950), 
pp. 173-180, 

Sikorski, Kathryn A .. "Recent Trends in Zuni Jewelry," (Master's Thesis,) 
University of Arizona, 1959, 

-----"Zuni Jewelry," Arizona Highways. Vol. 35 August, 1959, pp. 6-13. 

Sloan, John., and Oliver La Farge. "Jewelry," Introduction to American 
Indian Art. (Collected and published by the Exposition of Indian 
Tribal Arts, New York), 1931. 
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Tanner, Clara Lee. "Navaho Silver Craft, " Arizona Highways. Vol. 30 
(August, 1954), pp. 16-33. 

Underhill, Ruth. Pueblo Crafts. Phoenix, Arizona: Education Division, 
United States Indian Service, 1945, pp. 119-123. 

Woodward, Arthur. A Brief History of Navaho Silversmithing. Flagstaff, 
Arizona: Museum of Northern Arizona, Bulletin 14, 1938. 

PAINTING 

Painting is defined as the application of black or white and 

colored pigments onto a surface or mixed into a material, such as in 

the practice of sand painting. Pigments are applied to leather, canvas, 

wood, or paper, or they are scratched on as in parfleche decoration. 

Alexander, Hartley Burr. Pueblo Indian Painting. Nice, France: C. 
Szwedzicki, 1932. 

18 pages and 50 plates. 

Appleton, Leroy H. Indian Art of the Americas. New York: Charles 
Scribner's Sons, 1950. 

Armer, Laura Adams. In Navaho Land. 

A record of the author's personal experiences among 
these Indians, her observations of tribal customs, 
and detailed descriptions of the ancient art of sand 
painting. Illustrated with excellent photographs. 

-----"Navajo Sand-Painting," American Anthropologist, Vol 33 (October, 
December, 1931), p. 657. 

Bynner, Witter. "Paintings by Pueblo Children," School Arts Magazine. 
Vol. 31, April 1932, pp. 451-456. 

"The Pueblo Indians of the Southwest have had for 
centuries an extraordinary sense of conventionalized 
design." The author believes this artistic instinct 
should have a chance for natural development in the 
schools. Illustrated with drawings by Indian child
ren who have been permitted to follow out their own 
instinctive ideas. 

237 



Cohoe, A Cheyenne Sketchbook. 

A beautiful volume, reproducing photographs and 
12 drawings in color, telling the story of the 
Cheyenne by an Indian prisoner at Fort Marion, 
Florida, in 1875. E.A. Hoebel and Karen D. Peter
sen have added explanatory comments. 

David, Linzee W. King. "Modern Navajo Water Color Painting," Arizona 
Highways. Vol. 32, July 1956, pp.l0-31. 

Dockstader, Frederick J. The Katchina and the White Man. Bloomfield 
Hills, Michigan: Cranbrook Institute of Science, Bulletin 35. 

Douglas, Frederick Huntington. Parfleches and Other Rawhide Articles. 
Denver Art Museum. Department of Indian Art. Leaflet 77-78, 
December 1936, 3rd printing February 1955. 

Dunn, Dorothy. The Development of Moden American Painting: Southwest and 
Plains Area. Santa Fe, New Mexico: El Palacio, 1951, pp. 331-353. 

-----The Studio of Painting, Santa Fe Indian School. Santa Fe, New Mexico: 
El Palacio, 1960, pp. 1-12. 

Drucker, Phillip. Indians of the Northwest Coast. New York: McGraw-Hill 
Book Company, 1955. 

Dulton, Bertha P. Sunfather's Way; the Kiva Murals of Kuaua. 

A study on the wealth of mural painting found during 
the excavation of a large Pueblo ruin in New Mexico. 
Illustrated with excellent color reproductions. 

Earl, E., and E. Kennard. Hopi Katchina. Locust Valley, New York: 
J.J. Augustin, Inc. 1938. 

Evans, Will. "sand Painting," Southwestern Lore, Vol. 17 (December, 1951), 
pp. 52-55. 

Ewers, John C. Blackfeet Crafts. Washington, D.C.: Office of Indian Affairs. 

A survey of the four major crafts of these Northern 
Plains Indians, including the techniques of animal 
skin preparation, sewing, painting, and bead and 
quill work, with information on several minor crafts. 

-----Early White Influence Upon Plains Indian Painting. Washington, D.C.: 
Smithsonian Miscellaneous Collections, Vol. CXXXIV, No. 7, April 24, 1957. 
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-----Plains Indian Painting. Stanford, California: Stanford University 
Press, 1939. 

Feder, Norman. North American Indian. 1967. 

Introduction of ethnographic and archaeologic forms 
of Indian paintings in the various Indian culture areas. 

Fogg, P.M. "Art Sense of the Indian," School Arts Magazine. Vol. 26, 
(February 1927), pp. 348-349. 

Forbes, Anne. A Survey of Current Pueblo Indian Paintings. Sante Fe, 
New Mexico: El Palacio, Vol. 57, No. 8, 1950, pp. 235-252. 

Hagan, N. "Art Work in the Indian Schools," School Arts Magazine. 
Vol. 30, (November 1930), pp. 170-173. 

Describes the work in one of the government's 
Indian schools, in which the objective is to retain 
and develop, along the lines of their own native 
art, the artistic instinct inherent in Indian 
children. 

Henderson, Alice Corbin. "Modern Indian Painting," Introduction to 
American Indian Art. (Collected and Published by the Exposition of 
Indian and Tribal Arts, New York), 1931. 

Hewett, Edgar Lee. "Native American Artist," Art and Archaeology, Vol. 13, 
(March 1922) pp. 103-112. 

Holmes, William Henry. Art in Shell of the Ancient Americans. Washington, 
D.C.: Government Printing Office. Bureau of American Ethnology, 
2nd Annual Report, 1883. 

Inverarity, Robert Bruce. Art of the Northwest Coast Indians. Berkeley, 
California: University of California, 1950. 

Jacobson, Oscar B. and Jeanne D'Ucel. American Indian Painters. Nice, 
France: c. Szwedzicki, 1950. 

Portfolio. 

Jeancon, Jean Allard and Frederic Huntington Douglas. Indian Sand-Painting, 
Tribes, Techniques and Uses. Denver Art Museum. Department of Indian 
Art. Leaflet 43, 1932. 

-----North American Plains Indian Hide Dressing and Bead Sewing Techniques. 
Denver Art Museum. Department of Indian Art. Leaflet No. 2, 1930, 
3rd edition March 1951. 
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King, Arden R. Aboriginal Skin Dressing in Western North America. Berkeley, 
California: Kroeber Anthropological Society, Spring 1956, pp. 97-98. 

Kroeber, Alfred L. "The Arapaho." Bulletin of American Museum of Natural 
History. Vol. XVIII, 1802. 

Laubin, Reginald and Gladys, The Indian Tipi: Its History, Construction, 
and Use. 

The story of this Indian dwelling and its construction, 
now almost a lost art. Discusses the various types, 
locations, furnishings and etiquette, religious 
significance, and symbolic paintings. 

Lemos, Pedro J. "zuni, The Strangest Art Center in America," School Arts 
Magazine. Vol. 27, (April 1928) pp. 489-500. 

A description of school and art activities among 
the Zuni Indians in New Mexico. Includes many 
illustrations. 

Lowie, Robert H. Crow Indian Art. New York: The American Museum of 
Natural History. Anthropological Papers, Vol. XXI, Part IV, 1922. 

Extensive notes showing connection and contrast 
between Sioux and Crow headwork and parfleche 
painting. 

Mallery, Garrick. Pictographs of the North American Indians. Washington 
D.C.: Government Printing Office. Bureau of American Ethnology, 
4th Annual Rerort, 1886. 

Mooney, James. "Skin and Skin Dressing," Handbook of American Indians. 
Washington, D.C.: Government Printing Office. Office of Indian Affairs, 
Part II, 1910, pp. 591-594. 

Morrison, Aimee L. "Art Among the Pueblo Indians," School Arts Magazine, 
Vol. 30, (December 1930), pp. 238-239. 

Gives suggestions for teaching art in Indian schools 
based upon original Indian art designs. Includes 
illustrations made by Indian school children below 
the sixth grade. 

Murdoch, John. Ethnological Results of the Point Barrow Expedition. 
Washington, D.C.: Government Printing Office. Bureau of American 
Ethnology, 9th Annual Report, 1892. 

Nelson, Edward William. The Eskimo About Bering Strait. Washington, D.C.: 
Government Printing Office. Bureau of American Ethnology, 18th Annual 
Report, 1899. 
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Newcomb, Franc J. and Gladys A. Reichard. Sand Painting of the Navajo 
Shooting Chant. New York: J.J. Augustin, 1937. 

Picture Writing of the American Indians. Washington, D.C.: Government 
Printing Office, Bureau of American Ethnology, lOth Annual Report, 1893. 

School Arts Magazine. Indian Number. Vol. 27, No. 3, November 1927, 
pp. 130-192. 

This issue of the magazine is devoted to Indian Art. 
Includes: 
"Indian Art for Indian School," Chapman, K.M. 
"on the Trail of the Indian Artist," Lemos, P.J. 
"school for the Indian Children," Morrison, H.L. 
"Art in Dress," Otten, Jimmie 
"cultivating the Baby Artist," Wadsworth, B.M. 
"A Good Supervision of Art," Wadsworth, B.M. 

School Arts Magazine. Vol. 30, No. 7, (March 1931), pp, 387-474, 

A second issue, devoted to Indian Art and art activities. 
Included are: 

"America's Most Ancient Art" 
"An Old-World Trip in Our United States" 
"Indians of the Southwest" 
"The Catchina Doll" 
"Lost" 
"A Tradition" 
"crafts del Navajo" 
"Native Crafts in New Mexico" 
"Art of the Navajo Silversmith" 
"Indian Drawings" 
"Navajo Art" 
"Wick Miller, Friendly Indian Trader and His Post 

for Pueblo Indians" 
"Going to School with the Little Domingos" 

Snodgrass, Jeanne 0. American Indian Painters, A Biographical Directory. 

This compilation of over 1,000 Amerindian painters 
brings together the highlights of their careers, 
tribal affiliations, personal data and historical 
material for reference needs. 

Spier, Leslie. An Analysis of Plains Indians Parfleche Decoration. 
Seattle, Washington: University of Washington Press, University 
of Washington Publications in Anthropology. Vol. I, No. III, 1925. 

A comparison of the designs used in parfleche 
decoration by the various tribes with emphasis 
on the points of resemblance in the designs. 
No illustrations. 
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-----Plains Indians Parfleche Designs. Seattle, Washington: University 
of Washington Press, University of Washington Publications in 
Anthropology, Vol. 4, No, 3, 1931. 

Sixteen pages are devoted to illustrations of 
parfleche bags. Seven Sioux parfleche designs 
are shown. 

-----Plains Indian Parfleche Designs. Seattle, Washington: University 
of Washington Press. University of Washington Publications in 
Anthropology, Vol. 4, No. 3, (December 1931), pp. 293-322. 

Same as above. 

Tanner, Clara Lee. "contemporary Indian Art." Arizona Highways. Vol. 26 
(February 1950), pp. 12-29. 

-----Southwest Indian Painters. Tucson, Arizona: Arizona Silhouettes, 1957 .. 

Taylor, Edith S., and William J. Wallace. Mohave Tattooing and Face-painting. 
Los Angeles, California: Southwest Museum, Southwest Museum Leaflet 
No. 20. 

Vaillant, George C. Indian Arts in North America. New York: Harper and 
Brothers, 1939. 

Villasenor, David. Tapestries in Sand. 

A study of Indian sandpainting and its spirit and 
symbolism. 

Wyman, Leland C. ~avajo Sand Paintings, 1960. 

Intorduction to Navajo life and ceremonial practices 
through illustrated description and discussion of 
sandpaintings from Huckel Collection. 

POTTERY 

Pottery is made from clay that is shaped while moist and soft and 

hardened by heat to form vessels. These vessels are hand built in the 

tradi tiona! coiled method or thrown on the potter's wheel. 

Austin, Mary. "Indian Arts for Indians." Survey Graphic. Vol. XIII, 
No. 4, pp. 381-388. New York, 1928. 

Boas, Franz. Primitive Art. Cambridge, Massachusetts: Harvard University 
Press, 1927. 
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Bradfield, Wesley. Cameron Creek Village. Santa Fe, New Mexico: School 
of American Research, 1931. 

Bunzel, Ruth L. The Pueblo Potter: A Study of Creative Imagination in 
Primitive Art. New York: Columbia University Press, (Contributions 
to Anthropology, No. 8), 1929. 

An analysis and interpretation of pottery-making 
as practiced today among the Pueblo Indians. 
Includes a bibliography. 

Butel-Dumont. Memoires sur la Louisiane, Vol. II, Paris, France: 1753. 

Chapman, Kenneth M. A Feather Symbol of the Ancient Pueblos. El Palacio, 
Santa Fe, New Mexico, Vol. XXIII, No. 21, pp. 526-540. 

-----"America's Most Ancient Art." School Arts Magazine. Worcester, 
Vol. 30, No. 7, 1931, pp. 387-402. 

-----Bird Forms in Zuni Pottery Decoration. El Palacio, Vol. XXIV, No.2, 
pp. 23-25, Santa Fe, 1928. 

Six loose plates. 

-----"casas Grandes Pottery," Art and Archaeology, Vol. XVI, Nos. l-2, 
pp, 25-34, Washington, 1923. 

-----"Life Forms in Pueblo Pottery Decoration." Art and Archaeology. 
Vol. XIII, No. 3, pp. 120-122, Washington, 1922. 

-----"Post-Spanish Pueblo Pottery." Art and Archaeology. Vol. XXIII, No.5, 
pp. 207-213. Washington, 1927, 

Reprinted in El Palacio, Vol. XXII, Nos. 21-22, 
pp. 469-482, Santa Fe, 1927. 

-----Pueblo Indian Pottery. Nice, France: C. Szwedzicki, 1933; 1939 2 Vols. 

-----"The Evolution of the Bird in Decorative Art." Art and Archaeology. 
Vol. IV, No. 6, pp. 307-316. Washington, 1916. 

-----"The Pottery of San Ildefonso." 1969. 

The definitive work on the origin, form, decoration 
and firing of the various styles of the Southwest's 
most cherished Pueblo pottery, by the area's 
acknowledged authority. 370 pages, 176 color plates 
plus black and white drawings. 

-----The Pottery of Santo Domingo Pueblo. Santa Fe, New Mexico: Laboratory 
of Anthropology, Memoir I, 1939. 
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-----"What the Potsherds Tell." Art and Archaeology. Vol. XI, Nos. 1-2, 
pp. 39-44. Washington, 1921. 

Cummings, Byron. The Ancient Inhabitants of the San Juan Valley. Salt 
Lake City, Utah: University of Utah, Bulletin, Vol. III, No.3, Part II, 
1910. 

Cushing, Frank H. A Study of Pueblo Pottery as Illustrative of Zuni 
Culture, Growth. Washington, D.C.: Government Printing Office. Bureau 
of American Ethnology, Fourth Annual Report, 1886, pp. 467-521. 

Douglas, Frederic Huntington. Pottery of the Southwestern Tribes. Denver 
Art Museum. Department of Indian Art, Leaflet 69-·70, 1940. 

Fairbanks, Nathaniel. Handcraft. Washington, D.C.: Government Printing 
Office. U.S. Department of Commerce, 1933, page 14. 

Fewkes, J. Walter. Archaeological Expedition to Arizona in 1895. Washington, 
D.C.: Government Printing Office. Bureau of American Ethnology, 
17th Annual Report, Part II, 1898, pp. 519-742. 

-----Archaeology of the Lower Mimbres Valley, New Mexico. Washington, D.C.: 
Government Printing Office. Smithsonian Miscellaneous Collections, 
Vol. 63, No. 10, 1914. 

-----Ancient Zuni Pottery. Putnam Anniversary Volume, pp. 43-82. New York, 
1909. 

-----Designs on Prehistoric Hopi Pottery. Washington, D.C.: Government 
Printing Office. Bureau of American Ethnology, 3~1rd Annual Report, 
1919, pp. 207-284. 

-----Two Summers' Work in Pueblo Ruins. Washington, D.C.: Government 
Printing Offj_ce. Bureau of American Ethnology, 22nd Annual Report, 
Part II, 190LJ,, pp. 3-195. 

Fontana, Bernard. Papago Indian Pottery. 

A very well-illustrated study of the origins, 
evolution, use, and technology of various Papago 
ceramic forms as their culture was altered by 
exposure to non-Indian culture and economic 
demands, 

Gifford, E.W. Pottery Making in the Southwest. Berkeley, California: 
University of California Press. University of California Publication 
in Archaeology and Ethnology, Vol. 23, 1923. pp. 353-373. 
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Goddard, Earl Pliny. Pottery of the Southwestern Indians. New York: 
The American Museum of Natural History, Guide Leaflet No. 73, 1931. 

A brief description of methods of making and 
characteristics of pottery among the Southwestern 
Indians, both prehistoric and modern. 12 pages 
of reproductions and a bibliography. 

Guthe, Carl Eugene. Pueblo Pottery Making. New Haven, Conn: Yale University 
Press, 1925. 

A detailed study of pottery-making by the Pueblo 
Indians of San Ildefonso, New Mexico. The 
symbolism of the designs is explained and illus
trated. Step-by-step instructions. 

Halseth, Odd S, The Revival of Pueblo Pottery-making. Journal of 
Applied Sociology. Vol. 10, pp. 533-547, July-August 1926. 

An account of activities organized and conducted 
looking toward revival of the ancient art of 
Pueblo pottery-making. Many of the domestic, 
social, and economic problems of the Indians 
are being solved through this means. 

Harlow, Francis and John Young. Contemporary Pueblo Indian Pottery. 

An introduction to the types of pottery most 
commonly sold today, their sources, with a brief 
account of the makers. 

Hayden, Julian D. "Notes on Pima Pottery Making." The Kiva. Vol. 24, 
(February, 1959). pp. 10-16. 

Hewett, Edgar L. Ancient Life in the American Southwest. Indianapolis, 
Indiana: The Bobbs-Merrill Company, 1930. 

-----Communautes Anciennes dansle Desert Americain. Geneva, Switzerland: 
1908. 

Hodge, Frederick Webb. The Age of the Zuni Pueblo of Kechipauan. New York: 
Museum of the American Indian. Heye Foundation, Indian Notes and 
Monographs, Vol. III, No. II, 1920. 

Holmes, William Henry. Aboriginal Pottery of the Eastern U.S .. Washington, 
D.C.: Government Printing Office. Bureau of American Ethnology, 
20th Annual Report, 1899, 

201 pages and 177 plates. 
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-----Illustrated Catalogue of a Portion of the Collections Made During 
the Field Session of 1881. Washington, D.C.: Government Printing 
Office. Bureau of American Ethnology, 3rd Annual Report, 1884. 

-----Origin and Development of Form and Ornament in Ceramic Art. 
Washington, D.C.: Government Printing Office. Bureau of American 
Ethnology, 4th Annual Report, 1885. 

-----Pottery. Washington, D.C.: Government Printing Office. Bureau of 
American Ethnology, Handbook of American Indians, Bulletin 30, Part 2, 
1910. pp. 295-299. 

-----Pottery of the Ancient Pueblos. Government Printing Office. Bureau 
of American Ethnology. 4th Annual Report, 1885. 

Hough, Walter. Archaeological Field Work in Northeastern Arizona. The 
Museum, Gates Expedition of 1901. Washington, D.C.: Government 
Printing Office. U.S. National Museum, Annual Re~~rt for 1901, 
pp. 279-358. 1903. 

-----Antiquities of the Upper Gila and Salt River Valleys in Arizona and 
New Mexico. Government Printing Office. Bureau of American Ethnology, 
Bulletin No. 35, 1907. 

-----Culture of the Ancient Pueblos of the Gila River Region. Washington, 
D.C.: Government Printing Office. U.S. National Museum, Bulletin 
No. 87, 1914. 

-----"Revival of the Ancient Hopi Pottery Art." Amer1can Anthropologist. 
n.s., Vol. 1S1, 1917, pp. 322-323. 

Jeancon, Jean Allard. Historical Facts of the Ancient Cliff Dwellers and 
a Glimpse of the (reconstructed) Ruins and Cannon at Manitou. 
Colorado Springs, Colorado. no date. (About 1910). 

Kidder, A.V. An Introduction to the Study of Southwestern Archaeology. 
New Haven, Conn: Yale University Press, 1924. 

-----The Pottery of Pecos. New Haven, Conn: Yale University Press, Vol. I, 
1931. 

-----and S.J. Guernsey. Archaeological Expedition in Northeast Arizona. 
Washington, D.C.: Government Printing Office. Bureau of American 
Ethnology, Bulletin No. 65, 1919. 

Lemos, Pedro J. "The Household Arts of the Pueblo Indians," School Arts 
Magazine. Vol. 23, No. 6, pp. 334-341. Worcester, 1924. 

Marriott, Alice. Maria: The Potter of San Ildelfonso. Norman, Oklahoma: 
University of Oklahoma Press, 1948. 
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A biography of the famous New Mexico potter and the 
effect of success upon her life in the Pueblo. 
A story of Maria Martinez and her late husband Julian, 
who revived a lost art of pottery-making among Pueblo 
craftsmen and became a legend in her time. 

Medallion, The. "some Southwestern Pottery Types I and II. Gila Pueblo." 
Globe, Arizona, 1930, 1931. 

Mera, Harry P. Style Trends of Pueblo Pottery in the Rio Grande and 
Little Colorado Cultural Areas. Santa Fe, New Mexico: Laboratory 
of Anthropology, Memoir III, 1939. 

Millington, C. Norris. "Modern Indian Pottery." American Magazine of Art. 
Vol. 24, pp. 451-454, June 1932. 

An account of accomplishments being made in the revival 
of the old art of pottery-making among the Pueblo 
Indians, through the stimulation and encouragement 
of such scientists as Edgar L. Hewett and Kenneth 
L. Chapman. 

Parsons, Elsie Clews. The Social Organization of the Tewa of New Mexico. 
Memoirs, American Anthropology Association, 1929. 

Pepper, George H. Pueblo Bonito. New York: The American Museum of Natural 
History, Anthropological Papers, Vol. XXVII, 1920, 

Sayles, Gladys., and Edwin Booth Sayles. "The Pottery of Ida Redbird." 
Arizona Highways. Vol. 24 (January 1948), pp. 28-31. 

Sides, Dorothy Smith. Decorative Art of the Southwestern Indians. Santa 
Ana, California: The Fine Arts Press, 1936, 

Plates and short descriptive text of pottery designs 
of Southwest Indians. 290 illustrations and 
bibliography. 

Spinden, Herbert J. "Fine Arts and the First Americans." Introduction to 
American Indian Art. (Collected and published by the Exposition of 
Tribal Indian Arts, New York). 1932. 

-----The Making of Pottery at San Ildelfonso. New York: The American 
Museum of Natural History. Journal, Vol. XI, No. 6, pp. 192-196, 
1911. 

Stevenson, James. Illustrated Catalogue of the Collections Obtained from 
the Indians of New Mexico and Arizona in 1879. Washington, D.C.: 
Government Printing Office. Bureau of American Ethnology, 22nd 
Annual Report, 1883. pp. 307-422. 

Waterman, T.T. Ornamental Designs in Southwestern Pottery. New York: 
The Museum of the American Indian, Heye Foundation, Indian Notes, 
Vol. VII, No. 4, 1930. 247 



Wilson, Lucy L.W. "Hand Sign or Avanyu." American Anthropologist. 
n.s., Vol. 20, No. 3, pp. 24-29. Lancaster, 1918. 

Wilson, Olive. "The Survival of an Ancient Art." Art and Archaeology,. 
Vol. IX, No. I. Washington, 1920. 

Wissler, Clark. The American Indian. New York: Oxford University Press, 1917. 

Womington, Hannah Marie and Aminta Neal. Story of Pueblo Pottery. 
Denver, Colorado: Denver Musewn of Natural History, 1951. 

QUILL WORK 

Quillwork is defined as the use of quj_lls from the porcupine or 

from bird feathers. Quills are sorted in lengths and colored with 

natural dyes obtained from roots, flowers, nuts, berries, and fruit. 

The quills are th,8n laced on leather or woven, sewn, or embroidered as 

decoration. Decoration with quills of articles such as robes, shirts, 

dresses, leggings, moccasins, bags, am and leg bands, baskets, and riding 

gear is a unique American Indian craft. This method of decoration is 

not found anywhere else in the world. Today there are very few Indian 

craftsmen practicing this art. 

Art of the Eastern Plains Indians. Brooklyn, New York: The Brooklyn 
Museum. Brooklyn Institute of Arts and Sciences, 1964. 

Based on Indian objects collected by Dr. Sturges Jarvis 
near Fort Snelling, Minnesota, between 183~1 and 1836. 

Densmore, France~:. "Decorative Use of Grasses and Porcupine Quills." 
Chippewa Cm:toms. Washington, D.C.: Government Printing Office. 
Bureau of American Ethnology. Bulletin 86, 1926. pp. 172-173. 

Dockstader, Frederic J. Indian Art in America: The Arts and Crafts of 
the North American Indian. Greenwich, Conneticut: New York Graphic 
Society. l9G6. 

Color plates and commentaries. 

Douglas, Frederic Huntington. Porcupine Quillwork. Denver Art Musewn. 
Department of Indian Art. Leaflet 103, 1941 
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Ewers, John C. Blackfeet Crafts. Washington, D.C.: Government Printing 
Office. Office of Indian Affairs. 1945. 

A survey of the crafts of these Northern Plains Indians, 
including the techniques of quillwork, p. 27. 

Fletcher, Alice C., and Francis La Flesche. The Omaha Tribe. Washington, 
D.C.: Government Printing Office. Bureau of American Ethnology, 
27th Annual Report, 1911. 

Glubok, Shirley. The Art of the North American Indian. New York: Harper 
and Sons, 1964. 

Profusely illustrated with photographs; presents 
the various Indian art forms from throughout the 
continent. Shows examples of embroidered porcupine 
quill work. 

Hodge, Frederic Webb. "quillwork." Handbook of American Indians North of 
Mexico. Washington, D.C.: Government Printing Office. Bureau of 
American Ethnology, Bulletin No. 30, 1910. pp. 341-342. 

Kroeber, A.L. Ethnology of the Gros Ventre. New York: The American Museum 
of Natural History. Anthropological Papers, "Decorative Art of the 
Plains Indians." 1908. pp. 151-179. 

A comparison of the designs and the handicraft 
articles of various tribes with extensive notes 
on parfleche painting and a page giving the design 
elements for bead and quill embroidery and other 
illustrations. 

Lyford, Carrie Alberta. "Quillwork." Iroquois Crafts. Washington, D.C.: 
Government Printing Office, Office of Indian Affairs, 1942. p. 72. 

-----Quill and Beadwork of the Western Sioux. Washington, D.C.: 
Government Printing Office. Office of Indian Affairs, 1940. 

The use of porcupine quills on buckskin--later 
replaced by trade beads imported by white traders. 
Contains a portfolio of design plates. 

Merwin, B.W. The Art of Quillwork. Philadelphia, Pennsylvania: The 
University Muset~. The Muse~ Journal. Vol. IX, No.1, 1918. pp. 50-58. 

Orchard, William C. "Indian Porcupine-Quill and Beadwork." Intro
duction to American Indian Art. (Collected and Published by the 
Exposition of Indian Tribal Arts, New York). 1931. pp. 3-13. 

-----Old Porcupine Quillwork, Indian Notes. New York: The Muse~ of the 
American Indian. 1924. 

249 



-----The Technique of Porcupine-quill Decoration Among the North American 
Indians. New York: Museum of the American Indian,, Contributions, 
Vol. IV, No. I, 1916. 

Seton, Julia M. American Indian Arts. New York: The Ronald Press Company, 
1962. 

Attempts to provide "in one convenient place a summary 
of the artistic accomplishments of the North American 
Indian as reflected in his native skills and crafts. 
QuillWOJrk, Chapter 7, pp. 1590k64, with a biblio
graphy. 

Skinner, Alanson. An Illinois Quilled Necklace. New York: Museum of the 
American Indian, Heye Foundation, Vol. X, 1920. 

Sloan, John and Oliver La Farge. Introduction to American Indian Art. 
(Collected and Published by the Exposition of Indian Tribal Art, 
New York). 1931. 

Text and 33 illustrations, 9 in color of the best 
Indian arts and crafts, in brochure for lantern 
slide use. This book has a short chapter on Indian 
Porcupine-quill and headwork. 

Taylor, Colin. "Early Plains Indian Quill Techniques in European Museum 
Collections." Plains Anthropologist. Lincoln, Nebraska: The University 
of Nebraska, Vol. 7, No. 15, (February 1962), pp. 58-69. 

"certain quill techniques and buckskin shirts of the 
Mandan, Hidatsa, Arikara, and the Crow are discussed. 
Described are the plaited technique, its distribution, 
manufacture, variation of style, pattern, and the type 
of clothing upon which it appeared. Attention is 
drawn to specific examples in European collections. 
The same type of information is covered for the quill
wrapped horse hair technique and quill-decorated 
shirts." 

Taylor, Walter P. Ecology and Life History of the Porcupine ••• of the 
Southwestern United States. Tucson, Arizona: The University of Arizona. 
Arizona State Museum, Bulletin, Vol. 6, No. 5, 1935. 

WEAVING 

Weaving is defined as "cloth-making" with the aid of a mechanical 

device constructed to manipulate the fibre. The traditional fibres are 

from firewood cotton, yucca fibre, dog and mountain goat hair, feathers, 
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or the hair of other animals. Included in the weaving process are spinning, 

carding, constructing of the loom, dyeing the dibre, and design-making. 

The end-products are blankets, rugs, dresses, men's shirts, dancing kilts, 

bags, etc. 

Amsden, Charles Avery. Navajo Weaving; Its Technic and History. Santa 
Ana, California: The Fine Arts Press, 1934. 

A classic account of weaving technology including 
an excellent resume of the archaeological knowledge 
of the loom in the prehistoric Southwest. 

-----"The Loom and Its Prototypes," American Anthropologist, Vol. XXXIV, 
1932, pp. 216-235. 

Bleeker, Sonia. The Navajo Indians; Herders, Weavers and Silversmiths. 

Tells the story of the present-day life of the tribe 
against a background of Navajo history and customs. 

Bloom, Lancing Bartlett. "Early Weaving in New Mexico." New Mexico 
Historical Review. Vol. 2, (July 1927), pp. 228-238. 

Bryan, Nonabah G. Navaho Dyes. 

The preparation of various dyes used by these 
native artists, by a Navajo weaving teacher. 

Clark, Ann Noland. "Art of the Loom." New Mexico Magazine. Vol. 16, 
(November 1938), pp. 9-ll, 35-36. 

Colton, Mary R.F. Hopi Dyes. 

The recipes for the dyes and insturctions for 
their use, prepared especially for the Hopi 
weavers, and directed to the young. 

Dellenbaugh, Frederick s. North Americans of Yesterday. New York: G.P. 
Putnam Sons, Inc. 1902. 

Densmore, Frances. Chippewa Customs. Washington, D.C.: Government Printing 
Office, Bureau of American Ethnology. Bulletin 86, 1929. 

Dickey, Roland Frances. New Mexico Village Arts. Albuquerque, New Mexico: 
University of New Mexico Press. 1949. 
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Douglas, Frederic Huntington. Acoma Pueblo Weaving and Embroidery. 
Denver Art Museum. Department of Indian Art. Leaflet 89, 1939. 

-----Southwestern Weaving Materials. Denver Art Musewn. Department of 
Indian Art. :L.eaflet 116, 1953. 

-----Weaving at Zuni Pueblo. Denver Art Museum. Department of Indian 
Art. Leaflets 96 and 97. 1940. 

-----Weaving in the Tewa Pueblos. Denver Art Museum. Department of Indian 
Art. Leaflet 90, 1939. 

Dulton, Bertha P. Navaho Weaving Today. 

Information about the weaving techniques employed, 
a guide to contemporary regional styles, and a 
brief history of the craft, with advice on the 
purchase of Navajo rugs. 

Emery, Irene. The Primary Structures of Fabrics. 

An extensive study of the textile arts, particularly 
the classification and form of fabrics, and usages 
in weaving. A profusely illustrated reference work, 
indispensable to any examination of weaving techniques. 

Fewkes, Jesse Walter. CasaGrande, Arizona. Washington, D.C.: Government 
Printing Office. Bureau of American Ethnology. 28th Annual Report, 
1888. 

Goddard, Pliny Earle. Indians of the Southwest. New York: American 
Museum of Natural History. Handbook Series No. 2, 1913. 2nd edition l92L 

Hollister, U.S. The Navajo and His Blanket. Denver, Colorado. 1903. 

Holmes, William H. Textile Art in Relation to Form and Ornament. Washington 
D.C. Government Printing Office. Bureau of American Ethnology, 
6th Annual Report, 1888. 

Hunter, John D. Memoirs of a Captivity Among the Indians of North America. 
London, England: Longman, Hurst, Rees, Orme, Brown and Green. 1823. 

James, George Wharton. Indian Blankets and Their Makers. Chicago, Illinois:: 
A.C. McClurg and Company. 1920. 2nd edition 1927. 

Includes information on the history and home life 
of the Navajos; care of sheep, spinning, weaving, 
colors and designs of Navajo blankets; reliable 
dealers. Includes full-page illustrations of 
blankets in color. 
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Kent, Kate Peck. The Story of Navaho Weaving. 

A brief history of this ancient craft, tracing the 
most important types of textiles from the classic 
to the revival periods" Illustrated with 24 color 
plates. 

Kissle, Mary Lois. "Indian Weaving." Introduction to American Indian Art. 
(Collected and Published by the Exposition of Indian Tribal Arts, 
New York). Part II, 1931. 

McNitt, Frank. "Two Gray Hills, America's Costliest Rugs." New Mexico 
Magazine. Vol. 37, (April 1959), pp. 26, 52, 53. 

Matthews, Washington. Eskimo About Bering Strait. Washington, D.C.: 
Government Printing Office. Bureau of American Ethnology. 18th 
Annual Report, 1899. 

-----Navaho Weavers. Washington, D.C.: Government Printing Office. 
Bureau of American Ethnology, 3rd Annual Report, 1884. 

Maxwell, Gilbert S. Navaho Rugs. 

A concise, useful historical summary of the textile 
arts of this tribe, particularly useful for collectors 
and purchasers of rugs. 

Mera, Harry Percival. Navajo Textile Arts. Santa Fe, New Mexico: 
Laboratory of Anthropology. 1947. 

Nelson, Edward William. Eskimo About Bering Strait. Washington, D.C.: 
Government Printing Office. Bureau of American Ethnology, 18th 
Annual Report, 1899. 

Reichard, Gladys Amanda. Navajo Shepherd and Weaver. Locust Valley, 
New York: J.J. Augustin, Inc. 1936. 

Russell, Frank. The Pima Indians. Washington, D.C.: Government Printing 
Office. Bureau of American Ethnology, 26th Annual Report, 1908. 

Seton, Julia M. The Indian Costume Book. Santa Fe, New Mexico: Seton 
Village Press, 1938. 

Sides, Dorothy Smith. Decorative Art of the Southwestern Indians. 
Santa Ana, California: The Fine Arts Press, 1936. 
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PART III 

I M P L I C A T I 0 N S F 0 R T E A C H I N G 

The promotion of the ancient arts and crafts constitutes a potential 

source for social integration for the generation of human sensitivities. 

The study of these arts and crafts will provide an opportunity for 

experience, so that students can be conscientious consumers with the 

abilities to distinguish the authentic from the imitation, to understand 

people, and to enrich the community and their use of leisure time. 

Since goals in the art program have to do with the desirable changes 

in the behavior of individual students, Indian arts and crafts can act 

as a vehicle for learning. These arts and crafts offer choices for a 

richer span of human experience. In addition to providing for the develop

ment of the manipulative skill, these crafts also develop the means to 

alter stereotyped thought. As humans, we have a tendency to like what 

we understand and to reject what we do not understand. 

An assumption on which this type of resource gathering resides is 

that very few art teachers will arrange curriculum on the basis of an 

arbitrary selection of projects. These bibliographies introduce the 

teacher and the student to resources documented in an effort to provide 

literature relevant to the widest possible range of Indian art and crafts. 
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C 0 M M U N I T Y CONTROL 

I N T H E RURAL I N D I A N C 0 M M U N I T Y 

* * * 
T H E E D U C A T I 0 N A L A D M I N I S T R A T 0 R 

I N A N I N D I A N C 0 M M U N I T Y 

BY DOLORES CASTILLO 
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PART I 

I N T R 0 D U C T I 0 N 

The political structure on an Indian reservation is a complex 

arrangement based, in part, on family alliances with lines drawn most 

visibly between the traditionalist and the assimilationist viewpoints. 

This is a personal observation drawn from some experience as a resident 

of reservations in South Dakota and in the state of Washington. Some of 

my associates have made the further observation that the old groupings 

of "full-bloods versus half-breeds" are not as clear-cut as they once 

were. There are increasing numbers of younger people of varying degrees 

of Indian blood who are of a traditionalist bent. At times they find 

themselves at odds with the assimilationist group, who are also of varying 

degrees of Indian blood and usually in control of tribal operations. 

The traditionalist groups have made contacts with the urban Indian 

communities as the urban Indians have sought to establish relationships that 

strengthen their Indian identity. If the relationships between the 

traditionalist groups and the urban Indians become stronger, the tribal 

governments will likely feel themselves pressured by yet another antago

nistic force. 

The tribal governments have generally followed courses of action 

considered by the urban Indian, who is cut off from federal services 

and seemingly without support of his tribal officials, to be conservative. 

This conservative course is an understandable one since the tribal govern

ments are in strong competition with other groups for federal resources 

and support. The anxiety garnered by the Termination period has not yet 
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disappeared from the group psyche, but the urban Indian does not feel 

it nearly as strongly as the tribal governments since the urban Indian 

has no federal services to lose. 

The tribal goverrunents have attempted to develop economic oppor

tunities on the reservations and have encountered oppos:i tion from both 

the traditionalist and the urban groups. This opposition may be based 

on ecomonic considerations since the traditionalist groups are not usually 

employed in reservation development ventures. They hav~e usually lacked 

the necessary skills and have considered "progress" to be a threat to 

traditional Indian beliefs. The urban Indian may well believe that his 

tribal officials and government should support and encourage the urban 

migrants and that urban programs for the low socio-economic groups are 

undercut by tribal programs. The urban Indian may also desire to keep 

the reservation as it was to provide a haven for escaping the trials of 

the urban setting. 

For whatever reasons these three distinct groups follow their 

individual courses of action, they have created a unique political climate 

on the reservatiom:. It is fraught with tensions, and the potential school 

administrator must be prepared to deal with the situation. The community 

school is a vital part of an Indian community, and it is affected by the 

opinions and actions of everyone in that community. Even though the 

urban Indians are not present, they do have an indirect influence through 

their reservation relatives and through contacts with federal programs. 

These observations necessitate examination of the possible courses 

of action open to the educational administrator as he or she works for a 

tribal government :ln coordinating or administering an Elducational program 

in the community s<::hool. 
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With these general observations in mind, I have divided this paper 

into two additional sections. Part Two deals with the issue of community 

control in a rural Indian community, and Part Three presents some of 

the general cultural traits of Indians of the Northwest as they affect 

educational achievement and administrator-community relations. 
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PART II 

C 0 M M. U N I T Y C 0 N T R 0 L I N T H E -- ---RURAL INDIAN COMMUNITY 

Conununity control is a controversial subject in urban areas.. It 

is a sensitive issue because of conununity feelings of powerlessness 

to effect change. In the anonymity of urban areas, there are not the 

personal social controls that are available in a small community., 

The social controls are replaced by guidelines, laws, policy statements, 

and all manner of impersonal methods of communication. 

Urban conununities detect a failure of schools to provide adequate 

education. This is specifically true of minority groups who sense 

a general bureaucratic attitude of disapproval of their racial identity 

and value structure. Indian communities are unique in that they do not 

have the political power which operates in other rural conununities, 

and hence are in somewhat of the same pas i tion as the urban minority groups., 

The bid of minority groups for power in the schools has been called a 

power move more 1;han an educational move.l It is my opinion that this 

is true; however, this does not necessarily place a negative value on 

these actions since these are political avenues utilized by the majority. 

In rural areas, because of the relative smallness of the bureau-

cratic structure, the fewer parties involved in the schools, and the 

resultant signif:icant community power of influence, the subject of community 

1navid L. Kirp, "Race, Class and the Limits of Schooling," 
Urban Review, 4, May, 1970, p. 12. 
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control is not the issue it is in an urban setting. The rural problems 

are characterized by concerns about centralization. 

Advocates of community control define communities as rural or 

urban areas which are racially, ethnically or socio-economically homo-

genous.2 Others have defined a community as being a social order with 

functional relationships, anchored in space, relatively autonomous and 

self-sustaining. 3 This definition, though applicable in varying degrees 

to any community, excludes minority communities from status as a viable 

decision-making body and thus makes them ineligible for participation 

in school governance. That a community is not relatively autonomous and 

self-sustaining does not provide adequate reason for prohibiting its 

citizens from exercising the rights afforded the more educated and 

affluent. 

For rural Indian communities with children in federal schools, 

community participation is nonexistent. There are no school board 

elections, bond referendums, or school meetings. The schools are financed 

and directed solely by the federal government and staffed by Civil Service 

employees. There are no bureaucratic mechanisms through which these schools 

can be made accountable to the parents. This is a significant inequality 

since one-third of Indian children are enrolled in federal schools. 

2Ibid., p. 13. 

3Harold w. Pfautz, "Black Community, the Community School and 
the Socialization Process," (mimeographed, 1968). 
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I suggest the building of more federally-operated schools close to 

centers of Indian settlement. These schools should be run as day schools, 

and boarding schools should be operated only in areas too thinly populated 

to bus children to school daily. Furthermore, the BIA and tribal policy 

of sending "problem" children to distant, off-reservation boarding schools 

should be rescinded. 

These community schools would have school boards elected from the 

Indian community. 'rhe boards would select a superintendent whose duties 

would be similar to those of a public school superintendent. He or she 

and the school board would formulate curriculum, policy and goals and 

hire the principal and staff. 

Opponents of community control of Indian education sometimes object 

on the grounds that minority parents do not have the management experience 

to supervise their schools. This objection is based on the assumption 

that the professional staff will always be at odds with and overridden by 

the wishes of the conununity.. Certainly some conflict could arise as 

communities object to culturally or racially biased tea•chers or educational 

materials, but there are existing,avenues for the removal or accommodation 

of such personnel or instructional aids. Group leaders and school personnel 

will need to take a firm standl on determining procedures to be followed in 

the event such situations arise. The professional members of a school have 

the obligation to acquaint the public with methods and curriculum in order 

to define how mutually specified goals are to be attained. 

Another objection to community control of Indian schools is that 

there is no evidence to indicate that segregated schools have a positive 
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impact. However, Indians have been in integrated schools for some length 

of time, and the statistical records show that integrated schools have no 

significant positive impact. Listed below are some figures showing the 

dropout rates from selected urban and rural Indian populations. 

Program or Location 

Public Schools, Minneapolis, Minnesota 

Selected parts of California 

Lothrop High School, Fairbanks, Alaska 

4 Klamath, Oregon 

Per Cent Who Drop Out 

62 

70 

75 

90 

A remarkable example of accomplishment by an Indian tribe is shown 

by the Cherokee. Their record provides evidence of the kind of results 

which can ensue when Indians truly have the power of self-determination. 

In the 1800's the Cherokee had an educational system which produced a 

Cherokee population which was 90 per cent literate in its native language 

and which used bilingual materials to such an extent that Oklahoma Cherokees 

had a higher English literacy level than did the white populations of 

either Texas or Arkansas. Together with the Choctaw Nation, they operated 

a system of higher education made up of more than 200 schools and academies 

and sent numerous graduates to eastern colleges. A widely read bilingual 

newspaper was published at that time.5 Although the situation was reversed 

when the federal government took over the affairs of the Cherokees, it is 

evident that Indians are capable of self-governance in education. 

4special Subcommittee on Indian Education, Indian Education: 
A National Tragedy,~ National Challenge, u.s. Government Printing Office, 
November, 1969, p. 29. 

5Ibid., p. 19. 
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Within the Bureau of Indian Affairs itself some restructuring would 

be desirable. I suggest that a national board of Indian education be 

established to set over-all policy and oversee the community schools. 

This board would also have control over the allocation of Johnson-Q'Malley 

funds to assure that Indian children in public schools receive these 

funds in the manner in which they were intended. This National Indian 

Educational System would receive its allocation from the Bureau separately 

from other concerns. Ideally, the BIA should be taken out of th,e Depart~ 

ment of the Interior and be placed under the supervision of some other 

department. The Department of Health, Education and Welfare seems the 

logical choice. This would alleviate some of the bureaucratic dysfunction 

caused by the conflict of interest that occurs within the Department of 

the Interior. 

The national board would be elected by all Indians in the United States 

and would select one of their number to occupy the position of commissioner 

or chairman. Policy, goals and decisions concerning Indian education 

in federal and public schools would come from this representative body 

rather than from BIA officials who may or may not be experienced in 

education. 

A bill whic!a incorporates the suggested reorganization is now pend:ing 

in Congress; however, it must be noted that the majority of Indian tribal 

groups are oppos·ed to the bill since the national board of Indian education 

would not appear to have significant decision-making power. It would a:ppea.r 

that tribal groups are discriminating in their support of legislation since 

passage of a bill creating a relatively powerless national board could be 

a termination move made under the guise of a humanitarian gesture. The 
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bill in question places only the Indian educational programs of the Bureau 

of Indian Affairs under the supervision of the Department of Health, 

Education and Welfare and leaves the other programs under the Department 

of the Interior. The pending bill could possibly split the political 

power of Indians in their dealings with the federal government, creating 

yet another conflict of interest as the educational and BIA forces vie with 

each other for resources from different departments. It is this kind 

of conflict which must be avoided in any future legislation since there 

are already many conflicting interests within the Indian population as 

it exists at present. 

Because of treaty rights and Supreme Court rulings, Indians have 

a special relationship to the federal government. 

The argument that Indians are "special" citizens 
and, therefore, deserve special rights may at first 
appear to run counter to the American value of equality. 
However, these rights would not make Indians unequal; 
they would simply allow them to be different. It must 
be emphasized that these rights are not due Indians 
because of their race or birth; the peculiar legal 
status of Indians is a matter of contract or consent. 6 

It must be remembered that whatever we have 
given Indians today is not a matter of charity, but 
is a part of a series of real estate transactions 
through which 90 per cent of the land of the United 
States was ~urchased from the Indians by the Federal 
Government. 

6E. Schusky, The Right!£ Be Indian, University of South Dakota 
and Board of National Missions, 1965, p. 11. 

7Felix Cohen, The Legal Conscience: Selected Papers of Felix 
S. Cohen, 1960, p. 225. 
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In the case of "Cherokee Nation vs. the State of Georgia," Chief 

Justice John Marshall. delivered the opinion of the Court, .an opinion 

which has become a hallmark in defining the status of Indian tribes. 

The Court ruled: 

Though the Indians are acknowledged to have an 
unquestionable and heretofore unquestioned right to 
the lands they occupy, until that right be extinguished 
by a voluntary eession to our government; yet it may 
well be doubted whether those tribes which reside 
within the acknowledged boundaries of the United States 
can, with strict accuracy, be denominated foreign 
nations. They may, more correctly, be denominated 
domestic dependent nations. They occupy a territory 
to which we assent a title independent of their will, 
which must take effect in point of possession when 
their right of :possession ceases. Meanwhile, they 
are in a state of pupilage. Their relation to the 
United States r•3sembles that of a ward to his guardiLan. 8 

Historically, Indians have distrusted federal actions, and since 

1953 with the Termination Bills Indians have 

exhibited an all-pervading suspicion of Government 
motives in Indi:an affairs ••••• In effect, the 
termination ~>licy had told the Indian tribes that 
if they demonstrated economic progress they would 
be punished by a withdrawal of Federal services. 9 

Any program or reorganization of the Bureau of Indian Affairs must be 

presented to Indian tribes with emphasis placed on continued federal support. 

Tribal governments have organized and banded togeth•3r in coalitions 

such as the United Sioux Tribes and United Pueblo Council. These coalitions 

are extremely interested in educational and ec:onomic dev•elopment as 

8!E22.., p. 30. 

9special Subcommittee on Indian Education, Indian Education: 
~National Tragedy, ~ ~ational Challenge. U.S. Government Printing Office, 
(November, 1969) p. 14. 
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evidenced in the establishment of such schools as the Rough Rock Demon

stration School in Arizona and the Pine Point Demonstration School in 

Minnesota. Different Sioux tribes have begun work to establish community 

schools using federal, state, and tribal funds. Recent claims settlements 

have been instrwnental in providing tribes with sufficient funds to 

undertake such projects. 

It appears that the climate conducive to change has not disappeared 

with the inauguration of the present Presidential Administration. Indians 

and minority groups had anticipated the elimination of domestic programs 

established by previous administrations. This has not happened. While 

budgets have been cut, this is due to a significant extent to national 

economic problems rather than to lack of interest from the so-called 

conservative party. It is likely that interest in domestic problems 

will continue for some time. 

Along with the current surplus of teachers made up in part of 

college graduates with increased social consciousness, there are a growing 

number of Indian college graduates capable of staffing community schools. 

There is one problem that must be dealt with however, (i.e., the lack of 

coordination and communication between different federal agencies and 

the tribal governments.) This lack of communication and coordination 

makes recruitment of school personnel difficult. The tribal government 

which seeks to recruit personnel of Indian ancestry will have to expend 

considerable effort contacting state universities and colleges as well as 

federal schools. I suggest the establishment of a new government agency 

which would fulfill this function and no other. As tribal groups organize 
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and publl.sh newspapers, more information about employment opportunities 

is available to Indians throughout the country. The BIA itself publishes 

employment notices which it circulates Bureau-wide, but the offices in 

urban areas need to extend their services and initiative to insure that 

these notices reach college and training school graduates. 

In summary, it is possible that inequalities may exist after community 

controlled schools are established. However, there are at present hopeful 

signs which are conducive to future action in this area. In addition, 

Indians have their own federal agent, the Bureau of Indian Affairs, to 

provide funds for education, and this federal support is frequently 

guaranteed by treaty. 
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THE 

PART III 

E D U C A T I 0 N A L 
IN AN INDIAN 

A D M I N I S T R A T 0 R 
C 0 M M U N I T Y 

As a student of American Indian descent who is studying educational 

administration, I am concerned not only with conditions in Indian education 

but also with delineating some of the possible causes for the low educational 

level of my people. Ultimately, some solutions may evolve. 

Through observation of the political climate of the Indian community 

of the Twin Cities, I am becoming more aware of the complexity of the 

interpersonal relationships encountered in an administrative position. 

It is apparent that some understanding of the people, youth and adult, 

is necessary in any educational program. 

There are several distinct Indian groups in this area. These groups 

speak languages from different language groupings and come from different 

geographical areas with varying life styles. These groups have been 

removed from their traditional settings for some time, and as a result 

very few of the young speak their native language. Cultural traits still 

persist, however, and it is these traits that will be the concern of 

this paper. 

There is recent archaeological evidence substantiating a cultural 

transference between the group called Chippewa, or Ojibway, and that 

called Sioux, more accurately termed Dakota. These are the two main 

Indian groups in the Twin Cities, and they are representative of two of 

the major culture groups of the United States. Historically, these groups 

were at one time quite similar in life style since they occupied the 

Middle and Northeastern woodlands. 
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After the establishment and growth of white settlements on the 

Eastern seaboard, the Dakota group was pushed westward by the more Eastern 

groups until they were in an entirely new terrain, the grasslands of the 

plains. They developed a new life style and culture in this area. With 

the acquisition of firearms and horses, they became nomadic hunters. The 

Plains culture flourished for approximately 300 years and then declined 

with the Indian wars of the late 1800s. 

I am making the assumption that the two groups, Chippewa and Dakota, 

share certain cultural traits in light of archaeological evidence. 

These shared traits quite possibly have been broken dovm to some extent by 

different group experiences, yet the Indians of the Northern plains 

have more in common with each other than with other groups. The Indians of 

the Southwest perct::live this difference and view the Northerners as having 

little relation to themselves. 

Documents such as the Meriam Report of 1928 and Indian Education: 

A National Tragedy, ~National Challenge present indications that 

Indian educational levels are not high and that the situation has not 

changed radically in the 40-year span that occurred between the writing 

of these two documents. It must be noted, however, that some of the 

extreme statistics of the latter document are generali:z;ations, and that 

conditions are not uniformly bad over the entire United States. The 

reasons given for the poor educational levels are bureaucratic inertia 

and dysfunction in the Bureau of Indian Affairs, actions and policies 

designed to prevent Indian community participation in schools, and 

negative attitudes on the parts of teachers, administrators and other 

personnel in federal and public schools toward Indian students and their 

culture, 
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Recently, educational proposals have shown a more supportive attitude 

toward Indian culture and community participation. In spite of this 

increasingly positive attitude toward Indian culture, I feel that greater 

understanding must be gained of the traits that determine how and why 

students and parents act and react as they do. Acknowledging Indian 

presence in history, relating the positive as well as the negative 

aspects of that presence, teaching bilingually where it is necessary and 

desired, and encouraging community participation would be desirable changes. 

However, these solutions relate to external mechanisms of a school system 

and do not necessarily insure success in raising the educational level. 

There are some fundamental cultural differences between Indians and 

whites that might preclude the kind of academic success expected in this 

country. An example of such a cultural difference can be seen in the 

"ethic of noninterference" which operates in Indian families and commu-

nities. Because of this ethic, which exists among many tribes to varying 

degrees, classroom methods need to be modified in order to create a 

group-appropriate learning situation. 

From childhood an Indian is trained to regard 
absolute non-interference in interpersonal relation
ships as decent or normal; consequently they react 
to even mildest coercion in these areas with bewilder
ment, disgust and fear.lO 

It is likely that some teacher methods which are not offensive to 

a non-Indian may be perceived as impositions on the child's right of 

action without interference. 

1°Robert K. Thomas and Rosalie H. Wax, "American Indians and White 
People", from the file of the Department of Indian Studies, University of 
Minnesota, p. 6. 
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An example of this ethic was noted over thirty 
years ago among the Pit River Indians of california 
and recorded by Jaime de Angulo: 

"I have heard Indians say, 'That's not right 
what he's doing, that fellow ••• '". 

"What do you mean it's not right?" 
"Well. ..• you ain't supposed to do things that 

way ••• there'll be trouble". 
"Then why don't you stop him?" 
"stop him? How can I stop him? It's his way" .J.l 

When confronted with another who is attempting to manipulate an 

interpersonal relationship or otherwise coerce him, the Indian reacts by 

ignoring the other's words and efforts. If that fails, the next course 

is to leave the rambarrassing situation. It this cannot be done, it results 

in a great deal of anxiety for the Indian. He assumes the other is 

operating from the same code of etiquette although this may not be the 

case at all. 

The white person does not realize the na tu:re 
of his conduct, and the Indian cannot tell him, 
for that, in itself, would be interference with 
another's freedom to act as he sees fit.l2 

It is not implied that there are no social pressures to insure 

"good" conduct or that an Indian is completely free to live his life 

in any manner he wishes. 

Indians say that they do not praise or reward 
their children for doing what is proper or right; 
they are expected to behave well, for this is 
natural or normal •••• On the other hand, the bad or ill
intentioned child is censured and the child who makes 
mistakes is shamed, which in an Indian community is 
a grave punishment. As one sophistieated Indian 
remarked: ,.As a result of the way they are raised, 

11Ibid.' p. 5' 

12Ibid., p. 5. 
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very few Indians will try to do something at which 
they're not adept. It takes a lot of courage."13 

Because of Indians' reluctance to appear foolish or inept in public, 

censure or shaming works as a method of social control. This kind of 

"negative reinforcement" may seem to be contrary to all precepts of 

learning theory. However, the individual is not subject to coercive 

pressures in other ways. It is not usual for the Indian child to be sub-

ject to "or else" dictums from his parents or community. The child himself 

is treated as an individual with his own rights and with obligations 

to respect the rights of others. 

The reluctance to appear foolish in public has bearing on classroom 

behavior, for it accounts in part for the Indian child's aversion to 

being singled out. The practice of calling on students for answers is 

likely to be met with apathy. If the student is at all unsure of the 

correct answer, he or she will offer none at all. 

The student may not receive the support from family or community 

that is necessary to function well in school. This may be due to the 

"ethic of noninterference", to ignorance on the part of parents, or to 

unwillingness to show that ignorance. 

One girl expressed this by saying desperately, 
"What am I supposed to do? I don't know! My 
mother never talked to me about what is right and 
wrong. She left me to find out for myself". 

Closely related to the practice of child 
instruction by example is a profound respect for 
individual autonomy. This dates from an era in 
which the role expectations were fairly well 
defined in the tribe, so that by observing the 
available models of behavior and imitating 
them a child was socialized. With patterns 

13 Ibid., p. 3. 
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of behavior less clear-cut and with vastly 
changed situations, such autonomy a~parently 
does not give a sense of security. 1 

In view of the cultural traits discussed, I make the following 

recommendations: 

(1) That the classroom setting be restructured to encourage 

small-group activity and to discourage methods such as 

individual student oral reports and speeches. Programmed 

learning packages can be tried with students who have not 

progressed under the traditional methods. 

(2) That class scheduling be liberalized to provide a less rigid 

atmosphere. 

(3) That Elduca tional opportunities be arranged for the staff 

that they may participate in T-Grouping, Indian culture work-

shops, and other relevant courses. Courses available at state 

colle~~es and universities will provide a broadened outlook 

for the staff, many of whom will be from the same state and 

rural background as the people of the conununi ty. It would 

be desirable to recruit teachers from out of state and from 

urban areas if possible. 

(4) That the administrators and staff establish personal contacts 

within the community. The administrator should refrain from 

exerc:Lsing authority only from the status vested in his posi t:lon. 

14wnson V .. Curlee, "suicide and Self-Destructive Behavior on the 
Cheyenne River Heservation," Suicide Among the American Indians, 
Public Health Service Publication No. 1903, Washington D.C.: U.s. Governnu;mt 
Printing Office, June, 1969, p. 35. 
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For too many years, educational administrators--both tribal and 

federal--have cut themselves off from the community. They have 

lived in other communities or in housing separated from the 

body of residents. When closer contacts between the school 

and the community are established, community residents will 

come to feel that the school and its staff are approachable. 

(5) That community participation in school affairs be encouraged. 

Once parents become better acquainted with the institution, 

its purposes, functions, and modes of operation, they will 

be better equipped to be supportive of their children. 

To educators unfamiliar with Indian culture and with recent edu

cational trends, these recommendations may appear to establish an "unstruc

tured" kind of school. However, these recommendations are not greatly 

different from others put into practice for the general population. 

A concern for some years has been to humanize education in the urban 

schools. Education of Indian children will become more humane when the 

effort has been made to understand those aspects of the Indian culture 

which affect student performance. If the school personnel become more 

integrated into the community life, they can expect to be involved in 

all the issues which are of concern. I refer to the Introduction and 

mention again the several factions often found in a reservation community, 

the traditional and assimilationist groups. 
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SUMMARY 

In view of the findings presented in this paper, I make the following 

recommendations: 

(1) That more day schools be established in Indian communities 

and that boarding schools operate only in sparsely populated 

regions. These boarding schools be placed in locations central 

to the surrounding settlements. 

(2) That these day and boarding schools have elected school boards 

which function in the same manner as any othe·r school board. 

(3) That a Nntional Indian Education Board be established to 

oversee and operate the day and boarding schools and to super

vise the distribution of the Johnson-o'Malley funds. 

(4) That teaeher methods and practices which foster individualized 

study and small group study be implemented. 

(5) That class scheduling be liberalized to proviLde a less rigid 

school atmosphere. 

(6) That a relationship involving the community, the administrator, 

and school personnel be established. 

(7) That educational opportunities be provided for school staff 

which would acquaint them with the cultural differences of the 

community and with educational irulovations. 

It is my opinion that the teaching of Indian values is just as 

important as the teaching of Indian history; this necessitates involving 

the traditional community members in school operation. This teaching 
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involves both a course or set of courses in Indian religion, philosophy, 

and values as well as the example set by the school personnel and class

room methods. 

Diplomacy will be necessary to involve community members on reser

vations where limited employment opportunities make competition for 

jobs a disruptive characteristic. This competition is accompanied by a 

value conflict, but it may be alleviated to some extent by the development 

of sufficient opportunities to accomodate and sustain all community members. 
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PART I 

I N T R 0 D U C T I 0 N 
AND B A C K G R 0 U N D 0 F T H E S:TUDY 

The main purpose of this study is to investigate~ the perceptions 

of Indian students, Indian parents, and school personnel regarding the 

reasons why Indian students drop out of or do not graduate from Granite 

Falls High School. The dropout rate for Indian students is high. Only 

twelve years ago (in 1959), the first three Indian boys graduated from 

Granite Falls High School in Granite Falls, Minnesota. 

The investigator, as a young Sioux pupil, began first grade at 

Granite Falls Public Schools with nine other Indian ehildren. However, 

only three of the original ten students graduated. The seven students 

who dropped out represent a dropout rate of 70 per cent. 

On one recent occasion the investigator and two other Indian 

people attempted to list all of the graduates and dropouts of Granite 

Falls High School. Through this rather informal survey, some approxi-

mate figures were arrived at. The number of dropouts was divided by 

the total numbei' of students who attended Granite Falls High School. 

This resultant figure represented the dropout rate, which was 72 per cent. 

The investigator became further interested in the Indian student 

dropout situation when he assumed the position of Director of Indian 

Upward Bound. Indian Upward Bound, one of the University of Minnesota's 

community programs, is an educational program designed to attack the 

dropout rate among junior high school Indian youth in two junior high 
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schools in Minneapolis. At that time (1967-68), it was estimated by 

officials of the Minneapolis Public Schools that the dropout rate of 

Indian students was 64 per cent. Other educators, both Indian and non

Indian, indicate that the dropout rate of Indian youth throughout the 

state of Minnesota is the same as or higher than the dropout rate for 

the Minneapolis Public Schools. 

To provide a frame of reference, some terms need to be defined. 

An "Indian" for the purposes of this study is a person who fits one 

or more of the following criteria: (1) a person who consciously identi

fies himself as an American Indian and takes pride in this, (2) a person 

who is an enrolled member of some tribe or band that is recognized by 

the Bureau of Indian Affairs (BIA), (3) a person who is known as or 

identified as an "Indian" by other members (both Indian and non-Indian) 

of the community in which he resides, (4) or finally, a person who is 

a descendant of known or identifiable "Indians." 

A "dropout" for the purposes of this study is a person who 

attended but did not graduate from Granite Falls High School. Theoreti

cally, according to this definition of "dropout," a person could have 

attended Granite Falls High School and not have graduated but gone else

where to graduate from high school. Fortunately, the sample of Indian 

students interviewed did not include any such person. 

"community" for purposes of the study includes the following people: 

(1) all Indian parents whose children attended Granite Falls High School, 

(2) all Indian students who attended Granite Falls High School and (3) all 

school personnel of the Granite Falls High School. "school personnel" 

in this survey includes teachers, counselors, principals, and the super

intendent. 
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The study was conducted using an interview technique with Indian 

students, Indian parents, and school personnel. Attention will be 

given to the questionnaires used and the responses of the subjects. 

Attention will be directed to each question and the response of each 

group to that question. The top five factors that cause Indian students 

to dropout of the Granite Falls High School will be identified by each 

group--Indian students, Indian parents, and school personnel. Compari-

sons and contrasts of responses of each group will be rnade, and reactions 

and impressions to certain data will be presented. Conclusions and 

recommendations will be given. 

The major limitations of this study are as follows: 

1. The sample of each group is small. Only 15 parents, 
16 school personnel, and 17 Indian students were 
interviewed. 

2. Only one tribe is involved (the Dakota, or Sioux). 

3. Only one community of the Dakota is involved--the 
Upper Sioux Community located near Granite Falls, 
Minnesota .• 

REVIEW 0 F L I T E R A T U R E 

The number of studies concerning the dropout situation of American 

Indian students is few. Individuals at hearings, conferences, and 

seminars on Indian education have presented opinions based on their 

own experiences on why Indian students drop out. As perceptive and 

as valid as these opinions may be, however, they do not provide the 

kind of hard data necessary for a clear and complete picture of the Indian 

dropout situation. 
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Since education of Indian youth is divided among three types of 

agencies (federal, state, and private), uniform data concerning Indian 

students is difficult to obtain. There are two studies on the American 

Indian high school dropout problem which have been completed. One 

was done by the Southwestern Cooperative Educational Laboratory, 1 and 

2 
the other by the Northwest Regional Educational Laboratory. This 

portion of the survey will focus on these two studies. 

It is significant that neither of these two studies made an attempt 

to determine why Indian students drop out. Both studies defined "dropout" 

as a pupil who had been in membership but who had withdrawn from member-

ship before graduating from secondary school or before completing an 

equivalent program of studies regardless of age, time of learning, and 

if the minimum amount of school work for graduation had not been completed 

except by reason of death. Research of the Southwest Laboratory covered 

a six-state area: Arizona, Nevada, New Mexico, Alabama, southern Colorado, 

and southern Utah. The Northwest Laboratory also covered six states: 

Oregon, Washington, Idaho, Montana, North Dakota, and South Dakota. 

Relatively large numbers of Indians live in these states. 

THE SOUTHWESTERN LABORATORY STUDY 

The Southwestern Cooperative Educational Laboratory investigated 

182 schools, a sample of 1,217 students, and 26 tribes to determine 

dropout rate. 

1charles s. Owens and Willard P. Bass, The American Indian High 
School Dropout in the Southwest, Albuquerque, New Mexico: Southwestern 
Cooperative Educational Laboratory, January, 1969. 

2 Alphonse D. Selinger, The American Indian High School Dropout: 
The Magnitude of the Problem,Portland, Oregon: Northwest Regional Educa
tional Laboratory, September, 1968. 
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The total dropout rate for the region studied was 39 per cent and 

the dropout rate was the same for males and females. Of the states in-

valved, Nevada (at 33 per cent) had the lowest dropout rate, and New 

Mexico was next lowest (at 34 per cent). 

Of the total sample of 1,217 eighth grade students, 204 were en-

rolled in BIA schools, 89 in private schools, and 924 in public schools .. 

Dropout rates by type of school are 39 per cent from BIA schools, 

42.7 per cent from private, and 38 per cent from public. 

NORTHWEST LABORATORY STUDY 

The Northwest Laboratory Study investigated 40 schools and a sample 

of 840 students. The total dropout rate for grades 9-12 was 48 per cent 

for the region. Women had a higher dropout rate (52 per cent) than didl 

men (43 per cent). Oregon had the lowest dropout rate {29 per cent), 

and South Dakota had the highest {58 per cent). 

A comparison of the Northwest and Southwest dropout rates with 

available national dropout rates shows: 

Grades 
8-12 
9-12 

National 
27 per cent 
23 per cent 

Northwest 
48 per cent 
40 per cent 

Southwest .., 
39 per cent~ 
31 per cent 

Once again, it should be mentioned that these two studies present 

facts and figures concerning dropout rates, but they do not investigate 

the reasons why Indian students drop out of schools. 

3 
John D. Norton, Changing Demands in Education and Their Fiscal 

Implications, Washington, D.C.: National Committee for Support of the 
Public Schools, 1963. 

4 Sherrell E. Varner, School Dropouts, Washington, D.C.: Research 
Divisiou, National Education Association, 1967. 

284 



Examination of the magnitude and characteristics as well as of the 

reasons frequently cited in school records as the cause for dropouts, 

while interesting, do not give us an adequate picture of the dynamics 

of school leaving, nor of the futures and life styles experienced by 

5 
those who do drop out of school. 

S U R V E Y D E S I G N 

The purpose of this study is to determine why Indian students drop 

out of the Granite Falls High School (GFHS). In order to determine this, 

the following three groups of people were interviewed: Indian students, 

Indian parents, and school personnel. The questionnaire technique was 

utilized. 

Indian Student Sample -- The breakdown of those interviewed was as 

follows: seven of the interviewees were dropouts, seven were students 

currently attending GFHS (1970-71), and three were graduates of GFHS. 

Eleven of those interviewed were female while six were male. Their 

ages ranged from approximately 15-40 years of age. Drawing names 

from a box was the procedure used to select students to be interviewed. 

Indian Parents -- A total of 15 parents were interviewed. Selection of 

the parents was based on availability of the individual parents. Since 

most of the interviewing occurred during the day, there is a majority 

of women (10) included in the sample. Also, four of the five fathers 

are now retired. Only one father interviewed was in the working age-group, 

but he was currently unemployed. 

5Herbert A. Aurbach and Estelle Fuchs, The Status of American 
Indian Education, An Interim Report of the National Study of American Indian 
Education to the Office of Education, U.S. Department of Health, Ed. and 
Welfare, Pennsylvania State University, Jan., 1970, p. 64. 
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School Personnel -- The total number of school personnel involved was 

16. One principal, one counselor, and one superintendent were included 

in the school pe:rsonnel sample. All of the school personnel interviewed 

were non-Indian. 

The investigator interviewed persons in the faculty lounge of 

GFHS as they came in. An attempt was made to select subjects who had 

been at GFHS for varying lengths of time. The years of experience of 

those interviewed ranged from approximately two to twenty. 

General Questionnaire A general questionnaire was administered 

to the three main groups of the "Granite Falls Community"--Indian 

students, Indian parents, and school personnel. This questionnaire, 

concerned with the general aspects of the Granite Falls community 

attitudes, is contained in Appendix I. 

The general questionnaire listed factors which might cause Indian 

students to quit school. All three groups were asked to rate these 

factors as important or not important in causing Indian students to 

drop out of the Granite Falls High School. The factors listed in the 

general questionnaire were chosen on the basis of the investigator's 

personal experience. The investigator attempted to isolate all those 

factors which might have helped him to stay in school and graduate from 

GFHS. These factors were then stated in negative terms and included in 

the questionnaire. For example, "parental encouragement" was a signi

ficant factor in the experience of the investigator. This factor was 

then restated negatively--"no encouragement from parents to go to school.'" 

The reason for stating these factors negatively was that if a factor 

helped one student to graduate from high school, then the lack of that 

factor or the opposite of that factor might cause an Indian student to 
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Specific Questionnaires The three additional questionnaires were 

specifically designed for one of the three groups. Basically, they 

were similar to one another,however, because many of the questions were 

identical. The purpose of the specific questionnaire was to obtain 

individual perceptions of the Indian student dropout situation. For 

example, on the general questionnaire an Indian student would put what 

he thought of Indian students j_n general, while on the specific 

questionnaire he would present his own perceptions of himself. Copies 

of these questionnaires are attached in the Appendices and these 

questionnaires will be discussed more fully in the next section. 

After the data were collected, the investigator compared and 

contrasted the responses of the three groups. He then compiled 

three lists identifying the five most important factors causing Indian 

students to drop out of GFHS as perceived by each of the three groups. 

LIMITATIONS OF THE INVESTIGATION 

Before proceeding any farther, the investigator wishes to describe 

and point out some "weaknesses" in the General Questionnaire. The 

main question raised by the General Questionnaire is "how important 

do you think are the following factors in causing Indian students to 

drop out of the GFHS?" Nineteen specific factors are presented to the 

respondent. The twentieth s~ot, labeled "other factors", was provided 

for the respondent to mention other factors he considered important 

in affecting the dropout rate. There are four categories of response 

to each factor and the respondent could check one. The four categories 
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of response are "not important," "fairly important," "very important," 

and "If I were a student, this factor alone would make me quit school." 

If the experimenter were to conduct a similar survey again, he 

would change the fourth category of response to "extremely" or "criti

cally important." This would lead to less confusion in the minds of 

the respondents. The investigator wished to convey the meaning of 

degrees of importance and that this fourth response was the highest 

degree of importance. 

The factor "sioux only language" would be changed by the investigator 

to read "sioux first language" to imply that the student's first lan

guage was Sioux and his second language English. "sioux only language" 

conveyed a meaning other than the investigator's intended meaning. 
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PART II 

F I N D I N G S 0 F T H E I N V E S T I G A T I 0 N 

This section will focus on the results of the interviews. Res-

ponses of each group to the various questions on the general and specific 

questionnaires will be presented. 

GENERAL Q U E S T I 0 N N A I R E 

The following section will deal w~th each factor contained in the 

general questionnaire and will compare the answers of the three main 

population groups surveyed in the "Granite Falls Community." 

1. Lack of money to buy Cokes, to go to games, etc. 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School 

Students 6 5 5 1 
Parents 3 2 6 4 
Personnel 4 8 4 0 

Most of the students and teachers considered lack of money only 

fairly important or unimportant. In contrast, two-thirds of the parents 

thought that lack of money was either very important or the main factor 

in causing Indian students to drop out of GFHS. 
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2. Home too crowded for study. 

Not Fairly 
Group Important Important 

Students 4 4 
Parents 6 2 
Personnel 3 9 

Very 
Important 

9 
l 
4 

If I 
This 
Make 

Were a Student 
Factor Alone would 
Me Quit School 

0 
6 
0 

Indian students and Indian parents as groups agreed in their 

perceptions of the importance of this factor. About half of each 

group felt it was important, and the other half of each group thought 

it only fairly important or unimportant in causing Indian students to 

drop out of the GFHS. Seventy-five per cent of the school personnel 

felt that this was only fairly important or unimportant. 

3. Insufficient or Poor clothing. 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School 

Students 2 3 9 3 

Parents 2 2 6 5 

Personnel l 9 5 l 

Twelve of the 17 students felt this factor was very important or 

extremely important in causing Indian students to drop out of GFHS. 

Most of the parents agreed. The school personnel, on the other hand, 

perceived this factor to be only fairly important or unimportant. 
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4. No encouragement from parents to go to school. 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

_Group Important Important Important Make Me Quit School 

Students l l 7 7 
Parents 0 4 8 3 
Personnel l 4 9 2 

The majority of each group felt that this factor was very important 

or extremely important in causing Indian students to drop out of GFHS. 

Eighty-two per cent of the students, 73 per cent of the parents, and 

69 per cent of the school personnel thought this way. 

One student did not respond to this factor. 

5. Family too large. 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School 

Students 9 3 4 l 
Parents 6 5 2 l 
Personnel 7 7 2 0 

Most of the students, parents, and school personnel saw this factor 

as only fairly important or unimportant in causing Indian students to 

drop out of GFHS. Seventy-one per cent of the students, 73 per cent of 

the parents, and 88 per cent of the school personnel perceived this 

factor as relatively unimportant. One parent did not respond to this factor. 
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6" "Broken" home (i.e., parents are divorced, separated, mother widowe<~_,_etc.) 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School. 

Students 3 4 7 3 
Parents 3 1 4 6 
Personnel 2 3 10 1 

Two-thirds of both parents and school personnel thought this factor 

was important in causing Indian students to drop out of GFHS. Most of 

the students agreed (58 per cent)" One parent did not respond to this 

factor. 

7. Sioux only language. 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School. 

Students 8 2 4 3 
Parents 9 1 2 2 
Personnel 13 0 0 3 

Ten of the students thought that this factor was only fairly impor-

tant or unimportant in causing Indian children to drop out of the GFHS. 

Three of the students felt that this factor was "extremely important." 

(It should be noted here that these three students were the oldest of 

the student sample and could speak only Sioux at the time of their 

entry into first grade.) 

Most of the parents (67 per cent) felt that this factor was only 

fairly important or unimportant. Four parents thought this factor was 

very important or extremely important. (It should be noted that these 

persons were parents of students who could speak only Sioux or whose 
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first language was Sioux at the time of entering first grade. One 

parent did not respond to this factor. 

Eighty-one per cent of the school personnel felt that thjs factor 

was not important. It is interesting to note that three of the school 

personnel checked the response "If I were a student,this factor alone 

would make me quit school." Apparently, they misunderstood this factor 

because of the ambiguous phrasing of this factor. None of the three 

school personnel had ever had an Indian student who spoke only Dakota 

or whose first language was Dakota. If the investigator were to 

conduct a similar survey, he would change the phrasing of this factor 

from "sioux only language" to "sioux first language." Also, the fourth 

category of response to each factor would be changed by the investigator 

to "extremely important." 

8. Both parents Indian. 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School. 

Students ll 5 1 0 
Parents 12 1 2 0 
Personnel 12 3 1 0 

The overwhelming majority of students (94 per cent), parents (87 per cent), 

and school personnel (94 per cent) perceived this factor to be only 

fairly important or unimportant in causing Indian children to drop out 

of GFHS. 
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9. Discrimination (by other students). 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group ImportZlnt Important Important Make Me Quit School 

Students 1 4 10 2 
Parents 4 0 7 4 
Personnel 2 8 6 0 

About 60 per cent of the school personnel thought that this 

factor was only fairly or unimportant. In contrast, the majority of 

the students (71 per cent) and the parents (73 per cent) perceived 

this factor as very important or extremely important .. 

10. Insensitive or indifferent teachers. 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School. 

Students 2 1 10 4 
Parents 3 2 6 4 
Personnel l 7 8 0 

Half of the school personnel felt this factor to be important and 

the other half felt it was less important or unimportant. On the other 

hand, 14 students (82 per cent) and ten parents (67 per cent) indicated 

that this factor was very important in causing Indian students to drop 

out of the Granite Falls High School. 

11. Prejudiced principals or counselors. 

If I Were A Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School,. 

Students L1 2 6 5 
Parents .. 

L, 2 8 3 
Personnel 7 5 3 1 
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In general, the parents and the students perceived this factor 

differently from the teachers. Eleven parents (73 per cent) and eleven 

students (64 per cent) thought this factor was very important or 

extremely important in causing Indian students to drop out of GFHS. 

However, 75 per cent of the school personnel saw this factor to be 

only fairly important or unimportant. 

12. Irrelevant curriculum (No Indian history courses, no Sioux language 
courses, etc.) 

If I Were a Student 
Not Fairly Vary This Factor Alone Would 

Group Important Important Important Make Me Quit School. 

Students 3 10 3 l 
Parents 1 4 6 l 
Personnel 2 ll 2 l 

The parents in general were split on this factor--seven thought 

it important and eight thought it unimportanto The majority of the 

school personnel {82 per cent) and the students (77 per cent) felt 

this factor was only fairly important or unimportant in causing Sioux 

students to drop out of GFHS. 

13. "Drinldng on part of parents." 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School. 

Students 4 4 8 1 
Parents 1 4 6 4 
Personnel 5 7 4 0 

The groups as a whole perceived this factor differently. The 
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students, for example, were divided -- nine felt it was important and 

eight thought it was unimportant. Seventy-five per cent of the school 

personnel saw this factor as unimportant in causing Indian children 

to drop out of GF'HS. Sixty-seven per cent of the parents saw this 

factor as important" 

14. No religious training in home" 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School. 

Students 5 9 3 0 
Parents 3 2 6 4 
Personnel 8 5 3 0 

Eighty-two per cent of the students felt this factor was unimpor-

tant in causing Indian students to drop out of GFHS, and most of the 

school personnel (81 per cent) felt the same way. :Parents (67 per cent), 

on the other hand, perceived this factor to be very important. 

15. Peer pressure. 

If I Were a Student 
Not Fairly Very 1rhis Factor Alone Would 

Group Important Important Important Make Me Quit SchooL 

Most of the students (59 per cent), parents (73 per cent), and 

school personnel (63 per cent) considered this factor important in 

causing Indian .students to drop out of GFHS. One parent did not respond 

to this factor. 
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16. No Indian teachers, counselors, administrators in system, 

If I Were a Student 
Not Fairly Very Thl.H Factor J\lonu Would 

G r·o up Im po r· Lan t Important Importan L Make Me quit School. 

Students 4 4 7 2 
Parents 3 3 4 5 
Personnel 2 ll 3 0 

Most of the school personnel (81 per cent) felt this factor was 

only fairly important or unimportant in causing Indian students to drop 

out of the GFHS. Sixty per cent of the parents thought this factor 

was very important or extremely important. The Indian students were 

divided -- nine students (53 per cent) thought this factor important 

and eight students (47 per cent) thought it unimportant. 

17. Schoolwork too hard. 

If I Were a Student 
Not Fairly Very This Factor Alone Would 

Group Important Important Important Make Me Quit School. 

Students 3 5 6 3 
Parents 5 4 6 0 
Personnel 10 5 l 0 

An overwhelming majority of school personnel (94 per cent) 

thought this factor was relatively unimportant, and most parents 

(60 per cent) agreed. The Indian students were split on this factor 

nine (53 per cent) thought it important and eight students (47 per cent) 

thought it unimportant. 
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18. Lack of cultural identity (lack of positive self-image). 

If I Were a Student 
Not Fairly Very 'I'his Factor Alone Would 

Group Important Important Important Make Me Quit School, 

Students 2 2 8 4 
Parents 4 l 4 5 
Personnel 0 4 9 l 

Most students (70 per cent), parents (60 per cent), and school 

personnel (62 per cent) felt this factor was important in causing 

Indian students to drop out of GFHS. One student, one parent, and 

two school personnel did not respond to this factor. 

19. Other factors (please specify). 

Group 

Students 

Parents 

Not 
Important 

Fairly 
Important 

l. Not being 

Very 
Important 

If I Were A Student 
This Factor Alone Would 
Make Me Quit SchooL 

able to communicate 
with teachers. 
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2. 'Ewo-facedness 
of faculty and 
principals. 

l. Students wanting 
to work and earn 
money instead of 
going to school. 

2. Parents could not 
help children--lack 
of education. 

3. Indian parents' lack 
of ability to encourage 
their children. 

4. Prejudiced staff. 

!). White-centered 
curriculum, derogatory 
textbooks, lack of Indian 
history. 



Personnel l. Need for specialized 
instruction. 

2. Lack of extensive 
inter-group relationships. 

3. School is geared 
to white, middle-class 
people. 

It is interesting to note that two parents referred to a similar 

factor namely, the parents' lack of "education" or "ability" to 

"help" or "encourage" their children. Also, it is significant to note 

that one parent and one school personnel referred to approximately the 

same thing -- namely, the white, middle-class orientation of the 

school system. 

STUDENT Q U E S T I 0 N N A I R E 

In this section the procedure will be to go through the Student 

Questionnaire and to supply the responses of the students to the items. 

Also, the responses on various items will be compared to student 

responses on the "General Questionnaire." A copy of this questionnaire 

is in Appendix II. 

1. I am: a. a former student at Granite Falls H.S. ---
b. a graduate of GFHS. ---
c. a student at GFHS. ---
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2. What kind of job does your father have? 

JOB NUMBER 
l. Line work 3 
2. Farmer l 
3. "Retired" 2 
4. n:~sabled Army Vet. l 
5. Disabled(ret. farmer) 3 
6. Truck Driver 3 
7. Electrical Worker l 
8. Roofer l 
9. No father l 

10. No answer l 
17 

Nine (53 per cent) of the students' fathers had jobs, most of which 

were unskilled or semi-skilled. 

3. Does he work all year round? 

all 

4. 

ANSWER 
1. Y<9S 

2. No 
3. No answer 

NUMBER 
3 

12 
2 

Twelve students (71 per cent) indicated their fathers did not work 

year round. 

Does your mother work? 

ANSWER 
1. Yes 
2. No 
3. No answer 

NUMBER 
5 

ll 
l 

5. If so, what does she do? 

JOB NUMBER 
1. Accountant l 
2. Teacher Aide l 
3. IDwer Machine Operator l 
4. I~mestic Work l 
5. ~~rse's Aide l 
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G. How many people per room in your home (divide the total number of 
persons living in your home by the total number of rooms)? 

PEOPLE PER ROOM NUMBER 
l. Less than one l 
2. .83 l 
3. one 2 
4. l and l/7 l 
5. 1.2 l 
G. 1.3 l 
7. 1.5 l 
9. 2 5 

10. 2.25 l 
ll. 3 l 
12, No answer l 

17 

7. How many brothers and sisters do you have? 

BROTHERS AND SISTERS NUMBER 
l. One l 
2. Two 2 
3. Three 2 
4. Four l 
5, Five 3 
G. Six 2 
7, Seven 3 
8. Eight l 
9. Nine 2 

17 

8. Do you feel as a student you have enough and good clothes to wear 
to school? 

ANSWER NUMBER 
A. Yes G 

B. Most of the time 7 
c. Some of the time 4 

D. No 0 ---
17 

Most of the students (76 per cent) said either "most of the time" 

or "yeso" However, on the General Questionnaire a majority of the 

students (70 per cent) felt that "insufficient or poor clothing" was a 

very important reason why Indian students dropped out of GFHS. 
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9. Marital status of parents. 

STATUS 
:\. fila rried 
D. Separated 
C. \\'idowed 
D. Divorced 
E. Single 

NUMBER 
14 

0 
0 
3 
0 

17 

Most of the students (82 per cent) indicated that their parents 

were married. On the General Questionnaire, 58 per cent of the students 

thought the factor "broken home" was important in causing Indian students 

to drop out of GFHS. 

10. Which language(s) do you speak? 

lANGUAGE 
A. English 
B. Sj_oux 
C. Both 
D. 01:her 

NUMBER 
13 

0 
4 
0 ---

17 

All of the students spoke English, and a major:i ty of the students 

(76 per cent) spoke only English. 

11. Nationality of parents. 

NATIONALITY 
A. Both Sioux 

NUMBER 
12 

B. Father Sioux,Mother Wh. 0 
C. Father Wh.,Mother Sioux 2 
D. Both part white 0 
E. Father Sioux, Mother 

part white 
F. Father part white, 

mother Sioux 

2 

l 
17 

1\'lost of the students (71 per cent) indicated their parents were 

both Sioux. 
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12. Which grade are you in? 

GRADE NUMBER 
A. 9th grade 3 
B. lOth grade 3 
c. llth grade 0 
D. 12th grade l 

7 

Of the remaining ten students interviewed, three were graduates 

of GFHS and seven were dropouts from GFHS. 

13. Do you feel accepted by your classmates as "one of the group?" 

ANSWER NUMBER 

A. Yes 6 
B. Usually 3 
c. Sometimes 4 
D. No 4 

17 

The students were divided on this question. Nine students (53 per 

cent) answered "yes" or "usually." Eight students (47 per cent) 

answered either "no" or "sometimes." On the General Questionnaire 

twelve students (71 per cent) felt that the factor "discrimination by 

other students" was very important in causing Indian students to drop 

out of GFHS. 

14. How well do you like school? 

ANSWER 
A. Very Well 
B. Okay 
c. Very little 
D. Not at all 

NUMBER 
2 
9 
4 
2 

17 

Approximately two-thirds (65 per cent) of the students had a 

positive attitude toward school, while the other third (35 per cent) 

responded negatively. 
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15. In general, how satisfied are you with Granite Falls High School? 

ANSWER 
A. Very satisfied 
B. Satisfied 
C. Dissatisfied 
D. Very dissati$fied 

NUMBER 
0 

11 
3 
3 

17 

Again, approximately two-thirds (65 per cent) of the students 

indicated. satisfaction with GFHS, while the other third (35 per cent) 

indicated dissatisfaction. 

16. Do you feel being Indian has been a handicap? 

ANSWER NUMBER 
A. Yes 5 
B. U:::ually 0 
c. Sometimes 9 
D. No 3 ---17 

71 per cent of the students answered either "sometimes" or "no." 

Approximately 30 per cent felt that being Indian has been a handicap. 

17. Do you feel education is important for you? 

ANSWER NUMBER 
A. O:f great importance 13 
B. Of importance 2 
c. Of little importance 2 
D. No importance 0 

17 

The majority of the students (88 per cent) felt that education was 

important. 

18. Do you feel your teachers really know you? 

ANSWER 
A. Very well 
B. Somewhat 
C. Little 
D. :N"ot at all 

NUMBER 
2 
6 
4 
5 ---17 
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The students were divided on this question. Eight students 

(47 per cent) replied either "somewhat" or "very well." The other half 

(53 per cent) felt that teachers at GF'HS knew them either "little" or 

"not at all." 

19. To what extent do teachers show a personal interest in you? 

ANSWER NUMBER 
A. Much 2 
B. Somewhat 4 
c. Little 8 
D. Not at all 3 

17 

Approximately one-third (35 per cent) of the students felt that 

teachers showed a personal interest in them. Two-thirds of the 

Indian students (65 per cent) felt that teachers at GFHS showed little 

or no personal interest in them. 

On the General Questionnaire, 14 students (82 per cent) felt that, 

in general, "insensitive or indifferent teachers" were a very important 

factor in causing Indian students to drop out of GFHS. The student 

responses to this factor were similar to the responses to questions 18 

and 19 on the Student Questionnaire. 

20. To what extent are your teachers willing to help you when you have 
a problem? 

ANSWER NUMBER 
A. Much 4 
B. Somewhat 8 
c. Little 3 
D. Not at all 1 

16 

Seventy-one per cent of the students indicated that the teachers 

at GFHS were willing to help when the Indian students had a problem. 

One student made this distinction: if it was a school problem, then 

"somewhat"; if it was a personal problem, then "not at all". 
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There seemed to be a discrepancy between the student response to 

this question and the response to question 19. On question 19, 65 per 

cent of the Indian students felt that teachers showed little or no 

personal interest in them. Yet on question 20, concerning teachers 

willingness to help, 71 per cent of the students felt that teachers 

were willing to help. 

21. To what degree do you feel parent-teacher relationships are 
satisfactory.? 

ANSWER NUMBER 
A. Very good 1 
B. Good 4 
c. Poor 8 
D. Very poor 3 ---16 

Sixty-five per cent of the students felt that parent-teacher re-

lationships were poor or very poor. One student responded to this 

question "ok." 

22. Do you feel parent-teacher conferences are desirable? 

ANSWER 
A. Very desirable 
B. Dee:irable 
C. Some help 
D. Waste of time 

NUMBER 
5 
7 
3 
2 

17 

Seventy-one per cent of the students felt that parent-teacher 

conferences were desirable. 

23. Would you prefer Indian teachers to non-Indian teachers? 

ANSWER 
A. Yes 
B. No 
c. Sometimes 
D. DoHsn't matter 

NUMBER 
7 
1 
7 
2 ---17 

Eighty-two per cent of the Indian students answered either 

or "sometimes." 
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24. Do you feel the principals are prejudiced toward Indians? 

ANSWER NUMBER 
A. Yes 0 
B. Usually 0 
c. Sometimes 8 
D. No 9 

17 

Fifty-three of the Indian students responded 1'1 " no , and 47 per cent 

answered "sometimes." Approximately two-thirds of the students (64 per 

cent) felt that "prejudiced principals or counselors" was an important 

factor in causing Indian students to drop out. Yet, as individuals, 

53 per cent of the students said "no" to the question of prejudiced 

principals. 

25. Do you feel the counselors are personally interested in the 
Indian student? 

ANSWER NUMBER 
A. Yes 5 
B. Usually 3 
c. Sometimes 5 
D. No 4 ---17 

The students were divided on this question. Forty-seven per cent 

felt that the counselors were interested in the Indian student, while 

53 per cent of the students replied either "no" or "sometimes". 

26. How much of what you're learning in school is of value to you? 

ANSWER NUMBER 
A. Practically everything 3 
B. Most 8 
C. Half 5 
D. Very little 1 

17 

Sixty-five per cent of the students felt that "most" or "practically 

everything" they were learning in GFHS was of value to them. 
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27. How much are you getting from your studies? 

ANsm:R NUMBER 
A. A great deal 3 
B. Something 9 

c. A little 1 
D. Very little 4 

17 

Approximately three-fourths (71 per cent) of the students felt 

they were gett:lng something from their studies. On the General 

Questionnaire 77 per cent of the students indicated that the factor 

"irrelevant curriculum" was only fairly important or unimportant in 

causing Indian students to drop out of GFHS. 

28. Do you feel there should be an Indian history course or a Sioux 
language course in the high school curriculum'? 

ANSWER NUMBER 
~--------------------~~~= A. Yes 15 

B. No 2 
17 

An overwhelming majority (88 per cent) of the Indian students 

felt that Indian culture courses should be included in the high school 

curriculum. On the General Questionnaire 77 per cent of the students 

felt that the factor "irrelevant curriculum" was only fairly important 

or unimportant in causing Indian students to drop out of GFHS. 

29. Do you feel "drinking" on the part of parents: hurts the Indian 
student's performance in school? 

ANSWER NUMBER 
A. Very much so 9 
B. Some 5 
c. Little 2 
D. Not at all 0 ----16 

Eighty-three per cent of the Indian students felt that drinking on the· 

part of the parents hurt the Indian student's performance in school. One 

student checked two responses--"some" and "not at all." 
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30. Do you feel that religious training in the home or the lack of it 
can influence whether the Indian student will drop out or not? 

ANSWER 
A. Yes 
B. No 

NUMBER 
11 

6 
17 

Approximately two-thirds (65 per cent) responded "yes," while 

one-third (35 per cent) answered " " no. 

31. Do you feel that other Indian students dropping out of school can 
influence the Indian student in school to do the same? 

ANSWER 
A. Yes 
B. No 

NUMBER 
12 

5 
17 

Most of the students (71 per cent) felt that peer pressure was 

important in causing Indian students to drop out of GFHS. 

32. Do you know of instances in which this has happened? 

ANSWER 
A. Yes 
B. No 

NUMBER 
7 

10 
17' 

Forty-one per cent answered "yes," and 59 per cent responded "no." 

This response was interesting in comparison with the response to question 

31. Although 59 per cent felt that peer pressure was important in 

causing Indian students to drop out of GFHS, 59 per cent did not know 

of instances in which this happened. 

33. Do you have religious training in your home? 

ANSWER 
A. Yes 
B. No 

NUMBER 
15 

2 ---17 
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An overwhelming majority (89 per cent) :indicated they had religious 

training in the home. On the General Questionnaire, 82 per cent of 

the students indicated that the factor "no religious training in the 

home" was only fairly important or unimportant in causing Indian 

students to drop out of GFHS. 

34. Do you think that if there were Indian teachers, administrators, 
and counselors in the GF School System that this might help Indian 
students stay in school? 

ANSWER NUMBER 
A. Very definitely 9 
B. Yes 3 
c. Maybe 3 
D. No 2 ---17 

Seventy-one per cent of the Indian students felt that Indian per-

sonnel in the system would help Indian students stay in school. 

Although on the General Questionnaire the students were divided on 

whether lack of Indian personnel caused Indian students to drop out 

of GFHS, most of them (71 per cent) felt that Indian personnel in the 

system would help Indian students stay in school .. 

35. How do you feel about the amount of work assigned to you in order 
for you to with your classmates? 

ANSWER NUMBER 
A. About right 14 
B. Not very much work 0 
c. Too little l 
D. Too much 2 

17 

The majority of the students (82 per cent) felt the amount of work 

assigned was about right, while one answered "too little" and two 

said "too much," 
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36. Do you feel the work in school is "too hard" for you? 

ANSWER 
A. Yes 
B. No 

NUMBER 
4 

12 
16 

Most of the students (71 per cent) felt that the work in school 

was not too hard. On the General Questionnaire, the students were 

divided on the factor "Schoolwork too hard." Fifty-three per cent 

felt it was important in causing Indian students to drop out of GFHS, 

while 47 per cent of the students thought it unimportant. 

37. What other things do you think might influence the Indian student 
to quit school? 

One student answered this question at length: 

Loneliness, comes from being the only Indian student 
in the class. If you have no close white friends, the 
classroom situation can be quite unhappy. I was alone 
in my chemistry class with no partner to work with and 
I was invited to work with another pair. I was un
happy and as a result I passed with the lowest passable 
grades for the year. Had I known I would not have had 
someone to work with in the classroom, I would not have 
taken the course. 

Another student replied, "If a person feels that after he or she 

graduates, they wouldn't 'make it' in college or a tech school, it might 

make them think that they are going to high school for nothing." 

A third student writes, "Problems at home. Others dropping out 

and telling others how much better it is. Problems with teachers and 

kids in school." 

Another student answered, "His or her friends, and possibly how 

they are raised and just what they are looking forward to in life." 
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A fifth student said, "Maybe how the other students may treat him 

and talk to him. Then he could feel that he's not wanted by some of 

the students. The teacher perhaps." 

Another student answered, "could be other students in the school. 

Clothing. Parents--divorced or separated or drink." 

One student responded, "The answers given in this Questionnaire 

are what happened during the 40's." The student went to GFHS in the 

1940's and answered the questions according to his student experiences 

during that time. 

Another student indicated "family disorder." This student, 

however, did not elaborate on this point. 

A ninth student said, "not having anything 'Indian' to identify 

with." 

The tenth and last student who responded to this question said, 

"outside of lack of money for school clothes and other expenses, I 

would guess that personal and family problems could cause students to 

drop out." 

Five of the ten students who responded to this question referred 

to problems with classmates or "other students." Another five students 

indicated the home situation could be a problem. Two students referred 

to aspirations or lack of them as a factor. Two students referred to 

clothing as a factor. Two additional students referred to problems 

with teachers as a factor. These various responses give an indication 

of how these particular students perceived the Indian student dropout 

situation. 
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STUDENT'S RANKING OF FACTORS 

After the General Questionnaire was administered, the students 

were asked to rank in order of importance those factors they considered 

most important in causing Indian students to drop out of the GFHS. 

The ranking of these factors was obtained by the following procedure. 

After the General Questionnaire was administered, the investigator 

isolated those factors which the respondent considered "very important" 

or "extremely important." Each important factor was listed on a 3 x 5 

card. The card or cards with the factor or factors on the cards were 

given to the respondent to arrange in order of importance. The procedure 

was followed with each respondent. As a result, 17 rankings of factors 

were obtained. 

A point system was used in order to identify what the students 

considered the five most important factors in causing Indian students 

to drop out of the Granite Falls High School. For each factor ranked 

number 1, five points were assigned. For each factor ranked number 2, 

four points were assigned. For each factor ranked number 3, three 

points were assigned; for each factor ranked number 4, two points were 

given; and for each factor ranked number 5, one point was given. 

Then, a check list with each factor on it was used. Every time 

a factor was ranked number l, five points were assigned. Since each rank 

had a point value, every time a factor was ranked that factor would 

receive that particular number of points. For example, the factor 

"broken home" had a total of 17 points according to the students. Two 

students ranked this factor number l, which equals 10 points. Ona 
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student ranked it number 3 which is three points, and another student 

ranked it number 2 which is four points. If the points are added, 

(Rank no, 1=5 pts, + rank no. l= 5 pts, + rank no. 3=3: pts. + rank no. 

2= 17 points total), a total of 17 points is obtained. In this way, 

the five most important factors causing Indian students to drop out 

of the GFHS were identified. 

Table l shows what Indian students consider to be the five most 

important factors causing Indian students to drop out of the GFHS. These 

five factors, in order of importance, are no encouragement from parents 

to go to school, lack of cultural identity (or lack of positive self-

image), insufficient or poor clothing, insensitive or indifferent 

teachers, and discrimination by other students. It should be mentioned 

that the factor "Prejudiced principals or counselors" was a close sixth. 

Also included in the table is the number of students who ranked that 

factor in the top five. 

TABLE 1 INDIAN STUDENTS--WI-IAT THEY CONSIDER THE FIVE: MOST IMPORTANT FACTORS 
CAUSING INDIAN STUDENTS TO DROP OUT OF GRANITE FALLS HIGH SCHOOL 

Number of Students 
Factor Ranking This Factor 

No encouragement from 
parents to go to school 13 (76%) 

Lack of cultural identity 

Insufficient or poor 
clothing 

Insensitive or indifferent 
teachers 

Discrimination by other 
students 

10 (59%) 

6 (35%) 

9 (53%) 

6 (35%) 
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38 

23 
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COMPARISONS AND CONTRASTS 

On the General Questionnaire, a majority of students (70 per cent) 

fol t that "insufficient or poor clothing" was a very impor·tant reason 

why students quit the GFHS. Yet. on the Student Questionnaire most 

of the students (76 per cent) felt that they themselves had enough 

good clothes to wear most or all of the time. 

On the General Questionnaire, an overwhelming majority of the 

students (82 per cent) regarded "no encouragement from parents to go 

to school" as very or extremely important. Unfortunately, no question 

concerning the parents' attitude toward education was included in the 

Student Questionnaire. 

Twelve students answered on the General Questionnaire that "dis

crimination by other students" was very important. However, on the 

Student Questionnaire approximately half felt they themselves were 

usually accepted by their classmates. 

Fourteen students (82 per cent) felt that, in general, "insensitive 

or indifferent teachers" was a very important factor in causing Indian 

students to drop out of the GFHS. On the Student Questionnaire, 65 per 

cent of the students said that teachers showed "little" or "no" personal 

interest in them (students) as individuals. Yet in answer to the question, 

"To what extent are your teachers willing to help you when you have a 

problem?" twelve of the students (71 per cent) answered "somewhat" or 

"much." 

Approximately two-thirds of the students (64 per cent) felt that 

"prejudiced principals or counselors" was an important factor in causing 
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Indian students to drop out. Yet, as individuals, 53 per cent of the 

students on the Student Questionnaire said "no" to the question of 

prejudiced principals. The students were split half and half in regard 

to the question about counselor interest in Indian students. 

A large percentage of students (77 per cent) indicated on the General 

Questionnaire that they felt that irrelevant curriculum was only 

fairly important or unimportant in causing Indian children to drop 

out of the GFHS. Yet, 15 students (88 per cent) as individuals felt 

there should be an Indian history or Sioux language course in the curriculum. 

On the General Questionnaire, 14 students considered "no religious 

training in home" as only fairly important or unimportant in affecting 

the dropout rate. Fifteen students on the Student Questionnaire answered 

"yes" to the question of "Do you have religious training in your home?" 

PARENT QUESTIONNAIRE 

The following portion of this study reports the responses of the 

15 Indian parents interviewed to a special questionnaire designed for 

them. A copy of this questionnaire is attached in Appendix III. 

1. I am: 5 a. mother of student(s) presently enrolled in school. 
5 b. mother of student(s) formerly enrolled in school. 
2 c. father of student(s) presently enrolled in school. 
3 d. father of student(s) formerly enrolled in school. ---

2. If father, what kind of job do you have? 

JOB NllMBER 
1. Retired Farmer 2 
2. Retired Construction 

Worker 2 

3. Lineman 1 ---
5 
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3. If father, do you work all year round? 

ANSWER NUMBER 
l. Yes 2 
2. No 3 

4. If mother, do you work? 

ANSWER NUMBER 
l. Yes 2 
2. No 8 

5, If mother, if you work, what do you do? 

JOB 
1. Teacher Aide 
2. Domestic Work 

NUMBER 
1 
1 

6, How many persons per room do you have in your home? (i.e., divide 
the total number of persons living in your home by the total number 
of rooms.) 

PEOPLE PER ROOM NUMBER 
l. .33 1 
2. .4 1 
3. .7 1 
4. .75 1 
5. 1.00 2 
6. 2.00 4 
7. 3,00 1 
8. 3.33 2 
9. 5.25 1 

10. 5.5 1 
15 

The answers ranged from .33 of a person per room to 5.5 persons per 

room. The average was 2.2 persons per room. 

7. How many children do you have? 

NUMBER OF CHILDREN NUMBER 
l. one 3 
2. two 1 
3. three 1 
4. four 1 
5. six 1 
6. eight 3 
7. nine 2 
8. ten 2 
9. eleven 1 

15 
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7. cont. 

The number of children ranged from one to eleven. The average number 

of children was six. 

8. Do you feel that your children have good clothes and enough clothes 
to wear to school? 

ANSWER NUMBER 
a. Yes 5 
b. Most of the time 4 
c. Some of the time 3 
d. No 3 

15 

Nine parents (60 per cent) answered either "yes" or "most of the time." 

9. In regard to your marital status, are you: 

STATUS NUMBER 
a. Married 12 
b. Separated 1 
c. Divorced 0 
d. Widowed 1 
e. Single l 

15 

10. Which language(s) do you speak? 

lANGUAGE NUMBER 
a, English 3 
b. Sioux 0 
c. Both 12 
d. Other (please specify) 0 

15 

11. Which language do you teach your children? 

lANGUAGE 
1. English 
2. Sioux 
3. Both 

NUMBER 
9 
1 
5 

15 

12. Did any of your children ever have problems in school because of 
being able to speak only Sioux? 

ANSWER 
l. Yes 
2. No 

NUMBER 
2 

13 
15 
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13. Are you Sioux? 

ANSWER NUMBER 
1. Yes 15 
2. No 0 

15 

14. Is your spouse Sioux? 

ANSWER NUMBER 
1. Yes 11 
2. No 3 
3. Didn't answer 1 

15 

15. If not, what nationality is spouse? 

ANSWER 
l. Bohemian 
2. Swede and German 
3. Dutch and German 

NUMBER 
1 
l 
l 
3 

16. Which grade(s) are your children attending? 

ANSWER 
a. Elementary(K-6) 
b. Secondary(7-l3) 
c. Both 

NUMBER 
4 
l 

10 
15 

17. Do you feel that your child(children) is accepted by his classmates 
as one of the group?' 

ANSWER NUMBER 
a. Yes 6 
b. Usually 3 
c. Sometimes 4 
d. No 2 ---

15 

18. How well do you think your children like school? 

ANSWER NUMBER 
a. Very well 3 
b. Okay 5 
c. Very little 4 
d. Not at all 2 
e. Didn't answer 1 

15 
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19. In general, how satisfied are you with the school your child attends? 

ANS\NER NUM:BER 
a. Very satisfied 3 
b. Satisfied 7 
c. Dissatisfied 2 
d. Very dissatisfied 2 ---14 

One person checked two responses. 

20. Do you feel your child's being Indian has been a handicap? 

ANSWER NUM:BER 
a. Yes 2 
b. Usually 0 
c. Sometimes 7 
d. No 6 ---· 15 

21. Is education important for the Indian child? 

ANSWER NUM:BER 
a. Of great importance 12 
b. Of importance 3 
c. No importance 0 

15 

22. Do you feel that your child's teachers really know your child? 

ANSWER NUM:BER 
a. Very well 4 
b. Somewhat 6 

c. Little 5 
d. Not at all 0 

15 

23. To what extent do teachers show a personal interest in your child? 

ANSWER NUM:BER 
a. Much 4 
b. Somewhat 6 
c. Little 4 
d. Not at all l ---

15 

24. To what extent are teachers willing to help your child when he has 
a problem? 

ANSWEH NUM:BER 
a. Much 4 
b. Somewhat 6 

c. L:l ttle 5 

d. Not at all 0 
15-
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25. To what degree do you feel parent-teacher relationships are 
satisfactory? 

ANSWER NUMBER 
a. Very good l 
b. Good ll 
c. Poor 2 
d. Very poor l 

15 

26. Do you feel parent-teacher conferences are desirable? 

ANSWER NUMBER 
a. Very desirable 6 

b. Desirable 6 

c. Some help 2 
d. Waste of time l 

15 

27. Would you prefer Indian teachers to non-Indian teachers? 

ANSWER NUMBER 
a. Yes 5 
b. No 0 
c. Sometimes 4 
d. Doesn't matter 4 ---

13 

One parent responded "don't know," and another did not answer. 

28. Do you feel the principals are prejudiced toward Indians? 

ANSWEH NUMBER 
a, Yes 3 
b. Usually l 
c. Sometimes 6 
d. No 4 ---

14 

One parent did not answer. 

29. Do you feel the counselors are personally interested in the 
Indian student? 

ANSWER NUMBEH 
a. Yes 4 
b. Usually l 
c. Sometimes 5 
d. No 3 ---13 

One parent responded "I don't know," and another did not answer. 
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30. How much of what your child is learning in school is of value 
to him? 

ANSWER NUMBER 
a. Practically everything 5 
b. Most 7 
c. Half 2 
d. Very little l 

15 

31. How much is your child getting from his or her studies? 

ANSWER 
a. A great deal 
b. Something 
c. A little 
d. Very little 

NUMBER 
4 
8 
l 
2 

15 

32. Do you feel there should be a Minnesota Indian history course or 
a Sioux language course in the curriculum? 

ANSWER 
a. Yes 
b. No 

Two parents did not answer. 

NUMBER 
13 

0 

13 

33. Do you feel "drinking" on the part of parents hurts the child's 
performance in school? 

ANSWER NUMBER 
a. Very much so ll 
b. Some 2 
c. Little l 
d. Not at all l ----

15 

34. Do you feel that religious training in the home or the lack of it 
can influence whether the Indian student will drop out or not? 

ANSWER 
a. Yes 
b. No 

NUMBER 
8 
7 

15 

35. Do you feel that other Indian students dropping out can influence 
your child? 

ANSWER NUlVIBER 
a. Yes 
b. No 



36. Has this happened? 

ANSWER 
a. Yes 
b. No 

One parent did not answer. 

NUMBER 
8 
6 

14 

37. Do you feel that Indian teachers, administrators, and counselors 
in the GFHS might help Indian students stay in school? 

ANSWER 
a. Very definitely 
b. Yes 
c. Maybe 
d. No 

38. How do you feel about 
in order for them to 

ANSWER 
a. About rigl1t 
b. Not very much 
c. Too little 
d. Too much 

work 

NUMBER 
7 
4 
2 
2 

15 

of work assigned to your children 
their classwork? 

NUMBER 
9 
3 
2 
0 

14 

One parent responded "not sureo" 

39. Do you feel the work in school is "too hard" for your child (children)? 

ANSWER NUMBER 
a. Yes 2 
b. Sometimes 8 
c. No 5 

15 

40. What other things do you think might influence the Indian student 
to quit school (or drop out)? 
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Five parents gave additional factors as to why Indian students quit 

school. 

One parent suggested "no transportation to and from school for 

extra-curricular activities, that is if the home is located on or near 

the reservation." 

Another parent wrote, "prejudiced staff, principal, teachers, nurse, 

bus drivers. White children on the same bus riding with Indian children. 

Nurse does not g:Lve proper care towards sick Indian children." 

A third parent referred to the "white-centered curriculum, derogatory 

textbooks, lack of Indian history" as reasons why Indian students drop 

out of the GFHS. 

out: 

Another par•:=nt said "not enough clothes." 

The last parent gave a short discourse on why Indian students drop 

"Not being accepted by fellow classmates. Not enough 
interest and concern on the part of faculty, adminis
tration, and parents. Indians realize the necessity of 
education for economy purposes, but lack the ability 
to encourage their children to stay in school (go to 
libraries, museums, extra-curricular activities, etc.)." 

PARENTS' RANKING OF FACTORS 

Table 2 shows what Indian parents consider the five most important 

factors causing Indian students to drop out of the GFHS. These five 

factors, in order of importance, are (l) no religious traJ.ning in home, 

(2) "drinki~g" on part of parents, (3) "broken" home, (4) no Indian 

teachers, counselors, administrators in system, and (5) discrimination 

by other students. The ranking of these factors was obtained by the same 

procedure used to obtain the Indian students' five most important factors. 

Included are th<e number and percentage of parents who ranked a particular 
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factor in the top five. 

TABLE 2 INDIAN PARENTS--WHAT THEY CONSIDER THE FIVE MOST IMPORTANT 
FACTORS CAUSING INDIAN STUDENTS TO DROP OUT OF GFHS. 

Factor 

No religious training 
in home 

"Drinking" on part 
of parents 

"Broken" home 

Number of Parents 
Ranking Factor 

5 (33%) 

5 (33%) 

6 ( 40%) 

No Indian teachers, 
counselors, administrators 
in system 5 (33%) 

Discrimination by 
other students 5 (33%) 

COMPARISONS AND CONTRASTS 

Total Number 
of Points 

23 

19 

18 

18 

17 

The General Questionnaire was aimed at the parents' perception 

of Indian students and Indian parents in general. The Parent Questionnaire, 

on the other hand, was concerned with the individual parent's perception 

of himself, his situation, and his children. The procedure in this 

part of the study will be to make several comments about the correspon-

deuces and discrepancies between general and individual perceptions. 

On the General Questionnaire, two-thirds of the parents considered 

lack of money to be important in causing Indian children to drop out 

of the GFHS. This corresponded with information about individual 

parents concerning their occupationso The jobs such as teacher's aide, 

lineman, housework, etco appeared to be low-income, semi-skilled or 

less positl.ons. 
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Parents (73 per cent), in general, felt that insufficient or poor 

clothing was an important reason why Indian students quit school. 

However, the majority of parents interviewed (60 per cent) felt their 

own children had good clothes and enough clothes to wear all or most 

of the time. 

Seventy-three per cent of the parents regarded "no encouragement 

from parents to go to school" as a very important factor in causing 

Indian students to drop out of the GRHS. On the Parent Questionnaire, 

80 per cent of the parents regarded education "of great importance" 

for their children. 

Most of the parents (73 per cent) regarded the factor "discrimina

tion by other students" as a very important reason why Indian students 

quit the GFHS. However, 60 per cent of the parents felt their children 

were accepted by their classmates "usually" or "most of the time." 

Eleven parents regarded the factor "prejudiced principals or 

counselors" as "very important" in causing Indian students to drop out. 

Yet, 66 per cent of the parents felt that in their situations the prin

cipals were either not prejudiced or just sometimes prejudiced, 

Eleven parents (73 per cent) felt that peer pressure in general 

was an important factor in causing Indian students to drop out. On 

the Parent Questionnaire, 12 parents felt that the dropping out of 

other students could influence their child to drop out,and 53 per cent 

indicated this had happened. A close correspondence existed here. 
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S C H 0 0 L P E R S 0 N N E L Q U E S T I 0 N N A I R E 

Sixteen ~~chool personnel wore interviewed; however, tho data from 

one of the intcr·viow::.; was misplaced ::.;o only data J'r·om 15 interview~; 

will be presented. Twelve of the school personnel were males and four 

were females. Included in the school personnel sample were a principal, 

a counselor, and a superintendent. The years spent at GFHS by school 

personnel ranged from approximately two to 20 years. 

The investigator was deeply interested in school personnel attitudes 

toward Indians and in the self-ratings of these professionals about 

their competence to deal with Indian people in the school environment" 

The following data, hopefully, are a first step toward better under-

standing of the relationships among school professionals and Indian 

students and parents. Further comments about these data, together with 

other data presented in this survey, will be made in the conclusions 

and recommendations sections. Included in Appendix IV is a copy of 

tho School Personnel Questionnaire. 

l. Do you fool that Indian students are accepted by the white classma tos 
as part of the group? 

ANSWER NlJMBER 
a. Yes 3 
b. Usually 6 

c. Sometimes 6 

d. No 0 

15 

2. Is education important for the Indian child? 

ANSWER 
a. Of great importance 
b. Of importance 
c. Of little importance 
d. No importance 

NlJMBEH 
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11 
3 
1 
0 
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3. Do you feel teachers really know the Indian student? 

ANSWER NUMBER 
a. Very well 0 

b. Somewhat 7 
c. Little 8 
d. Not at all 0 ---15 

4. To what extent do you think teachers show a personal interest in 
the Indian student? 

ANSWER NUMBER 
a. Much 0 
b. Somewhat 14 
c. Little 1 
d. Not at all 0 ----

15 

5. To what extent do you feel teachers are willing to help the Indian 
student when he has a problem? 

ANSWER NUMBER -
a. Much 6 

b. So1newhat 9 

c. Little 0 

d. Not at all 0 

15 

6. To what extent do you feel parent-teacher relationships are 
satisfactory? 

ANSWER NUMBER 
a. Very good 2 
b. Good 2 
c. Poor 11 
d. Very poor 0 

15 

7. Do you feel parent-teacher conferences are desirable? 

ANSWER NUMBER 
a. Very desirable 9 
b. Desirable 5 
c. Some help 1 
d. Waste of time 0 

15 
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8. Do you feel the principals are prejudiced toward Indians? 

ANSWER NUMBER 
ao Yes 0 
b. usually 0 
c. Sometimes 3 
d. No 12 ---

15 

9. Do you feel that the counselors are personally interested in the 
Indian student? 

ANSWER NUMBER 
a. Yes 12 
b. Usually 2 
c. Sometimes l 
d. No 0 ---

15 

10. Do you feel it would be a good idea to have an Indian history, a 
Sioux language course, or similar courses in the curriculum? 

ANSWER 
a. Yes 
b. No 

NUMBER 
14 

l 
15 

11. Do you feel that Indian teachers, Indian administrators, and Indian 
counselors might help Indian students stay in and complete high school? 

ANSWER NUMBER 
a. Very definitely 5 
b. Yes 8 
c. Maybe 2 
d. No 0 

15 

12. (see next page) 

13. Do you feel you know enough about the Indian student to successfully 
interact with him? (i.e., to effectively teach, counsel, direct, etc.) 

ANSWER NUMBER 
a. Very adequate knowledge 0 
b. Adequate knowledge 4 
c. Indaequate knowledge 10 
d. Very inadequate knowledge __ l __ 

15 
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14. Do you feel you are successful in working with the Indian student? 

ANSWER 
a. Yes 
b. Most of the time 
c. Sometimes 
d. No 

NUMBER 
l 
5 
9 
0 

15 

15. Would you as a professional like to become more involved in the 
personal lives of your Indian students? 

ANSWER NUMBER 
a. Yes 8 
b. Sometimes 6 
c. Maybe l 
d. No 0 ---

15 

16. Would you b<3 interested in taking courses concerning Indian heritage? 

ANSWER 
a. Yes 
b. No 

NUMBER 
15 

0 
15 

12. What other factors do you think might influence the Indian student 
to quit school? 

Twelve teachers suggested additional factors that could influence 

the Indian student to drop out of the GFHS. One teacher suggested 

"lack of academic achievement." 

Another teacher responded, "the same factors that influence thfi) 

non-Indian." He then listed the following: 

a. a desire to improve their economic status 
b. a feeling of futility 
c. boredom 
d. a failure to realize the necessity of an education. 

A third teacher remarked, "many times they are not interested in 

the strictly academic, college-prep courses and we don't offer as many 

vocational courses. However, we have improved in this area." 
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One teacher listed several reasons why Indian students drop out 

of GFHS: 

a. lack of purpose; direction (Where do I go from here?) 
b. a feeling of not belonging 
c. failure due to lack of academic success due to #l 
d. ignorance of personal and cultural potential--educational 

program 

The fifth teacher suggested two reasons. One was a "very weak 

image of themselves, of not knowing where they belong." The second 

was "possibly not enough support at home." 

Another teacher wrote, "cultural differences. They must feel 

as outsiders." 

The seventh teacher replied, "Probably the problem with an entire 

educational system, we force (italics his) middle class white attitudes 

and values on everyone:; (emphasis his)" 

One teacher mentioned the following: "social pressure, finances, 

lack of successes, feelings of biases." 

Another teacher said, "maybe a lack of a definite goal and the 

family background (i.e., no encouragement at home for need of schooling) 

are factors." 

A tenth teacher referred to "lack of personal motivation due to 

lower degree of importance placed on formal education, and lower degree 

of immediate rewards from formal education." 

The eleventh teacher expressed himself this way, "I sometimes feel 

that the stud~nts begin to feel that after so many years of school, they 

are supposed (italics his) to quit school. For what reason I don't 

know. Unless it is peer pressure." 

The last teacher mentioned, "lack of backing from home to continue 

education. 

needs." 

A feeling that the education offered does not fit their 
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SCHOOL PERSONNEL'S RANKING OF FACTORS 

Table 3 presents what school personnel think are the five most 

important factors that cause Indian students to drop out of the GFHS. 

These factors, in order of importance, are (1) no encouragement from 

parents to go to school, (2) lack of cultural identity, (3) "broken" 

home, (4) peer pressure, and (5) insensitive or indifferent teachers. 

The ranking of these factors was achieved by the same procedure used 

to obtain the Indian students' perceptions of the five most important 

factors. 

Included is the number of school personnel who ranked a particular 

factor in the top five. Also included is the percentage of teachers 

who ranked a certain factor. 

TABLE 3--SCHOOL PERSONNEL--WHAT THEY PERCEIVE AS THE FIVE MOST IMPORTANr 
FACTORS IN CAUSING INDIAN STUDENTS TO DROP OUT OF GFHS. 

Factor 
Number of Subjects 
Ranking Factor 

l. No encouragement from 
parents to go to school 11 ( 69%) 

2. Lack of cultural identity 8(50%) 

3. "Broken" home 9 (56%) 

4. Peer Pressure 9(56%) 

5. Insensitive or in
different teachers 7 (44%) 

COMPARISONS AND CONTRASTS 

Total Number 
of Points 

47 

32 

28 

23 

19 

The General Questionnaire was aimed at the school personnel's 

perceptions of Indian students in general and why they drop out of the 
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Gli!HS. The School Personnel Questionnaire dealt wlth the individual 

school personnel member's perceptions of himself in relationship to 

Indian students and Indian parents, The procedure here will be to present 

several observations concerning correspondences and discrepancies between 

external and internal perceptions. 

On the General Questionnaire, half of the school personnel felt 

that insensitive or indifferent teachers was a very 1mportant reason 

in causing Indian students to drop out of GFHS. The other half felt 

it was a less important or unimportant factor, On the School Personnel 

Questionnaire, 14 teachers (93 per cent) saw themselves as possessing 

"somewhat" of a personal interest in the Indian student. 

Twelve school personnel (80 per cent) on the specific questionnaire 

said that principals were not prejudiced toward Indians. This corres-

ponded closely with the group response to the factor "prejudiced 

principals or counselors" on the General Questionnaire" Twelve school 

personnel (75 per cent) saw this factor as only fairly important or 

unimportant in causing Indian students to drop out of GFHS. 

In regard to irrelevant curriculL~, 13 subjects (82 per cent) 

felt that this factor on the General Questionnaire was only fairly 

important or unimportant in causing Indian students to drop out of 

the GFHS. However, 14 out of 15 school personnel (93 per cent) felt 

it would be a good idea to have Indian culture courses in the 

curriculum. 

Eighty-one per cent of school personnel saw the factor "no Indian 

teachers, counselors, administrators in system" as only fairly important 

or unimportant in causing Indian students to drop out of GFHS. However, 

they (86 per cent) did feel that Indian teachers and other Indian 

personnel might help Indian students ~ in school. 
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PART III 

SUMMARY AND C 0 N C L U S I 0 N S 

The main purpose of this study was to determine why Indian 

students drop out of the Granite Falls High Schoolo Three main groups 

were interviewed---Indian students, Indian parents, and school personnel. 

Each group indicated what it regarded as the five most important factors. 

For these reasons, the results of this study should prove useful to 

the GFHS, to othe:r schools which serve Indian communi ties, and to 

educators who are interested in Indian education. 

According to Indian students responding to the GEmeral Questionnaire, 

the five most important fact;.ors related to the high dropout rate among 

Indian students were (l) no encouragement from parents to go to school, 

(2) lack of cultural identi (3) insufficient c1· poor clothing, 

(4) insensitive or indifferent teachers, aLd (5) discrimination by 

other students. Th<, first two factors werE: :ranl~ad by the student::: 

far ahead of the third factor. 

Indian parents responding to the Gene:ral Questionnaire perceived 

the five most Important fEe tors wh1ch CBUSE' Indian students to drop out 

of the GFHS to be (1) no religious t:ca.i.ning; in home, {2) "drinking" 

on part of parents, (3) "broken" home (i.e., parents are divorced, 

separated, mother widowed, etco), (4) no Indian. teach~3rs, counselors, 

or administrators in system, and (5) discr].mination by other students. 

Somewhat surprising to th:cs investigator was the nwnb1er one ranking of 

"no religious training in home" as the most signif:lcant factor pertaining 

to the high dropout rate. 
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According to school personnel, the five most important factors 

causing Indian students to drop out of GFHS are (1) no encouragement 

from parents to go to school, (2) lack of cultural identity (lack of 

positive self-image), (3) "broken home," (4) peer pressure, and (5) 

insensitive or indifferent teachers, Three of these factors-·-no 

encouragement from parents to go to school, "broken'' home, and peer 

pressure--appear to pertain to the non-school environment. One factor 

lack of cultural identity, may have iinplications for the school, 

A possible explanation for the top ranking of the factor "no 

religious training in home" by the parents may be the relationship that 

should exist between religious belief and daily living. Perhaps in the 

minds of the five parents who ranked this factor in the top five, they 

saw religious training of any kind as influencing the daily living so 

that there would be stability in the family, Thus, parents would devote 

more time to the children, money would not be spent on alcohol, children 

would have spending money once in awhile. It appeared, from the inter-

views, that this factor was the underlying cause for the "symptoms'' 

such as "drinking," inadequate clothing, etc, It should be mentioned 

that a total of ten out of 15 parents regarded this factor as "very 

important" or "extremely important" in causing Indi!::m students to drop 

out of the Granite Falls High School. 

The first three factors the parents mention-~no religious training 

in home, "drinking" on part of parents, broken home-~are things that 

pertain to the home or to the family situation and are factors over 

which the school has no control. The other two factors--no Indian 

teachers, counselors, administrators in system and discrimination by 

other students--are factors which do perta1.n to the school and may 
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be factors over ~tich the school can exercise a degree of control. 

It is interesting to note that the school personnel in general 

implicated themselves when they ranked the factor, "insensitive or 

indifferent teachers," in the top five. This indicate~s a degree of 

honesty and a justifiable cause for optimism as far as positive future 

teacher-Indian student relationships are concerned. 

By their own admission, school personnel demonstrated a woeful 

lack of sufficient knowledge about Indian students. Teaching success, 

as measured by the professionals, is average to low with regard to 

Indian students. Workshops and seminars could be useful in bringing 

out the specifics of this negative self-evaluation as a preliminary to 

the development of action programs. Perhaps courses on Indian history 

and culture could be provided to GF school personnel for professional 

growth credit. 

There was remarkable agreement between the students as a group and 

school personnel as a group. The two groups placed the same three 

factors--no encouragement from parents to go to school, lack of 

cultural identity, and insensitive or indifferent teachers--among their 

top five important factors. In fact, the number one and two factors 

of both groups were identical--no encouragement from parents to go to 

school and lack of cultural identity. 

The fact that both Indian students and school personnel ranked 

the same factor as the most important appears at first to be a rather 

harsh indictment against parents. It should be noted, however, that 

on the Parent Questionnaire 80 per cent of the parents thought that 
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education was "of great importance" for the Indian student, and the 

other 20 per cent thought that education was "of importance." This 

indicates that Indian parents have a positive regard for the value of 

education for their Indian children. A possible explanation may be 

that although Indian parents feel that education is good for their 

children, they do not know how to translate this philosophy into 

practice. 

Some evidence that Indian parents feel inadequate to help their 

children stay in school appeared in parent responses to the questionnaires. 

One parent mentioned in the General Questionnaire that "Parents could 

not help children--lack of education" and considered this factor 

"extremely important" in causing Indian students to drop out of the 

GFHS. Another parent stated that "Indians realize the necessity of 

education for economy purposes, but lack the ability to encourage 

their children to stay in school (go to libraries, museums, extra-

curricular activities, etc.)." Harkins and Woods, in their study of 

Bryant Junior High School in Minneapolis, discovered that Indian 

parents are deeply concerned, sometimes more than local white parents, 

about educational issues that affect their children but that "most do 

not, however, possess the day-to-day skills to put these educational 

"6 values to work for their children. 

Both Indian parents and Indian students mentioned the factor 

"discrimination by other students" among their top five factors for 

dropping out of school. This is significant in its implications for the 

6Arthur M. Harkins and Richard G. Woods, Junior High Indian Children in 
Minneapolis: A Study of One Problem School, Minneapolis, MN: Training Center 
F6r Community Programs, University of Minnesota, July, 1970. 
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school. Perhaps the entire GFHS community should learn more about 

Indians. Hopefully through exploration and :increased knowledge, 

understanding can develop. The school may wish to accomplish this 

through curriculum change, conferences, or an annual Indian Day or 

Indian Week. 

The Indian students and school personnel both mentioned "lack of 

cultural identity" as a very important factor in causing Indian students 

to drop out of GFHS. This fact has implication for GFHS. 

7 
John Bryde, in his Modern Indians, makes the point that non-Indian 

students are taught in the schools not only American history but are 

also the sociological forces of the past and present in order for them 

to understand themselves and their behavior. The schools help the non-

Indian student to answer the very important question: "Who am I?" 

However, Bryde goes on to say, that in the average school this is not 

true for the Indian student. There is nothing about Indian history or 

culture, nothing about the sociological forces that helped to shape the 

Indian, nothing to help the Indian student find his identity. This 

situation is worsened if what little that is presented about Indians is 

inaccurate and derogatory. 

It is at this point that the schools, especially GFHS, can do some-

thing positive. Indian culture classes, a Sioux language course, 

and Sioux history classes could be incorporated within the curriculum. 

Two purposes would be served. One would be that all students could 

share and apprecia1~e the rich Dakota (Sioux) heritage which the United 

7 John F. Brydn, Modern Indians, 1969. 
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States, Minnesota, and the Granite Falls area posseses. At the same 

time, this kind of positive curriculum change would benefit the Indian 

student's self-image. 

Seventy per cent of the students, 74 per cent of the parents, and 

86 per cent of the school personnel felt that Indian teachers, counselors, 

and administrators in the system would help Indian students stay in 

school. This says something, and rather emphatically, to the Granite 

Falls School System and to the School Board. 

An overwhelming majority of all three groups thought Indian culture 

courses should be included' in the Granite Falls High School curriculum. 

This is an area which GFHS is already moving positively. A course 

titled "The American Indian" will be offered as an elective in the Social 

Studies Department during the 1971-72 academic year. Already, one of 

the history courses includes a unit on Indian history with emphasis 

on local Sioux history. There is also some discussion concerning 

developing and incorporating into the curriculum a Sioux language course. 
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APPENDIX I 

Q U E S T I 0 N N A I R E 

A Study of Conununity Attitudes in Regard to Why Indian Students 
Drop Out of the Granite Falls High School 

The high school dropout rate of Indian students is high. p,erhaps 
as high as sixty per cent do not complete their high school experience 
in both reservation and urban areas in Minnesota. This questionnaire 
is designed to ftnd out what Indian students, Indian parents, and 
school personnel think are the reasons why Indian students drop out of 
the Granite Falls High School. 

How important do you think are the following factors in affecting 
the dropout rate of Indian students at Granite Falls High School? Check 
one response to each factor. 

1. Lack of money-·-
to buy Cokes, to go 
to games, et~c. 

2. Home too crowded 
for study. 

3. Insufficient or 
poor clothing. 

4. No encouragement 
from parents to 
go to school . 

NOT 
IMPORTANT 

FAIRLY 
IMPORTANT 

VERY 
IMPOHTANT 

IF I WERE A STUDEN'r 
THIS FACTOR ALONE 
WOU[.,D MAKE ME 
QUI:!' SCHOOl;: _________ _ 

~-------------··-

--------------·------------------·-
5. Family too l~rge. 

6, "Broken" home (i.e. parents 
are divorced, separated, mother 
widowed, etc:.) 

------------·----------·~---------·-------
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NOT 
IMroRTANT 

7. Sioux only language. 

8. Both parents 
Indian. 

9. Discrimination (by 
other students) 

10. Insensitive or 
indifferent teachers. 

11. Prejudiced principals 
or counselors. 

12. Irrelevant curriculum 
(No Indian history 
courses, no Sioux language 
courses, etc.) 

13. "Drinking" on part 
of parents. 

14. No religious training 
in home. 

15. Peer pressure. 

16. No Indian teachers, 
counselors, administrators 
in system. 

17. Schoolwork too hard. 

18. Other factors 
(please specify) 

FAIRLY 
IMroRTANT 
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VERY 
IMroRTANT 

IF I WERE A STUDENT 
THIS FACTOR ALONE WOULD 
MAKE ME QUIT SCHOOL 



APPENDIX II 

STVDENT Q U E S T I 0 N N A I R E 

A Study of Conunu.ni ty Attitudes in Regard to Why Indian Students 
Drop Out of the Granite Falls High School 

This questionnaire is designed to find out what you as students think 
as to why Indian students do not graduate from but drop out of Granite Falls 
High School. School Personnel and Indian Parents are also being asked to 
complete similar questionnaires. 

1. Check one. I am: a. a former student at Granite Falls H.S. ---b. a graduate of GFHS. ---c. a student at GFHS. 

2. What kind of job does your father have? ----------------------------· 
3. Does he work all year round? --------
4. Does your mother work? -------------------
5. If so, what does she do? 

------------------------·-------------------· 
6. How many people per rooms in your home (divide the total number of 

persons living in your home by the total number of rooms)? --------· 
7. How many brothers and sisters do you have? ----------------
8. Do you feel as a student you have enough and good clothes to wear to 

school? 

a. yes 
b. most of the time ---

9. Are your parents: 

a. arried 
_____ b. separated 

c. widowed ---
10. Which language(s) do you speak? 

11. My parents are: 

a. English 
b. Sioux 

a. both Sioux ----____ b. father Sioux, 
mother white 

c. father white, 
mother Sioux 
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c. some of the timE3 
d. no 

d. divorced 
___ .e. single 

c. both 
---~· other (please specify) 

___ d. both part white 
____ e. father Sioux, mother 

part white 
_____ f. father part white, 

mother Sioux 



Student Questionnaire 

12. Which grade are you in? 

a. 9th grade c. 11th grade ---b. lOth grade _____ d. 12th grade 

13. Do you feel accepted by your classmates as "one of the group"? 

a. yes c. sometimes ---b. Usually d. no 

14. How well do you like school? 

a. very well c. very little --- ---
b. ok d. not at all ---

15. In general, how satisfied are you with Granite Falls High School? 

16. Do you feel 

17. Do you feel 

18. Do you feel 

a. very satisfied 
___ b. usually 

c. dissatisfied ---d. very dissatisfied ---
being Indian has been a handicap? 

a. yes c. sometimes 
b. usually d. no 

education is important for you? 

a. of great importance c. of little importance ---b. of importance d. no importance --- ---
your teachers really know you? 

a. very well c. little ---b. somewhat d. not at all ---
19. To what extent do teachers show a personal interest in you? 

a. much c. little 
b. somewhat d. not at all --- ---

20. To what extent are your teachers willing to help you when you have 
a problem? 

a. much c. little ---b. somewhat d. not at all ---
21. To what degree do you feel parent-teacher relationships are satisfactory? 

a. 
b. 

very good 
good 
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d. very poor 



22. Do you feel parent-teacher conferences are desirable? 

a. 
b. 

very desirable 
desirable 

c. --
d. 

some help 
waste of time 

23. Would you p:refer Indian teachers to non-Indian teachers? 

a. yes c. sometimes --
b. no d. doesn't matter 

24. Do you feel the principals are prejudiced toward Indians? 

a. yes c. sometimes 
b. usually d. no 

25. Do you feel the counselors are personally interested in the Indian 
student? 

a. yes c. sometimes 
b. usually d. no 

26, How much of what you're learning in school is of value to you? 

a. practically c. half ---everything 
b. most d. very 1i ttle ---

27. How much are you getting from your studies? 

a. a great deal c. a little ---- ---b. something d. very little ---
28. Do you feel there should be an Indian history course or a Sioux 

language course in the high school curriculum? 

___ a. very much so c. a little 

29. Do you feel "drinking" on part of parents hurts the Indian student's 
performance in school? 

_____ a. very much so c. a little 
b. some d. not at all ---

30. Do you feel that religious training in the home or the lack of it ean 
influence whether the Indian student will drop out or not? 

a. yes b. no 

31. Do you feel that other Indian students dropping out of school can 
influence the Indian student in school to do the same? 

___ a. yes b. no 
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32. Do you know of instances in which this has happened? 

___ a. yes b. no ---
33. Do you have religious training in your home? 

a. yes b. no ---
34. Do you think that if there were Indian teachers, administrators, 

and counselors in the Granite Falls School System that this might 
help Indian students stay in school? 

35. How do you 
for you to 

36. Do you feel 

a. very definitely 
b. yes 

___ c. maybe 
d. no ---

feel about the amount of work assigned to you in order 
"keep " with your classmates? up 

a. about right c. too little ---b. not very much work d. too much 

the work in school is "too hard" for you? 

___ a. yes b. no ---
37. What other things do you think might influence the Indian student 

to quit school? 
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APPENDIX III 

PARENT Q U E S T I 0 N N A I R E 

A Study of Community Attitudes in Regard to Why Indian Students 
Drop Out of the Granite Falls High School 

This questionnaire is designed to find out what you as parents think 
as to why many Indian students do not graduate but drop out of the Granite 
Falls High School. School Personnel and Indian students are also being 
asked to complete similar questionnaires. 

Check one. I am: 

a. mother of student (s) 
presently enrolled in 
school 

c. ---

d. 

father of student 
presently enrolll::ld 
in school 
father of student ___ b. mother of student (s) 

formerly enrolled in 
school 

formerly enrolled 
in school 

2. If father, wha.t kind of job do you have? --------·------
3. If father, do you work all year round? ------------·------
4. If mother, do you work? ----------------
5. If mother, if you work, what do you do? 

------------------·---------------
6. How many persons per room do you have in your hamEl? (i.e., divide the 

total number of persons living in your home by the total number of 
rooms.) 

---------------------------
7. How many children do you have? ---------------
8. Do you feel that your children have good clothes and enough clothes to 

wear to school? 

a. yes b. some of the t].me ---b. most of the time d. 110 

9. In regard to your marital status, are you: 

a, married d. widowed --- ----b. separated ___ e. .single 
c. divorced 

10. Which language(s) do you speak? 

a, c. both ----

(s) 

(s) 

b. 
English 
Sioux d. other(please s~~ci:fy) 
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ll. Which language do you teach your children? ______________ . ______ __ 

12. Did any of your children ever have problems in school because of 
being able to speak only Sioux? 

a. yes b. no 

13. Are you Sioux? 

a. yes b. no ---
14. Is your spouse Sioux? 

a. yes b. no ---
15. If not, what nationality is spouse? 

16. Which grade(s) are your children attending? 

a. Elementary (K-6) b. both 
b. Secondary (7-12) ---

17. Do you feel that your child (children) is accepted by his class
mates as "one of the group"? 

___ a. yes c. sometimes 
b. usually d. no ---

18. How well do you think your children like school? 

a. very well ---b. ok 
c. ---
d. 

very little 
not at all 

19. In general, how satisfied are you with the school your child attends? 

____ a. very satisfied 
b. satisfied 

c. dissatisfied 
d. very dissatisfied ---

20. Do you feel your child's being Indian has been a handicap? 

___ a. yes c. sometimes 
b. usually d. no 

21. Is education important for the Indian child? 

a. of great importance c. no importance 
b. of importance 

22. Do you feel that your child's teachers really know your child? 

_____ a. very well 
b. somewhat 
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23. To what extent do teachers show a personal interest in your child? 

a. much c. little ---
b. somewhat d. not at all 

24. To what extent are teachers willing to help your child when he has 
a problem? 

a. much c. :Little 
b. somewhat d. not at all 

25. To what degr•3e do you feel parent-teacher relationships are 
satisfactory? 

a. very good 
___ b. good 

___ c. poor 
d. very poor 

26. Do you feel parent-teacher conferences are desirable? 

___ a. very desirable 
b. desirable ---

___ c. some help 
d. waste of time 

27. Would you prefer Indian teachers to non-Indian t•eachers? 

st. yes 
b. no 

c. sometimes ---d. doesn't matter 

28. Do you feel the principals are prejud].ced toward Indians? 

___ H. yes c. sometimes ---b. usually d. no 

29. Do you feel the counselors are personally interested in the Indian 
student? 

a. yes c. sometimes 
b. usually d. no 

30. How much of what your child is learning in school is of value to him? 

____ a. practically everything ____ c. half 
___ b. most ____ d. very little 

31. How much is your child getting from his or her studies? 

____ a. a great deal c. a little 
b. something ____ d. very little 

32, Do you feel there should be a Minnesota Indian History course or 
a Sioux language course in the curriculum? 

___ a. yes b. no 
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33. Do you feel "drinking" on the part of parents hurts the child's 
performance in school? 

a. very much so c. little ---b. some d. not at all ---
34. Do you feel that religious training in the home or the lack of 

it can influence whether the Indian student will drop out or not? 

___ a. yes b. no ---
35. Do you feel that other Indian students dropping out can influence 

your child? 

a. yes b. no 

36. Has this happened? 
a. yes b. no ---

37. Do you feel that Indian teachers, administrators, and counselors in 
the Granite Falls High School might help Indian students stay in school? 

a. very definitely --- ___ c. maybe 
b. yes d. no ---

38. How do you feel about the amount of work assigned to your children in 
order for them to "keep up" with their classwork? 

a. about right c. too little ---_____ b. not very much work d. too much 

39. Do you feel the work in school is "too hard" for your child(children)? 

___ a. yes c. no 
b. sometimes ---

40. What other things do you think might influence the Indian student 
to quit school (or drop out)? 
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APPENDIX IV 

S C H 0 0 L P E R S 0 N N E L Q U E S T I 0 N N A I R E 

A Study of Community Attitudes in Regard to Why Indian Students 
Drop Out of the Granite Falls High School 

This questionnaire is designed to find out what you as school 
personnel think as to why many Indian students do not graduate but drop 
out of the Granite Falls High School, Indian parents and Indian students 
are also bel.ng asked to complete siml.lar questl.onnaires. 

l. Do you feel that Indian students are accepted by the white classmates 
as "part of the, group"? 

a. yes 
___ b. usually 

c. sometl.mes ---
d. no 

2. Is education important for the Indl.an chl.ld? 
a. of great importance ___ c. of' little importance 

____ d. no importance ---b. of importance 

3. Do you feel tesLchers really know the Indian student? 
a. very well c. Uttle 
b. somewhat d. not at all - ----

4. To what extent do you think teachers show a personal inte1rest in the 
Indian student? 

a. much c. Uttle ---b. somewhat d. not at all 

5. To what extent do you feel teachers are willing to help the Indl.an 
student when he has a problem? 

a. much c. little 
b. somewhat d. not at all ---

6. To what extent do you feel parent-teacher relationships are satisfactory? 

7. 

8. 

____ a. very good ___ c. poor 
___ b. good ___ d. very poor 

Do you feel parent-teacher conferences are desirable? 
_____ a. very desirable _____ c. some help 

waste of time b. desirable d. ---
Do you feel the principals are prejudiced 

____ a. yes 
b. usually 
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9. Do you feel that the counselors are personnally interested in the 
Indian student? 

a, yes c. sometimes 
b. usually d. no --- ---

10. Do you feel it would be a good idea to have an Indian history, 
a Sioux language course, or similar courses in the curriculum? 

a. yes b. no ---
11. Do you feel that Indian teachers, Indian administrators, and Indian 

counselors might help Indian students stay in and complete high school? 
_____ a. very definitely _____ c. maybe 

b. yes d. no ---
12. What other factors do you think might influence the Indian student to 

quit school? 

13. Do you feel you know enough about the Indian student to successfully 
interact with him? {i.e., to effectively teach, counsel, direct, etc.) 

a. very adequate knowledge _____ c. inadequate 
knowledge 

b. adequate knowledge d. very inadequate --- knowledge 

14. Do you feel you are successful in working with the Indian student? 
_____ a. yes _____ c. sometimes 

b. most of the time d, no 

15. Would you as a professional like to become more involved in the 
personal lives of your Indian students? 

a. yes c. maybe ---b. sometimes d. no 

16. Would you be interested in taking courses concerning Indian heritage? 
a. yes b. no --- ---
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PART I 

I N T R 0 D U C T I 0 N 

The current national concern for Indian affairs is having an 

impact on the education of Indian children. This impact has created 

the impetus for proposed changes in organizational structure, special 

programs, new staffing patterns and curriculum development. 

Controversy over goals for Indian education becomes evident 
•..•... in the area of curriculum ....... Growing among Indians and 
educators alike is the desire to develop curricula that are 
pluralistic in emphasis ··- retaining respect for the various 
Indian traditions and for Indian identity while te·aching skills 
needed_ for life in urban, industrial America as we·ll as on the 
reservations, where new economic and political developments are 
taking place. 

This paper focuses on trends in curriculum development and is 

primarily concerned: with the implementation and utilization cf new 

curricular_ materials dealing with American Indian hl.story, eulture, 

and present social status. Its purpose is to develop guidelines for 

selecting and utilizing the new Indian education curriculum n.aterial:3 

that are becoming available, These guidelines are aime~d at a.llev-· 

iating the "human teaching machine" approach which occurs whe·n well-

meaning, but inadequately trained teachers seek to implement detailed 

lesson-plan curriculum guides. The central thesis of this project is 

that there is much that teachers of any ethnic origin ean do to 

improve the self-image of Indian children and intercultural umder-· 

standing by the maimer in which they present educational material 

relating to the Indian community. 

1Estelle FUchs, "'l'ime to Redeem an Old Promise," ~)aturday Re\j.ew, 
Vol. LIII, No. 4, ,January 24, 1970, p. 57. 
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The fact that a large number of Indian children do not seem to 

profit from their school experiences is widely recognized and is 

certainly well documented by various studies. 

Indian children are at their best competitive position, about 
on a par with most other American children when they start 
school. But very soon thereafter something begins to happen, 
something very grave and very sad, which not only causes them 
to progressively lose interest in their school work but leads 
them to develop a very negative evaluation of their own worth 
as human beings as well. At the very least we may assume that, 
while the parents do their job, the schools do not; indeed, 
the schools actually negate the parents' initial success in 
presenting a normal, well-adjusted six-year-old to the school.£ 

There is evidence that the Indian educational 'disadvantage' 
does not begin extremely early, as it appears to with so many 
urban slum children, but takes place at around 4th grade. Long 
interviews with teachers on a Navajo reservation (also done 
with other groups, Menomonee, Sioux, etc.) drew from the teachers 
of first through third graders the recurring comments that the 
children were bright, receptive, eager to learn. But teachers 
of fourth-graders on up described their children as apathetic, 
difficult to motivate, uninterested in school or in learning, 
and occasionally openly hostile to the teacher.3 

When an Indian child enters school, he appears eager to learn 

....... Resistance begins when the Indian child is old enough to know 

he is Indian and conscious enough of the world around him to under-

stand what the school is teaching him about being Indian: 

Indian children perceive very early what most whites think 
of their parents and themselves. Once past the primary grades, 
they approach each teacher with caution, testing her response 
to them; if it is negative they quickly retreat. 4 

2Alfonso Ortiz, "Native Education Under Fire," The Indian 
Historian, Vol. 2, No. 2, Summer 1969, p. 10. 

3"Give it Back to the Indians: Education On Reservation & Off," 
Carnegie Quarterly, Vol. XVII, No. 2, Spring 1969, p. 3. 

~gar S. Cahn, Our Brother's Keeper: The Indian in White America, 
(New York: The World Pub. Co., 1969) p. 38. 
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The results are the same whether a B.I.A. school or a public:: 

school. No doubt many factors contribute to the academic failure of 

many Indian children; however, several investigators believ·e that a 

major factor is the negative self-concept. Evidence indicates that 

a student's conception of himself and his abilities is a major factor 

in achievement. 

One develops his self-concept through his interactions with 
others, primarily family an~peers, and through their evaluation 
.of him, or his estimate of such evaluation. In the last 
analysis, however, his self-concept will reflect the attitudes 
and opiniom: of the dominant non-Indian majority with which he 
interacts either directly or indirectly. Accordingly, what 
the white man thinks of the Indian, and how he treats him, are 
reflected in the Indian's image of himself. Some have insisted 
that, if thE! Indian comes to think of himself as alienated and 
inferior, hE! is merely making a realistic appraisal of' the 
actual situation. However, the literature fails to gi.ve a 
clear picture of the Indian's status in society,, of the white 
man's attitudes toward him, and of the degree oj[ prejudice and 
discrimination to which he is subject.5 

As a result of the failure of the literature to give a clear 

picture of the Indian, this nation is massively uninformed and mis-

informed about the American Indian and has a distorted view of the 

Indian's past hi.story and almost total ignorance of his present day 

situation. 

Most Americans have no personal contact with Indians. The 

little contact they may have had has been to a large extent through 

what they learned in school, and this is primarily from history books 

and units on Indian life set up by individual teachers. The fact that 

most history books handle the Indian population in a. very biased, 

5 U.S. Congress, Senate Special Sub-Conunittee on Indian Education 
of the Conuni ttee! on Labor & Public Welfare, The Education of American 
Indians -A Survey of the Literature, 9lst Congress, 1st Session, p. 67. 
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negative manner (many completely dropping Indians after 1865) has 

resulted in very detrimental stereotypes of Indians which are stiLl 

widely held. An example of the biased manner in which the Indiirn .Jt1 

treated can be seen in the textbook, The United §ta.!_!:.:s Since 186~.~ 

(1959) by Foster Rhea Dulles. The American Indian is accorded fou:r' 

full pages out of 531 pages and the title of the section is 1
'The Ir.uJ. 

Menace." Negative terms are used for the American Indian, such as 

"savage", "barbarian", and "fiends." These terms reflect a 

which is entirely consistent with that of most historians and con··· 

sonant with the treatment accorded to Indians in history. Anothe;· 

textbook, A History of the Uni!ed States Since l~ (1959) by Vfillj"'"~"') 

Current, and Freidel devoted 10 full pages out of 710 pages to India~s 

This section is entitled "The Taming of the Tribes"~ thus 

that Indians were animals to be domesticated. 6 

The examples cited above are taken from college textbooks, 

fore the negative stereotypes of Indians are reinforced 

the formal education of a student. Many of these stuch<:mts in 

become teachers and carry these stereotypes with them,. This :f.F;,ct 

illustrated by the young teacher who had accepted a position in 

Dakota teaching Indian children. "He presumed Indian children W'-~·d. 

be rebellious, ready to chop up any new teacher. When this didn 1 ; 

happen he was frustrated. The kids just sat there. No 

No fights. Very little talking! So he decided, not much 

6chris Cavender, !fAn Unbalanced Perspective~-~~~~:<':}!:_':·· 
books Examined by An American Indian, (Minneapolis~ University of 
Minnesota, September 1970), p. 3. 

7 James Parsons, "New Directions For Cannon Ball School"~ 
Tribune, April 4, 1971, p. 5. 
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Much attention is given in the literature to the attitudes 
of the teacher:3, and it is apparent that many of them do not 
hold their Indian pupils in high regard ....... Parm~?e discovered 
that teachers showed a rather shocking unawareness; and Zintz 
observed that, while teachers are aware of such obvious l.iif
ferences as lan.guage, dress, and customs, they are not ~:msi
tive to the more subtle and intangible differences of values, 
attitudes, and feelings. The most systematic study of t:J.is 
problem has been done by Ulibarri who, by means of a question·
naire and an interview schedule, sought to determine the extent 
to which elementary public school teachers of Anglo, Spanish 
American, and Indian children are aware of certain socio:cul tu:ral 
factors operating in the classroom. He learned that they were 
indeed aware of differences of language and general home 
environment .• but they showed a general lack of sensitivity to 
motivational, psychological and various other intangible 
differences.s 

If it i.s true that (l) a negative self-concept contributes to 

the underachievement of Indian students (and from all indications 

this is a major factor), (2) this negative self-concept is ultimately 

a reflection of the negative image of the Indian held by the dominant 

white society, and (3) the teacher (usually ',vhi te) plays a most im-

portant role in the Indian child's academlc career, then it :is imper~ 
--·---·o'=-"''-· -·~~~,..-

ative that more reE:earch be directed to the teacher to devel<>p training 

programs for prospective teachers of Indian child:reD .• 

8op.cit., Senate Special Sub-Committee on Indiam Education, pp. 38,3':~., 

358 



PART II 

R E V I E W 0 F T H E L I T E R A T U R E S H 0 W I N G ---T R A D I T I 0 N A L R 0 L E 0 F I N D I A N S 
I N E D U C A T I 0 N A L M A T E R I A L 

A review of the literature pertaining to the education of Indian 

children reveals a universal dissatisfaction with the results. 

Evidence indicates that the formal education of American Indian 

children has fallen far short of its intended goal, Regardless of 

the type of comparisons made, the instrument, and the criteria used, 

Indian students show poor academic achievement. The results always 

end on a dismal note. However, studies of primary school children 

indicate that they do enter school eager to learn, and they remain 

attentive, busy and happy until around the fourth grade. 

The causes of this failure are legion. Almost everyone who has 

had any contact with Indians, regardless of the nature, has a theory 

of his own. However, in recent years there have been countless 

studies of the education or lack of education of all minorities, and 

the evidence does indicate that a student's conception of himself and 

his abilities is a major factor in achievement. Much has been written 

about the negative self-concept of Indian children. There is evidence 

that the lack of identity is uppermost in the area of self-concept, 

and that Indians are plagued by feelings of alienation, anxiety, and 

inadequacy. It is not the intent of this paper to dwell on the causes 

of this phenomenon but rather to discuss an area that may have an 

effect on this identity but does not seem to attract as much attention 
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about ~he curr1culum of an elementary schocl, 

this sect:Lon. lE to point out how the d·ep1ct :eve. ·' 

~r: co:c.lH.oa.t:Lonal ma:terial ma.y affect the sel:i -~eo.c. 

to VLcgil ~r. Vogel, Ass:Uotcu.t 

:·~(·.ago C:i. cc:tlege, there are basica11y Jour lfh: 

, '· Whi. ;;e culture. The fol 

GO::l:::lu.s ions after examining more than a hm:.dred 

t "'1.'he Indian i.n American His 

~;:: c:·f ·i:hese four methods i:; 

some historiana, 

ne It is hard tc 

1. J, Vogel, 'l'he Indian In American 
.:e'5 'r•:duc:.cct:Lon A,;,HJOctates, 1968), p, 
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men like Andrew Jackson could not be glorified if his extermination 

policies of the Indians were included in books depicting his admin-

istrative era. Mr. Carleton Beals believed that acquiescence in 

Indian dispossession has molded the American character: 

Has not this perhaps led us into demanding no proper accounting 
from public servants so long as they feed us righteous pap •.. ? 
Perfect training for later financial plundering, .. the whole 
ethic of later corporation growth and monopoly - here in the 
Indian struggle is to be observed the whole American psychology 
of getting something for nothing, or at most for a little 
trickery. 10 

The next method of presentation of the Indian might be listed 

as disembodiment. In this method the existence of the Indian was 

acknowledged but was considered to be a subhuman nomad, a troublesome 

obstacle to be overcome. From the time of John Smith through history, 

"Indians were defined as a kind of animal", and if this was so then 

"it was proper to hunt them as such, and bounties were offered for 

their scalps, just as for those of wolves. This view of the Indian 

as a wild beast in the path of civilization has never died. "11 There 

are some historians who have listed the cultural contributions of the 

Indians but have continued to keep alive the old stereotypes by using 

phrases such as "Indian menace," "Indian peril," "savage barrier,u and 

others. The cruelty of the Indian was often exaggerated and taken out 

of context, (i.e., the historians failed to note that the Whites were 

10Ibid., p. 2. 

11
Ibid.' p. 3. 
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also a constant source of trouble to the Indians and were just as 

cruel, if not more so, than the Indian.) The massacres of Indians 

generally have been overlooked as has the fact that thol!sands of 

Indians were enslavE~d. This stereotype of Indians as bE!ing "primitive, 

savage hunters" has been used as an explanation for the treatment of 

the Indian, especially when Indian land was wanted. Inciians are looked 

on still as backward natives who have not developed the land and are 

standing in the way of progress. 

A third method of denigration of the Indian by historians is 

disparagement of or denial of his extensive contributions to the 

American culture. Many authors declare that "American civilization ... 

owed very little to the aborigines of the New Worlct." 12 They usually 

end their arguments by stating that the growth of the civilization of 

the Indian was stunted in comparison to the growing civ:ilizat:Lon of 

Europe and that they {Indians) failed to appreciate and explo:L t thE:~ 

resources at their disposal. (One might ask here if the quality of 

civilization is equated by the amount of pollution generated?) 

The final, and in all probability the most harmful, method used 

by historians is that of de:famation. This method is most harmful as 

it calls attention to all the faults of the Indian but to non.::~ of his 

virtues. Through this method the Indian is condemned to a st:;~.tus of 

inferiority in intelligence and adaptability because of the faults 

12rbid., p. 6. 
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listed. To these historians, the Indian was an "idle, shiftless 

savage. When not hunting or warring, he yielded himself to debauchery, 

. ..13 and enslaved h1s women... They further state that because of their 

hasty cruelty and inconsiderate revenge, the Indians vanished, leaving 

no enduring memorials but the names of rivers and mountains. These 

historians are gone, but their influence is still very much alive. The 

history books still carry the same defamatory descriptions, and year 

after year children in the schools learn the same distorted image of 

what is supposedly "American history." The treatment of Indians in 

the textbooks, one of the most important ways society transmits ideas 

from generation to generation, illustrates the misunderstanding the 

American public as a whole has regarding the Indian. 

Textbook studies conducted by a number of states for the Special 

Senate Sub-Committee indicate that misconceptions, myths, inaccuracies 

and stereotypes about Indians are common in the curricula of most 

schools: 

a. "University of Alaska showed that: (l) 20 widely used texts 
contain no mention of Alaska natives at all, and in some 
cases, no mention of Alaska; (2) although some textbooks 
provide some coverage of the Alaskan Eskimo, very few 
even mention Indians; and (3) many texts at the elementary 
and secondary levels contain serious and often demeaning 
inaccuracies in their treatment of the Alaskan native. 

b. University of Idaho found Indians continually depicted as 
inarticulate, backward, unable to adjust to modern Euro
American culture, sly, vicious, barbaric, superstitious 
and destined to extinction. 

13Ibid., p. 5. 
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c. Minnesota has for years been using an elementary school 
social studies text which depicts Indians as lazy savages 
incapable of doing little more than hunting, fishing, and· 
harvesting wild rice. 

d. California., with its progressive public school program, 
found in a. study of 43 texts used in 4th, 5th, and 8th 
grades tha.t hardly any mention at all was made, of the 
American Indian's contribution or of his role in the 
colonial period, gold rush era or mission peri.od of 
California history, and, when mentioned, the reference 
was usually distorted or misinterpreted. "14 

"With attitudes toward Indians being shaped, often unconsciously, by 

educational materials filled with inaccurate stereotypes -- as well 

as by teachers whosE~ own education has contained those same stereo-· 

types and historical misconceptions -- it is easy to see how the lazy, 

dirty, drunken Indian becomes the symbol for all Indians. When the 

public looks at an Indian they cannot react rationally because they 

have never known th•3 facts. They do not feel responsible for the 

Indian because they are convinced that the savages have brought their 

conditions upon themselves. They truly believe the Indian is inferior 

to them."l5 

How does this affect the Indian child? His feeling can be summed 

up into one sentence. He feels like an alien in a strange country 

that was once his. He is condemned for his language an.d culture, be-

rated by many teachers because his values are different, and far too 

many times treated demeaningly simply because he is Indlian. "study 

14u. S. Congres~1, Senate Sub-Committee on Indian Education of the 
Committee on Labor & Public Welfare, Indian Education: A National 
Tragedy --A National Challenge, 9lst Congress, 1st Session, 1969, p. 23. 

15Ibid., p. 24, 
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after study shows Indian children growing up with attitudes and 

feelings of alienation, hopelessness, powerlessness, rejection, 

depression, anxiety, estrangement, and frustration. Few studies, if 

any, show the public schools doing anything to change this pattern. 

The public school becomes a place of discomfort for the Indian student, 

a place to leave when he becomes 15 or 16." l6 

CONTEMPORARY C U R R I C U L U M G U I D E S 

In his book The Transparent Self, Dr. Sidney M. Jourard states 

that "doubtless in accordance with the laws of re-enforcement, we 

learn early to withhold certain disclosures (about ourselves) because 

of the painful consequences to which they lead. We are punished, in 

our society, not only for what we actually do, but also for what we 

think, feel, or want. Very soon, then, the growing child learns to 

display a highly expurgated version of his self to others ••• Obviously, 

our assorted public selves are not always accurate portrayals of our 

real selves. In fact, it often comes to pass ••• perhaps as a socially 

patterned defect (Fromm, 1955) that our public selves become so 

estranged from our real selves that the net consequence is self-

alienation: We no longer know our real self." 17 

Basically, Dr. Jourard talks about a "public self" -- the concept 

of oneself which one wants others to believe. This concept is useful 

16 Ibid. p. 28. 

17Sidney M. Jourard, The Transparent Self, (New York: Van Nostrand 
Reinhold Co., 1964) pp. 10, 11. 
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in explaining what occurs in the lives of many Indian children. 

However, I would apply this concept in a somewhat different manner. 

An Indian child becomes entangled in all the "stereotypes" that have 

been accorded to Indians, and in many cases he is not really sure who 

he is. Thus, his disclosures reflect those things the dominant 

culture wants to believe of him instead of the things he (Indian child) 

wants others to believe. In other words, Indian children are not 

allowed to be themselves -- they are what the dominant culture wants 

them to be. 

The literature constantly emphasizes the "necessity of helping the 

Indian to develop greater pride in himself and his traditions .•. For a 

generation now many have been saying that it is one of the goals of 

Indian education to cultivate in young Indians pride in their history, 

traditions, and culture. Lane insists that one of the aims of 

Government policy is 'selective preservation of Indian culture', and 

Jackson ftnds that one of the unique features of Indian schools is their 

objective of developing 'appreciation for the heritage of, and pro-

motion of the culture of American Indians' ••• One searches the 

literature in vain, however, for reports o:f progress in the public 

schools, where Indians are in attendance, designed to resolve their 

identity problems and to develop pride in their heritage. And, if the 

report of the Waxes is typical of the Federal schools, there is no 

evidence of an effective program there." 18 

18op. cit., James Parsons, "New Directions For Cannon Ball School", 
Minneapolis Tribu.ne., April 4, 1971, p. 64. 
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There has been a slight trend toward developing curricula to meet 

the needs of Indian children in federal schools as indicated by Rough 

Rock and the Institute of American Indian Arts; however, it should be 

noted that the majority of Indian students now attend public schools. 

Projects have been designed to develop interpersonal relationships 

among all people who attend public schools. However, these often fail 

to achieve their objectives. Frequently the failure is caused by the 

developer's inability to access accurately or transmit the processes 

of other cultures and subcultures. 

Cultural subtleties and the latent meaning of statements and 

behavior of minority groups are misinterpreted by developers and passed 

to the teachers who use the curriculum guides. Edward T. Hall, an 

anthropologist at Columbia University, discusses this point in his 

book, The Silent Language. He maintains that a nonverbal language 

exists in every country of the world and among the various groups 

within each country. "Most Americans are only dimly aware of this 

silent language, even though they use it every day •.. In addition to 

what we say with our verbal language we are constantly communicating 

our real feelings in our silent language -- the language of behavior. 

Sometimes this is correctly interpreted by other nationalities, but 

Often "t . t II 19 more 1 1s no ••. 

Until curriculum developers become more aware of the "silent 

language" and become less bound to European culture, they will be 

19Edward T. Hall, The Silent Lan~age, (Greenwich, Conn: Fawcett 
Publications, 1970) p. 10. 
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unable to improve the Indian child's self-image or to develop positive 

inter-personal relationships among groups of people through their 

curricula. 

The impact of four recently developed curriculum guides will be 

evaluated in this paper: 

There's An Inclian in Your Classroom, A Guide For •reachers 
Published by the Idaho Department of Education (1968) 

Minnesota Chippewa Indians: A Handbook for TeachE!rS 
Published by Upper Midwest Regional Education Laboratory (1967) 

Project Social Studies 
University o:E Minnesota, Minneapolis, Minnesota (1968) 

The Intergroup Relations Curriculum 
Tufts Univer:oity, Medford, Massachusetts (1969) 

It is not the intent of this paper to criticize unjustly the developers 

of these guides but rather to examine aspects of the guides which are 

detrimental to Indian children and which perpetuate st,ereotyped 

thinking about Indians. 

THERE'S AN INDIAN IN YOUR CLASSROOM 

There's An Indian in Your Classroom, published by the Idaho State 

Department of Education, was no doubt developed with good intentions. 

The authors indica.te that they hoped this guide would serve as an aid 

to a "better under·standing of Indian students and Indtan Adults." It 

is highly questionable whether or not they reach their goal because of 

the ambiguity and highly generalized statements made throughout the 

publication. In the introduction, the authors state "one of the basic 

issues underlying the problems of Indian Education is a lack of under-

standing of who the American Indians are and what they are facing in 

their adjustment to life in the twentieth century." 
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"The American Indians are not a single people with a single way 

of life or a single kind of educational need. Each group has its own 

unique history, its own unique way of life and its own problems. Any 

instructional program, to be worthwhile, must meet the specific needs 

of the group where it is to be used. No one curriculum can do this 

for the American Indian as a whole any more than one teaching method 

is best for every child."20 In spite of this statement about individual 

differences among Indians, the authors disregard the different tribes 

in Idaho, rarely even mentioning them except in a few isolated places. 

Certainly every tribe in the United States would agree with the above 

statement made by the Idaho guide; however, throughout the guide 

Indians are regarded as if they were "one large tribe." Ond indication 

of this contradiction is the topic headings: "concepts to Remember 

about Indians","Understanding Indian People","Major Problems in Indian 

Education", and'~ Unit on the American Indian." 

In the section "Major Problems in Indian Education" many suggestions 

are given as to how the schools or individual teachers can help the 

Indian child. A few of the problems cited are glue sniffing, sanita-

tion, disease control, alcohol and drug control, thus giving the 

erroneous impression that Indians are the only people who experience 

these problems. 

20 Max Snow, There's An Indian In Your Classroom, (Boise, Idaho: 
Idaho State Department of Education, 1969) p. 1. 
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The authors of There's An Indian In Your Clat3sroom furth~r 

remark, "How different were the lives of these people :from our usual 

stereotype of the American Indian clad in feathers, riding on a pinto 

pony, living in teepees and hunting buffalo .•. In this hard life, 

every man, woman, and child, had to be self-sufficient ..• For the 

most part, they were peaceful people who had to ~ !tard collecting 

the wild resources of their area to stay alive." 21 However, in the 

section entitled "concepts To Remember About Indian People", the authors 

make several contradictory statements, (e.g., "Indian life is oriented 

toward leisure," ''Indian tribes were not habituated to work," "Not 

hard work oriented," "Indian prejudice against those who work.") 

There may be some Indian people who closely fit these descriptions, but 

the writers give the impression that these characteristics are true of 

all Indians. 

Some good points are developed in the Idaho curriculum guide; 

however, it covers such an extensive area and so many different tribes 

that the information given is very superficial. "A Unit on the American 

Indian" would be much more effective and helpful to both Indian and non

Indian children if the authors had done an extensive unit on the tribes 

in Idaho and compared them to other tribes. There was no mention of 

Chief Joseph or of the Nez Perce. What better model could have been 

used for building pride in the Indian child? To determine whether or 

not this particular guide can be applied to the Indian population in 

21
Ibid.' p. ~:. 
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in Idaho is not the intent of this paper. What is highly objectionable 

is that educators from other states are using aspects of this guide 

verbatim and generalizing them to include all Indian children. 

PROJECT SOCIAL STUDIES 

During Spring Quarter of 1970, teachers doing graduate work at the 

University of Minnesota developed curriculum units on Indians which 

they believed could be of value to Minnesota school teachers. A unit 

for elementary and middle school teachers was developed "to give the 

children a background of the American Indian in order that they might 

better understand and appreciate one phase of the cultural heritage of 

our country." In this unit is a section entitled "concepts To Remember," 

an exact duplication of those found in the Idaho guide. The authors 

offer no explanation as to why these particular contents should be 

remembered, nor do they indicate why they are important. Furthermore, 

there is no guidance as to how to use these items to bring about an 

understanding of Indian people. Negative stereotypes such as "Indians 

not habituated to work," and "Indian tribes are not hard work oriented," 

are perpetuated. If there were Indian children in a classroom where 

this unit was used, what effect would these statements have on them? 

Seemingly unimportant statements often communicate the exact feelings 

of the dominant culture to the Indian pupil. 

Many of the same negative concepts presented in the Idaho guide 

are also found in the social studies unit developed by Project Social 

Studies at the University of Minnesota. For example, the unit on the 

Hopi family, which was designed to "show a change over time", was 
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developed for first graders as part of their study of families around 

the world. The unit gives the illusion that the Hopi still live in 

the same manner as their ancestors. It begins with pre-Hispanic Hopi 

life, but in describing the events of the past the writers change to 

the present tense and give the impression that modern Hopis live as 

their ancestors did 300 years ago. 

In the unit pertaining to the Hopi family, a family is introduced 

which is comprised of eight to ten people, (mother, father, older 

daughter, younger· daughter, son, maternal grandparents and mother's 

sister's family -· number unknown). A notation instructs the teacher 

to emphasize that the entire family lives in adjoining rooms in the 

same part of thel.r pueblo. The author does not indic:ate reasons for 

emphasizing this point; instead he implies that teachers should compare 

this aspect of Hopi life with the way most American families live today. 

Certainly a more valid comparison would be to contrast the life style 

of the early Hopi family with the way a colonial family lived. 

The social :::tudies curriculum includes a unit about the colonial 

family which describes early White American families as large and the 

houses as small. (Again the authors say to be sure to stress small-

ness and crowded conditions.) The usual colonial house had two rooms, 

an attic, and a lean-to used for the animals. In the house described 

in the unit, there lived the large family, a man who was not related to 

the family, and a 15-year-old girl who was sent to them to learn how to 

do housework. No mention is made of how they lived other than the fact 

that it was crowded and that many beds were needed. (There was no 
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notation to emphasize the fact that perhaps they all had to sleep in 

one room.) There was an elaborate description of the house and furni-

ture, and reasons were given for the family's not having a lot of items 

as compared to today. Comparisons are made between colonial families 

and today's families, but positive reasons are always given for the 

differences. 

The entire description of a Hopi house is as follows: 

1. "The Hopi house is usually a two story stone house 
with a flat roof, low narrow wooden doors, small 
windows. Rooms are about 10 x 12 feet square." 

2. "The Hopi have little furniture -- usually mud (?) 
fireplaces for cooking, water storage jars, a low 
bench or two, and a stone grinding mill. Beds are 
single blankets or skins spread on the floor."22 

Again, the present tense is used to describe the past. Then the 

children are asked to draw, make an exhibit of doll furniture, or cut 

out magazine pictures describing life today, '~hings We Use in Our 

Homes." These are compared with a picture of the interior of a Hopi 

home. Two charts are made entitled "How Hopi Homes are the Same as 

Ours" and "How Hopi Homes are Different from Ours." After this has 

been done, the matter is dropped and the class goes on to something 

else. No explanation is offered in the unit for the differences in 

the houses and furniture such as was given in the colonial family unit, 

and no explanation is made to indicate that Hopis no longer live this 

way. Personal experience with the teaching profession indicates that 

22project Social Studies, The Hopi Family, A Resource Unit, 
(Minneapolis, Minnesota: University of Minnesota, 1967), p. 14. 
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many teachers follow lesson j:I._Eci.'S as this) verbatim, and if no 

explanation is offt=;rt:·d ir:. the lessor• nlan none is given, The Hopi 

family should have been ccnt.rasted a.nd compared with the colonial 

family. If this had been done, students would have noted many similar

ities, including the fact that the colonial family ~1te with their fingers 

the same way the Hopj family dtd,. 

In this unit on the Hopi. family, the teachers are instructed to 

ask the children, ''INould Jt be easy for you to live and work in a Hopi 

family? Why or why r~ot? How do you suppose a Hopi Indian child might 

like it if he had 1~o suddenly change his ways and live as you do? 

Would he like it? What might he like about it? \\~nat might he dislike?" 

Again, the careless use of the present tense is confusing and misleading 

and really there i~l no reason to "suppose" anything: the changes al~ 

luded to in the above statements have happened to the Hopi child. 

There is no continuity of change shown in this unit. On the iast 

page the authors suddenly switch to the Hopi family of today, A few 

books that can be used for stimulating discussions are suggested. 

However, it is qtle:~t: .. onab:Le whether these sources actually portray 

modern day Hopi life.. :!<'or example~ teachers are referred to the National 

Geographic, H~6,±, 'l'hey are to use this to show pictures of the 

Hopi today. There are approximately 16 pages showing various Pueblo 

Indians, of these on1y two pages show Hopi Indians. O:ne page shows a 

woman making a basket and the other page shows a baby sitting on a 

rabbit fur blanket. The rest of the pictures are of Pueblo Indians 

from New Mexico wh:::> live around the Rio Grande, an entirely different 
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area from that of the Hopi. Apparently this was unimportant to the 

author. Unfortunately, this way of thinking seems to be indicative 

of many units on Indians. Developers of guides proclaim the uniqueness 

of each tribe, but when describing various tribes they do exactly the 

opposite of what they proclaim and lump them all together. 

The unit on the Chippewa family, developed by Project Social 

Studies at the University of Minnesota and used at the first grade 

level, is the best set of materials for developing stereotypes of 

Indian people that is currently available. The most educationally 

useful portion of the unit is the extensive effort to teach elementary 

map reading skills. The maximum educational benefit from this resource 

unit could be obtained by eliminating its references to Indians in the 

appendix and by converting it into an (adequate) unit on introduction 

to map reading. The unit clearly attempts to tie social studies skills 

to comparative analysis of two Indian cultures with the focus on the 

Chippewa family. 

If a teacher were to follow the step-by-step procedures listed in 

the guide, she could be assured of successfully perpetuating unfortunate 

traditional stereotypes of Indians in the developing minds of her first 

grade pupils. Stereotypes about people are largely a matter of 

attitudinal learning. The attitudinal objectives of this resource 

unit are defined as follows~ (l) "Is curious about social data" (To be 

developed by entire unit.), and (2) "Appreciates and respects the 

l t l t . b t . f th t . d l . . " 23 cu ura con rl u lOlls o o er coun rles, races, an re lglons. 

2:L 
-Project Social Studies, The Chippewa Family, A resource Unit, 

(Minneapolis, Minnesota: University of Minnesota, 1968), p. 4. 
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The concern with teaching about the Chippewa family could result 

in achieving these attitudinal objectives if it were done properly. 

However, the factual content and the manner of presentation do not 

combine to form a positive attitude of appreciation for the Chippewa 

familyo If the teacher does in fact ask the suggested questions posed 

by the guide, she will develop a picture of Indian life that may have 

been true 200 years agoo The factual data which are presented and the 

attempt to incorporate these data in a literary presentation were 

obviously not written by a person with insight into Indian culture, 

traditions, and sensitivitieso The anthropological concern with 

dwellings, family patterns, and work activities is not relevant to the 

problems of contemporary Chippewa Indian families. In fact, the effect 

of the Western movie stereotype which tends to be reinforced by these 

teaching activities is detrimental to Indian children who must struggle 

with themselves and others as they share the common human experience of 

establishing a ;:elf-identificationo Taking this unit seriously, as it 

is written, exp:Loi ts all Indians v anthropological h:i.story as an educa

tional mechanism or vehicle to help the non-Indian child learn his map 

reading skills. There is too much about berrypicking, beading, birch

bark and "Brave Falcon" and not enough about "Little Johnnie" and the 

interests and activities of contemporary Indians. 

The background information for teachers, from pages 59-60 is of 

questionable utility. The relevance of many items presented here for 

teaching interracial appreciation is open to question. For example, it 

is highly doubtful whether a first grade teacher would be better pre-
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pared to help her students understand Indian people by knowing the 

early Indian taboos concerning a woman's menstruation and her husband's 

hunting ability and prowess in waro 

The story "Brave Falcon - A Chippewa Boy" is the mechanism for 

developing the first grade pupil's mental image of what it means to be 

an Indian boy or girl. The sensitive child can only form a stereo

type of "hide" and "birch-bark" primitiveness from reading this story. 

The alternatives to this mechanistic cultivation of stereotyped 

images are too exciting and too relevant to be ignored. While a great 

deal of government money was spent developing these units, they really 

do not go far beyond the making of "construction paper" tepees which 

has occurred in elementary classrooms for many years. The alternatives 

nclude the opportunity to de-emphasize the primitive ways of the Chip

pewa's ancestors and to treat them as real, living people on the con

temporary American scene. To do less than this may amount to pre

judice and a lack of academic integrity. If professional educators 

cannot do better than this, perhaps they consider tying the teaching 

of map reading skills to Columbus, Daniel Boone, or Lewis and Clark. 

MINNESOTA CHIPPEWA INDIANS: A HANDBOOK FOR TEACHERS 

The over-all approach of Minnesota Chippewa Indians: A Handbook 

for Teachers is somewhat more positive than other guides. The authors 

readily point out their lack of knowledge and faulty perceptions in 

certain areas such as the section "Chippewa Characteristics." However, 

very subtle contradictions (of which the authors may not be aware) give 

the impression that certain traits of Indians are racially inherited. 
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This faulty impression passed on to teachers can be detrimental to 

Indian children. For example, it is stated (page 17), "And let us 

not forget that the big drinking 1party 1 was basically unknown to 

Indians until Europeans deliberately seduced them with alcohol. It 

certainly was not, and is not, an inherited characteristic." However, 

on page 24, in the section "Chippewa Characteristics" the authors 

suggest that" ... certain modern characteristics may be modifications 

of traditional Chippewa traits." In the historical description it is 

stated "accepta·ole release of inhibited feelings came through certain 

religious ceremonies, through dances, warfare, some highly competitive 

games, and sometimes intoxication." In relating this to the modern 

Chippewa, the authors remark, "In the modern era many of these same 

characteristics survive. Anger is seldom displayed except when drunk." 

Description.s of so-called "typical" Indian families found in this 

handbook say, "Children traditionally were raised in a permissive 

atmosphere" (page 24) and "parents are still quite permissive in child-

rearing" (page 25). The literature, however, is filled with incidents 

depicting the harsh training children were subjected to -- a training 

that began very early in life. The historical, traditional Indian 

traits such as permissiveness and uncommunicativeness need clarification 

because they are misunderstood and do not convey to teachers an accurate 

description of an Indian family or child. These ambiguous terms or 

traits imply that Indian parents are not interested in the welfare of 

their children; this is not true. 
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Another contradictory description that was used in the Idaho 

guide and is also used in the Minnesota Handbook states, "no partie-

ular virtue is attached to hard work for its own sake. Instead, work 

was expected to yield an important and tangible result and was aimed 

at a specific goal." .. The modern Chippewa will work hard, but 

usually for a specific purpose and for rewards that are quite immediate." 

It is unclear what the authors were trying to convey, but statements 

such as these are very misleading and can be easily misunderstood at 

the expense of Indian children. 

THE INTERGROUP RELATIONS CURRICULUM 

The basic purpose of The Intergroup Relations Curriculum 

developed at Lincoln Filene Center for Citizenship and Public Affairs 

at Tufts University is to advance democratic human relations in our 

society through the process of education. The general format of The 

Intergroup Relations Curriculum guide is excellent. The author com-

pares Indian traditions and life styles of long ago with those of the 

colonies rather than with contemporary American life as most of the 

others do. Two of the main objectives are as follows~ (l) "To help 

the child to reduce stereotypic and prejudicial thinking and overt 

discrimination with respect to all kinds of groupings of human beings", 

and (2) '~o give the child a very realistic understanding of the past 

and the present, including the many contributions to the development of 

. II 24 
America by people from a wide variety of groupings and nat1ons. 

This curriculum guide contains an extensive unit on Indians. Its 

approach is a little different from the others. Four tribes (Zuni, 

24 John S. Gibson, The Intergroup Relations Curriculum, (Medford, 
Massachusetts: Tufts University, 1969), p. 2. 
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Kwakiutl, Iroquois, Dakota) are discussed and comparisons are developed 

for the purpose of having the children discover that all American 

Indian tribes were not alike. However, it is never made clear just 

why this is a very important fact. The authors go on to say, "It is 

hoped that the singular, stereotyped picture of the American Indian, so 

often reinforced by television and motion pictures will be erased." It 

seems that the objectives as stated and the hoped for results should 

have been tied 1~ogether more closely. 

The negative concepts of Indians, so prevalent in other guides, 

are not as readLly apparent in The Intergroup Relations Curriculum. 

This guide is marred, however, by half-truths such as those found in a 

section entitled "Religion and Ideas Among the Zuni." The authors 

state: 

"A Zuni priest ruled over everyone in anything to do with religion .. 
The priest appointed a group of men to rule in matters not 
dealing with religion. These men did not have much power to 
make the people obey, but most of their rules were followed, 
because the Zuni did not like to argue. Most of the problems 
they had to settle were about who inherited property after a 
man died." (page 388) 

It would be interesting to know the author's source here. In the 

bibliography of teacher reference books, the author recommends Alvin 

M. Josephy's book, The Indian Heritage of America as an authoritative 

study. Obviously, however, the authors did not heed their own sugges-

tions. Page 61 of Josephy's book makes the following statement about 

the Zuni: 

"All activity was directed by the religious societies that 
met in the kivas and were responsible for separate and specific 
community functions .... Each society possessed its own priest
hood, which contributed members to the ruling council of the 
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town. The council, usually made up of from ten to thirty mem
bers, determined pueblo policies ... " 

No mention is made of "a ruling priest," 

In the section entitled "The Here and Now of American Indians," 

which deals with the Indian in his present environment, the authors 

state, "we shall see how he (the Indian) lives and works today and 

will attempt to break down further the false stereotypes that have 

been repeated about the 'American Indian'," Three-fourths of this 

section reviews the historical Indian, and then the authors state: 

"There are many possible approaches to the study of the Indian today," 

One such approach suggests showing a film, a filmstrip, or pictures 

of various Indian groups today, and the reader is advised to "consult 

the bibliography for these, Use these media to verify or change the 

ideas of the children as to how they think Indians look and dress 

today." An examination of the bibliography reveals no books on con-

temporary Indians in the teacher references; all deal with historic 

facts or the myths and legends. The film section contains one film, 

"American Indian Today," a 16-minute film which supposedly presents 

present-day activities, achievements, and problems of the American 

Indians (over 300 individual tribes) as they exist on the reservations 

and in the urban relocation centers, All the other films stress the 

Indians as they once lived. The film that is recommended is a very 

poor one and does not apply to the problems today. 

The section further states, "Although the Indian seems to have 

adopted much of the White man's way of life, he still has many problems." 

The teacher is then instructed to "Pass out the list of answers Indians 
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gave when asked what their problems " are. The Indian problems listed 

are as follows: 

l. "I can't leave the reservation. I have no training in 
trade. No will hire " any one me. 

2. 

3. 

"I do not 
hard :for 

"I tried 
housing. 
will not 

know how to read. I cannot vote: and it is 
to get good job. 

If 
me a 

leaving the reservation. It was too hard to get 
I couldn't afford the rents, and many people 

rent to Indians." 

4. "There are few public schools on our reservation. We 
must go to mission or private schools or to boarding 
schools." 

5. "our land is not productive. We cannot raise many good 
II 

crops .. 

6. "our population is growing, and the government doesn't 
make our reservations bigger."25 

The source from which these problems were obtained :is not given. 

After a di~;cussion of these problems, the teacher is instructed 

to ask the children whether they think the government has tried to 

solve any of these problems. Then the children are given a list of 

three government projects to aid Indians as follows: 

"1. Accelerated Public Works Projects. This program is 
designed to begin jobs in community development for the 
Indians. They are given work in road constructton, forest 
preservation and improvement, soil conservation,, and im
provement of community centers. 

2. Bureau of Indian Affairs provides schools designed to give 
special help to children who come from homes where English 
is not spoken. These schools also help children of dif
ferent cultural backgrounds to adjust to American society. 

25 Ibid., p. 445. 

382 



3. Adult Vocational Training and Relocation Program tries to 
equip the Indians of working age with occupational skills 
so that they can compete in the job market." 26 

It is apparent that the authors of this unit did not do adequate 

research. Their inadequate research is also indicated by the omission 

of excellent books from the suggested reading list such as Helen Hunt 

Jackson's book Century of Dishonor, Stan Steiner's The New Indians, 

Jack D. Forbes~ The Indian in America's Past, Harold E. Driver~s 

Indians of North America, William Brophy's The Indian: America's 

Unfinished Business, and D'Arcy McNickle's Indian Tribes of the U.S.: 

Ethnic and Cultural Survival. Another good book, John Collier's 

Indians of the Americas, is listed in the Bibliography and referred 

to as an excellent resource by the authors. However, there was no 

indication that the writer of the unit used it as a resource. 

Another weakness of The Intergroup Relations Curriculum is its 

failure to mention the federal government's various policies regarding 

Indians. These policies pertain to the "governing process", which 

is stated as the "conceptual framework of the Intergroup Relations 

Curriculum". No mention is made in the Indian Unit of the change in 

federal policies concerning Indians, from their annihilation to forced 

assimilation through education and then through forced termination. 

Nothing is mentioned of the role of the BIA or of its role in the 

lives of the Indian people; instead it is passed over lightly. 

Most curriculum guides make broad statements about their objec-

tives, and this one is no exception. "In the evolution of The Inter-

group Relations Curriculum, we have been increasingly concerned with 

26 Ibid., p. 447. 

383 



the current and contemporary dimensions of many critical issues of 

American life, The tool we utilize in relating the issues of the past 

to those of today is the "Here and Now". This is hardly a new idea, 

and yet we often discuss problems of minority groups as though they 

were only matters of the past. The American Indian is an illustration. 

At the 5th grade level, we study relations between the Indian and the 

European early :ln the 17th century, and then how the Indians savagely 

fought the white man during the "Westward movement". The Indian 

rarely surfaces again, What is the here and now of the American Indi~t 

and what are we doing -- or not doing -- to help the original American 

become a first-class American?" (page 35) 

It is doubtful that the goals of the Indian unit will be accom

plished because some of the Indians' biggest problems have been ignored, 

(e.g., federal policy and the BIA). One other thing: WHAT IS A FIRST

CLASS AMERICAN????) 
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PART III 

C 0 N C L U S I 0 N S 

People unaware of the problems of cross-cultural communication 

may regard the points discussed in this paper as inconsequential" In 

particular, they may question aspects of the curriculum guides which 

have been characterized as being degrading and as generating negative 

feelings about Indians. However, these "seemingly unimportant issues" 

cause the most damage to the self-concept of Indians. Seemingly 

unimportant statements often communicate the exact feelings of the 

dominant culture to the Indian pupil. The guides reviewed in this 

paper all have one egretious trait in common -- superficial research. 

This weakness, combined with the insensitivity of the writers of the 

guides to the feelings of nonwhite people, has produced elementary 

curriculum guides that continue to portray Indian people as naive 

little children who need to be led out of the dark into a bright, 

shining white world. 

The guides are filled with the same anthropological ideas that 

have been handed down through the years. For example, "Indian 

parents are permissive", and "Indian children are shy and backward." 

Identifying a set of Indian values is greatly desired, but a lack of 

understanding by the authors is shown in their presentation of these 

values in derogatory terms. Values such as permissiveness mean some

thing entirely different to an Indian parent than to a non-Indian 

parent, and thus the implication is that Indian parents do not care 

about the welfare of their children. 
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Although there are many weaknesses in these guides, they can be 

utilized by teachers if they are used only as guides" However, to do 

justice to the Indian people, teachers should do more research on their 

own and not rely on what was done for the guides" If the teachers are 

serious about eliminating the stereotyped thinking of their pupils, 

it would be better for them to ignore the background materials and 

stories in the appendices that were developed for the various guides" 

The following guidelines should be used by teachers in developing 

lesson plans or adapting existing guides to fit the needs of a specific 

group of pupil:::: 

l" Critically read the curriculum materials to identify state-

ment~• that would not be desirable to teaeh as a visiting 

teacher in a foreign country or even as a teacher in another 

secti_on of the country. What should be taught about their 

community? 

2" Thi.nk of the Indian experience in terms of contemporary life. 

Historical perspective is useful, but failure to emphasize 

or n~ntion the current status constitutes a prejudicial 

portrayal of the American Indian. 

If a unit on the traditional Indian life --the way 
they lived when Columbus arrived -- is taught and 
there is a need to contrast this with the non-Indian 
way, do not use todayis society" Put the unit in 
proper perspective" Constrast it with the way the 
early settlers lived" 

3. When teaching a unit on traditional Indian life, do not 

cut the unit off in mid-air, giving the impression that 

Indians lived out in space somewhere as unreal persons. 
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Bring the Indian up to date as you do the White culture, 

Do not leave them living back in the colonial times. 

a) When you have brought the Indian up to date, then 
contrast a contemporary Indian village with your own. 

b) A contrast or comparison between any culture and the 
White American culture should be done vertically or 
horizontally -- such as the diagram below -- not 
diagonally as has been done. Vast injustice is done 
to the Indian child if the comparison is diagonal, 
because the scene is not in proper perspective. 

Indians of 
Long Ago 

........... ___ 

............ !..................... 1 
Contemporary .......... , ...... , 

Indians 

Colonial Time 
(White) 

Contemporary 
White Society 

4. Divorce your mind of all stereotypes you may have and enter 

into the unit with the open mind of the students. Think 

in terms of a new learning experience. 

5. Thoroughly plan and carefully program all Indian culture 

units, like any other school activities. 

a) Goals and objectives should be firmly defined, and 

should be coordinated with the school program. 

b) Courses or services offered should have intrinsic 

value that will appeal to the Indian child as well 

as to the non-Indian. 

c) Programs introduced to the groups at an early age 

should be realistic and informative without deception. 

This can be done only through adequate research. 
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PART I 

I N T R 0 D U C T I 0 N 

In the years I have spent as a teacher to American Indian children, 

I have become aware of the problems and difficulties in the Indian 

classroom. The particular concern in this paper is with the influence 

of the group on individual behavior, or peer group pressure among 

Indian students. 

Competitiveness among individual students in a classroom is 

governed by the students as a group, and in the Indian or predominantly 

Indian classroom competitiveness is actually discouraged. Group 

pressure makes it not only embarrassing, but even humiliating for the 

Indian student to be singled out by a teacher for either praise or 

criticism. As the opposite reaction is accepted behavior among non

Indian students, teachers who are unfamiliar with the American Indian 

student have difficulty in dealing with the Indian student. 

It is generally acknowledged among people involved in the oduca tion 

of American Indian children that at some grade level or age group, the 

competitiveness among Indian students begins to diminish (not necessarily 

their interest). By the time these students reach the ninth grade, 

it becomes a real challenge to some of their teachers to cope with this 

situation. 

Edgar Cahn, suggests prejudice against the Indian student by 

white teachers and students as a reason for the diminishing competi

tiveness among Indian students: 
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It does not take long for the Indian child to 
understand the true nature of his journey. That 
exciting adventure of exploring a new world 
called 'school' quickly becomes perceived as a 
one-way journey to a wasteland from which there 
is no return. 

When the Indian child enters school he appears 
eager to learn. The children jump up and answer 
right away and help out each other. They seem 
enormously teacher oriented and say they like 
school. Tests show that Indian children appear 
to achieve satisfactorily until they reach about 
the fourth grade level. After that, the relation
ship between teacher and student changes radically. 
Achievement scores show a steady and progressive 
decltne. Children of typical rooms appear shy, 
withdrawn, stupid and sullen. By the seventh grade 
the students have surrounded themselves with a 
wall of silence that is impenetrable to the out
sider. 

Resistance begins when the Indian child is old 
enough to know he is Indian and conscious enough 
of the world around him to understand what the 
school is teaching him about being Indian. Indian 
children perceive very early what most whites think 
of their parents and themselves. Once past the 
primary grades, they approach each teacher with 
caution, testing her response to them; if it is 
negative, they quickly retreat. Passive resistance 
and withdrawal express the Indian's silent de
fiance against overwhelming odds. The educator 
sees the child's behavior as changing. He even 
has a technical term for it: 'the cross-over 
phenomenon.' To the Indian child, it is not he 
who is changing but the world into which he was 
welcomed, and which he entered with joy and trust. 1 

Another analysis of the high drop-out rate among Indians students 

states: 

The theory is that if teachers and other members 
of the dominant group are convinced that the 
Indian is innately inferior and incapable of 

1Edgar s. Cahn, ed., Our Brother's Keeper: The Indian in White 
America, (1969), pp. 38-40. 

392 



le8rning, such attitudes will be conveyed in various 
ways. A child will come to think of himself in the 
negative way and set for himself lower standards of 
effort, achievement, and ambition. Thus the teacher's 
expectation and prediction that her Indian pupils 
will do poorly in school, and later in life, become 
major facto2s in guaranteeing the accuracy of her 
prediction. 

The following are quotes taken from lectures given by Father John 

Bryde at the University of South Dakota, on August 13 and 14, 1970, 

concerning the teaching of American Indian children: 

They, (Indian children) can't stand being ridiculed 
in front of their peers. They also can't stand 
being praised in front of their peers. If I give 
you a good praising in class, that's kind of a kiss 
of death for you because afterwards the whole crowd 
is going to razz the pants off of you. So when 
praise is given it's to be given privately. 

There is a little phenomenon known as the 'cross-over' 
phenomenon and it goes like this: the California 
achievement test was given to Indian students at my 
school (Holy Rosary Mission, Pine Ridge, South Dakota). 
During their first three years the kids didn't even 
come close to the national norms. Then in the 
fourth grade, instead of underachieving, the kids 
were way above the national norms. The fifth grade 
kids were the same way. Then in the seventh and 
eighth grades they underachieved. Why? Given equal 
circumstances, their I.Q.'s came the same as the 
general population. If it's not I.Q. what happens that 
causes this scholastic collapse?3 

John Bryde, after observing the drop in achievement occurring 

when the child reaches adolescence, submitted a research proposal for 

more study in this area. The result of the research revealed the cause 

2 
Harold E. Fey and D'Arcy McNickle, Indians and Other Americans, 

(1969), pp. 38-40. 

3Fr. John Bryde, S.J., Ph.D., Supt., Holy Rosary Mission School, 
Pine Ridge, South Dakota. Information in this paper taken from a tape 
of his lectures at the u. of South Dakota on August 13 and 14, 1970, on 
the subject of Teaching Indian Children. The transcript is available 
from American Indian Studies Department, University of Minnesota. 
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to be "alienation," feelings of isolation resulting from feelings of 

anarchy or "no norms." They experienced feelings of helplessness and 

powerlessness as they reached adolescence. 

There are many explanations of Indian student classroom behavior. 

According to Wax and Thomas: 

The active experimenting disposition of many white 
men and the motionless alertness of Indians may be 
related to different cultural attitudes toward what 
white people call success or failure. Indian friends 
tell us that they do not praise or reward their 
children for doing what is proper and right; they 
are expected to behave well, for this is 'natural' 
or 'normal. ' Thus a 'good' Indian child reflects no 
special credit on himself or on his parents. He is 
simply behaving as a child of his people should 
behave. On the other hand, the 'bad' or ill-inten
tioned child is censured and the child who makes 
mistakes is shamed, which, in an Indian community, 
is a grave punishment. As one sophisticated Indian 
remarked, 'As a result of the way they are raised, 
very few Indians will try to do something at which 
they're not good (adept). •4 

As one might assume, the diminishing competitiveness among Indian 

students is accelerated by the peer group. I am not in full agreement 

with this assumption. I believe that peer group pressure is the 

primary reason for diminishing competitiveness in the American Indian 

classroom. In addition, I am of the opinion that: the pressure on the 

individual student begins in the intermediate grades (4, 5 and 6) and 

becomes progressively more pronounced as students move from grade to 

grade toward grade 12. 

In an attempt to test my hypothesis, I developed a questionnaire 

which included twelve questions related to the topic of this paper. 

Part II of this paper is this questionnaire exactly as it was used and 

4 
Rosalie H. Wax and Robert K. Thomas, "American Indians and White 

People," (1961), p. 3. Copy available from Indian Studies Department, 
University of Minnesota. 
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Part III will discuss my findings, conulusions, and :l.Jltpltcations fo!> 

further research. ln addition it will include comments about the 

hypothesis and questionnaire by the nine people who chose to respomL 

Before proceeding with Part II, I offer the following definitions 

of te1'ms in order to avoid confusion or misint;erpretation .• 

Peer group~ A student 1 s fellow Glassmates, dormitory and school ass<3Ci<i.t.,sd, 

Peer gro'!!P pressur~.: The Wlwritten constra:i.nts or limltations placed 
on individual student behavior in the classroom by the pef:H' groUJ.;o 

Diminishing_ com~~itive;ness: The accelerated reluctance of an Indian 
student to compete with other students as they progress through 
school, e.g., reluctance to raise their hands to answer questions, 
to volunteer to give oral reports or readings, to give a solo 
demonstration before their class, to actively campaign for class 
or student council office, etc. 

Indian student: Any student who has at least one lineal ancestor who 
is of American Indian descent, regardless of Indian blood degree. 

;§~.§-!L2.f. Indian A_f.fairs: An agency of the Federal Government within 
the Dept. of the Interior that has, as one of its respons:ib:ll:it::&~'ls, 

the educat:i.on of Indian children that reside on the reservations 
t~stablished treaty, exeeuttve ordHr~ or ::statute. 

A school operated by the Bureill.U of Indian Aff<>.irs 
local school distrlct on or nearan Indian reservat:ion, wnerf~ 

all students :rc~eside with their parents or The:te .ma,y 
be many white students attendi.ng this school. 

Boa:r'ding school: This :l.s a day school where a part o:f the students 
reside in dormitories rather than returning to their homes each 

As the name suggests s the dorrl'li tory students receive 
thElir three meals a day in the sehool dining rooms or hall. 

Of_f.~:r_es.er_y_ation boarding sc!lool: Thls is a school operated by the B. LA" 
for Indian students only. In thts school 1 all of the students 
reside in dormitoriese As one JJilight surm:i.se, sm1le of the stud~;Ht\:5 

arrive at the school in the fall ru.1d they do not return home nntil 
the school year ends :i.n the spring. 
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PART II 

RESEARCH D E S I G N 

The questionnaire was personally presented to teaching, guidance, 

and administrat:lve personnel at the Flandreau, south Dakota, and 

Wahpeton, North Dakota Indian schools. Both schools are off-reservation 

boarding schools operated by the Bureau of Indian Affairs.. Flandreau 

enrolls children in grades nine through twelve, and Wahpeton's enroll-

ment includes students in grades one through eight. Each school 

has an enrollment of approximately 450 students this year (1970-71). 

Members of the staffs at both schools were friendly and cooperative. 

Twenty-two questionnaires were completed by th'e staff at Flandreau. 

A breakdown of those completing the questionnaires is as follows: 

Superintendent 1 
Principal 1 
Guidance personnel 2 
Teachers 15 
Teacher Aids 2 
Student Teachers 1 

There were 18 who completed the questionnaire at Wahpeton. The 

breakdown is an follows: 

Teachers 15 
Supervisory Teachers 2 
Teacher Aides 1 

It may be argued that the sample should have been taken in other 

schools such as in an Urban area where there is a substantial Indian 

student enrollment. However, for this study, I wanted to go to schools 

that had teachers with considerable experience in working with Indian 

children. 
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The number of years experience working with Indian children is 

just over 416 years, for an average of 10.4 years per person, One 

person has worked with Indian children for the past 38 years~ and 

another had only seven weeks experience. 

The questionnaire is presented here in ]_ts entirety with final 

tabulations. 

Q U E S T I 0 N N A I R E 

The following is a questionnaire developed to investigate the 

affect of peer group pressure on competitiveness among Indian 

My hypothesis is that peer group pressure is the primary reascm 

for diminishing competitiveness in the American Indian classroom. I 

am of the opinion that the pressure on the indivici.·ual student hegi:r;s 

in the intermediate grades and becomes progressively mmoe PlC'Ol!Ol)f\Gf.ll_: 

as students move from grade to grade toward 

The following are questions which have been taken from va:d.ot,,~, 

studies of "Indianism" and achievement among Indian studElnts,, l 

contend that the reason for diminishing competitiveness among Indiartt:: 

students is more the result of peer group pressu:re than their inabili 

or ability to score well on achievement tests or any other factor th.at 

may contribute to diminishing competitiveness. 

It is not intended that the results of this 

a phenomenon common among all American Indian students 

United States. The results would be indicative of a pattern a:.mong 

the students attending the schools participating in this survey. 

397 

the 



Ye1s lifo Unobserved 

1. Is peer group pressure apparent among Indian 
students? :3:9 ]. 0 

2. Is peer group pressure apparent among 
non-Indian students? :3:2 4 4 

3. Peer group pressure among Indians appears 
earlier than among non-Indians? 12 17' 11 

Elem. In term. Jr.H. HS 

4. If peer group pressure does exist, in 
what grades does it first appear? 

5. Would you a1~ree that Indian students 
become less competitive (not necessarily 
less interested) as they progress 
through school, e.g., reluctant to raise 
their hands to answer question~, volunteer 
to give oral reports, give a solo 
demonstration before their class, actively 
campaign for class office, etc." 

How would you rate each of the following: 

6. Diminishing competitiveness is the result 
of an Indian student's discovery that he is 
an Indian rutd conscious enough of the world 
around him to understand what the school is 
teaching hill about being an Indian, that he 
is a second class person and will continue to 
be throughout h.is life. 

7. Diminishing co:mpetitiveness is caused by the 
teacher's e:l'::pectation and prediction that 
her Indian pupils will do poorly in school 
and later in life, become major factors in 
guaranteeing the accuracy of her prediction. 

8. (a) Peer group pressure results in diminish
ing competitiveness among Indian students 

----

10 5 0 

Yes No Unobserved 

33 :3: 1 

True Eartly 
True 

4 17 

0 18 

False 

20 

22 

in the school. 28 9 2 

(b) Peer group pressure on the individual 
student begins sometime during the 
intermediate grades 
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9. Competitiveness among Indian students is 
proportionate to their ability to score on 
an achievement test. If students score well 
on achievement tests it is a good indica
tion that they will actively compete with 
one another in class. At or after the 
intermediate grades their scores on achieve
ment tests become poorer in comparison to 
national norms and their competitiveness 
decreases proportionately. 

10. Competitiveness among Indian students begins 
to decline as the children reach adolescence. 
It is a time in their lives when they feel 
alienated, they have feelings of isolation 
resulting from feelings of anarchy or "no 
norms." They experience feelings of help
lessness and powerlessness as they reach 
adolescence. 

11. Indian students become less competitive 
in the classroom as they begin to realize 
that it is not the "Indian way" to have one's 
self singled out for praise or criticism. 

12. Indian children are no different than any 
other ethnic group under similiar circum
stances in so far as competitiveness in the 
classroom is concerned. 

School: ---------------------------------------
Position: 

-------------------------------------------
Years experience with Indian students: ------

True 

l 

9 

17 

17 

COMMENTS: (If more, continue on reverse side): 
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20 

22 

10 

7 

False 

18 

7 
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PART III 

FINDINGt!.L CONCLUSIONS AND L!.J?LICATI<~ .. lf...§. 
FOR FURTHER RESEARCH ---·----

Key questtons and statements in the questionnaire WEire numbers: 

4, 5, Sa, and 8b. A positive response to these quE~stiotul and state1ments 

from a majority of those completing the questionnatre would verify 

my hypothesis i.n this small sample. A majority ne~;ativc3 response 

(false) to numbers 6 and 7 would further support my hypothesis. A 

study of the tally indicates that in this sample my hypothesis was 

verified in eaeh key question. 

I must admit some surprise with the responses to quE~stion number 

2. I was not aware that peer group pressure is so readi1y apparent 

among non-Indian students. 

The final tally to question number 3 was also a surprise. I 

expected a majc1Jrity to answer yes to this question, rathc3r than the 

plurality of no's received. This may indicate somcething in connection 

with my hypothc3sts and then again, it may be a poor question. 

I am in agreement with the answers to statements 9 :and 10. They 

are both partly true. I also believe that statements 11 and 12 are 

partly true but as indicated in the final tally, the popular answer 

was true to both statements. 

Question number 1 requires no comment except that one person 

probably did not bother to read the question and probably the entire 

questionnaire. 
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I realize there are many factors that should be considered in 

a study of this type. Some of the variables that one might wish to 

consider in a more detailed study of the data obtained might include 

the education of those completing the questionnaire, their race, 

their experience in working with non-Indian students, as well as with 

Indian students; some have never worked with non-Indians, and on the 

other hand, some have only recently begun working with Indian children. 

Some of these people are familiar with grade school children only, and 

others are familiar with Indian high school students only. 

As stated on the questionnaire, it is not intended that the 

results of the questionnaire reveal a phenomenon common among all 

American Indian students throughout the United States. The results 

are only indicative of a pattern among students attending the schools 

participating in this survey. 

It might be said there is no control group with which a comparison 

can be made. I hope it becomes clear that the only type of control 

expected in this study is the experience of the teachers and others 

in the non-Indian classroom or their own experience as students in a 

non-Indian classroom. 

Based on the results of this survey, I must conclude, with some 

reservations, that my hypothesis is true, but only for the two schools 

included in my visit, and again, only from their point of view. 

I believe there should be more research done in the area of the 

title of this paper. No one has considered that the lack of competitive

ness resulting from peer group pressure may be a cause of an Indian 
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student doing poorer on achievement tests. Conclusj.ons popular among 

Indian experts arE1 that the Indian does not achieve well because he 

is mentally inferior to other races, that he is of low socio-economic 

status, that he is bilingual, that he is bicultural. Most Indian 

children that I knew who were removed from Indian influence at a very 

early age and raised among the white people, have achieved equal to, 

or better than their white friends. As a result, I bEllieve additional 

research is desira,ble. 

C 0 M M E N T S B Y T H 0 S E C 0 M P L E T I N G 
T H E Q U E S T I 0 N N A I R E 

There were none who chose to comment and they arE~ quotEld here 

word for word. Their position and years of experience with Indians 

follow: 

I think there is a different kind of peer pressurE~ 
among non-Indians. There is peer pressure to become 
the best as well as to become less competjlt:lve. 
Among Indian students in this school, the pressurH 
is against those who do succeed. There are many 
signs of this here. For example, a student will 
not go anyplace without another student along. A 
student will show an "F" grade to fellow students 
before he will show an "A" grade. If asked in 
class how many have done something--they look 
around to see if others are going to hold up their 
hands bE~fore they will. 

(Teacher--FiVE3 years) 

I can bolieve that the pressure exist;, but why? 
(Teacher--Ten years) 

It is my opinion that peer group pressure is 
especially strong in a boarding school environment. 
There is a pecking order among students. These 
students not only go to school together, but eat, 
sleep and do all their living at close rang43 to 
one another. 

(Teacher--E:lght yea:rs) 
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Indian children or any ethnic group of children are 
extensions of their parents and their environment. 
They respond to day-to-day activities based on their 
experience background. If they experience failure 
in the home, socially, economically, or academically, 
in one or all areas, this will show up and will affect 
the growth and development of that child in some way. 

(Teacher and now supervisor
Twenty years) 

Influence from parents causes more children to do 
poorly than any other cause. 

(Teacher-Fifteen years) 

The uniqueness of children does not lie in the fact 
that they are Indian, but that they are a product of 
their environment. 

(Teacher--Eight years) 

This is an excellent hypothesis! I agree with it 
and I do know that a teacher must and can counter
act it to some extent! 

(Teacher--one year) 

Environment, low socio-economic factors, and practical 
influence determine the individual student reaction 
to peer group pressures and competitive spirit. Non
Indian students raised under similiar circumstances 
would be no different than Indian students, possibly 
even less competitive and more aware of peer 
pressures. 

(Teacher, now a teacher supervisor-
Twenty-one years) 

In some cases, the competitiveness is halted in an 
individual because of harassment from non-aggressive 
and lazy students. 

(Teacher--Fourteen years) 
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PART I 

I N T R 0 D U C T I 0 N 

On May 5, 1970, the Standing Rock Sioux Tribe passed Resolution No. 

123-70, which stated their concern for the unmet educational needs of 

children on Standing Rock Sioux Reservation. It reads as follows: 

Resolution No. 123-70 

Whereas, the Standing Rock Sioux Tribe finds educational 
services pertaining to Indian youth in great disrepair 
in the public, private and federal schools across the 
reservation; and Whereas, such needs are apparent by crowded 
student dormitories and kitchen facilities, lack of classroom 
space and inadequate physical facilities in general; and Whereas, 
these needs are also apparent by the lack of physical equipment 
and materials in our school systems; and Whereas, Indian parents 
have presented the need for better classroom discipline, and 
that teaching methods and standards applied by some teachers 
contribute to failure and a high dropout rate of Indian children 
on Standing Rock; and Whereas, The Standing Rock Sioux Tribe 
finds its responsibilities increasing in the areas of primary 
and secondary education, exemplified by the increasing enrollment 
in school systems across the reservation; and Whereas, the Standing 
Rock Sioux Tribe concludes that an internal evaluation is 
imperative for Indian people to upgrade their school systems. 
NOW THEREFORE BE IT RESOLVED, that the Standing Rock Sioux 
Tribal Council requests a task force comprised of representatives 
from the Public Health Service, Bureau of Indian Affairs, the 
Congress:i_onal delegation from North and South Dakota and other 
persons who render services relevant to education to objectively 
investigate the aforementioned and related educational needs. 
BE IT FUHTHER RESOLVED, that the Standing Rock Sioux Tribal 
Council makes special request to the Congres::>ional representa
tives from North and South Dakota to provide the means for such 
a comprehensive evaluation on the Standing Rock Sioux Reservation. 

Based on the above resolution and a concern for the educational needs 

of students attending Standing Rock Community High School, Fort Yates, 
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North Dakota, the inventory of the educational opportunities available to 

students attending Standing Rock Community High School was made. Results 

of this survey will be made available to the Tribal Council in their planning 

for improving Indian education as it applied to the Standing Rock Community 

High School. 

The Standing Rock Sioux Reservation is unique, in that it is situated 

in both North and South Dakota. The reservation is located in Sioux and 

Corson counties of North and South Dakota, respectively. Fort Yates, North 

Dakota, site of the Standing Rock Community High School, is the headquarters 

for the offices of the Standing Rock Sioux Tribe, the Bureau of Indian Affairs 

(BIA), the United States Public Health Service (USPHS), and the Office of 

Economic Opportunity (OEO). There are six other Indian communities on the 

reservation: Cannonball and Shields (Porcupine) in North Dakota and Wakpala, 

Bullhead, and Little Eagle in South Dakota. The largest border community on 

the North Dakota side of the reservation is Bismarck, approximately 75 miles 

north o[ Fort Yates. Mobridge, South Dakota borders the southeast portion 

o[ the reservat-ion, with Lemon, South Dakota, located about 8 miles west 

of the reserV<lt ion border. 

Poverty is well-known on Standing Rock. The median annual family income 

h<1S been reported <1s $1500, <<nd unemployment rates vary from a low of 50 percunt 

during the swnmer to a high of 80 percent during winter. Federal programs 

such as those sponsored by OEO have done much to alleviate chronic unemployment 

on the reservation. The St<mding Rock Sioux Tribal Council in the past two 

years has developed a "Development Plan" for the tribe that extends to the 



year 2000. Its goal is the economic, social, and physieal development of the 

reservation. 

Education of the children is considered crucial in fulfilling the develop

ment plans of the tribe. With that thought in mind, the tribe has completed 

a study of Indian education on the reservation and has drawn up a plan for 

the development of a totally new educational system for the reservation schools. 

Funding is necessary, however, before such a plan can become a reality. 

Recognizing the innovative move that already had been initiated and 

developed through the auspices of the tribe, this study was begun with the 

objective of pinpointing more fully the educational needs of Standing Rock 

Community High School as they relate to North Dakota state standards for 

secondary schools. The purpose of this study was to assess the educational 

program. To obtain data for this assessment, a questionnaire was submitted 

to each of the faculty members, and three on-site visits were made. A 

copy of the inventory questionnaire is provided in the appendix. The data, 

findings, and conclusions presented in the subsequent chapters were obtained 

from the questionnaires and the on-site visits. 

Part 2 of this study presents a descriptive analysis of the educational 

program. Part 3 presents an evaluation of the program based on questio:nna:Lre 

results, interview data, and comparisons to selected criteria. Finally, Part 4 

presents findings and conclusions based on the data and comparisons presented 

in the preceding sections. 
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PAHT II 

E D U C A T I 0 N A L P!tOG!t/\M 

This section provides a descriptive and analytical invento.ry of the 

educational program for grades 9-12 at Standing Rock Community High School, 

Fort Yates, North Dakota. The major sections of the chapter deal with course 

offerings, instructional Jnaterials, supporting services, and staffing. 

The secondary school program in Standing Rock Community High School is 

housed primarily in one school plant facility in Fort Yates, North Dakota, 

on the Standing Rock Sioux Reservation. The original structure was built in 

1938, and an annex was added in 1958. The four-year secondary program is 

under the direction of a full-time building principal who is a federal employee 

of the BIA. The program is organized into a traditional Carnegie-unit 

schedule with a seven-period day of 55 minutes per period and a 25-minute 

lunch period. Three-minute intervals are allowed between class periods. The 

school day begins at 8:40a.m. and ends at 3:51p.m. The high school has no 

written statement of philosophy. 

C 0 U R S E 0 F F E R I N G S 

The senior high school program consistsof the learning experiences planned 

for the students under the auspices of the school. These planned learning 

experiences include formal course offerings as well as cocurricular activities. 

A student must complete a minimum of 17 units of high school work to graduate. 

The course offerings for Standing Rock Community High School students are 

listed below. 
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Course 

English I 
English II 
English Ill 
English IV 

World History 
U. S. Hi story 
Problems of Democracy 

General Math 
Algebra I 

Physical Science 
Biology 

Home Economics I 

Safety and Driver's Education 

Physical Education 
Health 

Course 

Chemistry 
Plane Geometry 
Trigonometry 

Geography 

Remedial Reading 

Art 
Crafts 

Home Economics II-III 
Family Living 

Orientation 

REQUIRED COURSES 

ELECTIVE COURSES 
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Grade 

9 
10 
11 
12 

10-·11 
11 
11-·12 

9-·10 
9-·10-11-12 

9-10 
9-10-11 

9-10-11-12 

9-10-11-12 

9-10-11-12 
9 

Grade 

11-12 
10-11 
11-12 

10-11-12 

9 

9-10-11-12 
9-10-11-12 

10-ll-12 
11-12 

9-·10-11 



Elective course list (continued) 

Course 

Typing I 
Shorthand I 
Bookkeeping 
Office Practice 

Beginning Woods 
Advanced Woods 
General Metals 
Mechanical Drawing 
Wood Turning 

*Chorus 
*Band 

Grade 

10-11 
11-12 
11-12 
11-12 

10-11 
11 
11-12 

9 
10-11-12 

9-10-11-12 
9-10-11-12 

* Discontinued for remainder of school year because the teacher was transferred 
out of the school's program. 

Many of the exploratory and human interaction skills that schools 

seek to offer are provided by the program of cocurricular activities. The 

25-minute lunch period at the senior high school does not allow for the 

inclusion of cocurricular activities at that time. Such cocurricular activities 

as band and chorus have been scheduled as electives during the regular school 

day. 

Standing Rock Conununi ty High School provides the following cocurricular 

opportunities: 

Activity 

Yearbook 
School Paper 

411 

Frequency of Meetings 

3-4 times per week 
Incorporated within office practice 
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Cocurricular Opportunities (continued) 

Activity 

Pep Club 
Cheerleaders 
Industrial Arts Club 
Future Homemakers of America (FHA) 
Athletic Club 
Student Council 

Frequency of Meetings 

As necessary 
As necessary 
One time per month 
Two times per month 
As necessary 
Two times per month 

INSTRUCTIONAL MATERIALS 

The effectiveness of the educational program is due largely to the 

availability of adequate instructional material and equipment. In a very 

traditional school organization such as that found at Standing Rock 

Community High School, textbook content actually constitutes the curriculum. 

The content of the learning experiences, therefore, can be identified :for the 

most part through an analysis of textbook materials. The following list of 

textbooks used in Standing Rock Community High School is pro·vided for :further 

reference and study: 

Title 

ENGLISH: 

Using Good English 
Outlooks Through Literature 
Exploring Life Through Literature 
United States in Literature 
England in Literature 

SOCIAL STUDIES: 

New Dimensions o:f :world History 

Problems of Demo~acy 
World Geography 

Publisher 

Laidlaw Brothers 
Scott, Foresman 
Scott, Foresman 
Scott, Foresman 
Scott, Foresman 

American Book 
Van Nostrand 
Holt 
Ginn and Company 
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Copyright 

1966 
1968 
1968 

1963 

1969 
1964 
1964 



Title 

MATHEMATics: 

Mathematics in Daily Use 
Applied Business Mathematics 
Modern Geometry Structure and 

Method ---

Modern Algebra Structure and 
MethOd Book I 

Modern Trigonometry 

SCIENCE: 

Modern Physical Science 
Modern Biology 
Modern Chemistry 

BUSINESS EDUCATION: 

Gregg Shorthand Simplified 
20th Century Typewriting 
BOOkkeeping and Accounting 
General Office-Practice 

HEALTH: 

Modern Health 
Modern Sex Education 

HOME ECONOMICS: 

Experiences with Food 
Experiences with CIOfhing 
Relationships---
Child Growth nnd Development 

INDUSTRIAL ARTS: 

Units in Woodworking 
~nWoodworking 
Modern Metal Working 

Publisher 

DC Heath 
Southwestern 

Houghton-Mifflon 

Houghton-Mifflon 
Wooton 

Holt 
Holt 
Holt 

Gregg-McGraw 
SW Publishing 
Gregg-McGraw 
Gregg-McGraw 

Holt 
Holt 

Ginn and Company 
Ginn and Company 
Ginn and Company 
McGraw-Hill 

Delmar 
Goodheart-Wilcox 
Goodheart-Wilcox 
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1961 
1970 

1965 

1965 
1969 

1965 
1969 
1970 

1955 
1957 
1963 
1963 

1967 
1967 

1965 
1965 
1969 

1967 
1967 
1968 



S U P P 0 R T I N G S E R V I C E S 

Supporting services are the components of a program which facilitates 

the implementation of instruction. The facilitating services at Standing 

Rock Community High School are limited to a library program, health, counseling, 

and food services. 

Library Services 

The senior high school has a library staffed by one full-time librarian 

who meets the state requirements for academic preparation. This person has 

a minor in library science. North Dakota's Department of Public Instruction 

recommends one :full-time librarian for 300 students with proportionate ttme, 

but not less than one-half time for smaller enrollments. Standing Rock High 

School presently serves approximately 220 students. 

Recommended standards for the library collection specify the number of 

titles that the collection should contain. According to North Dakota standards, 

a secondary school library serving 200 students should have a minimum of 

6,000 titles. As of June 30, 1970, the high school library collection 

contained 2,844 ti_ tles. An additional 326 titles were added from July, 

1970 to May, 1971, bringing the total to 3,170 titles. 

The library is open for student use during six of the seven class 

periods each day. Due to the small size of the library facility, only 

approximately 25 students can be accommodated comfortably during each class 

period. 

A random sample of 170 books in the library was taken to obtain an average 

copyright date. 'rhe average copyright date of books sampled was 1951. From 

September, 1970, to January, 1971, the library obtained 120 additional nonfiction 
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Indian volumes, 9 biographies, and 57 f1etic,n vo um<:l~ dea:u 

life. The total number of volu.'!les dealing with In.di<ln li 

related materials that were added to the collection. for this fi·'.tt~·~·muz1 

period was 186. 

The library has 32 magazine subscriptions covering ~ wide ~anga uf 

interest areas. Four newspaper subscriptions t0 ar~a 

are maintained. The following is a list of 

which the library subscribes: 

Student Periodicals 

American Girl 
American Heritage 
Arizona Highways 
Boy's Life 
Concumer Bulletin 
Consumer Reports 
Field and Stream 
Good Housekeeping 
Harpers 
Hoofs and Horns 
Hot Rod 
Holiday 
Ladies 1 Home J'ournal 
Life 

Listen 
Look 
National Geographic: 
Newsweek. 
Outdoor Life 
Popular Mechanies 
Popular Science 
Reader's Digest 
School Arts 
Scien.ce 1\f.ews 
Scientific~ i\n~·8rtean. 

Seven tee~~~ 

Student monitors aid the librarian in 

and in carrying out library tasks assignea to them 

rules and lack of space prohibit use of tha libra 

Student use of the library is to one period por 

o·~ 1 

to be working on a definite project for an ins true to.<:'" 

Health Services 

A variety of health services is 

which is located in Fort Yates; non-·Indian student,; 1r.ay J'e,:;;ei ;re on 
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treatment at the Fort Yates USPHS. The USPHS provides such health needs as 

dental work, yea:rly physicals, treatment of colds and infections, as well as 

emergency treatment to Indian students attending Standing Rock Connnunity 

High School. Mental health services are also available~ to the school on a 

referral basis at the Memorial Mental Health Center in Bismat·ck, North Dakota. 

BIA Social Services has, in many cases, been the referral ag:ent acting: in 

cooperation with school officials. 

Counseling Services Center 

Counseling is provided primarily by the high school counselor with 

supplemental disciplinary counseling by the teacher supervisor. The s<:hool 

enrollment of approximately 220 yields a student-counselor ratio of 220 to 1. 

The school counselor assists the high school seniors with their vocational 

plans, teaches one daily orientation class, substitutes in an administrative 

capacity when the principal and teacher supervisor are out of the building, 

administers timed group tests to students as necessary, and acts as the 

counselor for students in general. The following tests are administer•ed 

to students at the grade levels indicated: 

Standardized Test 

Iowa Tests of Educational Development (!TED) 

Potential Scholastic Aptitude Test (PSAT) 
(as requested) 

Scholastic Aptitude Test (SAT) 
(as needed and requested) 

General Applied Test Battery (GATB) 
(vocational preference and skills 
battery administered by North 
Dakota Employment Service) 

American Colleg:e Testing Program (ACT) 
(as needed and requested) 
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9·-12 



Standardized test list (continued) 

Standardized Test 

SRA Reading Test 
(as needed and requested) 

California Reading Test 
(as needed and requested) 

California Mental Maturity Test 
(as needed and requested) 

Food Services 

Grade Level 

9-12 

9-12 

Standing Rock Community High School has a lunch program. The cafeteria 

which can accommodate 160 to 180 students is located in the basement of the 

school. Lunch is served to high school students from 12:30 to 12:55. Boarding 

students and students who are bussed in from the country. eat their meals at 

the school the majority of the time unless they choose to go to the local 

cafe or store and buy snacks. Students who live in town have the option of 

eating either at school or at home. The 25-minute lunch period, however, 

puts a time burden Qn students who prefer to eat at home. The cost of lunch 

is twenty cents for students and fifty cents for adults. According to the 

school principal, 80 percent of the students who ate their lunch at the 

school during the 1970-71 school year did not have to pay because they were 

school boarders or because the family income as reported by the parent(s) at 

the beginning of the school year had been considered poverty level. 

S T A F F I N G 

Staffing of a senior high school is one of the most important aspects 

of its educational program. The full-time professional teaching staff at Standing 

Rock Community High School at the time of this study totaled 15. In addition, 

the school counselor who taught one class, was counted as a part-time teacher, 

bringing the total teaching staff to 16. A questionnaire covering selected 
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characteristics, including sex, race, work experi.ence, highest degree held, 

where it was earned, and employer, was submitted to the 16 me,mbers of the 

teaching staff. Tbe list below presents these data f'or the 14 staff members 

who responded to the questionnaire. 

Selected Characteristic 

Sex 
Male 
Female 

Race 
Indian 
Caucasian 

Median Experience 
In Fort Yates 
Total 

Highest Degree Held 
Less than B.S., B.S., A.B. 
B.S., B.A. ,A.B. 
Master's 

Degree Source 
Dickinson State College 
Other North Dakota collegee 
South Dakota colleges 
Other out-of-state colleges 

Salary Paid By 
Federal 
District 
Title I 

Number 

7 
7 

0 
14 

2.4 years 
5.3 years 

0 
13 

l 

5 
3 
4 
2 

7 
5 
2 
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PART III 

E V A L U A T I 0 N 0 F T H E PROGRAM 

This section presents some evaluative information concerning the 

educational program at Standing Rock Community High School. Three approaches 

to evaluating the program are discussed: (1) faculty responses gathered from 

a questionnaire instrument, (2) comparison of educational opportunities with 

North Dakota minimum requirements, and (3) follow-up data on the school's 

high school graduates. 

F A C U L T Y R E S P 0 N S E S 

Information pertinent to assessing Standing Rock Community High School 

was not readily available, compiled, or on file in the central office. 

Therefore, a questionnaire entitled "class Enrollment and Related Information 

Report" was formulated to be submitted to each teaching staff member for 

completion and return. The building principal endorsed this procedure. A 

total of 16 questionnaires were submitted, and 14 were completed and returned. 

The questionnaire requested the following information: courses taught 

by the instructor (Item 1); time of day and frequency of class session (Item 2); 

class enrollment by sex and grade (Items 3, 4); instructor's rating of 

overall class attendance (Item 5); basis of the instructor's rating (Item 6); 

instructor's plans to improve attendance, if needed (Item 7); textbooks 

required for each course (Item 8); supplementary texts or materials utilized 

(Item 9); and, finally, whether or not the instructor was satisfied with the 

textbook(s) or supplementary materials available for use (Item 10). 

419 



One of the symptoms of educational problems in schools serving Indian 

children is poor attendance. The fact that teachers and admini:~trators 

recognize this symptom provides a vehicle for exploring their attitudes 

toward the students they serve and provides indirect indi<eators of the educational 

program. This section presents staff responses to Items 5,6,7, and 10 of the 

questionnaire. These items covered attendance ratings, their basis, means for 

improving attendance, and comments of staff concerning the required textbooks 

used and the availability of supplemental text(s) and materials. Staff r•esponses 

to Item 5 represent a total of 70 class sections involving 33 course offerings 

at Standing Rock Community High School. The following responses on a scale 

of 1 to 5 were g.i ven: 

Attendance Ratings 

1 (sporadic and poor) 3 

2 11 

3 25 

*1 

4 14 

5 (consistently good) 16 

*rated between 3 and 4 

Instructors who gave a rating of 1 or 2 to their student attendance 

attributed poor attendance to the following: 

''student characteristics ••• very little self-discipline ••• home envir
onment. Course materials are difficult for these students." 

"The course is required of all minth grade students regardless of 
interest or ability. Classes ought to be smaller especiaJ.ly in the 
case of the low--achiever. Sufficient materials to carry out projects 
lacking. The text is six years old. Students with emotional problems-·
this tends to hamper attendance." 
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Instructors who gave a rating of 3 to their student attendance attributed 

attendance to the following: 

"students like to work with their hands and see what they are 
constructing." 

"on the number of days present!" 

"student characteristics plus environment. Sixth period's attend
ance record is lower following vacations." 

"student characteristics and course materials" 

"Discipline, lack of materials. Most students seem to feel that 
school owes them 20 days of absence. There is little feeling of 
responsibility of students with regard to attendance." 

"There is a large number of students in this class who don't like 
school and who plan to drop out at the age of 18. Some already 
have. They therefore show periods of absenteeism when they just 
can't face coming to school. The class is elective and has grown 
in enrollment during the year. Due to expulsion and drop-outs, the 
enrollment has dropped somewhat." 

"student characteristics--they came and go as if it were a 
'free-for-all', that is, they leave when things become too threaten
ing within the school system. They may attend another school--
then they decide to come back!" 

"This is an elective course and it is their choice." 

"There are about six of these students who are chronic absentees. 
Most or all of these are due to home, environmental, or legal 
problems and situations." 

One instructor gave a rating of 3 to 4 to his student attendance and attributed 

attendance to the following: 

'~ttendance seems to be as good as it is because no one is failing 
and all want to graduate. Some of the students spend an occasional 
weekend in jail and don't make it on Monday. Some have said that 
this is the first year they've shownup to do any work in class. 
Their background in this subject is very poor." 
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Instructors who gave a rating of 4 or 5 to their student attendance attributed 

consistently good attendance to the following: 

"Minimal work in the book; remainder of time spent on project of 
selection." 

"student part:lcipation, cooperation." 

"students like "casualness" and enjoy working with their hands, at 
their own speed. Casualness means that there are no hard, fast 
rules on talking, seating, or actual learning." 

"senior attendance much better than underclass attendance. There 
are a few exceptions usually due to environmental conditions." 

"Wide range o:E rna terial which must be covered in one year. Interest 
lags in certain areas. Also--a required subject." 

"students enjoy what they are doing. Those that dropped the class 
did so because they had to change their schedule. One dropped 
because he didn't like the work. One dropped because of teacher 
(student personality conflict--unfortunately)." 

"students enrolled in this class are, in general sense, some of 
the 'better' students of the school. Good attendance is character
istic of the students attending this class." 

"class interest in spite of themselves. Students really want to 
know and understand themselves." 

"student characteristics, environment, course materi.als, all apply 
as well as th•e fact that student-teacher relationship is good." 

"curriculum. Most girls are athletic-minded." 

Teachers' written comments to Item 7 (what the teacher would do to improve 

attendance, if needed) were as follows: 

"use discipline (detention rooms) to cut down on tardies ::md absenteeism. 
Class size should be 6-10." 

"content and approach to the course need improvement. New texts with 
3-year replacement intervals are needed. Instruction should be 
individualized either on a contract basis or by ability grouping. 
Class size should be limited to 12; 6-8 for low-achievers.. Sufficient 
quantities of new materials should be made available to students. 
There is a need for more display and demonstration areas, Greater 
latitude (presently none) in expending monies (no1:_ necessarily more 
money). Ability to purchase materials momentarily JLs needed. Under 
the present system materials are received by requisition or purchase 
order only." 
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"Expand facilities, have class every day, need more materials." 

"Wait until senior year before taking health." 

"Discipline. The first thing to do is to get them to school." 

"More movies and A-V aides would he used. More transpariences 
and maps could be used. Presently, gaming and simulation 
activities are being worked on." 

"Would provide materials for the low-achiever, i.e,, high 
interest - low vocabulary. More materials are needed for 
ability grouping." 

'~his is not an innovative school. There are neither the facilities 
nor the materials to run a student interest-oriented school. There
fore, although the teacher has the responsibility to make the course 
as interesting as possible, it is up to the administration to handle 
overall discipline and attendance. Curriculum and materials should 
be reoriented to student needs and interests. There should be more 
independent work, but there are not adequate facilities. The 
library is poor, too, ---only about 3,000 volumes." 

'~dd more and varied materials.• 

"Re-work curriculum to ~llow more students to take the course." 

"offer rewards - especially food." 

"For the students who are out is is usually because of i.lln.ess. If 
the area were larger, more materials, room and teacb.ers, the 
student load taking the courses could be increased 50 percent. 
Right now the course is limited to basic skills." 

"More materials and equipment could be used. This would attract more 
students. In one instance, attendance could be improved (personal 
problem of student)." 

"would like more field trips, more supplementary textbooks, more 
magazines for classroom use only (for cutting and keeping in folders)." 

"For this particular class only a degree of discipline would 
probably solve an attendance problem if one existed." 

·~ake P.E. only required freshman year--an elective following 
" years. 

"Poor distribution of size-of-class enrollments. Scheduling 
was poorly planned." 
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"Approach would be very casual. Class would be held in completely 
different atmosphere, perhaps a lounge-type situatl.on. Curriculum 
would be organized around reading modern literature. These boys 
are not preparing for liberal arts, and they need serviceable writing 
and an appreciation for reading something besides dog stories and 
sports stories. A firmer hand should be taken by administrators with 
regard to discipline, especially attendance, so that the teacher 
can maintain a working rapport with students." 

t 

"stress in underelass grades the importance of becom:lng aware of 
the world around the students. If this is done, the use of outside 
materials as well as class discussion will be of more value in the 
twelfth grade." 

"The field trip would be utilized, teaching toward 'so you will know 
more about it be:fore you go' and review 'now what did we sne that you 
didn't understand?' as well as hard to get visual aides and group 
learning situations. Large quantities of resources and aides are needed 
which will take time to accumulate and which should be ava:Llable 
on a day's notice, to follow the student's interest. 111 

"students should not be allowed to leave before th«3Y could at least 
take a grade with them to another school. They should never leave 
before a marking period is up unless it is an unusual case.~ 

"Have some field trips to near-by places. These students are very 
enthusiastic and seem to want all the information they can get,," 

"For chronic abstantees, a harsher administra ti·ve d:isciplin13 is necessary." 

"Divide grade-·-use progression--from freshman to senior year. Class 
meets on days not in physical education. Have lectures on drugs, 
alcohol, sex edurca tion, given by experts in the various fi1:3lds." 

Teacher's written conunents to Item 10 concerning the required traxt-

books used and availability of supplemental text(s) and materials were as 

follows: 

"For the course requirements, am satisfied." 

"No. Have been ordering a supply order for two years and still 
haven't received anything Total "o" for supplies. use whatever can 
get hold of for supplementary materials other than text." 

"Text used is very good." 

"The text is very good. As far as materials are concerned, you 
never have enough." 

"The text is good. It needs to be updated. New books were ordered, 
but were not :received." 
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Item 10 Responses (continued) 

"I like the variety of materials." 

"Fairly satisfied, although more space is necessary for student work, 
especially individual projects that take a long time to complete." 

"Fairly satisfied. Our in-the~classroom maps are few and old." 

"Not really. There could be much more used -- films, filmstrips, 
record or tape player for music. Films were used last year - not too 
much success." 

"Not actually. Our materials are very sparse; h.ope to buildup on 
needed equipment as time goes on." 

"I am quite satisfied with the present facilities for teaching." 

"r am not satisfied with our present text. To say that it is old 
or dreary is an understatement. The books are outdated and in very 
poor condition." 

"The textbook is well written and is not too detailed, thereby 
keeping the student from getting bogged down in his reading. We 
need current events materials at the tenth grade level." 

"I would prefer textbooks split up into fewer chapters on fewer issues, 
with increased depth and reporting on meaningful problems." 

"I would provide materials for the low~achiever 
vocabulary). 

"More materials are needed for ability-grouping," 

interest - low 

"No. I had to provide so much myself. This gets expensive. I would 
like to be able to teach thematically rather than chronologically, 
but reading materials are so limited here." 

"No. I would have liked to have provided other texts for this 
course, but there were too many students to buy books for. Supple
mentary materials are needed desperately." 

"No. We need more literature that would be of interest to the 
students." 

"No. A text is needed -- we do not have enough copies to go around. 
Students will not work with books on reserve in the library. Could 
use a storeroom for supplies." 

425 



"I would like some extra books. We do not have enough for each 
student. We also need better stoves for lab work." 

"r would like a double lab. Wehurry through our work mucl:.t too 
fast." 

"I would like more field trips." 

"Fairly satisfied. Not satisfied with response or cooperation with 
special requests made for classroom improvement." 

"Yes. It is a good up-to-date text; many other schools a:r.-e using 
the same one and it cover the subject matter quitE~ well." 

"Yes." 

"Yes." 

"Partially. Equipment is old and needs to be replaced and. also 
added to. Facilities are inadequate." 

"Partially. Too much material must be covered in a year. Subject 
matter must be passed over too quickly in most cases." 

"Finances lacking for supplementary materials." 

"Yes. Good access to material." 

"Yes. Limited course material." 
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C 0 M P A R I S 0 N W I T H S T A T E S T A N D A R D S 

The Standing Rock Community High School is funded and operated mainly 

by the BIA. Approximately 75 percent of the school budget for 1970-71 

was supplied through BIA funds. The remaining 25 percent came from district 

and Title I sources. 4 

Although it is not a public school, Standing Rock Community High School 

must maintain the educational standards established by the North Dakota 

Department of Public Instruction in order to remain an accredited high school 

recognized by the state. The North Dakota Department of Public Instruction 

has stated its philosophy of accreditation as follows: 

Accreditation is a procedure by which the effectiveness of the total 
school program is evaluated according to predetermined standards. 
Standards describe the requirements necessary to attain the best 
possible conditions for education. Accreditation procedures are 
designed to guarantee minimum acceptable educational opportunities 
for all school-age youth. 

The state has also indicated that the major purpose of accreditation is 

"to stimulate growth in the total school program toward meeting the needs of 

all the pupils." 

standing Rock Community High School is accredited by the North 

Dakota Department of Public Instruction at a rating of Level 2. Level 2 

(second class) indicates that the school meets more than the minimum require-

ments in some areas. In order to be rated Level 1 (first class), the school 

would have had to be considered approaching a "comprehensive" high school. 

A Level 3 (third class) rating would have indicated that the school was 

meeting the minimum requirements only. The following is a chart contained within 

the Administrative Manual for North Dakota Schools, 1967, which gives the 

standards for the maximum rating attainable by a given school district (as it 

applied to the secondary level only). 
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Enrollment in Staff in 
Rating Grades 9-12 Grades 9-12 'I' ax Valuation 

Level 1 215 13 3,500,000 

Level 2 120 8 2, 500,000 

Level 3 70 5 1,500,000 

A total of ten major areas of standards for school classification 

are given in the Administrative Manual. The four areas perttnent to this 

study are the following: (1) Instructional staff, (2) Edlucattonal program, 

(3) Library, and (4) Guidance counselor. The following chart, taken from 

the administrative manual, has the topical headings of all ten areas but 

gives no further breakdown of the six areas not pertinent to this survey. 

It should be noted that an additional column, "SRCHS", for Standing Rock 

Community High School, has been included for rating the four pertinent areas 

according to the data obtained from the survey. NI indtcated that the item 

was "not included" in the study. The symbol (-) indicates that the 

minimum standard was not met; ( x ) indicates that the minimum standard was 

met; ( x+ ) indica t,es that the minimum standard was excE3eded; and ( x- ) 

indicates that less than the minimum standard was met .. 
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~chool ~lassifioatlon 

Non
Standards for Classification of Schools Having a High School i.n the_ Prog2:,~m Level_J Level 2 Level 3 Ace. SRC'HS 

I. ADMINISTRATION 

II. INSTRUCTIONAL STAFF 

A. Preparation 
1. Elementary Teachers 

a, Teachers holding First Grade Professional C<:Jrtificates with a 
major in elementary education should be hirad for replacement 
or expansion purposes 

b. Second Grade Professional Certificate 
2. Secondary Teachers 

a, First Grade Professional Certificate based on a four~oyear 
college degree 

b. All teachers must have a major preparation in the field 
or fields in which the majority of subject responsibill ties 
are assigned 

c. All teachers must be assigned within their major or minor 
fields of preparation (See Minimum Teacher Preparation Guide,.) 

III. EDUCATIONAL PROGRAM 

A. Scope of Program - Must include grades 9 through 12, (Program must 
include all subjects necessary for graduation) 

B. Curriculum Offerings - The curriculum of each school must be realist:i.c 
and continuous in subject offerings, To offer a subject merely because 
a teacher on the staff is prepared to teach it cannot be justified, 
1. Twenty-eight units annually (minimum) 
2. Twenty-four units annually (minimum) 
3. Twenty-two units within a four-year period as outlined l.n 

Section 15-41"·24, North Dakota Century Code, 1960 
4. Subjects must be offered on the grade level (s) indica tet1 i.n the 

appropriate course of study or in this manual 

C. Class Size (Reasonable maximums) 
1. Elementary Department 

a. 30 students in a one-grade-per-classroom situation 
b, 25 students in a two-grade-per-classroom situation 
c, 20 students in a three-or-more-grade-per-classroom situation 

2. Secondary Department 
a, A maximum of 30 students per class with exceptions i.n the 

fields of music, physical education, laborato:ey science, 
industrial arts, homemaking, and vocational agriculture. (See 
suggested limitations on class size) 

IV. EQUIPMENT 

A. A superior inventory of equipment for all departmeni;s in which 
subjects are offered 

B. An adequate inventory of equipment for all departments in which 
subjects are offered 

V. LIBRARY (see pages 35, 48, 60 for additional library information) 

A. Elementary DepaTtment - Refer to elementary standards on page 35 
of this manual 

B. Secondary Department 
1. Qualifications of librarian 

a. A minor in lib:r-ary science or the equivalent (16 semester 
hours, min.) 

b. A minimum of 6 semester hours in library science 
2, Minimum time for supervision and administration of the library 

(when ten Ol' more students are assigned to the library regularly 
and such students are under the direct supervisJon of the librarian, 
such time is considered as study hall supervision and will not 
count toward meeting the time requirements listed below) 
a. A full~·tj.rne librarian 
b. A full-time adult clerk for each 500 students OX' major 

fraction thereof 
c. A full-t1me librarian for 300 students; prop(Jrtionate tilllb fol" 

smaller enrollments but not less than one-half tim.:; 
d, A full-time adult clerk for 600 students; ror,;portim,fd;e t:lms 

for smaller enrollments 
e. Librarian assigned at least two periods daily, 

X 
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X X 
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X X 

X X 

X 
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School Classification - (Continued) 
----------------------~~~ 

3, Quarters 
a, Library quarters shall be attractive and readily accessible 

to secondary students 
b, Area (Based on 30-35 eq"Llare feet per student) 

1) In schools enrollin;g up to 1, 000 students, 8% of enroll
ment but not less than 40 students; from 1,000 to 1,999 
students, 7%, but not less than 80; 2,000 or more students, 
5%, but not less than 140 pupils 

2) One workroom storage area of approximately 400 square 
feet for printed and audio-visual materials and equip
ment, Additional space for processing, storage, and 
administration is recommended 

3) A minimum of 720 square feet for library 

4, Collection - The extent of the collection is measured by the 
number of titles, When the title unit is used to measure 
the library collection, all types of books may be counted, 
Duplicates or textbooks used for general class work cannot 
be included. A set of encyclopedias, for example, is only 
one title; so is a number of dictionaries of the same type, 
a. 6,000 titles 
b, 6,000 titles for 200 students or a proportionate number 

of titles when the enrollment is less than 200 (30 titles 
per student) 

c. 6,000 titles for 300 students or a proportionate number 
of titles when the enrollment is less than 300 students 
(20 titles per student) 

d, A net increase in the library collection of 300 volumes annually 
will be considered as me·eting the collection requirements 

e, A net increase in thel library collection of 200 volumes annually 
will be considered as1 me•eting the collection requirements 

f. A net increase in the library collection of 100 volumes annually 
will be considered as me,eting the collection requirements 

g. An up-to-date periodical file is required 
h, An amount equal to 15% of the general library budget is 

required for periodiealE: 

VI, GUIDANCE COUNSELOR 

A. Counselor must hold a Professional Guidance Credential 
B. Counselor must hold a Standard Guidance Credential 
c. Counselor must hold at least 8 semester hours or 18 quarter hours 

of professional courses among areas listed below: 
1. Principles and Practices in Guidance 
2, Analysis of the Individual 
3, Counseling Techniques 
4. SUpervised Counseling (Two semester hours or three quarter 

hours must be in superv:Lsecl counseling) 
D. See Page 110 

VII. RECORDS AND REroRTS 

VIII. SCHOOL PLANT 

IX, SITE AND GROUNDS 

X, GENERAL ATTITUDE TOWARD EDUCATION 
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Instructional Staff 

According to North Dakota standards for instructi.mw1 stE<ff:' ~ all 

secondary teachers at all classification levels must have a First Grade 

Professional Certificate based on a four-year college o-? the 14 

staff members completing personal data questionnaires, 12 imU.catad that 

they held such a certificate. Two of the 14 did not ::;ndiud.:,-; tr.\ei:r status, 

although they were graduates of a four-year 

responsibilities are assigned. All teachers at all levels, must 

be assigned within their major or minor fields of preparation" ·cha Standing 

Rock Community High School staff meet these requireme.nts, 

Educational ~ 

According to North Dakota requirement, 

School serves grades 9~12. The program at tlw acts 

necessary for graduation. According to state st:anda:coB f'"<: 

offerings, a Level 2 school must offer a minimum of :'.::4 

Level 1 school must offer a minimtun of 28 units 

survey as listed on the following page 1 indicate that Hoek 'Community 

High School offered a minimum of 26 and three-~fourttw. units 

27 and three-fourths units for the school year, hltO~'Jl thns sat:! state 

the grade level(s) indicated in the state manual. 
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Course Units 

Art 1 
Crafts 1/2 to 

Bookkeeping 1 
Office Practice 1 
Shorthand I 1 
Typing I 1 

English I 1 
English II 1 
English III 1 
English IV 1 

Home Economics I 1 
Home Economics II-III 1 
Family Living 1/2 

Advanced Woods 1/2 
Beginning Woods 1/2 
General Metals 1/2 
Mechanical Drawing 1/2 
Wood turning 1/2 

Algebra I 1 
*Business Math 
General Math 1 
Plane Geometry 1 
Trigonometry 1/2 

Physical Education 1/4 

Biology 1 
Chemistry 1 
Physical Science 1 

*Experimental general math course. 

1 

Course ___ ..;;;.__ 

Geography 
Problems of Democracy 
u.s. History 
World History 

Remedial Reading 

Driver's Education 
Orientation 

**Band 
**Chorus 

Total number of unit.::; 
offered 19'70-71 

Unite: 

1 
1 
1 
1 

1/2 
1/2 

1/2 to 1/4 
1/2 to 1/4 

27 3/4:- 26 3/4 

**At the time of the survey had been discontinued due to lack of instructor. 
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Secondary school class size should not exceed a maximum of 30 students 

per class, except as indicated below: 

Subject Area 

Laboratory Science 

Music and Physical Education 

Vocational Agriculture 

Industrial Arts 

Vocational Homemaking 

Typewriting 

Recommended 
Class Size 

24 

Reasonable 

15-24 

16 

16-24 

According to space, facilities, 
and equipment 

Class size for nonlaboratory subjects at Standing Rock Community High 

School did not exceed maximum standards. In the laboratory science subject 

area, the maximum recommended class size was exceeded in only one physical 

science class, which had an enrollment of 25 students, one student more than 

the recommended maximum. Band and chorus courses within the field of 

music had been discontinued at the time of the survey, so that data were not 

obtained. Physical education class sizes could be considered reasonable, 

with the exception of two boys' physical education courses, which had 

enrollments exceeding 35. Standing Rock Community High School offers no 

vocational agriculture courses. Neither industrial arts classes nor 

vocational homemaking classes exceeded recommended maximums. Typewriting 

enrollments were 15 and 19 in two class sections, in keeping with available 

space, facilities, and equipment. 

Table 1 lists the class sizes according to subject offering at Standing 

Rock Community High School during March, 1971. 
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TABLE 1 

SUBJECT OFFERINGS AND CLA.SS SIZES IN STANDING ROCK CCidMUNlTY HHiH SCHOOL, 
MARCH, 1971 

Subject 

Art 
Art 
Crafts 

Business Education 
Bookkeeping 
Office Practice 
Shorthand I 
Typing I 

English 
English I 
English II 
English III 
English IV 
Remedial Reading 

Home Economics 

Home Economics I 
Home Economics II-III 
Family Living 

Industrial Arts 
Advanced Woods 
Beginning Woods 
General Metals 
Mechanical Drawing 
Wood turning 

Mathematics 
Algebra I 
Business Math 
General Math 
Plane Geometry 
Trigonometry 

Physical Education 
Boy's Physical Education 
Girl's Physical Education 

Science 
Biology 
Chemistry 
Physical Science 

1-10 

1 

1 

2 
5 

1 

1 
1 

1 
1 
1 

1 

Number of Students per Class 
Over 

11-15 16-20 21-25 26-30 30 Total 

1 

1 

1 

2 

1 

1 

1 
1 
3 

1 
3 

1 

1 

1 
2 
1 

1 

1 
1 

2 
2 

2 
1 
1 

1 

1 

3 

JL 

1 

2 

2 
3 

1 
1 
1 
2 

lL 
JL 

1 
1 
1 

1 
1 
2 
1 
1 

5 
5 

3 
2 
4 

----------------------------------------------------------------------------
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N'um'Eer or St:uO:enl:s Eer !:!I ass 
Over 

Subject 1-10 11-15 16-20 21-25 26-30 30 Total 

Social Studies 
Geography l l 
Problems of Democracy l l 2 
u.s. History 
World History 2 1 3 

Health 
Boys' Health 1 l 
Girls' Health 2 2 

Other 
-----ni=iver's Education 

Orientation l 1 
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Library 

North Dakota standards regarding the qualifications of librar:i.ans 

require that both Lev,el 1 and 2 schools employ an individual with a minor 

in library scienee or its equivalent of 16 semester hours. V:lvel 1 schools 

alone are to allow minimum time for supervision and administration of the 

library. A full·-time librarian for 300 students is :required for a Level 2 

rating, with proportionate time required for schools with les.:; than 300 

students. A full-time adult clerk is required for school enrollment of 

600 students, with proportionate time required for smaller enrollments. 

Standing Rock Community High School's librarian meets the state require

ments for academic preparation with a minor in library scienc·s. The librarian 

is assigned to the library fulltime; this person does not teach. The 

librarian's general responsibilities of the position are the ::>peration and 

organization of the library facilities. Because the library has no adult 

clerk, the librarian, student helpers, and the clerical pool in the central 

office perform this function. The high school presently serves approximately 

220 students, one-third less than an enrollment of 300, which would require 

a full-time librartan and a part-time adult clerk: to maintai.n Level 2 status 

in the library category of school certification standards. The library is 

open for student u~;e during six of the seven class periods per day. Library 

rules and lack of space prohibit the use of the library for regular study 

by students, which is in compliance with state regulati.ons on restricting a 

librarians's time for direct supervision of studemts. State standards for 

Levels 1, 2 and 3 status require that library quarters be attractive and 

readily accessible to secondary students. The Standlng Roc:k Community High 

436 



School library, located within the high school building proper, is 

attractively arranged. A hand-painted wall mural deptcting the "Legend 

of Standing Rock" runs the length of three of the four walls above eye 

level. The remaining wall contains a series of windows" 

State standards concerning size require that Level 1 and 2 schools 

enrolling up to 1,000 students be able to accommodate 8 of the 

enrollment, but not less than 40 students. There shm!ld be one workroom/ 

storage area of approximately 400 square feet for 

materials and equipment. Additional space for processing, storage, and 

administration is also recommended. Eight percent of Standing Rock 

Community High School's enrollment is 18 students, which is less than 

the 40-student minimum. 

Present library facilities can accommodate only appro.ximately 25· students 

during one class period. The workroom/storage area fox· printed and audio-

visual materials and equipment extends into the 

extended area is included with the library proper, min:'i.mum t·El 

are satisfied. 

State requirements for Level 2 schools require tr ... a.t; the l coilection 

total 6,000 titles for 200 students. In addition to the base collection of 

titles, a Level 2 school should net 200 additional volumes An up-

to-date periodicals file is required, with an amount to 15 percent of the 

general library budget spent on subscriptions. As of the end of ,June, 1970~ the 

Standing Rock Community High School library had a collection of 2 844 titles. 

An additional 326 titles were added from July, 1970 to Mayv 1971, bringing 

the total number of titles to 3,170. This total fell short of the state 

requirement by 2,830 titles. 
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Guidance Counselor 

State standards for Level 2 schools require that thE:l person designated 

as school counselor hold a Standard Guidance Credential The pupil 

personnel services section of the administrative manual states -Ghat an 

accredited school must provide an .approved program of organized guidance 

services for t ts students, Approved guidance acti vi tie:s includ,:; the topieal 

headings of Individual App:cai::>al: Information, Counseling, Plac,sment » 

Group Procedures, Staff Services, and Assessment and Evaluation. State 

minimum standards require that one counselor in a school with 2JO students 

enrolled spend two clock hours per day in actual counseling activtties. :State 

recommended standard::: indicate that one counselor in a school with .200 

secondary students enrolled should spend a minimum of four clock hours per 

day in actual counseling activities. The school is also instzvcted to 

provide an adequately furnished, reasonably soundproofed, pri.vate offtee 

that is readily accessible to parents and students for the counselor. 

Necessary materials and. equipment needed to carry out the: approved activities 

should also be supplied. 

The individual a:3signed to the position of school c:ou.nselo!' for the 

1970-71 school year did. not hold a Standard Guidanee Credential but held 

the proper credentials to qualify as an instructor" 'l'he counselor had an 

office that could be closed for private convm:osattons, In addition to counseling 

activities, this per,son taught one class titled "Orientation" and, in the 

absence of both the principal and the teacher supervisor:> assumed administrative 

responsibilities. Th.e counselor-student ratio '\.'las 220 to l. 
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Follow-Up Data on High School Graduates 

One indication of a high school's successful educational program is 

reflected in its graduates' post-high school pursuits. The state-issued 

report titled, "state of North Dakota 63rd Annual Report of the Director 

of Secondary Education to the Superintendent of Public Instruction for 

the Year Ending June 30, 1970," contains data concerning graduates of 

accredited high schools in North Dakota. 

In this report, Fort Yates or Standing Rock Community High School was 

reported as having 35 high School graduates. Of those students, 21 were 

reported as having enrolled in a college or university for additional 

academic study, with an additional five students enrolled in a vocational 

or trade school. The percentages of students continuing education for the 

years 1967, 1968 and 1969 were 55 percent, 90 percent, and 74 percent, 

respectively. 

It is also important for a school to study critically the number of 

students who do not complete their high school progr~~ and those who dropout 

of school. The dropout rate of seniors during the 1969-70 school year 

at standing Rock Community High School was 22 percent" Non-Indian seniors 

accounted for 1.3 percent of the total; 20.7 percent were Indian seniors. 

The 50 percent dropout rate for grades 9-12 during 1969-70 is attributed to 

transfers and undetermined status. 
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PART IV 

SUMMARY 0 F F I N D I N G S A N D R E C 0 M M E N D A T I 0 N S 

This final section sununarizes the data and comparisons presented in the 

previous sections. The purpose of this survey was to assess the education-

al program at Standling Rock Community High School in order to provide informati. on 

for the Standing Rock Sioux Tribe and school officials for their use in 

improving the high school program. 

S U M M A R Y 0 F F I N D I N G S 

1. The secondary program in the Standing Rock Conmmni ty High 

School is traditional. The program provtdes a 36-course, 

Carnegie unit schedule with seven 55-minute periods per 

day and a :~5-minute lunch period. The program consists of a 

series of :t:'equired and elective course offertn~;s. For the 

school yea:t:' 1970-71, 15 required courses and a choiLeEi of 21 

elective1 courses were offered. Two of the 21 electives, 

chorus and band, were discontinued during the school year 

because th,e teacher was transferred. A thircl course, remedial 

reading, was designed primarily for students nl3eding individ-

ual help in reading and was not open to all students as an 

elective. 

A high school student should complete a minimum of four units 

each year. In order to graduate, the student must have completed 

a minimum of 17 units. During the 1970-71 school year, Standing 

Rock Conunu:nity High School offered a total of 27 and three-

fourths units for its enrollment of 220 students. This 
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exceeded minimum state requirements for ac:creditation as a 

Level 2 school in North Dakota by two and. three""fourths 

units. 

2. Course offerings at Standing Rock Community High School 

are limited in scope and content. No fot"eign 

program is offered, although a language lab Is installed and 

available for use in one of the classrooms" Subjects 

related to Indian culture, language, and are 

not part of the high school curriculum. A:n Indian psychology 

text developed by Dr. J"ohn Bryde has been used in the Orienta-

tion class, but has not been a substantial part of the 

course content. Minimal experimentation has been tried; one 

section of general math was restrtJ.ctured to emphasize 

practical a.pplication of math and was titled 

The greatest flexibility in course content 

in the physical education area. A 

including the major sports of basketball 9 

track, and wrestling, as well as ~l:i. 

tumbling, badminton, volleyball and other 

s Math". 

scope occurred 

activtties, 

trampoline, 

activities 

were offered. The physical education program has been linli ted 

because one gymnasium must serve the entLce si;wJent enrollment, 

an important factor considering the length and severi of 

North Dakota winters. 
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3. Instructional materials used in the high school are 

primarily limited to the required texts for the requi.red 

and elective courses. A number of teachers indicated that 

the lack of enough textbooks for every student is a problem. 

This shortage of textbooks places a particular burden on 

the students in fulfilling course requirements and on the 

teachers in planning course requirements i.n tem1s of the 

students without texts. 

Lack of supplementary materials for teacher and student use 

is apparent.. Updated materials and unforeseen need items are 

difficult to obtain without an extended waLi ting period due to 

the BIA purehase order and requisition system that the 

school must use. 

4. Supporting services of the high school meet the state 

accreditation standards for Level 2 schools but proviLde only 

minimal services for both Indian and non-Indian students. 

In the area of library services, North Dakota state standards 

indicate that there should be a minimum of 6poo titles in a 

secondary sehool library serving 200 students. The Standing 

Rock Conunun:ity High School library collection as of Ma.y, 1971, 

included a total of 3, 170 titles. This total was 2,, 880 titles 

short of tht3 North Dakota state standard of ~ 000 tt tles. 

A random sample of 170 books in the library revealed am 

average copyright date of 1951. An effort has been made, 

however, to increase the total number of titles in the h;i.gh 

school collection. From July, 1970, to May, 1971, 326 titles 
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were added to the collection, Of that number 186 volumes 

acquired from September, 1970, to January, 19?1, deal WJ.th 

Indian literature and related materialse Although the library 

subscribes to four area newspapers and 32 magazines that cover 

a wide range of interests, no subscriptio:n.s t::~ Indian oriented 

or Indian publications of interest to thEl schF;ol 1 s Indian 

students are in evidence. The library is opt.m to students 

during six of the seven class periods per 'tr1.1.t can accommo-

date only approximately 25 students per period. North Dakota 

state standards indicate that a minimum of 40 students should 

be able to be accommodated within Level 2 facil:i.ties. 

Health services available to Indian students are excellent. 

The only problem involved is administrative"~~that of scheduling 

students for routine medical and dental a 

Indian students, in case of emergency, can 

town public health hospital for emergency 

Non~ 

Counseling services at the high school provid:a one school 

counselor for 220 students. This ratio meets state standards. 

The evidence indicates that the counselor s 

of two clock hours per day in actual counsel 

a mini.mum 

activities. 

This person, however, is also responsible for teaching a daily 

orientation class and for assuming administrative responsibili~ 

ties in the absence of both the teacher and principal. 

Standing Rock Community High School did not meet the state 
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standards for accreditation for Level 2 for the 19'70-71 

school year, because the school counselor did not hold a 

Standard Guidance Credential, a minimum req_uirement for 

maintlenance of Level 2 accreditation. 

Food ser·vices at Standing Rock Community Sehool me·et the 

minimum needs of the students, The food service serves not 

only the high school students but also the element3.ry students, 

who eat their lunch prior to the high school lunch period. 

The short length of the 25-minute lunch period places a 

burden on the town students who prefer to eat at home. 

StudentE: whose parents' income have been reported as 

poverty level or below eat free of charge at the school. 

The cafeteria serves from 160 to 180 students during the 

lunch period. As student enrollment increases, or as more 

students elect to eat at the school, the present facilties 

will not accommodate them unless a change in the' present 

single-lunch schedule is made. This would extend! the lunch 

hour past 1:00 p.m. for the high school students because the 

cafeterta is occupied prior to 12:30 by the elementary school 

children. 

5. At the time of this study, the full-time professional teaching 

staff at Standing Rock Community High School totaled 15. The 

school counselor was added to that number as a part-time 

teacher, which brought the total to 16, North Dak.ota state 

certi.fieation standards require that a First Grade Professional 
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Certificate based on a four-year 

all secondary teachers for all school classific~tion le~els. 

On a personal data questionnaire submittGd to eactl 

teaching staff and returned by 14, 12 staff rHember.:; indicca ted 

that they held such a certificate. Two of 

not indicate their status although they VI81'E; 

four-year college. All staff members met 

standards for assignment within major or mi:nor 

preparation. Selected characteristics of the 

teaching staff members who responded to the 

questionnaire revealed that 50 percent of th'<::J 

fo dtd 

were male and 50 percent were femalG. All Wf;:;:"e Coucasia.n; 

none were Indian. The median years of 

at Fort Yates was 2 ,, 4; the median yaars 

experience was 5.3. All of the sta:·~ 

B.A., or A.B. degrees, while 

Eight staff members obtained their 

Dakota college, wl. th five of that; number 

from Dickinson State College in North Dakci;a, 

their highest degree from a South Dakota 

obtained their highest degree from other than 

Dakota colleges. Salary for seven of the sta:::r 

federal funds, for five of the staff by diBb':"ict 

for two of the staff by Title I funds, 
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6. Faculty responses to the questionnaire titled "class Enroll-

ment and REllated Information Report" included staff' responses 

to items on attendance ratings (Item 5); on the basis of the 

rating (Item 6); on means for improving attendance (Item 7); 

and on conunents of staff concerning the required textbooks 

used and availability of supplemental text(s) and materials 

(Item 10). Staff responses to student attendance (Item 5) 

on a ratin~~ scale of 1 to 5 (sporadic and poor to consistently 

good) resulted in three ratings of 1, 11 ratings of 2, 25 
' 

ratings of 3, 1 rating of 3 to 4, 14 ratings of 4, and 16 

ratings of 5. The heaviest concentration of ratings by 

teachers of their student attendance fell in the average 

or 3 category. Ratings of student attendance represented a 

total of 70 class sections involving 33 course offerings at 

Standing Rock Community High School. 

Instructors who gave a rating of 1 or 2 (poor) to their student 

attendance attributed poor attendance to other than student-

controlled factors , e.g., "not enough materials to stimulate 

student project interests," "too outdated a text," "classes too 

large," "course required of all ninth graders regardless of 

interest or ability." 

Instructors who gave a rating of 3 (average) to their student 

attendance tended to vary in their opinions, attributing 

attendance either to negative student attitude or to student 

satisfaction with the course. Several comments: representative of 
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of opinions expressed included: 

Most students seem to feel that school owes them 20 
days of absence. There is little feel of responsibi-
lity on the part of students in regard to attendance. 

Student characteristics; they come and go as if 
it were a free-for-all, that is, they leave when 
things become too threatening within the school system. 
They may attend another school --· then they decide to 
come back. 

This is an elective course, and it is thei.r choice 
(satisfaction with average attendance). 

There are about six of these students who a:.t'e chronic 
absentees. Most or all of these students miss school 
due to home, environmental, or legal problems and 
situations. 

One instructor gave a 3 to 4 rating on attendance for the 

following reasons: 

Attendance seems to be as good as it is because no 
one is failing and all want to graduate ••• Some 
(students) have said that this is the first year they 
have shown up to do any work in class. Student back
ground in this subject is very poor. 

student-initiated projects, freedom or casualness in classroom 

while working, student interest in subject matter, "better" 

students of the school, and a good teacher-student relationship. 

Teachers' responses to Item 7 regarding the teachers' plans 

to improve attendance, if needed, stressed a need for more 

discipline, more materials, smaller class siui,, better facilities, 

a relaxed and informal atmosphere, reward system, rearrangement 

of curriculum, better scheduling, a more flexible materials-

procurement system, and more staff members. Teacher responses 
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to Item 7 expressed concern for meeting the ne1eds of the 

students more than for providing a harsher dlisciplin.arian 

attitude toward attendance, although the latter response 

was indicated. Opinions tended to focus on the neecl to 

renovate the present school program, that is, the recog

nition that the school needs comprehensive changes which 

would better meet the needs and interests of the students. 

Teacher responses to Item 10 concerning the t1axtbooks used 

and the availability of supplementary text(s) and materials 

was mixed. Dissatisfaction with texts and materials focused 

on the lack of materials, on outdated textbooks, on the 

inefficient ordering system, on the insufficient number of 

textbooks;, and on the need to replace outdated or insufficient 

equipment. Teachers who indicated satisfaction with the text·

books or supplementary materials available for their use tended 

to qualify their statements. Only seven of 32 responses indicated 

a definite "yes" of satisfaction to the textbooks or supplementary 

materials available to them. 

7. Standing Rock Community High School is accredli ted by the North 

Dakota Th3partment of Public Instruction as a Level 2 school. 

According to state requirements, a Level 2 (second class) rating 

indicates that the school has met more than the minimum requirement 

in som~e areas of the school operation. Four of the ten 

areas of standards for school classification given in the 

adminilstration manual of the North Dakota Department of Public 
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Instruction are pertinent to this survey, These areas 

include (l) instructional staff, (2) educational program, 

(3) librar~ and (4) guidance counselor. It was found that 

at the time of this study, Standing Rock Community High 

School met the state's minimum requirements in the area of 

instructional staff and educational progrrun but failed to meet 

the state's minimum requirements in all sections of the 

library area. This failure was due partly to the lack of a 

specific individual employed as clerk for the library. This 

position was filled by the librarian, student helpers, and the 

school's clerical pool. In addition, the library was too small 

to accommodate 40 students comfortably at one time; the realistic 

number of students to be accommodated at any one time was 25. 

The workroom/storage area for the library was inadequate, and 

extended into the library proper. The libra:cy collection, 

which should total 6, 000 titles for 200 students for .Level 

2 accreditation was only 3,170, or 2,830 titles short of the 

state requirement, as of May, 1971. 'l'he library did exceE<: 

the minimum required net annual increase of 200 volumes by 126, a to

tal increase of 326 volumes. 

In the guidance counselor category, state standards were definitely 

not met, because the school counselor during 1969-70 and 1970-71 

did not hold the minimwn required Standard Guidance Certificate. 

This uncertified school counselor was responsible for the counseling 

of 220 Indian and non-Indian students, taught a course titled 
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"orientation," and was responsible for administration of the 

high school in the absence of both the principal and the 

teacher supe1rvisor. It should be noted, however, that this 

individual was a certified teacher for the state of North Dakota. 

The office E:pace assigned for the use of the school counselor 

was adequate~, in that it was readily accessible to students 

and parents and its two access doors could be closed for privacy. 

8. In the "state of North Dakota 63rd Annual Report of the Director 

of Secondary Education to the Superintendent of Public Instruction 

for the Year Ending June 30, 1970", Standing Rock Conununi ty High 

School was reported as having 35 high school graduates. Of 

these students, 21 were reported as having enrolled j_n college, 

with an additional five students enrolled in a. vocational or 

trade school. The percentages of graduates who were reported 

as continuing their education in 1967, 1968, and 1969 were 

55 percent, 90 percent, and 74 percent respectively.. The 

dropout rah'l for the 1969-70 seniors at Stand].ng· Roell: Community 

High School was 22 percent. Non-Indian seniors accounted for 

1. 3 percent of the total; 20.7 percent were Ind:lan seniors. 

The 50-perc·ent dropout rate for grades 9-12 dur:lng 19()9-70 

was attributable to transfers and undetermined status,, 
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R E C 0 M M E N D A T I 0 N S 

In view of the data and findings of this survey of Standing Rock 

Community High School, a number of recommendations can now be made. It is 

important to note that the researcher for this survey is a member of the 

Standing Rock Sioux Tribe, a past student of Standing Rock Community High 

School, and a concerned student of educational admtnistration as this 

relates to the well-being of the students who attend Standing Rock Community 

High School. With these facts in mind, the following recommendations are 

made: 

1. That the Standing Rock Sioux Tribe accelerate and continue 

its commendable efforts to improve the educational opportun

ities of its children through the implementation of the Develop

ment Plan for Educational Reform on the Standing Rock Sioux 

Reservation. 

2. That the secondary education program be :tooked at critically. 

Although the educational program meets the minimum state 

requirements for Level 2 accreditation, the curriculc!m--scope 

and content--is outdated and falls short of meeting the basic 

needs and interests of the students. The standard Carnegie 

unit scheduling of seven 55-minute periods per day and short 

lunch period, the fact that all classes with the exception of 

physical education and health meet daily, and the limited 

number and variety of electives available to students are all 

factors that point to a highly structured and regimented 
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approach to learning that has not been proven to be workabhl, 

advisable, or suited to the needs of the Indian and non-Indian 

students who attend the high school. 

3. That the Tribe take a critical look a.t the resources available 

to the school for the use of the studlents. For example, as brought 

out in the data, a language lab was available and installed for 

school use but was not utilized during the entire 1970-71 

school year. What other existing unused resources could be 

taken advantage of by the school? 

4. That, because the rich heritage and contElmJ>Orary developments 

of the native American Indian, in a school in whj.ch the Indian 

student is in the majority, has been seriously neglected, the 

tribe investigate the possibilities of utilizing community 

members knowledgeable in the history, language, and culture 

of the Dakota-Lakota and other area Indian peopl(JS to work 

through the school with the students to teach them of their 

history, language, and culture. 

5. That the instructional materials be reevaluated, replaced, 

and expanded as necessary. It is essential that each student 

be assured of a textbook so that he will not fall behind in his 

studie·s for lack of one. Supplementary materials are need(Jd 

for almost every area of the educational program. A textbook,. 

no matter how well it is written, cannot provide the student 

with e;ll the information he needs on a subject. Well-chos<en 
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supplementary materials are needed to motivate the student 

in his study of a subject. 

6. That more flexibility be built into the purchasing system 

of the school. The procedures for ordering materials and supplies 

for use by students and teachers need modification. and improve

ment. 

7. That the library be expanded. A total of 2,830 additional 

titles in the collection are needed to meet the 200-student 

school library standards of North Dakota. The periodicals 

(magazines and newspapers) section needs to include current 

Indian publications for student and teacher information and use. 

To date, this area has been almost entirely neglected. 

8. That the school obtain a certified guidance counselor to 

serve the students. For the past two years, ·the professional 

position of school counselor has been filled by anoncertified 

staff member who has not held the minimum Standard Guidance 

Credential required by the state. 

9. That the 25-minute lunch period be extended at least 5 minutes 

to allow a less hurried noon meal for the students who eat at 

home. 

10. That the school board, in cooperation with the Tribe, make a 

concerted effort to recruit qualified Indian personnel as prof

essional teachers to correct the present lack of such persons. 
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During the 1970-71 school year, ~ professional Indian 

teachers were hired. It is also recommended that staff be 

recruitod from all parts of the country in order to bring 

more diversified personal backgrounds, teaching experience, andl 

educational training to Standing Rock Community Hi.gh School 

students. Candidates with master's degree1s should. also be 

sought :in the recruitment process. 

11. That the ideas and reactions of the students themselves 

be sought and listened to in considering changes in or additions 

to the school program. It should be recognized that students 

are able to make positive contributions regarding programs that 

may or may not work with them and that they should therefore 

be included in school planning for a change. 

12. That the Tribe and school officials take a critical look at 

the part the educational program must play lln the ~all 

develop!llent of the students. Athletics, to date, has led the 

school in perfonnance, spirit, and attention. It is strongly 

recommended that the educational program, through the academic 

subjects, achieve this same performance, sp:irit, and attentlon. 
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APPENDIX 1 

3/23/71 

To: All Teaching Staff 
From: Orville Aune, Principal 

Attached you will find two forms: "Class enrollment and related Information 
report" and "Personal data sheet for staff". 

These two forms have been prepared for all Ft. Yates Co~nunity High School 
teaching staff to complete by Miss Marie McLaughlin, Standing Rock Sioux, 
graduate student at the University of Minnesota in educational administration. 

The data asked for by Miss McLaughlin will be valuable to thi.s office 
(after compilation) as well as valuable to Miss McLaughlin in fulfilling her 
requirements for the master's program in educational administration in her 
paper titled: "Educational Opportunities Available to Students Attending 
Fort Yates Community High School". 

Regarding the "Report" form, it is not necessary in most instances for each 
staff member to fill out a separate form for each class section taught. For 
example: Mrs. Kettering teaches three (3) sections of 9th grade English and 
three (3) sections of lOth grade English. It is only necessary, therefore, 
for her to fill out two forms, providing basic texts and supplementary 
materials are essentially the same for all of her 9th grade English sections. 
She would, however, in using one form for her 9th grade English sections, 
distinguish between those sections in answering items 2,3, and 4, by modifying 
the form as follows: 

Item 2: Class meets I/II/III Period 8:40/9;38/10:36 Time of Day 

Item 3: 

Item 4: 

Class enrollment: 

Exact no. of boys/ 
girls by grade in 
this class section: 

22/22/27 

9th grade ~1£.J?..oys 12/14/15 girls 
lOth grade etc~~·· (if applicable) 

You are asked to complete these two forms (personal data sheet is self-explanatory) 
by this Thursday afternoon before you leave for the day. Your cooperation 
is appreciated and any questions regarding this form should be directed to myself 
or to Miss McLaughlin (who will be in Ft. Yates through the end of this week). 
Turn in completed forms in a sealed envelope to this office addressed to 
Miss McLaughlin. Extra forms are available in my office. 
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Personal Data Sheet for Staff - Please answer all items, as specified. 

* Name: (optional) -----------------·----
Employer (Federal or District):-----------

Special Skills (coaching athletics, plays, advisor to yearboolcs, etc.): 

Professional Information 

College from which reeeived degree: ---------
Degree obtained: Year 

Graduate Work: Degre·e working towards Related field(s) -------

Teaching Certificate: Type Expires -------------
Teaching Experience (number of years, states in whieh taught, 1BI~c.): 

Auxiliary Information 

Are you a native of North Dakota? If not, of what statel? 

Do you enjoy travel? What parts of the country or "foreign 
lands" have you traveled to in recent years? 

*Your name will not be used in connection with this survey. 

3/22/71 
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Class Enrollment and Related Information Report 

Teacher 

1. Course Name --------------------------------------~---~Required: _____ Elect. ____ _ 

2. Class Meets ----------------

3. Class Enrollment: 

4. Give exact number 
of boys/girls by 
grade in this class: 

5. 

9th grade 

lOth grade 

11th grade 

12th grade 

How would you rate this 

1 

sporadic and 
poor 

Daily 

class on 

2 

Period Time of Day 

____ MWF ___ TThS. _____ Other 

boys 

boys 

boys 

boys 

overall attendance? 

3 

(circle) 

4 

girls 

girls 

girls 

girls 

5 

consistantly 
good 

6. On what do you base your rating? -Please be specific (e.g., student 
characteristics, environment, course materials, etca), 

7. If you wanted to improve student attendance in this course and it was left 
to your own initiative, what would you do? (e.g., curriculum, materials, 
approach, discipline, etc.) 
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8 Wna t textbooks are required for this course? 

1. 
2. 
3. 
4. 
5. 

textbook(s) publisher copyright date (s) 

9. What supplementary text(s) or materials are utilized? (audio-visual, 
newspapers, field trips, equipment, etc.) 

l. 
2. 
3. 
4. 
5. 

10. Are you satisfied with items 8 & 9 ? If so, why; if not, why not? 

'':':1ank you for thoroughly completing this report. Your namE~ or course 
v;iil not be identified in connection with your written responses to 
:ttsms 5, 6, 7, or 10. I will provide you with feedback on overall data 
:;btained from this questionnaire. 

For those instructors who found i terns 8 & 9 (textbooks and supplE3mental 
1aaterials listing) not applicable to their particular course of:fering, 
please cite major equi:[mlent, instructional supplies used in th'e eourse 
on the back of this report. 

Additional written c:onunents and/or additions to this report are encouraged. 
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PART I 

I N T R 0 D U C T I 0 N AND BACKGROUND 

The purpos,e of this study is to identify the resources available 

for elementary andl secondary education in Joint School District Number 1 

and to analyze the allocation of these resources in both public and pri-

vate elementary and secondary education. 

Since many problems concerning laws or programs are hampered by a 

lack of knowledge, this study will reveal the relationship of Holy 

Family School in Bayfield, Wisconsin, to the Federal Goverrunent in 

the education of Indian children. It will be concerned with the 

most important objective of providing educational opportunities to all 

Indian children whose families are residing on or near Indian reser-

vations, nontaxable land. The conclusions reached at the end of this 

paper will reflect the injustice of laws purporting to meet the 

educational needs of all Indian children without discrimina·tion but 

which, in reality, only meet the educational needs of some Indians--

those who choose public education for their children. 

Why is a private school interested in these financial resources? 

The reasons are as follows: 

1. Every child has the right to attend school. This is the 
justification behind the universal education acts that 
provide public education by means of taxation. 

2. Parents have a right to educate their children in a public 
or private school, provided that curriculum standards are 
met. 
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3. Federal funds should not be given to private schools in 
a manner which segregates certain children to public schools 
because of poverty, race, etc. 

4. A parochial school does not consider itself to be operating 
successfully unless it can compete academically while at 
the same time instilling moral convictions into today's 
youth. (This paper will review all financial income available 
to the parochial school in Bayfield. The quality of teachers, 
texts, and instructional materials depends on the financial 
resources and how they are used.) 

5. Federal funds have been channeled to the public school 
through the Johnson O'Malley Act, Public Law 874, Public 
Law 89-10 (I), NDEA (III), and NDEA (V), with the addition 
of a school lunch program. Both public and private schools 
have shared in the Title II Program. 

6. Private school financial resources as received from tuition 
are negligible. Bayfield is located in a section of the 
country where the majority of wage earners' incomes are 
below level, and the rate of unemployment is one of the 
highest in the nation. Tuition in such an area must be 
correspondingly low. The family tuition rate is $20 for 
one child, $30 for two, and $40 for three or more children 
in the family. Every child is accepted whether tuition is 
paid or not. Therefore, the total tuition income is neg
ligible, as will be seen in PART II. 

7. At present, 62 per cent of the enrollment of consolidated 
St. Francis--Holy Family School, (known as Holy Family 
School), comes from the Red Cliff Reservation. Another 
33 per cent are Indian children from Bayfield and the surrounding 
area. These Indian children are being denied opportunities 
available to the other Indian children in the area, because 
their parents are exercising their freedom of chol.ce l.n 
sending their children to a private school. 

What are the resources available to the publl.c school and to the 

private school other than federal funds? The public school receives 

benefit of local taxation for schools, and since it l.s the only public 
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school in the district it receives the full amount allocated to schools 

through taxation. The private school has financial assistance through 

tuition, the Catholic Indian Bureau, the Diocese of Superior, parish funds, 

and donations. 

PART II of this paper will give the statistics for the financial 

income for both schools during the last five years. Pi\RT III will 

compare the income of federal funds for both the public and the private 

schools, and PART IV will summarize the study and pres~:mt conclusions. 

D E F I N I T I 0 N S 0 F TERMS U S E D 

The definitions of the important terms used most frequently are 

listed below: 

Private School: 

Parochial Schoo JL: 

Indian Student: 

Local Taxation: 

Public Law 874: 
(approved Sept. 30, 1950) 

P.L. 89-10 (I): 
(approved April 11, 1965) 

A school not supported by taxation. 

A school supported by a church parish. 

Any student who has one-fourth or more 
Indian blood. 

The imposition of taxes on people owning 
property in a clearly defined area or 
district. 

An act which provides financial assistance 
for current expenditures of local educational 
agencies in areas affected by federal 
activities and arranges for free public 
education of certain children residing on 
federal property. 

An act which provides financial assistance 
for local education agencies in areas 
affected by federal activities and for 
other purposes. 
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P.L. 89-lO(II): 
(approved April 11, 1965) 

NDEA (V): 
(approved NDEA 1958, 
Title V 1965) 

NDEi\ (I II ) : 
(approved NDEA 1958 

T i t l e II I -1 96 5 ) 

Johnson O'Malley Act: 
(approved April 16, 1934; 
amended June 4, 1936) 

Tuition: 

Catholic Indian Bureau: 

Diocese of Superior: 

Parish Funds: 

Donations: 

An act which provides financial assistance 
for library resources and other instructional 
materials in the nations's elementary and 
secondary schools. 

An act providing for financial assistance 
in the program for standardized testing 
and in counseling and guidance. 

An act that authorizes federal funds to be 
spent for acquisition of laboratory and other 
special equipment and instructional materials 
suitable for education in science, math
ematics, history, civics, geography, eco
nomics, modern foreign languages, English, 
and reading. 

An act which provides the legal authority 
(among other benefits) for financial assis
tance to the states in implementing their 
responsibility of public school education 
for Indians residing on Indian-owned, tax
exempt lands or lands held in trust for 
them by the Department of the Interior, 
Bureau of Indian Affairs. 

Money paid for instruction by those 
attending a private school. 

An organization of the Catholic Church that 
allocates church funds to Catholic schools 
with an Indian enrollment. 

An area covering Northwest Wisconsin, inclu
ding all Catholics, Catholic Churches, and 
Catholic institutions within that area, 
governed by a Bishop who lives in Superior. 

Those funds set aside by the parish for the 
support and maintenance of the parish school. 

Monetary gifts given to the school. 
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This study will seek to provide insight into the following questions 

of importance in the area of Indian education: 

l. What is the financial relationship of a local school district 
to a parochial school? 

2. What federal funds are going to the local public school? 

3. What federal funds are going to the local private school? 

4. What other financial resources are available to the local 
public school? 

5. What other financial resources are available to the local 
private school? 

6. What percentage of the federal funds allocated for the 
education of all the Indian children on the Red Cliff 
reservation are channeled to the publ:Lc school in Bayfield? 

7. How does allotment of federal funds compare w:Lth school 
enrollment? 
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R E S 0 U R C E S A S 
AND 

PART II 

A L L 0 C A T E D T 0 
P U B L I C S C H 0 0 L S 

P R I V A T E 

This section presents data on local, state, federal, and other re-

sources that are allocated to the education of all children residing in the 

area served by Bayfield Joint School District No. l. Educational op-

portunities are provided by the public school in District No. l and by 

Holy Family School. 

As shown in Table l, local resources include property taxes, tuition, 

individual donations, and private group support. State resources include 

state aids and Diocesan support. Federal resources include aid from 

categorical laws. Another national resource not connected with the 

government is the National Catholic Indian Bureau (NCIB), also known as 

the Commission for the Catholic Missions Among the Colored People and 

the Indians. 

In Table l, each school year for the five-year period from 1965-66 

through 1969-70 has been analyzed to present as accurately as possible 

the distribution of federal funds and of other financial resources. 

Statistics in the table which pertain to the private school were obtained 

from the present administrator, the Reverend John Spanjers, and from the 

school records. The statistics pertaining to the public school were 

obtained from Mr. Donald Anderson, the superintendent of the public 

school. 

In addition to the year-by-year analysis of the distribution of funds, 

the table presents a summary of the five-year period. 
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Table l 

DISTRIBUTION OF RESOURCES IN l965-Ei6 

LOCAL 

Property Taxes 

Tuition 

Individual Donation 

Private Group Support 

Parish 

STATE AND REGIONl~ 

State Aid 

Diocesan Aid 

FEDERAL (AND NATIONAL 

Johnson 0 'Malley 

P.L. 874 

P.L. 89-10 (I) 

P.L. 89-10 (II) 

NDEA (I II) 

NDEA (V) 

NCIB (Not Federal) 

TOTALS: 

ENROLLMENT 

- NCIB) 

PUBLIC SCHOOL 

$55,327.53 

$55,327.53 

$124,992.67 

$124,992.67 

$17,166.00 

11,500.00 

466 

997.16 

252.65 

$29,915.81 

$210 236.01 

387 

PRIVATE SCHOOL 

$300.00 

450.00 

1,900.00 

$2,650.00 

$4, ooo. oo_ 

$4,000 .. 00 

$2,500.00 

$2,500.00 

$9 1 150.00 
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DISTRIBUTION OF RESOURCES IN 1966-67 

LOCAL PUBLIC SCHOOL 

Property Taxes $65,075.89 

Tuition 

Individual Donation 

Private Group Support 

Parish 
$65,075.89 

STATE AND REGIONAL 

State Aid $149,433.94 

Diocesan Aid 
$149,433.94 

FEDEHAL (AND NATIONAL - NCIB) 

Johnson O'Malley 

P.L. 874 $13,179.00 

P.L. 89-10 (I) 21,262.88 

P.L. 89-10 (II) 956.51 

NDEA (III) 1,160.31 

NDEA (V) 253.57 

NCIB (Not Federal) 
$36,812.27 

TOTALS: $251,322.10 

ENROLLMENT 370 

PRIVATE SCHOOL 

$310.00 

370.00 

2!000.00 
$2,680.00 

$4!000.00 
$4,000.00 

$252.00 

2 500.00 
$2,75:.1!.00 

$9,432.00 
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DISTRIBUTION OF RESOURCES IN 1967-68 

LOCAL PUBLIC SCHOOL 

Property Taxes $69,397.38 

Tuition 

Individual Donation 

Private Group Support 

Parish 
$69,397.38 

STATE AND REGIONAL 

State Aid $156,786.46 

Diocesan Aid 
$156,786.46 

FEDERAL (AND NATIONAL - NCIB) 

Johnson O'Malley 

P.L. 874 $13,747.00 

P.L. 89-10 (I) 16,019.21 

P.L. 89-10 (II) 887.22 

NDEA (III) 1,108.12 

NDEA (V) 43.55 

NCIB (Not Federal) 
$31,805.10 

TOTALS: $257 988.94 

ENROLLMENT 377 

468 

PRIVATE SCHOOL 

$477.80 

935.00 

2,500.00 
$3,912.80 

$u, 5oo. oo 
$11,500.00 

$305.00 

2 1 500.00 
$2,805.00 

$18,217.80 
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DISTHIBliTION OF HESOUHCES IN 1968-69 

LOCAL PUBLIC SCHOOL 

Property Taxes $103,048,77 

Tuition 

Individual Donation 

Private Group Support 

Parish 

$103,048 

STATE AND HEGIONAL 

State Aid $156' 609.16 

Diocesan Aid 
$156,609.16 

FEDEAAL (AND NATIONAL - NCIB) 

Johnson O'Malley 

P.L. 874 $15,096.00 

P.L. 89-10 (I) 13' 771.00 

P.L. 89-lO (II) 1,095.74 

NDEA (III) 923.34 

NDEA (V) 13.82 

NCIB (Not Federal) 
$30,899.90 

TOTALS: $290,557.83 

ENROLLI\1ENT 434 

PRIVATE SCHOOL 

$636.00 

525.00 

1,400.00 

$2,561.00 

$5,250.00 
$5,250.00 

$399.00 

$2!500.00 
$2,899.00 

$10 710.00 
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DISTRIBUTION OF RESOURCES IN 1969-70 

LOCAL PUBLIC SCHOOL 

Property Taxe~: $124,999.18 

Tuition 

Individual Donation 

Private Group Support 

Parish 
$124,999.18 

STATE AND REGIONAL 

State Aid $252,715.35 

Diocesan Aid 
$252,715.35 

FEDERAL (AND NATIONAL - NCIB) 

Johnson O'Malley $11 '038. 03 

P.L. 874 21,377.00 

P.L. 89-10 (I) 13,954.00 

P.L. 89-10 (II) 388.00 

NDEA (III) 

NDEA (V) 

NCIB (Not Federal) 
$46,757.03 

TOTALS: $424 471.56 

ENROLLMENT 479 

470 

PRIVATE SCHOOL 

$317.00 

690.00 

450.00 
$1,457.00 

$8,000.00 
$8,000.00 

$59.00 

21500.00 
$2,559.00 

$12,016.00 
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SUMMARY OF DISTRIBUTION OF FUNDS OVER 5-YEAR-PERIOD 

LOCAL 

Property Taxes 

Tuition 

Individual Donation 

Private Group Support 

Parish 

STATE AND REGIONAL 

State Aid 

Diocesan Aid 

FEDERAL (AND NATIONAL 

Johnson O'Malley 

P.L. H74 

P.L. 89-10 (I) 

P.L. 89-10 (II) 

NDEA (III) 

NDEA (V) 

NCIB (not Federal) 

TOTALS: 

PUBLIC SCHOOL 

$417,848.75 

$417,848.75 

PUBLIC SCHOOL 

$840,537.58 

$840,537.58 

- NCIB) 

$11,038.03 

80,565.00 

76,507.09 

3,327.47 

4' 188.93 

563.59 

$176 z 190. ll 

$1,434,576.44 

,171 

PRIVATE SCHOOL 

$2,040.80 

2,970.00 

8,250.00 
$13,260.80 

PRIVATE SCHOOL 

$32,750.00 
$32,750.00 

$1,015.00 

$12!500.00 
$13,515.00 

$59,525.80 



Table 2 

FEDERAL FUNDS AS ALLOTED PER PUPIL OF ENROLLMENT 

Public School Private School 
School Federal Enroll- Amount Federal Enroll- Amount 
Year Funds ment per Child Funds ment per ChiLld 

1965-66 $29,915.81 387 $77.30 $ 00.00 105 $00 .. 00 

1966-67 36,832.27 370 99.55 252.00 129 1.95 

1967-68 31,805.10 378 84.14 305,00 133 2.29 

1968-69 30,899.00 434 71.22 399.00 125 3.19 

1969-70 46,757.03 479 97.61 59.00 59 1.00 

It is to be noted that the public school enrollment increased from 

the school year 1967-68 to 1968-69, when the kindergarten was included. 

Another factor involved was the drop in enrollment in the private school 

in the school year 1969-70" 

However, even considering these elements, it is difficult to compre-

hend why an Indian child or any child in the public school is helped by 

$70 to $90 in federal funds set aside towards educational needs, while 

an Indian child in the private school is breathed upon by $1 to $3 in 

federal funds. 

Although certain compensating factors such as E;hared time, trans-

portation, etc., serve as evidence that funds going to public schools 

are also used for private school needs, it is necessary to list the 

benefits received: 
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l. Transportation by one school bus 

2. Volunteer participation in band program 

3. Junior high students enroll in industrial arts and home economics 
classes in public school 

4. Children from second grade up may be sent to public school for 
remedial reading funded through Title I 

The superintendent, Mr. Anderson, stated that the industrial arts 

and home economics classes have no increased expenses from private school 

student participation because they fit into already existing classes. 

Due to Northern Wisconsin's inclement weather, only children with severe 

reading problems are sent to the remedial reading classes. 

Although it is appreciative of the help extended through the public 

school, the private school does have one criticism of the program. When 

the scheduling is set up, the administration of the private school is not 

consulted. Therefore, in order to participate, the private school must 

adapt its own schedule to that of the public school regardless of the 

inconvenience or the time wasted. 

Another method of depicting expenditures of federal funds to the 

public and the private schools in the last five years would be to show the 

per cent of enrollment and the per cent of funds as allotted to those 

enrollments. The following chart is self-explanatory. 
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Table 3 

PER CENT OF ENROLLMENT AND PER CENT OF FUNDS ALLOTTED TO THE ENROLLMENTS 
OF PUBLIC AND PRIVATE SCHOOLS IN THE LAST FIVE YEARS 

Public School Private School 
Per Cent Per Cent Per Cent Per Cent 

School Year of Enrollment of Funds of Enrollment of Funds 

1965-66 73 100 27 0 

1966-67 65 99 35 l 

1967-68 65 99 35 l 

1968-69 71 99 29 l 

1969-70 87 99.9 13 l 
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S U M M A R Y 
0 F 

PART III 

A N D C 0 N C L U S I 0 N S 
T H I S S T U D Y 

A five-year survey of the resources available to the private and 

public schools in Bayfield Joint School District Number l reveals the 

following facts. The private school received .6 per cent of the federal 

funds while enrolling 21 per cent of the children. The public school 

received 99.4 per cent of the federal funds while enrolling 79 per cent 

of the total school population. 

This survey also shows that of the resources other than federal 

that were available, the private school received 4 per cent or only 

1/25 as nruch as the public school even though it served an average of 

one-fifth of the enrollment. It might also be pointed out that most 

of that 4 per cent came from charitable contributions of other insti-

tutions, making every year's financial budget a very problematical affair. 

During the five years analyzed, the private school enrolled over 

50 per cent of reservation Indian children every year. At present, 

62 per cent of the children attending the private school live on the 

Red Cliff reservation. Another 33 per cent are Indian children from 

Bayfield and the surrounding area. This means that 95 pe~ cent of the 

present Holy Family School enrollment is Indian children. 

It also means that these reservation children are not receiving 

federal funds set aside for education except for a mere token of 0.6 

per cent of the total amount given to the school district. It means 
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that the 33 per cent of Indian children living on taxable land have parents 

paying taxes and are being denied the benefit of these taxes as well as 

being denied any sizable amount of federal funds. 

Finally, it is apparent that a private school in Wisconsin with a 

majority of Indian children must accept these facts: 

l. Tax benefits derived from taxing Indians and whites on taxable 
land are denied to those Indian and white children attending 
a private school. 

2. Wisconsin state aid is limited to public schools. 

3. Federal funds channeled through the Wisconsin State Education 
Department receive added limitations that permit only token aid 
of any kind to private schools. 

4. For evel"Y reservation Indian child in a public school, that 
public ~;chool receives a certain amount of money from the 
government. For every reservation Indian child in a private 
school, the public school also receives a certain amount of 
money f1·om the government. 

This paper, then, reflects the injustice of laws purporting to meet 

the educational needs of all Indian children without discrimination, but 

which, in reality, only meet the educational needs of some Indian children--

those who attend a public school. 
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PART I 

I N T R 0 D U C T I 0 N AND B A C K G R 0 U N D 

The purpose of this study is to define the culture of the American 

Indians of the United States as a component of the educational program. 

for American Indian children. In terms of program definition, a con-

tinuum was developed ranging from minimum cultural imvol vement to ex-

tensive cultural involvement. Seclected schools were placed along this 

continuum and the operational characteristics of their programs were 

studied. The method <:>f research consists of a review of the literature 

dealing with the :rationale for including the culture of American Indians 

of the United States in school curricula for Indian students. From the 

review of the literature a continuum reflecting varying degrees and methods 

of implementing the culture of American Indians of the United States was 

formulated as a part of the educational program. Extremes in position 

of implementation were sought in this review with a focus also on a type 

of middle position. 

As a member of the academic, educational staff of the Bureau of 

Indian Affairs, it was my wish to concern my study \Vi th certain types of 

schools under the jurisdiction of the Bureau of Indian Affairs. A 

significant factor of the study was a survey of particular off-reservation, 

secondary (grades 9-12) boarding schools which are representative of 

selected point~> along the continuum. The purpose of the survey was to 

collect data in five major areas: (l) organization for instruction 

(2) staffing (:n courses of study (4) instructional materials and (5) stu-

dent activities as they relate to the implementation of the culture of 

480 



American Indians of the United States as a component of the educational 

program. 

The inclusion of the culture of American Indians of the United States 

in the curricula of schools which serve Indian students is a topic of 

discussion and some controvery today. The controversy stems from differing 

philosophical positions and sometimes from a lack of definition that 

causes breakdowns in communication. In order to minimize communication 

problems there is clearly a need for a definition and delineation of the 

various ways in which the culture of the American Indians of the United 

States can be incorporated into the total educational program. 

Implementation can range from a planned program designed to perpetuate 

American Indian cultural traditions to a program wherein American Indian 

cultural content is subject to the laissez-faire whims of individual 

faculty members. Knowledge of the rationale for inclusion and teaching of 

the culture of the American Indians of the United States and identifi-

cation of various modes of including it in the school curriculum are 

essential to developing a relevant educational program for American 

Indian students. 

For purposes of this study, the terms used are defined as follows: 

American Indian 

Culture 

refers to those people recognized as the earliest 
known inhabitants or natives of the United States 
and their descendants who claim American Indian 
tribal affiliation and are recognized by members of 
the tribe. Recognition may be formally by tribal 
roll number or informally by acceptance due to 
family background knowledge. 

"designates man-made artifacts, activities people 
perform, and ideas and feelings," in general, 
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Tribe 

Tribal Roll 

Tribal Affiliation 

The Bureau of 

"a way of life belonging to a designated aggregate 
lfl of people. 

is considered a group of Indians comprising a 
series of families or clans, bound together 
(sometimes remotely) by blood ties and believing 
all came from a common origin. 

is a registration record for each tribe which serves 
as a tribal head count for the government with the 
tribal council (governing body) of each tribe 
establishing criteria for registrat:Lon in order to 
enjoy tribal benefits. 

is the legal, tribal identification of each Indian, 
although he might descend from more than one 
tribe, he may legally be registered with only 
one tribe. 

Indian Affairs (BIA) is the "division of the United States Department 
of the Interior designated to provide public 
services to the Indians; or:Lginal purpose was to 
civilize the Indian and prepare him for full 
citizenship, and to insure that the government 
fulfilled its promises to the various Indian 
tribes in more than 400 treaties; still has ce2-
tain trustee obligations for Indian property." 

Off-reservati or~, 
Secondary Boarding 

School 

Organization for 
Instruction 

Curriculum 1 or Total 
Educational Program 

is a grades 9-12 high school geographically located 
outside of any Indian reservation set up for 
qualified students from any tribal affiliation 
with at least one-quarter degree of Indian blood. 
Additional criteria for admission include lack of 
local educational facilities and need for training 
not available locally. Indigent and delinquent 
youth are many times referred to this type of school. 

refers to the method of structuring learning 
activities or experiences. 

is a set of intentions relative to the idea in mind 
for learning to take place; it includes classroom 
experiences and activities outside of formal setting 

l John J. Honigmann, Understanding Culture,, New York,. Harper and Row, 
1963' p. 3. 

2 
Bruce Grant, American Indians Yesterday ~nd }~o<~, New York, E.P. 

Dutton and Co., Inc., 1958, p. 58-59. 
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Courses of Study 

Student Activities 

Staffing 

ImElementation 

which promote and provide l,s opportunities. 

designate only the formal cla~a ~ontent organ
ization as distinguished from the total educational 
program. 

are those learning experienc~s, formal or in
formally organized outside of formal, classroom 
settings, which are recognizee: to 
provide expanded learning ies" 

refers to the pattern of staff organtzat:i.on em-· 
ployed by the school. 

refers to the inclusl.on and of something. 

The review of the literature presented in the next section provides 

the rationale for the inclusion of the culture of the American Indian of 

the United States into the school curriculum. A se objective sought 

in the review of the literature was to present a variety of bicultural 

educational methods used with minority groups other ·;;han Indians to eor·~ 

relate applicable methods or techniques witn corres .:;du(;at:ional 

needs of Indians. 

Part II presents the actual account of the :eederTch 

tinent to ascertaining necessary and vital data for Also 

incorporated into this section is the delineation of thE' t:ceatment ol 

the data. 

Part III embraces four main areas of particul.ar cor.w,c::c·n and signifi-

cance to the study. The first section of Part III presents objective 

findings as a result of analysis of the research data. In a form of 

expansion on these objective findings, the second section brings together 

conclusions drawn, again, as a result of analysis of the research data. 

The third section consists of recommendations seen as appropriate a:nd 
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necessary. The implication for research in the fjlnal SE!ction of Part IJLI 

will hopefully provide future projections of study for furthc~r in-depth 

study stemming from or expanding on the present S1Cudy" 

R E: V I E W 0 F LITERATURl<~ 

In the overview of the literature directly o:r indirectly relating to 

the study of the culture of the American Indians of the United States as 

a component of the educational program, the enormous amount o:f general 

literature necessitated a great deal of scrutinization to find the heart 

of pertinent information. The excerpts from the literature presented 

here should not be taken necessarily as the most important literature 

but rather as the most relevant of the available literature. 

Two notable factors of the review of the literature are (1) the 

range of ideas suggestive of the rationale given for the inclllsion of 

Indian cultural aspects in the educational program, and (2) the variety 

of methods employed in the implementation of Indian cultural aspects 

into the curriculum as a whole, 

Under the first category of rationale, some important ideas are 

brought out by the compilers of the revised publi.cation ThE~:§ 's An 

Indian in Your Cla~;sroom: 

1 

One of the issues underlying the problems of India.n 
education is a lack of understanding of who the American 
Indians are and what they are facing in their adJust
ment to life in the twentieth century. 

The American Indians are not a single people \Vith a 
single way of life or a single kind of educational need. 
Each group has its own unique way of life l:li.Ild its own 
problems.. Any instructional program to be worthwhile must 
mcet the specific needs of the group where tt is to be used. 
No one curriculum can do this for the Amertcan Indian as 
a whole any more than one teaching method is best for every child. 1 

Max Snow e~t al., There's An Indian in Your ClassJ~, Boise, Idaho 
Department of Education, 1968, p. L 
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Under the direction of Max Snow and Norman Gene Houten, the 

compilers of the teachers' guide provided essential material: 

Despite differences almost all American Indian people 
have some of the same problems. These problems stem 
from the fact that they are a minority group in a rapidly 
growing and a highly competitive culture, In some in~, 

stances American Indians have become lost :i .. o:1 the 
of a way of living that was never their own..,, The way 

') 
of life that had meaning for the American Indian is gone,~ 

The plight of many American Indians is pointed out in the narrative 

description relative to self-image given by the compilers~ 

He is an individual caught between the present and the 
past, between his traditional values and those values 
that others seem to demand him to have. The first step 
in the chain of events that can help him himself 
is a sense of personal identity and pride. 

Closely akin to the problem of a poor self-image is the loss of 

pride in the racial heritage, according to the writers of the Idaho 

teachers' guide. This is particularly true of Indian children. 

In a study involving a thousand Indian boys and 
from fifteen tribes, the students listed some very 
negative concepts as descriptive of themEHslv.F:S. Thls 
is in sharp contrast to what teenagers usual think 
of themselves. 4 

The writers go on to cite other instances to 

image aspect: 

The mounting research along with increas 12 
problems should alert the school to the needs of the 
Indian teenager. In addition to the usual problems of 
growing up, he must adjst to his being diffe:rent, to his 
'Indianness,' to rapid cultural changes and to his sudden 
awareness of the problems that further isolate the In~ 
dian conununity (substandard housing, poverty, undar··education, 
etc.). 

2Ibid., p. 2. 

3 
Ibid., p. 2-3. 

4 
Ibid., p. 44. 
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Perhaps a way to reverse the present trend is to 
endeavor to build pride in the Indian heritage. 5 

There are other areas of interest inherently related to the ra-

tionale for the inclusion of American Indian cultural aspects in 

the curriculum. On12 striking area is brought out by Annabelle Scoon 

and Joseph Blanchard: 

Feeling a lack of control over the environment and a 
lack of western tendency to attack unfamiliar situations 
dj.rectly and overcome them by force are cultural traits 
of Indian societies (Zintz, 1969, pp. 18-19). This 
cultural predisposition of the Indian student is com
bined witb. the requirement to carry on all school work in 
English, a language that he may not learn until h<e 
enters school. Severe retardation in reading and Vt2r
bal abi.lity apparently often occur. 6 

To further substantiate these ideas, Scoon and Blanchard continue 

to expand on this theme: 

Reading problems are reliably related to personality 
problems--studies quoted by Park and Linden show that the 
best differentiating factor between poor readers and good 
readers is personal adjustment. 7 

!\n.other feature relating to the rationale for the inclusion of 

':u:l:LeJ1 cultural aspects as stated by Scoon and Blanchard Is: 

... to find data that will help us determine the major 
source:3 of Indian students' achievement failures, so that 
we can design learning situations that carry with them a 
great chance of success ... 8 

Alonzo Spang bas identified eight problems in Indian education. 

Of prime importance to the present study is the problem of the irrelevant 

curriculum, defined as: 

6 
Annabelle R. Scoon and Joseph D. Blanchard, Tb.E~~.!!~:.!!gn of a Test 

of English as a Seeond Language to Measure of Intelli~mce ,, Achievement~, 

!!~Adjustment in a Sample of American Indian Students, A paper given a.t 
Fourth Annual TESOL Convention, San Francisco, March 18-21,, 1970, p. 2. 

7 
Ibid., p.2. 

8 
Ibid., p. ~~. 
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... schools not doing their job in meeting the needs 
of their students--especially Indian students .•. 

An Indian student presently is subjected to 
an educational system geared to the needs of the non
Indian student without any co§cern to unique problems 
and background of the Indian. 

Spang indicts the American school curriculum for stressing values 

which are in direct contrast with the values held, in varying degrees, 

by Indians: 

Such highly esteemed values as agressiveness, compe~ 

titian, individual personal gain, out-smarting your 
fellowman, and verbal ability and agility are taught 
the non-Indian youngster from the time he is able to 
comprehend. These values become the foundation of the 
American educational system. 10 

Thus, according to Spang, the Indian student is thrown into a foreign 

situation--he has no experiential background comparable to it--and 

consequently, retardation is built into the educational program as far 

as the Indian is concerned. Still another area related directly to the 

rationale for the inclusion of Indian cultural aspects into the curriculum 

is pointed out by Spang: 

If educators would recognize that the English language is 
not the mother tongue of most Indian students, educational 
programming could become more relevant, meaningful and re
warding to the Indian student. 11 

Stephen L. Bayne states, but does not agree with, a common reason 

given to promote the Indian cultural aspects in the educational program: 

9Alonzo Spang, "Eight Problems in Indian Education," Journal of 
American Indian Education, Vol. 16, No. l, October, 1970, p. 1-2. 

10 
Ibid., p. 2. 

ll 
Ibid., p. 2. 
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••. a beUef that this will somehow preserve the nativ(: 
cultures and their values, or will enable Ind::Lan children 

1" to integrate into their lives the 9 best of both wm'ld~> ~. "" 

Bayne does say tha 1: the inclusion of Indian (lUl tural materials (:an ac~" 

complish very important goals, thus adding impetus to the rationale for 

such inclusion: 

When the school introduces Indian culture materials, a num
ber of things may happen to bring the school and community 
together. Teachers, as mentioned before, may become· more 
understanding and tolerant of the values and life style 
of the Indian community. Parents may become h'lss suspicious 
of a school which respects their tribal background, and 
thus may feel more comfortable about participating in 
school affairs ••• Eventually, as teachen•s seek out sources 
in the Indian community for first-hand cultural inf(Jir
mation, 1:tnd. as parents participate more actively in school 
life, a real dialogue may be established which could! lead 
to the kindl of mutual understanding that would enable 
parents to reinforce the schools' efforts in the home, 
and enable teachers to be more effective in the cla~::sr"oom 

through :a dleeper understanding of their Indian pupil:!i, 13 

Regarding the setcond factor of this review of the li terl'lttu:..·e, we 

turn to the variety 01f methods employed in the inrplatali:l:n.t~ticm al Indi!m 

cultural aspects into the cu:n·iculum as a whole. 

Snow and compiletrs believe it is impo:d;ant f(>J:' psx·ents to Jl:iC'eugn:izo 

the positive eon tribution school can make and recotrliD.e:nd.;;; -r.h<f!l :fc I lowing: 

Educational~ Objective~ 

To prE1pare Indians for life on or off I:ndian r~lsa?vations, 
To improve basic education. 
To restore pride in Indian culture. 

Curriculum Emphasis 
Teach English as a second language. 
Guidance aDd counseling to promote c:ul tu:t~::.~l 
Community development. 
Use of reservation resources. 
Development of industrial skills. 14 

In the teachers' guide prepared under Snow 1 s direction., su:me c:f th.6 ~L"' 

12stephan L. Bayne, "culture Mater:l.als :J..n Sdwcl:::: ,. P:.:·ogj~ams :for Ind~ i.ll 
Students," Journal of American Indian Educa tim1, Vol. ~;1, No. l, Oc:tabs1' 
1969, p. 1. 

13 
Ibid., p. 5. 488 

14 
Snow et .!!_., p. 27 



problems concerning the education of Indian people are summarized with 

corresponding approaches suggested to overcome these problems. Some 

of the problems and corresponding approaches are given as follows: 

language and communications 
barriers 

building a positive 
self-image 

parental cooperation 

lack of understanding 

curriculum 

counseling 

teach English as a second language, 
allow time for students to translate 
mentally, build pride in being bi
lingual 

teach historical pride, teach mutual 
tolerance for differences in cultural 
values, build self-confidence 

emphasize how much parents' help is 
needed, encourage Indian parents to 
participate in demonstrations of crafts, 
sharing of Indian legends, and in
volvement in PTA 

provide subject matter of interest to 
all students, learn as much as possible 
about Indian culture--be aware of the 
differences of values, seek informa
tion about each individual student 

provide a flexible and varied program 

consult tribal education committee 
as a valuable resource. (Snow, pp. 27-29) 

Snow and compilers emphasize the fact that it would be beneficial for 

the teacher to have an Indian parent with some training to come into 

the classroom as a teacher's aide. 

Regarding course work, the Idaho State Department of Education guide 

states that one public school system offers a civics course on the local 

tribal government. The constitution, by-laws, code, and published 
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history of the local tribe are studied in depth. Focusing on more 

detailed information, Snow and his compilers go on to say: 

Sources for knowledge of his (the Indian student"::) 
heritage include his family, tribal members and the recorded 
histories. The school might use all of these sout·ces in 
developing a program aimed at building pridEl in the In-
dian heritage. Other suggestions include a careful study 
of Indian contributions to the American way of life. 
Indians' achievements should be told on bulletin boards, 

15 
in classroom reports and through special school activities. 

The radical departure from traditional schooling undertaken at 

the experimental Hough Rock Demonstration School was explorEJd by the 

Training Center for Community Programs staff from the Univ•ersi ty of 

Minnesota: 

If perhaps half of RRDS's ideas come from Navajo 
culture and half from Anglo culture, the syncreti::;m 
of the two will result in a new cultural form. It will 
be an adaptation of the two cultures rathG:Jr than an 
assimilation of one by the other. WhereV<13r RRDS :stands 
today on its way to this adaptatf~n it is well on its way 
to a new form of school culture. 

Regarding the 1;otal educational environment of the :school, the TCCP 

staff refers to the "Navajoization" of RRDS as being amplified by 

seven major po:lnts: 

••• (1) the beginning of experimentation with and commit-
ment to a truly bi-lingual education (where both languages 
play a coordinate part from Kindergarten to--hypothetically-
junior college); (2) the integration of Navajo social living 
into the social studies curriculum; (3) the Navajo a.rts 
and crafts program; (4) the Navajo Curriculum Center; (5) 
the use' of Navajo as the prime language in school board 
meetings; (6) the board's Navajo mental health project 
(a training program of mental health workers in Western 
and tra:di tional Navajo methods of treatment in order to 

15Ibid., p.48. 

16Problems of Cross-cultural Educational Heselillreh and Evaluation: 
The Rough Rock Demonstration School, Training Cente1r for Community 
Programs, Minnea1~lis, 1969, p.5. 
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reach Navajos through a culturally familiar idiom); and 
(7) the immersion of the school into the center of the 
Rough Rock community.l7 

As Bayne points out, RRDS's ideas are not entirely new: 

More than 30 years ago, Commissioner of Indian Affairs 
John Collier recommended that American Indian culture, 
history, languages and arts be included in the cur
riculum of schools for Indian children. With the 
single exception of the Santa Fe Institute of American 
Indian Arts, Collier's ideas were ignored by Federal and 
public schools until the initiation of the Rough 
Rock experiment in 1965. 18 

17Ibid., p. 4. 

18Bayne, p. 1. 
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PART II 

S U R V E Y D E S I G N AND T R E A T M E N T 0 F DA'I'A 

To enhance the review of the literature as a means of establishing 

a continuum reflecting varying degrees a.nd methods of :ltmplem~mting 

the culture of the American Indian of the United S·tatEl!l liS a ]p~trt of 

the educational prog:ram, a preliminary survey inst:runumt was dHveloped 

and sent to the 13 schools under the jurisdictjon of the Bure:au of 

Indian Affairs which could come under the classification of of~-reservation, 

secondary boarding schools. This prelim:i.nary sur1>1ey instrum•ent was 

developed in such a manner that the principal or super·•~ri:sory h:lacher 

of the academic dj_vision of the school would place hii3 mm school at 

a point on the continuun1 by the characteristics he chose as being 

representative of the schooL (See Appendix I for a .copy of the pre-

liminary survey questionnaire.) 

The study foeuses on implementation of the Indian cultux1:1l aspect of 

the school. If the school philosophy, i'u; perceived th1:1 principal, 

tended toward totally assimilating students into non-Indilln c:ul ture 

by negating India:n c:ul ture or toward :assjmilating students :lnto non-

Indian culture with less emphasis on perpetuating students' Indian 

culture, it was determinEld that the school would Slppropria:to:lly be placed 

toward the end of the continuum labeled as reflecting minim~1l degrees 

of Indian cultural ~•spects. If the school philosophy, Bts perceived by 

the principal, tended toward assimilating students into non"·Indisn 

culture while perpetuating students' Indian culture, Jit was determined 

that the school would appropriately be placed somewhEn~e in the middle 
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area of the continuum labeled as reflecting moderate degrees of Indian 

cultural aspects. If the school philosophy, as perceived by the princi

pal, tended toward perpetuating students' Indian culture by negating 

non-Indian culture or toward strongly perpetuating students' Indian cul

ture with less emphasis on assimilating students into non-Indian 

culture, it was determined that the school would appropriately be 

placed toward the end of the continuum labeled as reflecting greater 

degrees of Indian cultural aspects. 

Results of the first category showed that one principal classified 

his school's philosophy as tending strongly toward perpetuating stu

dents' Indian culture with less emphasis on assimilating students 

into non-Indian culture. Nine principals classified their schools' 

philosophies as tending toward assimilating students into non-Indian 

culture while perpetuating students' Indian culture. No principal 

classified his school's philosophy under any of the other three given 

options. 

Regarding the realm of the staff, in particular the classroom 

teachers, a second category of the preliminary survey was included. 

If the principal indicated that teachers do not relate course mat

erial to Indian culture, this was seen as an indication of a school's 

reflecting (less than) minimal degrees of Indian cultural aspects. 

If the principal indicated that individual teachers used their own 

discretion in relating course material to Indian culture but were 

not necessarily encouraged to do so, this was determined to be in

dicative of a school's reflecting moderate degrees of Indian cultural 
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aspects. If the p:rincipal indicated that individual te:ache rs used 

their own discretion in relating course ;naterial to Indian culture :and 

were encouraged to do so, this was determined to be an indication of 

a school's reflecting greater degrees of Indian cultural aspects. 

The second category which pertained to the teacher realm, 

showed one principal stating that individual teachE1rs used their own 

discretion in relating course material to Indian culture and vice

versa but were not necessarily encouraged to do so. The remaiLing 

nine principals indicated that in their schools individual teachers 

used their own discretion in relating course material to Indian cul

ture and vice-versa and were encouraged to do so. No principal chose 

to indicate that teachers in his school did not relate course material 

to Indian culture and vice-versa. 

A third category of the preliminary survey dealt with student 

activities related to Indian culture. If the principal designated 

activities as including some type of Indian club or group activi ti1es 

which gave no academic credit for participation, it was determined as a 

possible reflection of minimal, but more probably moderate, degrees of 

Indian cultural aspects. If the principal designated some type of 

Indian club, group a:ctivity, or class as part of the regular course 

curriculum with academic credit given for partj_cipation, this was 

determined as reflecting greater degrees of Indian cultural ~tspects. 

Under the third category dealing with student activities, four 

principals indicated that at their schools activities included some 

type of Indian club or group activities but academic eredit was not 

given for participation. The remaining six princ:Lpals indicated that 
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some type of Indian club, group activities, or class were part of the 

regular course curriculum with academic credit being given for parti

cipation. 

To establish more clearly and exactly where to place the various 

schools on the continuum, a fourth category of the preliminary survey 

focused on courses and content by course title and on the curriculum 

as a whole. If the principal indicated that no courses were interre

lated with or stemmed from Indian culture, this was determined to be 

a reflection of (less than) minimal degrees of Indian cultural aspects. 

If the principal indicated that (some or) most courses were interre

lated with and stemmed from Indian culture, this was determined as 

reflecting moderate degrees of Indian cultural aspects. If the princi

pal indicated that all courses were interrelated with and stemmed from 

Indian culture or that the entire curriculum (course and activities) was 

interrelated with and stemmed from Indian culture, this was determined to 

reflect greater degrees of Indian cultural aspects. 

As further means of determination for continuum placement, if 

one or more courses dealt specifically with some phase of Indian 

culture, the principal listed such. The number of courses listed 

served as the additional determinant. 

Seven principals indicated in the fourth category that most courses 

were interrelated with and stemmed from Indian culture. One principal 

modified the given statement by changing the word "most" to "some", and 

another principal inserted "that can be" after the words "most courses". 

No principal indicated that his school's entire curriculum (courses 

and activities) was interrelated with and stemmed from Indian culture. 
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one indic<ned that Bll courses were interrelatt3d with and stemmed 

A m<::p ind:ic.~tin:,: the clff-reservation secondary schools discussed 

is presGnt C>L :::c·igure I on the following page. 

Relevant, specific course listings resulted in the foll~wing 

fc:::· ·::ach of the 10 s•~.hooL"i I'esponding to the preliminary survey: 

:·;lwm<o;wa Indian School 
;:;alsm.) Oregon 

Ft. Sill Indian School 
L,a.wton, Oklahoma 

lndi~n History and Culture 
O.P~ la~J.orrta £ii story 

Riverside Indian School 
An<'lda::·<;:,o, Oklahoma 

Indian School 
Tahleqi-'ah, Oklahoma 

Indian School 

·~~A<.:-i-~ie v;:;:-iting 
ME~t[-1:£. Eirts 

Indi;~,n history 

Inte:t"inctmtain School 
Bri City, Utah 

All social studies deal with Indian problems, 
hi,:.;tories, tribal government, and elections 

Cult~~al arts classes have strong em~iliasis on 
In,:~ ian culture 

In{.'_:~l?_n history 
use Indian background in 

, creative writing and prose 
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FIGURE I 
OFF -RESERVATION SECONDARY BOARDING SCHOOLS 

CHILOCCO /FLANDREAU 

IND!A!'Il ARTS 

LOCATION OF ALL SCHOOLS SENT PRELIMINAI'IV SURVEY 

() LOCATION OF SCHOOLS SELECTED FOR INTENSIVl': STUDY 
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On the basis of the results of all above-mentioned criteria and 

the specific course listings, the three schools chosen as representative 

of designated points on the continuum are listed below in order of 

reflecting minimal, moderate and greater degrees of Indian cultural 

aspects, respectively: 

Chilocco Indian School 
Chilocco, Oklahoma 

Indian history 
(Oklahoma history--first half) 

Flandreau Indian School 
Flandreau, South Dakota 

Contemporary Indian problems 
Indian history 
Native arts and crafts 

Institute of American Indian Arts 
Santa Fe, New Mexico 

Anthropology (Indian) 
Art Indian history 
Ceramics 
Chorus 
Creative writing 
Graphics 
Hollow ware 
Indian dance 
Indian history 
Indian literature 
Indian music 
Introduction to Indian drama 
Jewelry 
Painting 
Play writing 
Sculpture 
Textile design 
Textile weaving 
Traditional techniques 

It must be not,ed that some of the other schools may very likely 

have Indian cultural emphasis (to varying degrees) in courses other 

that those listed by each principal, but selection was limi t,ed to the 

listing as given by the principal. 
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Upon establishing representative schools for further study, on

site visitations were made for purposes of observation and research in 

order to gather significant data. 

A limitation of this study lies in the fact that the observation 

trip to one of the schools was interrupted in mid-course and cancelled 

by virtue of an unexpected blizzard preventing travel to the Institute 

of American Indian Arts, Santa Fe, New Mexico. Delay in the trip 

itinerary forced the writer to abandon the trip due to his obligation 

to return to the University of Minnesota in order to make up the loss 

of a full week of classes and to register for the next academic quarter. 

It was felt that the only alternative was to abandon the observation 

trip and to endeavor to amass pertinent information by means of tele

phone communication with particular IAIA staff members and by means 

of written survey instruments, with the approval and cooperation of the 

IAIA staff. A further limitation was put on the study when the writer's 

survey instruments were returned unanswered with an accompanying letter 

from the IAIA director stating that the time required from the staff 

Wj;IS simply too much to impose on them in terms of work pressures that 

they were under at the time. Due to the above mentioned complications, 

material for the study of the Institute of American Indian Arts was 

obtained from literature about the school. 

Procedures during the on-site visitations included structured 

interviews with the principal, the department head under whose area 

courses with particular Indian cultural emphasis were taught, and teachers 

of such courses; observation of pertinent classes; administering of 
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student appraisal survey; and a tour of the school for personal, 

subjective evaluation of particulars such as the presence of Indian 

cultural symbols and to speak with other staff members. (See Appendix 

II for Principal Survey, Appendix III for Department Head/Teacher 

Survey, Appendix IV for Staff Appraisal, and Appendix V for Student 

Appraisal.) 

From the Principals' Survey, the following profiles were established 

for comparative study. 
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CHILOCCO I~~IAN SCHOOL: 

FLA~~REAU INDIAN SCHOOL: 

(.,l 

0 
f-' 

INSTITUTE OF AJVIERICAN 
INDIAN ARTS: 

SCHOOL PROFILE FROM PRINCIPAL SURv'EY RESPONSES 

Background and Purpose 

Chilocco Indian School is a non-reservation boarding school, located in Northern Oklahoma, 
operated by the Bureau of Indian Affairs. It was established in 1884 and for many years 
has been one of the key schools in providing students with the training necessary for 
employment and successful living. 

In addition to basic academic curriculum, training is provided in Agriculture, Home 
Economics, and Trades and Industries. Our programs prepare the student for college en
trance, more advanced vocational training, and/or gainful employment. 

Flandreau Indian School is dedicated to the education of Indian youth through the pro
vision of educational experiences appropriate to their individual needs and through the 
provision of professionally competent personnel. An environment is provided where warm 
acceptance of the individual as a person of worth is foremost. In this context, pro
visions are made for academic achievement as a goal, human development as a way of life, 
and development of social skills as an experience for each student. Goals: (1) To 
promote student development of skills in the fundamental areas of academic learning and 
to furnish a general education in these areas through certain required courses. (2) 
To promote health education and physical development of the student through various course 
offerings and through co-curricular activities. (3) To help the student gain a realistic 
assessment of himself for educational and vocational planning through cooperative student
teacher-counselor evaluations. (4) To maximize student growth by providing advanced study 
beyond the minimum basic courses. (5) To enable students to explore various areas of 
interest to participate in activities related to future educational and vocational oppor
tunities. (6) To stimulate the educational, social, emotional and vocational matur
ation of students through the provision of appropriate co-curricular activities. 

The Institute of American Indian Arts is a national institution for training in the arts 
directed to the special needs of today's youthful Native Americans--the Indians, Eskimos, 
and Aleuts of the United States. 

Directed to Native American youth from all areas of the United States who are interested 
in a career in the arts, the Institute offers training in virtually every field of the 
arts--painting, graphics, sculpture, ceramics, textiles, exhibition arts, photography, as 
well as drama, music, the dance, creative writing, and a limited offering in commercial art. 

Institute students, at both the high school and post-graduate levels, are provided the 
tools, leadership and freedom for exploration in a broad scope of contemporary disciplines, 
in combination with the encouragement of an appreciation and knowledge of historic Native 
American aesthetics. The Institute's educational program, administered by a highly qual
ified professional staff, is dedicated to offering the opportunity for today's Native 
American youth to make a significan and distinctive contribution to modern American culture. 



CHILOCCO INDIAN SCHOOL 

No student handbook 

Typical, comprehensive high school 
offerings 

Enrollment as of February 19,1971 --
452 

Tribal representations: over 50 
fr··)m all areas of the United 
S~ates; largest groups include 
Navajo and Alaskan groups 

Academic, professional staff 
(.il 30 
0 
N 

Teaching/professional staff 
ratio -- Indian to non-Indian 
13:30 (including vocational 
training instructors) 

Paraprofessional staff: number 
unaccounted for 

Paraprofessional staff ratio -
Indian:non-!ndian not given 

Pupil:teacher ratio -- 12:1 

Pupil:administrator ratio -- 65:1 

FLANDREAU INDIAN SCHOOL 

Typical student handbook 

Typical, comprehensive high 
school offerings 

Enrollment unknown 

Tribal representations: over 30 
from nine state surrounding 
area; largest group includes 
North Dakota Chippewa 

Academic, professional staff 
37 

Teaching/professional staff 
ratio -- Indian to non-Indian 
14:31 (including vocational 
training instructors) 

Paraprofessional staff: 23 

Paraprofessional staff ratio --
6:17 

Pupil:teacher ratio -- 12:1 (?) 

Pupil:administrator ratio -- 70:6 

INSTITUTE OF 
~lliRICAN INDIAN ARTS 

No student handbook available 

Typical, comprehensive high school 
offerings with more abundant art 
offerings 

Enrollment as of May 26, 1971 --
288 with two-thirds high school 
students 

Tribal representations: over 50 
from 27 states; no one large 
group; dispersed representation 

Academic, professional staff --
35 

Teaching/professional staff 
ratio -- Indian to non-Indian 
7:28 in academic department 

28:7 in art department 

Paraprofessional staff: 18 

Paraprofessional staff ratio --
9:19 

Pupil:teacher ratio-- 8:1 

Pupil:administrator ratio -- 36:1 
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0 
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CHILOCOO INDIAN SCHOOL 

Organization for instruction: 
Graded 9 - 12 
Maxirrllm class size -- 30 
Homogeneous grouping in English 
Simple enrollment pattern in all 

other classes 
Carnegie Unit 
Traditional six-hour day model 

Seven-member board of education; 
all Indians; from Indian commun
ities closest to school; advisory, 
not policy making 

Indian Dramatics Club 

Indian History/Culture class in 
course schedule at least three 
years; over a decade as activity 

Expansion of Indian cultural aspect 
in curriculum as a whole is de
pendent on staff personnel 

FLANDREAU INDIAN SCHOOL 

Organization for instruction: 
Graded 9 - 12 
Maximum class size -- 30 

Simple enrollment pattern in all 
classes 

Carnegie Unit 
Traditional six-hour day model 

Nine-member board of education; 
all Indians; one from each state 
served by school; advisory, not 
policy making 

Indian Club 

Indian History class in course 
schedule two years; over two 
years as activity 

Expansion dependent on Title I 
program 

INSTITUE OF 
AMERICAN INDIAN ARTS 

Organization for instruction: 
Graded 9 - 12 

Five-member advisory board; national 
Indian Arts and Crafts Board, 
U.S. Dept. of Interior; Indian 
and non-Indian 

Indian Dance Club 

Indian History class since founding 
of school in 1962. 

Expansion supposedly unlimited 



The figures on the following appraisal sheet;: were computed from 

Ztll of the surveys completed by students in the Indian history and Indian 

culture classes of the two schools visited for observation. The original 

intent was to have numbers 14 and 15 answered :Ln the same manner as the 

other statements. In order to do this the writer anticipated obtaining 

a cleflnitlon ol' Indian culture from the administration as 1~he idea was 

employed in each school. This definition was to be stated and the stu-

dents were to mark their choices of agreement or dtsagrcement. The ~;arne 

method was to be used for number 15 regarding the reasons :for the i.nclu-

sion of Indian cultural aspects in the curriculum. Upon questioning 

the administrators, no adequate definitions or reaEwns were obtained so 

the result was to ask each student to give his own defini t:ion if he 

desired to do so. 

At Chilocco, one definition was given by over half of the students: 

"Indian culture :Ls a learned-shared-patterned way of life but each 

society has its own specific culture, its own unique way." The fact 

that almost halJ the students used the exact wording of this statement 

implied that they had learned it in class or in connection with the class. 

The other students wrote ideas which centered around 

liefs and customil of different Indian groups." 

" vrays of life, be-

No single definition emerged from Flandreau. Ideas included "Indian 

heritage and life," "the ways and why Indians did certain things," "Indian 

cultures of long af-.:l, '' "thoughts and ways of an Indian," ":3tudy of the past," 

"history of one 1 !l own pcuple," "study of different tribes," "the past 

and the present to kLO'N \':hat to do in the future," "study of our back-

ground and values," r:nd ''keeping up of the greo.t Indian ways." 
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Reasons for includeing Indian cultural aspects in the curriculum 

given at Chilocco included the following: "so we will know about other 

Indians and won't ever forget the Indian ways," "to show Indian students 

they have a future ahead for them," "to be proud of being Indian," "to 

understand my people and myself better," "to understand important facts 

of each of the tribes," "to learn tribal ways, beading, singing, weaving, 

etc., so we can pass this on to the youngsters of our tribes," "to be 

proud of what I am and to help my people in the future," "to understand 

the problems of the Indians of long ago in order to try to improve on 

them in the generations to come," "it seems as if our Indian culture is 

slowly being lost ... to help preserve it," and "to learn about myself." 

Reasons given at Flandreau included "because we are Indians but we 

hardly know anything about our own tribes and we need to know about 

them and others," "because this is an Indian school and we should know 

of our ancestors to make m:: proud to be Indians," "because our heritage 

is vanishing, only a few really live up to it," "so young people today 

will not forget the Indian values," "because the Indian heritage is a 

very unique one," "to help us cope with the outside world and understand 

ourselves better," "to try to show us our problems so we can try to fine! 

a way to straighten them out," and "knowing yourself and your history is 

the mo:-;t important thing." 
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The Culture of the American Indian of the United States as a 
Component of the Educational Program~ 

STUDENT APPRAISAL 

Please have students indicate choice by letter only on paper with course 
title. Please write five possible choices on board (or have students 
write the five possible choices at the top of their answer paper) before 
teacher begins to read appraisal statements. Reassure students that their 
answers will help other people who develop Indian culture programs and 
will not reflect j_n their relationship with their teacher nor will their 
answers reflect on their teacher or class as good or bad in any way. 
Students may identify their papers with their names if they wish but no 
names will be usee! in the survey/appraisal results. If a statement 
meaning is obscure to the student and the teacher, Eitudent nay leave that 
number blank. Please read each statement at least twice. Survey should 
take only about 10 minutes. 

CIS: 
FIS: 
BOTH: 

CIS: 
FIS: 
BOTH: 

CIS: 
FIS: 
BOTH: 

CIS: 
FIS: 
BOTH: 

Five possible choices are: 
Strongly 

A. Str~;ly agree B. Agree C. Undecided D. Di:~~gree E. Dj_sagree 

l. This course which includes or emphasizes American Indian 
cultural aspects does so adequately and doesn't need changes. 

6 9 2 5 0 
4 18 8 9 2 

10 37 10 14 2 

2. This course (which includes or emphasizes Indian cultural 
a:3pects) is my best liked subject. 

6 11 3 3 0 
111 18 3 10 1 
20 29 6 13 l 

3. This course (which includes or emphasizes Indian cultural 
aspects) is interesting. 

9 13 0 0 1 
21 20 2 2 0 
30 33 2 2 l 

4o This course (which includes or emphasizes Indian cultural 
aspects) is important to me. 

7 14 2 0 0 
28 ll 5 l l - --
35 25 7 l 1 
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Strongly 
A. Strongly agree B. Agree C. Undecidt-u D. Disagree E. Disagree 

5. This course (which includes or emphasizes Indian cultural 
aspects) helps me now. 

CIS: 6 10 7 0 0 
FIS: 12 18 11 5 0 - -
BOTH: 18 28 18 5 0 

6. This course (which includes or emphasizes Indian cultural 
aspects) will help me in the future. 

CIS: 1 13 4 2 () 

FIS: 14 20 ll 0 () 

BOTH: 18 33 15 2 0 

7. For this course (which includes or emphasizes Indian cultural 
aspects) I prefer an American Indian teacher. 

CIS: 17 4 2 0 0 
FIS: 39 5 2 l 0 -
BOTH: 56 9 4 l 0 

8. This course (which includes or emphasizes Indian cultural 
aspects) is good but could be better with some changes. 

CIS: 7 10 2 3 1 
FIS: 14 20 10 l 0 
BOTH: 21 30 12 4 1 

9. This course (which includes or emphasizes Indian cultural 
aspects) helps me understand Indian people better. 

CIS: 7 ll 3 2 0 
FIS: 13 23 8 2 0 -
BOTH: 20 34 ll 4 0 

lG. This course (which includes or emphasizes Indian cultural 
aspects) helps me understand my parents or elders better. 

CIS: 2 10 3 8 0 
FIS: lO 17 13 5 3 - -
BOTH: 12 27 16 13 3 

ll. This course (which includes or emphasizes Indian cultural 
aspects) helps me understand myself better. 

CIS: 8 11 3 l 0 
FIS: 13 25 3 4 2 -
BOTH: 21 36 6 5 2 
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CIS: 
FIS: 
BOTH: 

CIS: 
FIS: 
BOTH: 

Strongly 
A. Strongly agree B. Agree C. Undecided D. Disagree E. Disagree 

12. I am proud to be a native American (or American Indian 
or Eskimo, etc.). 

21 2 0 c 
4"' ~. l l l -
63 3 l l 

13. This course (which includes or emphas j_zes Indian cultural 

0 
0 -
0 

ac::pects) helps me to be proud that I am a native American. 

Hi 5 l 0 
2G 14 4 ] 

4q .:;, 19 5 

11. A definition (or brief description) of Indian culture is: 
(See previous discussion) 

15. The (reason or) reasons my school admiLnistrators and 
teachers think it is important for me to learn Indian 
cultural aspects are: 
(See previous discussions) 
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PART III 

F I N D I N G S A N D C 0 N C L U S I 0 N S 0 F 

T H I S S T U D Y 

The findings of this study provide a picture somewhat different 

from that provided by the information received on the initial contact 

with the schools studied. This initial contact had been made by means of 

the preliminary survey sent to all of the off-reservation, secondary 

boarding schools. In one instance the picture changed because a school 

had less emphasis on Indian cultural aspects in the educational program 

than was stated on the preliminary survey. In several cases, the schools 

had more areas with some degree of focus on Indian cultural aspects than 

had been indicated on the preliminary survey. 

One major occurence of this at the Chilocco Indian School was accounted 

for by a state of flux in the Indian history class. During the first 

semester of the present school year, there was no Indian history class 

because no teacher was available. At second semester a new teacher with 

some anthropological background came to the school. This teacher taught 

a course entitled American Indian Cultures from an anthropological approach 

for two weeks. According to the acting department head, the students were 

unprepared for this approach and it was agreed that another approach might 

be more readily accepted by the students. (A copy of the course outline 

intended for use can be found in Appendix VI.) 

At the time the observation trip was made, the new approach had 

been in operation for about five weeks with a different teacher. With 

the approval of the administration, the present teacher was attempting to 
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meet n(Jt only the needs but the interests of the students and planning 

classes on a day-to-day basis. The new approach made extensive use o:E 

films rather than lectures, and class discussions followed the viewing 

of the films. Testing of film content was included in the testing over 

material from the mimeographed sheets presented by the teacher. According 

to the teacher, course material focused on origin of the American Indian, 

locations of tribal groups, language families, and contributions of the 

Indian to society. 

Of particular interest to the students has been the incorporation 

of arts and crafts into the class. Each student could make his own beaded 

choker and somP also made small, hand drums. A definite advantage for 

this type of learning activity lies in the fact that the teacher has had 

considerable experience along these lines. 

It is interesting to note that, according to the teacher, although 

each student is mainly interested in learning information only about his 

own tribe, aj l students readily involved themselveE; enthusicastically in 

the beadwork even though it was not necessarily representative of all 

tribcso 

Ano thor dec:lded advantage is that the teacher is a member of an 

established family in one of the nearby Indian corrununities. Because of 

her established reputation and personal contacts, the teacher is able to 

ask friends to come to the class and help with various class activities, 

in particular, the arts and crafts skills. This same teacher has been 

associated with the school's Indian Dramatics Club for eight years. Her 

own background, knowledge, dedication and earnest efforts have maintained 
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the stability of the club. The purpose of the club is to provide creative 

expression by the students in traditional, tribal dances. Students who 

know how to dance, sing and/or make costumes help those who want to learn, 

with the guidance of club sponsors (staff members who volunteer to help). 

Recognized Indian leaders of the area happily help club members 

because they are happy that the students want to learn the traditional 

arts. Informal get-togethers, program practice sessions, program rehear

sals, and programs provide opportunities for students to participate 

actively in the sharing of traditional, tribal dances. Other club acti

vities include the preparation of traditional Indian foods for all club 

members' delightful consumption, selection each year of outstanding 

m€mbers as Princess and Brave, sponsorship of all-school pow-wows inviting 

participants from other BIA schools and from surrounding communities, 

enactment of traditional rituals such as the giving of gifts during an 

evening's dance to helpful adults, and participation in traditional cere

monies and dances in surrounding communities. The club is also a prime 

public relations instrument for the school. Dramatization of traditional 

legends, myths and rituals included as a part of the club's activities 

for the first time during 1969-70 as a result of one of the school's most 

energetic teachers, new to the faculty. 

Personal, subjective observations were made on the part of the writer 

as head sponsor of this club during the 1969-70 academic year. A certain 

cohesiveness developed among the group members which transcended the 

usual tribal rivalries. The members desired to learn dances of tribes 

other than their own. At the beginning of the year, most students were 

skeptical of their performance abilities, but toward the middle of the 
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year they had gained enough self-confidence and showmanship to perform 

without the direct guidance of a sponsor at every program. The students 

were proud to be members of the gJOup and were proud of themselves as 

individuals as well. 

In other class situations in the curriculum, no organized effort is 

made to relate Indian cultural aspects to the course material. On an 

individual teacher basis, the choral music director was singled out for 

putting some emphasis on Indian culture. A second-semester change in 

teachers for the class in 1969-70 initiated the study of traditional, 

tribal songs aE; well as modern adaptations of them. Well-known Indian 

composers, arrangers, and performers have been brought to campus to work 

with the choir and to give all-school assembly programs. Traditional, 

tribal singers have been consulted and have assisted the teacher also. 

This year the choir has contemporary costumes to wear for Indian-oriented 

programs. 

In the pa~3t, the former art instructor emphasized the use of traditional 

... 
Indian techniques and encouraged students to create contemporary Indian 

art forms. A new art teacher does not have the background to teach 

specifically traditional Indian techniques but encourages students to 

do what they can in the way of Indian aspects. 

Short, informal visits with other faculty members confirmed the idea 

that individual teachers are given no special encouragement to even relate 

Indian cultural aspects to the course material, and certainly no one uses 

the Indian culture as a base to which the subject matter of the course is 

related. Tea~hers are not given any guidance as to the best methods of 
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relating subject and culture; this could give the impression that the 

administration and the teachers think this relation is unimportant. 

Regarding the presence of Indian cultural symbols, artifacts or art 

pieces, the school has only isolated displays of such representations. 

There is no definite effort of the staff as a whole in this regard. 

Those classrooms which do have some cultural flavor are the result of 

individual teachers displaying their own possessions and, in a few cases, 

the displays were student work. The most striking murals depicting Indian 

cultural aspects were done many years ago for the cafeteria. 

Of important significance is the Indian museum presently located in 

the student union. Many years ago the school had a museum, but through

out the years many of the valuable display items have somehow displaced 

themselves. During the academic year of 1969-70, a lone faculty member 

worked tirelessly to interest the administration in providing a means 

of restoring the museum for display purposes. A group of students were 

interested in the project and formed the Indian Heritage Club primarily 

to restore the museum, study selected topics, organize tours of the 

museum, and visit other museums and places of interest associated with 

their heritage. A creditable job of museum restoration was done without 

financial help from the school, but no further work is being done because 

the highly-motivated teacher has transferred from the school. 

Although some mechanical differences were noticeable between Chiloc

co Indian School and Flandreau Indian School, a great number of similari

ties were more importantly apparent. Both the differences and the simi

larities are apparent in the descriptive findings. 
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J\t Flanclrl'au, only two courses dealt specifically with some phase 

oi Indian culturc;(this is in contrast to the three, as stated on the 

preliminary survey.) More astounding was the fact that although the school 

gives academic credit for the two courses offered, the incorporation of 

the offerings :Ls a component of the school's Title I program rather than 

a component of the regular course offerings. The man employed to impart 

the course material is not a certified teacher, nor is he a regular 

Civil Service employee as are the remainder of the faculty members. Be

cause this employee is unfamiliar with the variety of culture materials 

available, he feels he can give only a limited amount of material to the 

students. Because the previous teacher had no course outl]_nes for the 

present teacher to use as a guide for seeing what was taught before, the 

present teacher feels there may be a great lack of continu]. ty. Another 

factor contributing to this apparent lack of continu].ty stems from the 

fact that the teacher is employed only on a nine-month bas1s rather than 

the usual twelve--month basis, and the present teacher is working at this 

job to provide the finances he needs to go to law school. The adminis

tration hired the teacher knowing that he could be in the school only one 

academic year. 

The teacher began the year with lecture presentations but sensed 

that the students preferred some other method of presentat:Lon. Lecture 

material and worksheets covering this material have been m:Lmeographed 

for students' in·-class use. The teacher has famil:Larized himself with 

two books which he prefers to use in obtaining his class information. 

The viewing of films is employed as a classroom activity. With no 
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education courses in his academic background, the teacher has not made 

any course outline and has stated that he proceeds on a day-to-day basis. 

As was the case at Chilocco, tribal affiliations played a major 

role in students' interests, according to the teacher. Once again, the 

common interest factor was the inclusion of Indian arts and crafts as one 

of the class sessions each week. The one Indian community member the 

teacher has been able to include in the program helps with the arts and 

crafts sessions because he runs the school hobby shop where the students 

work. 

Although an Indian Club is active at the school, the sponsor and the 

officers were unavailable and thus did not supply information about the 

club's activities. It is assumed that like most school Indian Clubs 

the primary activity centers on traditional, tribal dancing. 

Because neither the principal nor the assistant principal singled 

out any additional courses as emphasizing Indian cultural aspects or as 

making particular subject and culture relationships, no other classes 

were visited for this information. At the suggestion of the Indian history 

teacher, however, the art class was visted. The art teacher, new to the 

faculty, stated that she does not have any background in traditional, 

Indian techniques. The teacher has some technique books available to the 

students, and when students ~;how an interest in this area the teacher 

encourages them to explore the area. On display at the time of the 

observation visit were paintings and sketches of Indian scenes and objects 

and contemporary mobiles with references to Indian culture through words 

or symbols. 

One undeveloped area intended as a prime implementation factor for 

the inclusion of Indian cultural aspects into the educational pro~ram 
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was that of drruna. According to information garnered at the school, 

funds from the Title I program were allocated specifically for use by the 

speech/drama classes to present some type of Indian cultural performance. 

At the time of the observation visit, this had not yet been done. 

An outstanding feature of the school was the idea used in each 

lobby Ior c::1.ch wing of the building. Bright and beautifully designed 

murals were clc~l:initcly representative of Indian cultural symbols. 

C 0 N C L U S I 0 N S 

Conclusions drawn from this study began with finding that in 

actuality the similarities were so great between the school originally 

determined as reflecting minimal degrees of Indian cultural aspects and 

the school determined as reflecting moderate degrees that they were on a 

par with each other. It appears that the totally non-Indian adminis-

tration of Flandreau Indian School, although cognizant of the need for 

expansion, believe they are doing more in the inclusion of Indian cul-

tural aspects Lhan they really are. Although the Chilocco Indian School 

administration--Indian and non-Indian--can drum up adequate rhetoric on 

the subject, having seen what has been done and what is being done, 

the writer must question the intent behind the rhetoric. 

One blatantly obvious conclusion is that the conununication at both 

schools is almost nonexistent among administrators, :::upervj_sors, and 

teachers on the ::ubject of the inclusion of Indian cultural aspects. The 

prime example of the communication gap is found in the Staff Appraisal 

Responses to number 8. One principal states that he views Indian cultural 

516 



aspects as an established facet of the educational program, the acting 

department head views the school as using it as an experimental facet, 

and the Indian history teacher views it as established. More striking is 

that the principal says that the direction it takes depends on what teachers 

the school gets, and the teachers say that expansion will be determined 

by the administration. The other school's assistant principal states 

that Indian cultural aspects in the educational program are established 

and should be because to give this facet any less status is to say 

"we're" not really concerned. The writer concludes that the administration 

has already given this facet less status by not assigning a certified 

staff member to the Indian history and Indian culture classes and by 

funding this facet from Title I instead of from the regular budget. The 

fact that the school's principal considered it to be innovative to hire 

a "non-certified but interested Indian" to teach the classes does not 

compensate for the lack of creative learning activities for the students--

part of the professional responsibility of a principal as an educational 

leader, even if this human-centered responsibility interferes with his 

managerial tasks. Ironically, again, the teacher had a polarized view 

from the administrators by seeing the school as using the Indian cultural 

aspect as an experimental facet. 

At both schools, when questioned about including Indian cultural 

aspects in all areas of the educational program, the administrators could 

speak in terms tlf this need. The conclusion from seeing how the schools 

operate is that the administration actually keeps the Indian cultural 

aspects as a component separate from the rest of the educational program. 
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Because of the inconsistency between what the administrators say and 

what they clo, it is concluded that they are not aware of the possibilities 

open for including Indian cultural aspects in the entire curriculum. An 

important question is: Do the administrators truly recognize that the 

students they (supposedly) serve need the inclusion of Ind:Lan cultural 

aspects, or are the administrators merely appeasing their publics with an 

additional course or more, disregarding the superficiality of such risks? 

It is surely unthinkable to conclude that the administrators are in-

eluding so-called Indian courses simply because the Indian is It - " ln 

today or because "it's the thing to do." 

It is concluded that the sincerity of the teachers of so-called 

Indian courses is unquestioned. The fact that these teachers need 

consultative help with their colossal task is evident. The conclusion 

can be drawn that these teachers, while trying thei.r best, can accomplish 

only a very limited amount of long-lasting cultural learning with their 

students as long as they are isolated from the rest of the curriculum 

rather than an integral part of it. 

R E C 0 M M E N D A T I 0 N S 

Obviously, for a person to attempt a study of a nebulous and/or 

controversial ~mbject such as the culture of the American Indians of the 

United States as a component of the educational program, the person must 

have had some intuitive notions about the subject. The writer had such 

notions, and after belabored research and numerous hours of trying to 

organize the notions c::um: upon ideas and recommendations paralleling 
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his own ideas. After only nine months of teaching at an off-reservation, 

secondary boarding school and devising some clever educational ideas 

peculiar to that type of school, the writer found that the ideas were 

not new or unique. Admittedly, it was heart-warming to have one's ideas 

confirmed hy leaders who proposed similar notions over 30 years ago. 

My first recommendation is that off-reservation, secondary boarding 

school administrators and their staffs conscientiously consider the words 

of the late Commissioner of Indian Affairs, John Collier, when he recom

mended that American Indian culture, history, languages and arts be included 

in the curriculum of schools for Indians. 

The writer maintains that this must be done, 

that it must be done now, that it can be done effectively, and that it 

must be done for some very definite reasons. The most important reason 

concerns the student himself, As in every type of school, the bright 

and the ambitious succeed in spite of the school's efforts. For the 

most part, the typical off-reservation, secondary boarding school student 

comes there after successive years of ill-fated ventures in another type 

of school. More likely than not, he is from a reservation setting. 

Perhaps, only because of his environmental habitat, this kind of 

student is different from all other students. His reservation life

style differs from even those non-Indian students categorized on the 

same socio-economic level as he. Because of this, he deserately needs 

an educational setting suited to his background. If this is not provided 

on or near his reservation, the off-reservation, secondary boarding school 
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should be the alternative oJfcring the educatjonal setting which could 

mec l his ]Jl'J'sonal needs. 

It seems to the writer that the student in focus for this study has 

the need to learn (l) about himself as an individual in order to develop 

the creative concept of personal growth, (2) of his people in order to 

know who he is as a part of a unique culture, and (3) as much technological 

and vocational knowledge as is necessary for his successful, manipulative 

interaction as a part of society as a whole. To tend to the individual, 

his culture, and his role in society would not be impossible if the 

academic departments and the guidance departments were not divorced in the 

boarding schools, as is apparently the case. For the boarding school to 

fail to address itself sincerely to the three-fold need factors is to 

negate its purpose for existence today. 

In line with the self-evident findings and results of the present 

study, the wtlter proposes an intensified effort to base the educational 

program for native American students in off-reservation, secondary boarding 

schools on the unusualness of the duo-cultures they share. 

Vital factors contributing to the success of such a program include 

(l) an all-Indian policy-making school board, (2) action-·oriented Indian 

administrators, (3) a change in form of education, (4) the use of community 

resources, (5) honest team teaching, (6) increased use of aides, technicians 

and clerks, (7) extensive student contact with native Americans from 

outside the school who play the two-fold role of resource persons and 

identity images, (8) supportive contact from each student's home and 
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community, (9) broadened horizons of in-service training for entire staff, 

and (10) close, working relationships between academic and guidance depart-

ments. 

To explain, to some degree, the major study components viewed as 

important for the students, the following topic outline has been devised: 

I. Understanding the Richness of American Indian Culture 

A. Definitions/Identification 

B. Origin and History 
l. Legends 
2. Practices 

C. Aesthetics 
l. Traditional crafts 
2. Dances 
3. Interpretive sign language 
4. Traditional songs 
5. Art--traditional/contemporary 
6. Recreation/Social 

D. Contemporary Role 

II. Appreciating Richness of Dominant Culture for Appropriate 
Assimilation (Basic Skills or Knowledge) 

A. Humanities 

B. Recreation/Social/Domestic 

C. Economic-Oriented Mathematics 

D. Useful Sciences 

E. EngJ ish as Second Language (Optional) 

F. Communications 

III. Sharing Richness of American Indian Culture with Others (Optional) 

A. Aesthetics Performance 
l. Traditional crafts 
2. Dances 
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3. Interpretive sign language 
4. Creative dramatization of legends 
5. Traditional songs 
6. Art--traditional/contemporary 
7. Recreation/Social 

B. Lecture/Demonstrations 

C. Student-Made Film Presentations 

IV. Participating Fully in Day-to-Day Living 

A. On Reservation 
l. Creative leisure use 
2. Problem solving 
" ,) . Decision making 
4. Creativity 
5. Flexibility 
6. Adaptability 
7. Produclivi ty 

B. Off Reservation 
l. Creative leisure use 
2. Problem solving 
3. Decision making 
4. Creativi t.Y 
5. Flexibility 
6. Aclaptabil i ty 
7. Productivity 

V. Anticipating Day-to-Day Future 

A. Economic Preparedness for Adaptable Processc:~ 

13. Transferral of Unique Cultural Values to Dominant Societal Use 

VI. Making Easy Transition from Student Life to Work World 

A. Bas:LC Vocational Trades 

B. Basic Clerical Skills 

C. Basic Technological Skills 

D. Skills and Attitudes Necessary for Successful Employment 
(laborer, technician, professional, etc.) 
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VII. Solving, Preventing, or Minimizing Social Problems 

A. Study and Research General Problems 

B. Applicable Service to Fellow Man 

VIII. Specializing for Impending Work or School (Optional/Choices) 

A. Advanced, In-depth Study of Useful Sciences 

B. Advanced, In-depth Study of Humanities and Communication 

c. Advanced, In-depth Study of Vocational Trades 

D. Advanced, In-depth Study of Technological Skills 

E. Advanced, In-depth Study of Clerical Skills 

F. Advanced, In-depth Study of Social Problems Involving Indians 

IX. Self-Directing Individual Interests (Self-taught Student-taught) 
Unlimited Possibili.ties 

This beginning attempt is by no means exhaustive. The writer listed 

foremost ideas knowing that these are only general notions in some areas. 

Creative thinking is a necessary requisite because the attempted program 

has the complication of applying to hundreds of tribes with varied and 

complex backgrounds of development. Modification of the program calls for 

suiting it to a school for students all of one tribal background or to a 

school with as many as 100 tribal affiliations! 

The writer firmly believes the challenge can be met effectively through 

such methods and devices as nongraded, achievement grouping, learning 

packages, independent study, small group instruction, and individually 

prescribed instruction. 

Another student factor must be mentioned with an appropriate recom-

mendation to complement the information presented above. The reservation-
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oriented student's few counterparts from urban sett:ings are probably there 

in lieu of their being in a penal setting or an orph.anage. Because the 

school does not receive adequate supportive services of a rehabilitative 

nature or suffj_cient appropriations to provide this kind of help to the 

urbanite, it is hard to decide where he is to put in his time. Rehabil

itative services of a wide range constitute a desperate need for urban 

and reservation students. This rehabilitative aspect must be considered if 

our schools are to serve their purpose rather than merely to exist as 

resting places for many of the bureaucracy's loyal employees to spend 

25 years of wajL ting for retirement benefits. When the lives of precious 

human beings are toyed with, those who are responsible for those lives 

and only stand and wait serve only in the capacity of obstacles. 

To say that this ambitious program cannot be accomplished is to 

say that there is no hope for educating our native American youth. The 

writer, for one, cannot accept this fatalistic view. To be in a position 

of impact is the hope of an aspiring administrator. To seek the position 

in the face of bureaucratic politics is the fate of discouraged aspirants. 
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APPENDIX I 

S U R V E Y 0 N I N D I A N C U L T U R E 
A S A N E D U C A T I 0 N A L C 0 M P 0 N E N T 

In each section please check the item which is most appropriate to your 

school. (Tallies show results for ten responding schools.) 

I. 

a. School philosophy tends toward totally assimilating students 
into non-Indian culture, negating Indian culture. 

b. School philosophy tends strongly toward assimilating students 
into non-Indian culture with less emphasis on perpetuating 
students' Indian culture. 

c. School philosophy tends toward perpetuating students' Indian 
culture, negating non-Indian culture. 

l d. School philosophy tends strongly toward perpetuating students' ---------

II. 

Indian culture with less emphasis on assimilating students 
into non-Indian culture. 

9 e. School philosophy tends toward assimilating students into non
Indian culture while perpetuating students' Indian culture. 

l a. Individual teachers use own discretion in relating course ---------

III. 

material to Indian culture and vice-versa but are not neces-
sarily encouraged to do so. 

9 b. Individual teachers use own discretion in relating course 
material to Indian culture and vice-versa and are encouraged 
to do so. 

c. Teachers do not relate course material to Indian culture and 
vice-versa. 

4 a. Activities include some type of Indian club or group activities 
but academic credit is not given for participation. 

6 b. Some type of Indian club or group activities or class are part 
of the regular course curriculum with academic credit being 
given for participation. 
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IV. 

a. No courses are interrelated with and stem from Indian culture. 

7 b. Most courses are interrelated with and stem from Indian 
culture. 

l c. Some course are interrelated with and stem from Indian 
culture. 

--~1=--- d. Most courses that can be are interrelated with and stem 
from Indian culture. 

l e. All courses are interrelated with and stem from Indian --=--
culture. 

f. Entire curriculum (courses and activities) is interrelated 
w:i_ th and sterns from Indian culture. 

If one or more courses deal specifically with some phase of Indian culture, 

please name course or courses: 
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T H E C U L T U R E 
I N D I A N A S A 

T I 

0 F 

C 0 M P 
0 N A L 

APPENDIX II 

T H E N 0 R T H 
0 N E N T 0 F 

P R 0 G R A M 

P R I N C I P A L S U R V E Y 

Ar-liE RICAN 
T H E E D U C A-

Please answer briefly on a separate sheet and return answers only. This 
survey pertains to the entire high school, including both Art and Academic 
Departments; however, information may be given as combined for both depart
ments or as separate information for each department. Information requested 
pertains to entire educational program unless specifically stated as ref
erence only to courses including Indian cultural aspects. 

1. Name of school. 

2. Location. 

3. Please enclose the statement of the school philosophy. 

4. Please enclose the statement of the school goals and objectives. 

5. Please enclose a student handbook. 

6. Total course offerings. 

7. Total high school enrollment. 

8. Tri.bal compositi.on of student body (by general groupings or state 
tribal settings). 

9. Total professional staff. 

10. Ethnic distributi.on of professional staff (parUcularly Indian: 
non-Indian). 

11. Total paraprofessional staff. 

12. Ethnic distribution of paraprofessional staff (particularly 
Indian:non-Indian). 

13. Pupil/teacher ratio. 

14. Pupil/administrator ratio. 

15. Type of organization for instruction. 
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16. Number and ethnic composition of board of educat:Lon. Is it 
local or national? 

17. Extra or co-curricular activities identified with Indian cultural 
program of studies. 

18. Period of time Indian cultural aspects have been included j,n 
educatiLOnal program as factor in classes and as activities. 

19. Plans for expansion (and/or change) of Indian cultural aspect 
in the curriculum as a whole. 
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APPENDIX II I 

0 F T H E N 0 R T H T H E C U L T U R E 
I N D I A N A S A C 0 M P 0 N E N T 0 F 

T I 0 N A L P R 0 G R A M 

D E P A R T M E N T H E A D/T E A C H E R 

A M E R I C A N 
T H E E D U C A-

S U R V E Y 

Please answer briefly on a separate sheet and return answers only. This 
survey pertains only to high school students and only to courses including 
Indian cultural aspects. If survey cannot be completed by department 
head alone, please enlist assistance from teachers involved in courses. 

Please identify your department as ART or as ACADEMIC on your answer sheet. 

l. Total enrollment in courses. 

2. Percentage of student body in courses. 

3. Enrollment figures (of high school students only) by course t.i tles" 

,1. Type of organization for instruction. 

5. StafUng fur instruction: total professional staff and ethnic dis
tribution, any staff differentiation, basis 
for selection for these particular classes; 

total paraprofessional staff and ethnic 
distribution, differentiation, basis for 
selection. 

6. Teacher class load and sizes. 

7. Pupil/teacher ratio. 

8. Professional/paraprofessional ratio. 

9. Identify instructional materials for each course or for all courses 
combined: texts, mlimeos, pamphlets, learning packs, etc. 

10. Identify supportive materials: films, filmstrips, library materials-
fiction, non-fiction, reference, pamphlets, etc. 

11. Identify Indian conununi ty resources used in connection with courses: 
tribal chairman, parents, hereditary chiefs, craftsmen, BIA agents, 
Indian work-placement resources (BIA and private), etc. 
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12. Identify unique activities of Indian cultural aspects:; dances, plays, 
songs, crafts, etc. 

13. Identify any unique staffing arrangements. 

14. Identify unique promotional programs: fairs, food day, pow wow, etc. 

15. Can you obtain and supply course outlines or curriculum guides for 
each course for me, please? These will be used only for survey 
result purposes. 

16. Scheduling of courses including Indian cultural aspects. 

17. Courses including Indian cultural aspects whieh are required. 

18. Courses including Indian cultural aspects which are elective. 

DEPARTMENT HEAD/TEACHER SURVEY RESPONSE, 
CHILOC<X> INDIAN SCHOOL 

l. 24 

2. 5 per cent 

3. Indian history - 24 

4. Lecture/film, grades 9-12 

5. One teacher, Indian, (no staff differentiation), chosen on basis of 
interest, knowledge, and past experiences. No paraprofessional help. 

6. One class of 24 (teacher's other four classes arE~ English). 

7. 24: l 

8. l :0 

9. No one basic text; teacher provides mimeographed mater].al from own 
fund of knowledge and from a variety of references (a listing of 
which was unavailable); much information is given through extensive 
use of films; student-made information kits. 

10. Films, non·-fiction references. 

ll. Well-known people from surrounding communities help with traditional 
singing for dance group and with headwork skills. 
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12. Traditional arts and crafts: beaded chokers and hand-made drums. 

13. None identified. 

14. All-school pow wow with invited participants from other BIA schools 
and from surrounding communities. 

15. None available, this teacher has had the class for about five weeks 
due to a change in teacher class duties. 

16. Indian history is scheduled daily for period three. 

17. None. 

18. Indian history. 

DEPARTNillNT HEAD/TEACHER SURVEY RESPONSE, 
FLANDREAU INDIAN SCHOOL 

l. 86 -second semester (150 - first semester) 

2. 19 per cent 

3. Indian his tory - 35; Indian culture - 50 

4. Lecture/Worksheet; graded 10-12 

5. One teacher, Indian, (no staff differentiation), chosen on basis of 
interest in exploring field. One dorm aid, Indian, (no differentiation), 
chosen because he runs hobby shop where craft work is done" 

6. Five classes per day, 3 with 14 students, 2 with 22. 

7. 17:1 

8. 1: l 

9. No one basic text; much information taken from Modern Indian Psychology 
by John F. Bryde, Ph.D., Bureau of Indian Affairs, 1967; some infor
mation given on minreographed worksheets, pamphlets available from BIA 
and private collections; another useful resource is Indians of the 
Northern Plains by William K. Powers, Earl Schenck Miers, general ed., 
American Indians Now and Then Series, New York: G.P. Putnam's Sons, 1969. 

10. One or two films a week, pamphlets, very little usable material from 
library, records. 
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ll. None used during this year, possibly two-day lectures by a Turtle 
Mountain Chjppewa in the future. 

12. Making of crafts in hobby shop during one class per week" 

13. Teacher is not a regular, certified faculty member, is employed for 
nine months with Title I funds. 

14. Remote po:ssibility of all-school Indian dance. 

15. No course outline available; lessons planned daily, in general, 
topics include: Great Indian Civilizations; all tribes of U.S; 
very brief histories by geographical location from east to west 
coast; research of each student's own tribe. 

16. Classes scheduled for periods 1-2-4-5-6 of regular school day. 

17. None. 

18. Indian history. Indian culture. 
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APPENDIX IV 

T H E C U L T U R E 0 F T H E N 0 R T H A M E R I C A N 
I N D I A N A S A C 0 M P 0 N E N T 0 F T H E E D U C A-

T I 0 N A L P R 0 G R A M 

S T A F F A P P R A I S A L 

Please answer briefly on a separate sheet and return answers only. (The 
term educational program includes both academic and art departments in 
addition to any activities considered as part of the curriculum.) 

l. Do you feel the present program (or manner) of including Indian culture 
in the educational program meets the needs of your students 
adequately? If yes, how? If not, why? 

2. Define Indian culture as a component of the educational program. 

3. Do you view Indian culture as pervading the entire educational program 
or as merely one facet equal to each component? 

4. How is the Indian culture component received by the: 
(b) staff? (c) parents? (d) board of education? 

(a) students? 

5. What do you feel is the best feature of the Indian culture component? 
Why? 

6. What would you say is the reason for including Indian cultural aspects 
in the educational program? 

7. What are the objectives of having Indian culture as a component of 
the educational program? 

8. Do you view Indian cultural aspects as an established or as an ex
perimental facet of the educational program? 

9. Viewing change as growth, how do you feel the Indian culture component 
can be strengthened? 

10. Further comments. 

STAFF APPRAISAL RESPONSE, CHILOCCO INDIAN SCHOOL* 

I. Adequate but not what we would like to do with more money and people. 

2. No answer. 

* Form completed by Principal - Director of Learning 
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3. It should be brought out in each field how history and culture 
contributions are made. 

4. No answer. 

5. Develop pride within the student and race. 

6. Combination of everything working together to make nation great. 

7. Would be in course (outline). 

8. Established (but direction it takes) depends on what teachers we get. 

9. (Definite) course of study, books, and materials. 

10. None. 

STAFF APPRAISAL RESPONSE, CHILOCCO INDIAN SCHOOL** 

l. Seems to meet needs for now but much more can be done, one example 
would be a place to work on crafts. 

2. "Good, pretty things" -history and way of life. 

3. Should pervade all areas, examples could be study of Indian medicines 
in science and study of traditional legends in literature. 

4. a) very well - no absenteeism 
b) no answer 
c) no answer 
d) no llllSW('l' 

£L Films (J)('c<ti!Sc• l.ill'.Y nt·e very) informative; (however,) they are not 
as good as (having many resource) persons. 

6. Understandtng - learn about other tribes. 

7. To show what Indians can do (and have done); to make it easy for stu
dents to get information in order to learn, to make it enjoyable for 
students, and to help students to be happy learning about themselves. 

8. Established and expanding, will be determined by administration. 

9. Cooperation from all departments, workshop for all staff to in
doctrinate them to Indian cultural aspects, more courses. 

10. None. 

**Form completed by Indian history teacher 
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STAFF APPRAISAL RESPONSE, CHILOCOO INDIAN SCHOOL*** 

l. No; not specifically staffed, no curriculum is developed or built, 
and we have only a minimum of text materials. 

2. Presently in state of flux, no definition of Indian studies program 
among staff, wide variance of tribal representation among students 
concerns staff as to what is proper direction to take. 

3. Should be "biggest thing done." 

4. a) those who elected to be in course are happy with it 
b) no answer 
c) no answer 
d) more interested in students making a living 

5. Undecided, feel five weeks is too soon to determine. 

6. Student requests. 

7. Primarily to enable student to look at culture in general, develop 
better self-concept, and understand cultural differences between 
tribes. 

8. Experimental, (with view) toward building up to future expansion. 

9. Written materials, inclusion of original drama, course outline -
curriculum, input from Indian people, and input from student body. 

10. None. 

STAFF APPRAISAL RESPONSE, FLANDREAU INDIAN SCHOOL* 

l. Yes, but expansion is needed. 

2. As a result of emphasis and value, the Indian culture component has 
had an expanding effect in other areas. 

3. One facet equal to each component. 

4. a) well 

*** 

b) depends on teacher and course material - where able to compare 
and relate Indian cultural aspects to subject 

c) well 
d) well 

Form completed by Acting Department Head 
* Form completed by Assistant Principal/Department Head 



5. Pride in heritage because points out contributions of Indians to 
others. 

6. To provide for better understanding of Indian cultural values, arts, 
and contributions. 

7. StHl being formulated. 

8. Is and should be established, to attempt to give it any less status 
is to say we 1 re not really concerned. 

9. Have an Indian with education degree and some baekground in anthro
pology--may be able to provide understanding of bridge between 
cultures. 

10. None. 

STAFF APPRAISAL RESPONSE, FLANDREAU INDIAN SCHOOL** 

l. No, not enough information to give students to interest them or 
challenge them. 

2. Giving students a knowledge of Indian history and culture; understanding 
the traditions and customs of the Indian people; to establish healthy 
Indian personality through pride in race and coping with dominant 
society. 

3. One facet equal to each component. 

4. a) well, but not great interest in course material offered 
b) not with as much enthusiasm as would be expected 
c) unknown 
d) unknown 

5. Students involved in Indian-oriented course which was never given to 
their parents; emphasis on Indian culture which never was (present) 
before. 

6. Part of the overall picture of the Title I program; school can show 
(visitors) outsiders that it is involved in Indian (aspects) things; 
more for the school to show that they have an Indian program. 

7. Knowledge of Indian culture; (help students to be) able to cope with 
dominant society. 

**Form completed by Indian history, Indian culture teacher 
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APPENDIX V 

T H E C U L T U R E 0 F T H E N 0 R T H ---
I N D I A N A S A C 0 M P 0 N E N T 0 F 

T I 0 N A L P R 0 G R A M 

STUDENT APPRAISAL 

A M E R I C A N 
T H E E D U C A-

Please have students indicate choice by letter only on paper with course 
title. Please write five possible choices on board (or have students 
write lhe five possible choices at the top of their answer paper) before 
teacher begins to read appraisal statements. Reassure students that their 
answers will help other people who develop Indian culture programs and 
will n(~ reflect in their relationship with their teacher nor will their 
answers reflect on their teacher or class as good or bad in any way. 
Students may identify their papers with their names if they wish but no 
names will be used in the survey /appraisal results. If a statement meaning 
is obscure to the student and the teacher, student may leave that number 
blank. Please read each statement at least twice. Survey should take 
only about 10 minutes. 

Five possible choices are: 

A. Strongly agree B. Agree C. Undecided D. Disagree E. Strongly Disagree 

1. This course which includes or emphasizes American Indian cultural 
aspects does so adequately and doesn't need any changes. 

2. This course (which includes or emphasizes Indian cultural aspects) is 
my best liked subject. 

3. This course (which includes or emphasizes Indian cultural aspects) is 
interesting. 

4. This course (which includes or emphasizes Indian cultural aspects) 
is important to me. 

5. This course (which includes or emphasizes Indian cultural aspects) 
helps me now. 

6. This course (which includes or emphasizes Indian cultural aspects) will 
help me in the future. 

7. For this course (which includes or emphasizes Indian cultural aspects) 
I prefer an American Indian teacher. 

8. This course (which includes or emphasizes Indjan cultural aspects) 
is good but could be better with some changes. 
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9. This course (which includes or emphasizes Indian cultural aspects) helps 
me understand Indian people better. 

10. This course (which includes or emphasizes Indian eultural aspects) 
helps me understand my parents or elders better. 

11. This course (which includes or emphasizes Indian cultural aspects) 
helps me understand myself better. 

12. I am proud to be a native American (or American Indian or £skimo, etc.) 

13. This course (which includes or emphasizes Indian cultural aspects) 
helps me to be proud that I am a native American. 

14. A definition or brief description of Indian culture is: 

15. The reason or reasons my school administrators and teachers think it is 
important for me to learn Indian cultural aspects are: 
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APPENDIX VI 

C 0 U R S E 
Ai\IERICAN 

0 U T L I N E F 0 R ---
I N D I A N C U L T U R E S 

Objective: to help Indian young people develop a better self-concept 
by learning more about their cultural heritage and by 
understanding that cultural differences among the Indians 
themselves, as among all human cultures, arise primarily 
as a result of environmental factors and diffusion, not 
as a result of the inherent superiority or inferiority 
of any race. 

I. Major Divisions of the Course 

A. Origin of the American Indian 

B. Culture areas in the United States 
l. Arctic 
2. Sub-Arctic 
3. N. W. Coast 
4. Plateau 
5. Plains 
6. Prairies 
7. East California 
So Great Basin 

Baja, California 

C. Achievements and Contributions of the American Indians 

II. Major Topics to Be Considered in Each Culture Area 

A. Subsistence patterns 

B. Social and religious aspects of subsistence 

C. Housing and architecture 

Do Clothing 

E. Crafts 

F. Art 

G. Marriage and the family 

H. Government and social control 

I. Religion, magic and medicine 
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Because we lack textbooks, the method of teaching will primarily be 

lecture and discussion along with visits to the library for research. We 

hope to supplement this with speakers, demonstrations of Indian arts, and 

crafts and vis:i_ts to the museum. 

Major sources of material to be used: 

The Indians of North America, by H. Driver 

The American Indian, by 0. LaFarge 
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I N T E R V I E W S I N T E R A C T I 0 N A N D 

C 0 M M U N I C A T I 0 N I N E D U C A T I 0 N 

I3Y HOI3EHT WERNER 
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PART I 

I N T R 0 D U C T I 0 N 

One of the most important aspects of education involves relations 

and interactions with other people. School administrators are experienc

ing a continual sequence of situations where they must gi~:_ and receive 

information from students, teachers, and parents to aid in making decisions 

about the operation of their school. 

The purpose of this project is to identify concepts and techniques 

that are acceptable to human interactions or interview situations. 

The method employed consists of a review of appropria;t;e literature 

in which the concepts and techniques have been identified. 

B A C K G R 0 U N D 0 F P R 0 B L E M 

As an adminj_strator I feel that the communication of :Lnformation 

between students, teachers, and parents is very important for the following 

reasons: 

I. In order for the administrator to run the school system in the 

most effective manner, a line of communieat:lon must be open to 

the students, teachers, and parents to stress their viewpoints 

about the operation of the school. 

2. The concepts and techniques presented in this paJ~r will help 

an administrator gain this information from the j._nd:ividuals 

mentioned through knowing how to open, how to help the inte!r

viewee talk or say what's on his/her mind, and then also by 

knowing; how to close the interview in the best manner. 
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3. The interviewer must be willing to listen to what the student, 

teacher, and parents have to say. Many times it is hard for 

them to discuss their problems anyhow, and having an interested 

listener will help. 

4. One thing we as administrators must remember is that often

times the students and parents do have a "gripe" about some

thing and we just plain have to admit that we cannot do any

thing about the situation; these concepts and techniques will 

help us put these thoughts across to the person asking about 

them. 

5. Direct communication is the only way through which people can 

interact with one another. 

0 V E R V I E W 0 F T H E REPORT 

The review of the literature is presented in Part II and a summary 

of the findings is presented in Part III. 

PART II 

The following concepts and techniques were identified in the litera

ture related to communications and human interactions in the individual 

and group interview processes.d 

These concepts and techniques are presented in four different 

sections. The four sections are: 

l. Some general concepts about human behavior 

2. Characteristics and attitudes of interviewer and interviewee 

3. Group Interviewing~ Methods and Assessment 

4. Reporting the interview 



INTERVIEWING: Concepts and Techntques 

I. Some general concepts about human behavior 

A. Bernard & Fullmer, "Principles of Behavior'" 
The following "principles of behavior have been abstracted 
from Fullmer and Bernard's Counseling: Content and Process. 
It must be remembered that these are broad, guiding general
izations, and should not be construed as "laws" of behavior; 

l. Principle of autonomy and security--.. the more autonomous 
a person becomes, the more necessary it is that he learn 
to live with insecurity. 

2. Principle of resistance--resistance to change is a natural 
consequence of the tendency to maintain the habits and 
perceptions acquired. 

3. Principle of selective attention--people select, dependent 
upon circumstances, components for his attention or in
attention. 

4. Principle of identification with self--concept models--we 
li.ke to work (play, relate) to people most like ourselves. 

5. Principle of stereotyping--we tend to assume others wi.ll 
react as we do when faced with similar situations. 

6. Principle of conditioned behavior patterns·--·people tend 
to develop habitual patterns of response in interpersonal 
relations. 

7. Principle of sequential development···-growth follows a 
pattern of ever increasing complexity and achievement. 

8. Principle of created structure--creative work often occurs 
under self-imposed restrictions or linli tations. 

9. Principle of subjective investment-···the "cLLent" frequently 
responds, in the helping-relationship,, to the "counselor's" 
emotional investment made to the relationsltnp. 

10. Principle of applied worth--an individual's value system 
is the key to understanding him. 

11. Principle of reality testing--the effectiveness of behavior 
is based upon ones ability to perceive and test reality. 
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12. Principle of psychological self-preservation--common 
adjustive techniques will be used to protect one's self
image. 

13. Principle of awareness and sensitivity--the source and 
intensity of social pressure greatly influences behavior. 

14. Principle of communication form--communication between 
humans uses verbal and non-verbal behavior. 

15. Principle of group identification--members of groups tend 
to protect, support and defend each other. 

16. Principle of behavior modification--predictable changes 
in behavior can be brought about under structured environ
mental conditions. 

17. Principle of behavior transfer--it is possible that self
defeating patterns of behavior can be passed from one 
generation to another. 

B. Bernard and Fullmer, "Kine's Levels of Maturity" 
B & F describe (and quote) W. E. Kine 1 s notion of levels of 
maturity using the physical model indicated below. Kine states 
that the steps or levels in the model are not necessarily exclu
sive or inclusive, but that one may encounter a person at any 
particular level and perceive growth only within that level--a 
sharpening process. He further notes that within the group con
text an individual may operate differently in one group than in 
another. Kine describes the levels or characteristic behaviors 
within the various levels as follows: 

1. Apprehension--in the new situation is wj.despread. Partici
pants feel anxiety regarding the unknown factors in the 
program. 

2. Resistance--manifests itself as an unwillingness to change 
familiar and trustworthy patterns for other patterns that 
are untested and may result in discomfort. 

3. Suspiciou-Apathy-Manipulation--is revealed through active 
questioning and displays of doubt of the motives of others, 
through apparent refusal to invest in others, and through 
attempts to mold others into something familiar and comfort
able. Jockeying and power struggles for favorable positions 
within the group become evident. 
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4. Skepticism--is a lesser form of suspicion, revealed by a 
reluctance to commit to change, but willingness to look at 
the abilities required for change. 

5. Ambivalence--seems to be a crucial stage in the develop-
mental process. The individual begins to see some value in 
changing, but is still uncertain about making a greater in
vestment; he begins to test areas of comfort-discomfort, 
and if reinforced, will risk more investment. 

6. Confidence-Trust--is revealed in a perception of the pos j_ tive 
motives of others and in a greater degree of self-reliance 
and in utilizing previously untapped reserves. 

7. !_?entity--allows one to fully functi.on with others while 
maintaining a right to personal autonomy. 

8. Self-Assertion_--is shown by more assurance in new patterns 
of behavior, confidence in self and others, and a lessen:Lng 
or absence of fear in the face of new situations (particularly 
those previously feared). 

9. Intimac,l--between self and others shows up ::.n "secret" jokes, 
vocabulary, shared ideas and experiences, and an emergence 
of Buber's "I-Thou" relationship or Maslow's concept of love. 

10. Equilibrium-Self-Acceptance--is that point at which the person 
is preoccupied with integrating previous experiences into the 
planning area, resulting from his well-developed self-concept 
and insights into his own assets, ltabili ties, etc. 

ll. _!_nd~-'~~dual Productivity-Creativity---is diffLcult to define or 
represent, but is best revealed in Maslow's concepts; 
e:Eficiency, spontaneity, autonomy, appreciation, innovative, 
democratic, clear value system, etc, 

II Characteristics and Attitudes of Interviewer & Interviewee 

A. Tolbert, "Elements of Interviewing" 
E. L. Tolbert in his text Introduction t,~Counseling (McGraw
Hill, 1959), stresses the following elements in the interviewing 
relationship as it regards information-getting~ 

l. Interviewer's Values and Attitudes--Basic to the development 
of ahelping relationship is the interviewer's recognition 
of his own basic attitudes, values and his concept of his ' 
role. Further, the helper should have a clear desire to help 
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others attain fulfillment of potentials and a real satis
faction in seeing this accomplished - an inner feeling of 
respect for others is basic. 

2. Importance of the Interviewee as an Individual--The inter
viewer must show that he is interested in the interviewee. 
It is important that the "client" realize that he is the 
center of attention and that his problem is of major impor
tance - which means that the interviewer must really believe 
in this precept. The interviewer should devote complete and 
sympathetic attention to the interviewee while respecting 
the interviewee's right to make his own decisions. 

3. Beginning and Ending the Interview--The only way to achieve 
ease and competence in interviewing is to practice. It is 
a good idea to indicate at the beginning how much time is 
available and that if more time is needed another appoint
ment can be made. The interviewer should make this first 
experience as easy and non-threatening as possible. If the 
interviewer appears natural, it is likely that the inter
viewee will feel more reassured and free from tension. The 
interviewer should be friendly, warm and interested. He 
should try to sense the interviewee's state of mind and react 
in an appropriate manner. Time should be allowed for the 
interviewee to bring up any final points or questions, also 
for the interviewer to summarize if appropriate. 

4. The Need for Flexibility--It is impossible to set up prior 
to an interview specific directions as direction will be 
influenced by the feelings, attitudes and personalities of 
both people (remember no two people are alike). More impor
tant than the techniques or method used is the relationship 
between the interviewer and the interviewee which is deter
mined by a number of factors and the interactions between 
those factors presented by both. 

5. The Need for a Permissive Atmosphere--Accepting the inter
viewee as a person and accepting the way he feels and acts, 
oids in the development of a productive climate. The inter
viewer sets the stage for a permissive atmosphere by his 
acceptance, by reflecting feelings and by giving relatively 
few leads. 

6. The Need for Structuring--In most circumstances the inter
viewee is not only anxious and confused about his own problems 
but about the interview situation itself. As a way of setting 
the interviewee at ease the interviewer should explain in one 
way or another the nature of the relationship, the role of 
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each participant and the help that might be offered (too 
much explanation is as bad as too little). It is probably 
better to do this structuring indirectly through your manner 
and behavior rather than verbal explanation. Recall that 
the main purpose in the "helping" relationship is to aid 
the "client" in taking responsibility for himself. 

7. Helping the Interviewee to Talk--Get the interviewee to tell 
his own story, recognizing that he might need some assistance. 
General rather than specific questions are usually better, 
particularly during the early stages. Simple,"uh huh" 
responses and use of purposeful silence can be useful. 

8. Guiding the Interview--It is the interviewer's responsibility 
to see that the interview is constructive, that it stays on 
the track and that progress is made toward achieving the 
goals of the interview. However, there is a fine line ' 
between being too autocratic (structuring too directly) and 
too permissive (not giving enough structure or direct:ion). 
It may be useful to discuss with the interviewee what progress 
is being made. Resistance on the part of the interviewee is 
likely to occur when he does not understand the purposes, or 
when the purpose is contrary to his own needs - the inter
v:lewer must be aware of the reason for resi:stance if he is to 
encourage progress. 

9. Being Alert to the Interviewee's Feelings--Whatever iB of 
concern to the interviewee is going to have its emotional 
components. To recognize the emotional content of an inter
view it is essential to pay close attention to not only what 
is being said but how it is being said. 

B. Bernard & Fullmer, "Attitudes of Influencing Interview" 
In recognizing that attitudes toward a person orS'ftuation are 
more influential on behavior than specific techniques that an 
interv:Lewer might use, Fullmer and Bernard (1964) have listed a 
number of positive and negative attitudes that :m:Lght be present 
in an interviewer, which are likely, in turn, to influence the 
outcome of his relationships: 

l. Positive attitudes that should be present if effective inter
actions are to occur: 

a. A willingness to accept--relating to another as an 
equal, one who has the same inherent worth or value 
(oppositive of the superior-inferior). 

b. A willingness to understanc!_--is based upon self know
ledge, acceptance and understanding (a learned, on
going process). 

c. A willingness to show honesty--·sinceri ty and respect 
are required not only for one's own self-development, 
but as model essential to the relationship with others. 
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d. A willingness to develop empathy--which allows one to 
accept and respect the congruent qualities in others 
(a subjective investment in others which differs from 
sympathy in that empathy shows understanding). 

e. A willingness to listen--requires a focusing by the 
interviewer on the other with the intent to relate, to 
learn and to teach (by reflecting and evaluating the 
feedback we can judge the adequacy of our concentration). 

f. A willingness to give encouragement and approval--is 
demonstrated through appropriate supportive behavior 
(always to the person, but not necessarily to specific 
behavior). 

2. Negative attitudes that inhibit and block the development of 
the person and the relationship are: 

a. Aggression or cutting off communication--particularly 
present in approaches that stress the system" of 
counseling or interview rather than the relationship of 
individuals involved. 

b. Submission--as in above where the "client" gives in to 
the system" losing himself, his integrity. 

III Group Interviewing: Methods and Assessment 

A. Fullmer & Bernard, "Clifton's Group Movement Themes" 
In group operation, two major themes tend to operate as the 
central reason for group interaction--a task or social-emotional 
reasons (or, of course, a combination of these functions). Walter 
Clifton, in his book, Working With Groups, (Wiley, 1961), indicates 
that there is likely to be group movement occurring on three levels 
simultaneously: 

1. The clarification of discussion topics, and the exchange of 
information. 

2. The expression of descriptive feelings about the content 
under discussion, which, in turn, reveals basic attitudes. 

3. The sort of social learning that occurs as a result of 
relationships between group members. 

B. Along with the group themes in operation within the group the 
following themes may also be perceived either in individual group 
members or within the group as a whole: 
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l. Hostility or warmth toward authority figure,:; or peers. 

2. Fear of inadequacy and of admitting the need for help. 

3. Confusion over responsibility for self and others, or both. 

4. Ambivalent feelings over dependency or autonomy. 

5. Confusion over what constitutes reality. 

C. Fullmer & Bernard, "Assessing Group Interaction" 
Typically within group discussions the topics tend to progress 
from relatively shallow, objective involvement to more intimate, 
self revealing matters. The following descriptions are indicative 
of one approach to identifying the depth of involvement in group 
discussion: 

Level ---
1 

2 

3 

4 

5 

Characteristic 
Broad general topics. Some are made about other 
people, but few about oneself. The person in the 
group talks about material concerning other people 
and general human conditions. 

Specific situational topics. The person talks 
about specific situations in li:fe but emphasizes 
the contributions of other people, omitting most 
references to himself. 

Self or personal relationships. Emphasis is 
placed on "my" contributions to life situations. 
There is more talk about personal feelings. 

Interpersonal relationships. The person makes 
references to himself and other~;. He talks about 
topics of an interpersonal nature with emphasis 
on interpreting "my" feelilngs and examining "my" 
contribution in detail; the person's frame of 
reference seems to be changed. He talks a good 
deal about his own role in causj_ng or reacting to 
events. 

Deeply intimate material. The person makes few 
references to external events or causes of behavior. 
His frame of reference is almost entirely subjective. 

D. Fullmer & Bernard, "Butler's Perception Assessment" 

A five level approach to assessment of behavior patterns is sug
gested by Butler, John L. and reported in Fullmer & Bernard (1964). 
This approach is useful in ascertaining an interviewee's perception 
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of his relationships with others. As in most settings of this 
kind care must be taken in the inferences drawn from the "client's" 
responses. 

Level 
5 

4 

3 

2 

l 

Label Characteristic Behavior 
Noncommunicative Interviewee shows no movement toward 

change or actual change in behavior. 
Interviewee may be disorganized. Denies 
reality of problem. Shows little 
synthesis or topics. 

Factual 

Personal 

Feelings 

Integration 

Interviewee faces facts, but at a 
distance. Avoids emotional involve
ment. 

Interviewee discourses about life 
situation; begins to use first person 
references. Therapy begins. 

Interviewee reveals feelings and 
reactions to life situations he has 
described at Level 3. 

Interviewee achieves understanding of 
feeling and concerns discussed at 
Level 2. 

E. Shouksmith, "Job Analysis" 
One of the primary applications for interviewing is in the field 
of personnel work. In order to adequately assess the suitability 
of an applicant for a job, you must know what are the traits, 
characteristics, skills, and duties that the job requires. 
Secondly, then, you must ascertain whether the applicant has those 
characteristics. The following system of job analysis has been 
adopted from George Shouksmith's book Assessment Through Inter
viewing. According to Shouksmith a job analysis is ... an orderly 
and systematic study of the characteristics, duties and responsibil
ities of a specific job." 

l. Method I 

a. Title. A definitive title identifying the job exactly. 

b. Duties. A general description is given first and then 
a detailed breakdown of the duties involved is given 
under the following headings: 

(1) Skill. The planning, decision-making, judgment, 
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etc., which the job requires. 
(2) Effort. The physical and mental demands made on 

the individual. Questions of the need for alert
ness or concentration are considered. 

(3) Responsibility. This section considers the 
responsibilities inherent in the job. Responsibil
ities for material or equipment or supervisory 
responsibilities for the work or safety of others. 

c. .Job Conditions. A statement should be given of the 
physical working conditions together with any special 
feature of the job; for example, particular hazards. 
The conditions of the job will always suit some people 
and not others, so that a statement of what these are 
is important for selection. 

d. Qualifications. 

(1) Educational. Schooling level; i.e., certificates, 
formal training, degrees, licenses, etc. 

(2) Training. The background specialist training re
quired which may vary from short-·term on the job 
training, through apprenticeship to internships 
following education. 

(3) Experience. In some jobs or occupations previous 
experience in a junior position is essential. This 
should be stated and the importance of this 
experience in the fulfillment of the job indicated. 

e. Position and Prospects. A job may offer promotion 
prospects or it may not. Its present position may be of 
high or low status and these factors :are all required to 
give a complete picture of the job. Particularly note 
the job's position within a hetrarchy of jobs or organiza
tional chart. 

NOTE: This method primarily focuses on the job itself and 
not necessarily on the person within the job. The seeond 
method stresses more the "person" in the job. 

2. Method I I 

a. Job Title 

b. Sex . Is job restricted to either male or female? 

. c. Age Range. Are there any statutory requirements? In 
addition, preferences should be given. 
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d, Physical Requirements Most jobs have certain physical 
requirements or bars, In some, height, weight, color, 
vision, hearing, etc., are specifically emphasized, 
Equally important are factors in the job which require 
the person doing it to have endurance, strength, sense 
of smell, etc. These may not be statutory, but are 
important job factors, 

e, Attainments 
(1) General-educational level required; specific sub

jects; social or interpersonal skills. 
(2) Technical-profession or trade certificates, degrees, 

diplomas, internships or apprenticeships? 

f. Ability 
(l) General Intelligence--it must be remembered that 

too much intelligence can be as bad as too little, 
(2) Specific Aptitudes--these are distinct from acquired 

knowledge and don't depend on more training; i,e., 
spatial relationships, verbal expression, mechanical 
aptitude, etc, 

g. Interests Interests seemed to be linked to success in 
two ways. First, a particular interest may be involved 
in the job itself - as liking to work with people in 
social work, Secondly, those general interests not 
linked with the job itself, but perhaps indicative of 
energy levels, or need patterns, 

h. ?ersonality Requirements In this sense personality 
means the essential characteristics that distinguish 
one person from another. It is his customary or habitual 
ways of acting or behaving. 
contributive to job success 
effective fulfillment, 

i. Satisfactions and Problems 

There are traits that are 
and those that distract from 

(l) Satisfactions--including promotion prospects, status, 
security, variety or adventure which the job offers. 

(2) Problems--the limitations, frustrations, reasons for 
previous failures on the job should be given. 

j. Social and General 
(l) Social--social setting of job, status factors of 

fellow workers, familiar considerations, hours and 
shift changes, vacation periods, etc, 

(2) General--The interactions between the various 
characteristics, i,e,, intellectual functions within 
the personality pattern, compensatory skills in one 
area that might make up for a lack in another (the 
hierarchy of requirements), relationship of attitude 
to needs, etc. 
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IV Talbert, "Reporting the Interview" 

A. After any interview you will probably want to review what has 
occurred, whether or not the purpose of the interview was ful
filled, whether or not other information will be needed and to 
plan for the next interview. One way of doing this is to keep 
an In1~erview Summary. Below are two forms that may be useful or 
that might suggest to you ways in which a summary might be done. 
The first is a relatively short form, which can be expanded 
depending on the amount of information included under each cate
gory. The second is a more extensive form, which can almost be 
used as a checklist for gathering a greater amount of data. 

Interview Summary Form 

l. Manner, physical appearance; health; attitudes toward inter
viewer, toward others, and toward self 

2. Home and family life 

3. ,School and training experiences 

4. Work experience 

5. Recreation-hobby activities 

6. Relationship with peers, group membership, leadership roles 

7. Plans for the future, hopes, aspirations, etc. 

8. Summary and recommendations 

9. Addit~onal information needed 

This fo:cm and the one to follow, is not a routine which is to be 
followed mechanistically, but rather a sample guide--as you gain 
greater experience you will learn to respond as the interview 
direction suggests--avoid using it as a crutch. 

Expanded Interview Summary Form 

l. Manner, physical appearance (observe during interview) 
Poise Self-confidence .Ability 
to express self Reaction to new situation ___ _ 
---~Mannerisms _________ Grooming 

Size-build _________ _:Features __________ Facial expres-
sions Clothing ____ . ____ Voice ____ . 
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2. Health 
General ________________ Childhood diseases _____________ __ 
Illnesses and accidents Handicaps ________ __ 

Physical exams and results Vision, 
-----' 
hearing Appetite, diet ____________________ __ 
Energy level Use of stimulants ____________ _ 

3. Attitude towards Interviewer 
Friendly Distant Formal 

--------------~ -----
Hostile Dependent 

----------~ ---------------~ ----------------Familiar -----------------
4. Attitude toward others 

Friendly ______________ ~Likes company~--------------
Loner Anxious in others' presence -----
Aggressive Dependent on others ____________ _ 

5. Home and f"amily life 
Location, type, neighborhood Owned-rented 
--------------~Feelings about circumstances ______________ _ 
Length of time in home, neighborhood Number 
of rooms Bedroom to self ------------------Number of persons in home Relationship __ __ 

Reaction Parents' ages, occupations, 
-----~ 
education, health, marital status, activities __________ __ 

Reactions Dominance Siblings' 
ages, health, occupations, education, marital status, plans 

Reactions Parents' attitudes -----------------
toward interviewee Appraisal of home atmosphere 

6. School 
Attitude toward school Activities, clubs, etc. 

-------~ 
Degree of satiSfaction Feeling 

------------~ ---------------~ 
of belonging Parents' and siblings attitudes -----------------
--------------~Participation Study habits 
------------~Progress Plans __________________ __ 

7. Work experience 
Jobs held, pay, duties Attitudes ------------- ------------
Reasons for seeking or leaving work Interests 
in career work Relations with others ----Self-concepts regarding work Reactions ---

8. Recreation 
Types of activities ________________ Time spent ______________ _ 
Preferences Parental attitudes 

--------------~ ----------------Similarities with peers ________________ General nature ____ _ 
__________ Consistency-persistency Adequacy 

555 



9.. Rela,tionship with peers 
Attitudes Consistency _________ , 
DeVE!lopment as compared to peers ___ , _____ _j\djustment 

, ___ ...:Number and degree of friendships _____ , 
Acceptance Leader/follower 
Opposite sex _______ _ 

10. Plans for future 

B. Bales, "Evaluating Interaction Unit" 
In order that we might continue to grow in our skills in inter
viewing or in our relationships with others, it is neeessary that 
we assess the interactions that occur within the interview. 
Several systems have already been suggested to you. 'J~he following 
system, suggested by R. F. Bales, has the advantage over some of 
the others in that it can be applied with utmost fa.cility to 
groups and individuals. It is particularly useful because it tends 
to fit into the loosely structured situation that most interviews 
take plaee in and, furthermore, it focuses on both the intellectual 
as well as the socio-emotional content of the interview. 

BALES' CATEGORIES USED IN OBSERVATION AND THEIR MA~roR REl~A'J~IONS 

Social
Emotional 
Area: 
Positive 

Task 
Area: 
Neutral 

Social
Emotional 
Area: 
Negative 

KEY 

B t:: 
!l6. 
( 7. 

c ~ 8. c 9. 

Shows solidarity, raises other's 
status, gives help, rewards: 
Shows tension release, jokes, laughs, 
shows satisfaction:---------
Agrees, shows passive acceptancE~, 
understands , concurs , complies : . 

Gives suggestion, direction, imply-
ing autonomy for others:------~ 
Gives opinion, evaluation, analysis, 
expresses feeling, wish:-
Gives orientation, information, l 
repeats, clarifies, confirms:· 1 

a ·b c 
Asks for orientation, information, I J 
repetition, confirmation: ---·-___:___j 
Asks for opinion, evaluation, 
analysis, expression of feeling:---
Asks for suggestion, direction, 
possible ways of action: ------------------~ 

Disagrees, shows passive reje•etion, 
formality, withholds help: 
Shows tension, asks for help, with
draws out of field:-----
Shows antagonism, deflates otb.er 9 s 
status, defends or asserts self: 

d 

!'robl·~ of: 
a. Communication d. Decision A. Positive Reaction 
b. Evaluation e. Tension B. Attempted Answers 
e. Control f. Integration c. Questions 
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Part III 

S U M M A R Y 0 F F I N D I N G S A N D I M P L I C A T I 0 N S 

F 0 R P R A C T I C E 

The findings and implications for practice are based on concepts 

reported in Part II. 

S U M M A R Y 

What I learned about the human-interaction process: 

1. When talking about interviewing, there are many "principles" 

that one must consider. These should not be thought of as 

"laws" of behavior because everyone behaves differently. 

Interviews can be conducted in many different places and also 

for many different reasons, and these principles will help in con-

ducting an interview successfully. 

2. A very important aspect in conducting an interview is knowing 

the levels of "maturity" that different interviewees may take. 

In a group situation, many people act differently from group-

to-group. Being able to decide the maturity level of an indiv-

idual is very important. 

3. It is very important that the interviewer does his best to make 

the interviewee feel at ease at all times during the interview. 

Unless the interview runs very smoothly with both parties feeling 

at ease and interested in each other, the interview will be a 

complete waste of time for both. The interviewer can help in 

this area very much. 
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4. An intervi,ewer should show interest in everything be:Lng said 

and not try to rush the interview along. If time is short, the! 

interviewee should be told so at the beginning of th«~ interview. 

The feelin~ of the interviewee should be cons:idered at all 

times. 

5. Group interviewing tends to progress from relatively shallow 

involvement to more intimate self-revealing matters. 

6. Perception assessment is something that an int,erview•:!r must be 

very careful with in the inferences drawn from the ",.::lient 's" 

respons«:s. 

IMPLICATIONS FOR PRACTICE 

l. As an administrator one should be able to make the interviewee 

feel at ease. 

2. An administrator should help the interviewee say what he is trying 

to say, but not put words in his mouth. 

3. !Fhe~interviewer should devote complete and sympathetic attention 

to the interviewee, but let the interviewee make his own decisions. 

4. The administrator should tell the interviewee the amount of time 

he has to spend with the interview and if more time is needed, 

another time should be set up. 

5. The interviewer must appear to remain natural. Thts wtll help 

the interviewee feel more reassured and free of tension. 

6. As an administrator an interview might take place any time and 

any place so he needs to be prepared at all times. 
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7. The interviewer needs to direct the interview to make sure that 

it is constructive and that the goals are reached. 

8. The interviewer needs to remember that silence can be a very 

helpful part of an interview. 

9. When talking to teachers it would be better to go to the teachers' 

room to meet rather than in the office. 

10. If an administrator is going to get the maximum from an interview, 

then it has to be conducted in a relaxed atmosphere. 

a. When someone comes into my office, I would not sit at my 

desk to conduct the interview. More might be gained by 

both sitting in easy chairs or at a table. 

b. If the room has a coffee pot, a cup of coffee might get 

the interview off to a good start. 

ll. After a certain length of time the interviewee should have a 

chance to ask questions too. 

12. I feel that it is very important in directing an interview that 

the interviewer not put himself in a "know-it-all" position. 

I feel at this point the interview is lost. 
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