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ABSTRACT 

This study was undertaken to assess and describe a unique 

aspect of liberal studies in the curricula of American Indian community 

colleges. The emergent curricular genre, designated as tribal studies, 

deals with subjects specific to the ethos of a particular tribal group 

and is derived from the indigenous culture of the tribe or nation 

involved. 

Data were obtained from Indian college practitioners and from 

organic documents of seventeen tribally-chartered institutions located 

in seven states. Research questions were formulated to address 1) the 

nature and status of tribal studies curricula, 2) principal problems 

and issues, 3) curricular innovations, 4) current trends, 5) the incor

poration of tribal ethos in fonual academic programs, and 6) attendant 

research needs. 

The findings were derived from a descriptive analysis of the data 

with respect to each research question. Tribal studies curricula were 

found to be in a formative stage on certain theoretical and normative 

levels. Innovations were perceived as such owing mainly to their intro

ductory and contextual application rather than any particularly unique 

methods or approach outside of existing curriculum development practices. 

The lack of an applicable taxonomic program classification structure 

hindered the systematic examination of tribal studies curricula, but it 

was evident that the current trend is toward the teaching of courses 
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dealing with the history, language. philosophy, and literature of a 

particular tribe. The data indicated very strong support among those 

surveyed for the idea of inciJlcating tribal ethos into curricular 

programs, but the process by which this is done was not clearly 

articulated. Two principal problems emerged 1) the accreditation of 

tribal studies, and 2) the dearth of applicable curriculum development 

research activities. 

While such curricula have strong philosophical and emotional 

appeal among Indian college professionals. tribal studies remain 

somewhat underdeveloped compared with other academic programs. 

Inasmuch as the academic dimension of the tribal sociocultural milieu 

was not we1l elucidated in the data, the specifically Indian, or tribal, 

content of such curricula eluded precise definition. Tribal studies 

represent meaning and significance to Indian college practitioners in 

their own environments, but their evolving role with respect to the 

cultural/educational processes occurring in contemporary Indian life is 

subject to further exploration. 



CHAPTER 1 

INTRODUCTION 

" ••• you who are wise, must know that different nations 
have different conceptions of thingsft (Iroquois Chiefs, 
Franklin, cited in Cohen, 1942, p. 238). 

Human cultures differ. It follows that certain concepts within 

those cultures can differ. To the extent that language is an integral 

expression of cultural thought, it also follows that certain linquistic 

descriptions may differ depending on their cultural context. 

In the language of the Kiowa people, for instance, the term 

higher learning may perhaps be best expressed as follows: Mahm·gaw.ahn 

hy.gyah.daw (his/her knowledge is of a higher order). While it mayor 

may not correspond precisely with its English counterpart in a connota-

tive manner, it nevertheless conveys similar meaning in its appropriate 

Kiowa context. Thus, an apt subtitle of this study might well be 

expressed in Kiowa as: Kghee·ghudl maw·tame.gyah gaw Taw.koy maw· 

tame.gyah yee.day awn.yah gyah.daw (Indian learning and Anglo learn-

ing are two different things). The Kiowa language, in written form, 

has many variations in spelling (Boyd and Pauahty. 1981, p. 28). 

The historical record shows that conventional educational 

practices in the United States have generally failed to take into 

account the sociocultural differences of Indians (Thompson, 1978, p. 2). 

Education has been presented to them primarily as a vehicle for 



acculturation and assimilation into Anglo-American society. It was 

touted as a means of economic upward mobility, usually an either/or 

proposition: either give up your ways and adopt the ways of the Anglo 

or forfeit the chance to share in American society's wealth (Scheirbeck, 

1971, p. 4). Little or no regard was given to Indian values, perspec

tives, or cultural life ways in the formal educative processes of the 

American schooling system. 

During the 1970s Indian-controlled schools, those governed and 

operated by Indian people, proliferated. These included several 

tribally-chartered conununity colleges. The latter group of institutions 

r~presents the most recent phenomenon in Indian postsecondary education 

in that they are situated directly within the reservation conununities 

they serve and most have been in operation for ten years or less. As 

new institutions they face the task of charting their own directions in 

terms of the way formal schooling responds to Indian learners in Indian 

environments. 

This study focused on a unique aspect of liberal studies in the 

Indian conununity colleges I curricular offerings which relates to the 

incorporation of tribe-specific cultural factors in their formal 

instructional programs. Indian educators, those who work with or for 

Indian educational institutions, must contend with two knowledge basis: 

that which derives from western civilization and that which is indige

nous to the native Indian cultures. Given that dichotomy and its 

implications for formal instruction, the task of curriculum development 

is perhaps more complex than might otherwise be the case (Thompson, 1978 

p. 111). The study was exploratory and descriptive. 



Background 

This section provides a brief overview of a larger contextual 

and policy framework from which the Indian-controlled community college 

movement emerged, a framework which is discussed more fully in Chapter 2. 

Indian self-determination was the dominant theme of federal 

Indian policy during the 1970s. As a matter of practice and as a mani

festation of tribal sovereignty, the idea of self-determination is not 

new to Indians. However, it was long suppressed under the federal 

government's paternalistic administration of Indian affairs. 

Throughout the history of their dealings with the United States, 

Indians assumed a posture of autonomy which derives from their original 

status as sovereign socia-political entities. As a legal matter, the 

issue of Indian tribal sovereignty harks back to an early ruling of the 

Supreme Court wherein the court determined that the tribes have the 

status of "domestic dependent nations" within the legal framework of the 

United States (Getches, et aI., 1979, p. 253). Subsequent court rulings 

have consistently upheld the fundamental premise that Indian nations have 

the inherent powers of self-goverrnnent (Getches, et aI., 1979, p. 254). 

Presently, American Indians must deal with a jurisdictional collage that 

could involve three sovereigns: the Indian nations themselves, the 

federal government of the United States, and in certain kinds of cases 

the individual states (Getches, et aI., 1979, p. xix). 

The establishment of tribally-chartered community colleges is 

consistent with the notion of Indian self-determination. This notion was 

given impetus by a clearly stated federal government policy contained in 



a message from President Nixon to the 91st Congress titled, RecOIlDDenda-

tions for Indian PolicY, dated July 8, 1970. The tone of that message 

is reflected by the following (1970, p. 1): 

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

The self-determination policy was encouraged and reinforced 

throughout the 1970s. Five major pieces of legislation, four of which 

dealt specifically with educational matters, were enacted in that decade 

in furtherance of that policy. They are as follow: 

Public Law 92-318, Title IV, The Indian Education Act of 1972, 
enacted June 23, 1972, 

Public Law 93-638, The Indian Self-Determination and Educational 
Assistance Act, enacted January 5, 1975, 

Public Law 93-580, which established the American Indian Policy 
Review Commission, enacted January 2, 1975, 

Public Law 95-561, The Education Amendments of 1978, Title XI, 
Indian Education, enacted October, 1978, 

Public Law 95-471, The TriballY-Controlled Community College 
Assistance Act, enacted October 17, 1978. 

The federal commitment Bnd responsibility to provide assistance and 

support to Indian education is clearly acknowledged by these and other 

legislative enactments in the history of modern Indian affairs. 

Self-determination is a catchword contained in many of the 

Indian colleges I organic documents or statements of philosophy. 

Implicit in educational self-determination is the idea that these 



colleges will move toward pedagogical forms that seek to weave some of 

the distinct aspects of Indian beliefs into the fabric of their own 

formal educative processes in a more or less systematic way. It is 

not an explicitly stated goal of all Indian institutions, nor is it 

likely to occur overnight~ but it is consistent with the notion of 

self-determination in educational matters. 

With self-determination as the guiding precept for relations 

between the United States government and the American Indian tribes 

and Alaskan Natives, many of these groups rose to the opportunities 

presented by the policy. In education, the impact of this policy was 

far reaching. It was felt first at the elementary and secondary levels 

with the advent of tribal contract schools wherein Indian tribes 

contracted with the Bureau of Indian Affairs (BIA) to run schools 

previously operated by the BIA. On the postsecondary level several 

tribes established higher education centers, forerunners of the present 

day tribally-chartered community colleges. 

In 1968, the Navajo Nation established the first of this genre, 

Navajo Community College. Other tribes soon followed suit. In 1972, 

six of these institutions organized the American Indian Higher Education 

Consortium (AIHEC). The original members of the Consortium were: 

Rehaka Sapa College at D-Q University; Navajo Community College; Oglala 

Sioux Community College; Sinte Gleska College; Standing Rock Community 

College, and Turtle Mountain Community College. Since then, the 

proliferation of Indian community colleges is reflected in the rapid 

growth of AIREC 1 S membership from the original six to the present 

seventeen member institutions. 



Objectives of the Study 

The purpose of this study was to inquire into a unique aspect 

of liberal studies in the curricula of American Indian community 

colleges concerning tribal educational/cultural concepts. The inves-

tigator set out to describe what is happening in "tribal studies" 

development, a generic idea growing from particular instances or 

efforts to incorporate aspects of an Indian tribe's ethos in the 

formal curricular offerings of Indian institutions. The study is 

viewed as a general assessment of the perceived role of Indian 

corrnnunity colleges in that regard and of attendant problems, issues, 

and current trends. 

Pursuant to the above, the objectives of the study were 

outlined as follows: 

To identify major problems and issues with respect to tribal 
studies curriculum development, 

To identify significant current trends in that regard as well 
as aspects that are unique or innovative, and 

To identify specific areas of need in terms of research that 
would further the development of tribal studies curricula. 

Ouestions to be Explored 

The follOWing research questions were proposed by the inves-

tigator to provide guidance and focus for the study: 

1) What is the nature and current status of curriculum 

development in tribally-chartered community colleges? 

2) What are the research needs in Indian, or tribal, post-

secondary education that pertain to curriculum development? 

3) What curricular innovations have been achieved? 



4) What are the trends in curriculum development? 

5) To what extent and in what manner has the tribal ethos of 

various tribes been incorporated in the curricula? 

6) What are the principal problems and issues in curriculum 

development among Indian colleges? 

Significance of the Study 

The search for curricular concepts that are appropriate for 

long-term Indian educational purposes at the local reservation level 

should logically begin within those cormnunities. This seems partic

ularly self-evident with respect to subject matter that deals with 

tribe-specific culture and social structures. Thus, the current study 

could conceivably serve as one point of reference for delineating basic 

issues and describing some of the problems involved since the data on 

which this study is based came from those communities. 

Published research in this area is minimal. lolith respect to 

research needs in Indian education, Chavers reported that "The area of 

curriculum--what works best, as well as curriculum development--needs 

a great deal of attention" (Chavers, 1980, p. 15). Similarly, Berry 

observed that "Discussions of the curriculum for Indian students do not 

100m large in the literature" (Berry, 1969, p. 90). Moreover, with 

respect to Indian community control of school curriculum, Thompson and 

others reported that "Indian people need to assess what it is they wish 

their children to learn. How the children learn and the methodology 

used by the tearchers, must reflect the lifestyle, culture, and values 

of the Indian community" (Thompson, 1978, p. 149). 



There are numerous publications pertaining to American Indians 

generally, but relatively little research has been done that deals with 

the problerr.s and issues of contemporary Indian America. For years 

Indians have drawn the attention of many authors, but as noted by Berry 

(1969, p. 1), 

The greater part of this massive literature deals with the 
Indians as they used to be. Interest has focused on their 
origin and antiquity, their arts and crafts, their history and 
archaeology, their wars and migrations, and their diverse and 
colorful cultures. The Indian as he is today has proved far 
less popular with writers and the public. 

There is a dearth of literature concerning specific deve10p-

mental aspects of Indian community colleges. It has been reported 

that, n .•. while approximately 43 percent of all doctorates awarded to 

Indian people have been in the field of education, only about seven 

percent of Indians with doctorates in the field are active researchers 

in education" (Chavers, 1980, p. 12). Chavers also decried the lack 

of basic research in Indian education at the college, elementary, and 

secondary levels (Chavers, 1980, p. 14). Thus, it is hoped that this 

study will find a place in a body of research that is in its very early 

stages, i.e., research by Indian higher education practitioners on 

Indian-related higher education issues such as curriculum development. 

Little is known about American Indian community colleges 

outside of the Indian education world. They are a different set of 

developing institutions. Thus, they are a select group for which it 

was felt the study could have timely interest. 



Theoretical Framework 

Curriculum writers in higher education acknowledge that there 

is no universally satisfactory definition of curriculum. This 

situation led Rudolph to state, HAn elementary caution on the way to 

understanding the curriculum may be to assume ••.. that maybe there is 

no such thing as the curriculum" (Rudolph, 1978, p. 2). Similarly, 

the Carnegie Foundation for the Advancement of Teaching in its 

commentary, Missions of the College Curriculum, is careful to point 

out that with respect to curriculum, ", •• generalization is almost 

impossible and prescription most difficult and hazardous" (1979, 

p. xii). Levine writes in the same vein but with more dire.::.t reference 

to curriculum and learning theory (Levine, 1979, p. 171). Dressel 

noted that, "There is little that is new in curriculum, and even less 

that is documented by research" (Dressel, 1968, p. ix). He goes on to 

observe, '1 ••• most of the extensive writing about curriculum is 

irrelevant to the college level" (Dressel, 1968, p. viii). 

Thc:-e are myriad dimensions involved in curriculum theory 

building and practice. No prescription for curriculum is available 

that is applicable to all institutions. For new institutions, such as 

the Indian colleges, this situation has petplexing connotations. It 

is not clear whether conventional curriculum theories and practices-

developed with practically no Indian input--are going to be satisfactory 

for tribal institutions in the long run. 

Theory and practice in curriculum are perhaps best illuminated 

by the broad problems or issues involved rather than solely through a 

strict comparison of specific models of curriculum per se. Gress and 
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Purpel, for instance, have identified seven sets of problems that are 

usually the focus of most theory and practice in curriculum: defini

tions of a curriculum; frameworks for addressing issues; arenas and 

participants for curriculum engineering, curriculum planninp: and design; 

the nature and formulation of objectives; curriculum implementation, 

evaluation, and change; and theory and research in the curriculum field 

(Gress and Purpel, 1978, p. ix). 

The writing on theory and practice in higher education has 

focused on the undergraduate level, especially the four-year college 

program. At the two-year level. curriculum development has been 

compounded by the rapid rise of the community college, its initial 

identity crisis vis-a-vis the conventional junior college, the overlap 

of its program into both secondary and postsecondary areas, it evolving 

comprehensiveness, and its stubborn adherence to the standard colle

giate model (Palinchak, 1973, p. 254-255). 

Community colleges have proved to be durable institutions that 

are capable of responding to a variety of societal forces and needs. 

It is this resiliency and adaptability to changing conditions and local 

circumstances that attracted the attention of Indian educators on the 

reservations to the community college model as it is generally known 

today. 

According to Dressel, there are many ways to approach curric

ulum development (Dressel, 1971, p. 21). His proposal for a structure 

of curriculum analysis and development is twofold 1) that a neutral 

structure, based on the fundamental educational concept of the 

institution, be used to analyze and describe the curriculum, and 2) 
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that the desired learning environment be determined in detail before 

methods are selected to achieve it (Dressel, 1971, p. 31). Reference 

to this type of structure helped to guide the analysis and delineation 

of curriculum development in the Indian colleges involved in this 

study. Looked at also were fundamental aspects of the curriculum of 

each institution such as the following: philosophy statements, purposes 

and goals, selection of content or learning experiences, and organiza

tion of learning experiences, 

Because of the divergent curriculum theories in the United 

States, any curriculum differences in Indian colleges may be better 

brought to light in a cultural context. Education as a cultural 

process among Indians mayor may not be adaptable to any extant theory 

of education since existing research provides no definitive evidence. 

On the reservations education tends to be a bi-cultural proposition in 

terms of the two generic societies involved, Indian and non-Indian. 

It was anticipated that, on the surface, Indian community colleges' 

curricular patterns would closely resemble their counterpart institu

tions elsewhere. But, unlike those in most other settings. Indian 

colleges function in a conspicuously bi-cultural environment. 

There are several hundred definitions and statements about 

culture by anthropologists and others in terms of technical defini

tions. The major variability in definitions apparently rests in what 

properties of culture are stressed and how explicitly comprehensive a 

definition is. Most behavioral scientists formulate the concept of 

culture approximately as follows: 



Culture consists of patterns, explicit and implicit, of and 
for behavior acquired and transmitted by symbols, constituting: 
the distinctive achievement of human groups, including their 
embodiments in artifacts; the essential core of culture con
sists of traditional (Le., historically derived and selected) 
ideas and especially their attached values; culture systems 
may, on the one hand, be considered as products of action, on 
the other as conditioning elements of further actionll (Kroeber 
and Kluckhohn, 1963, p. 357). 

If education creates a certain sense of tension between the 

Indian and non-Indian orders, the premise here is that such tension, 

to the degree it exists, arises in part from cultural conflicts. To 

the extent that value choices influence curriculum design, the 

researcher was sensitive to value orientations as relates to the 

cultural traits or beliefs of Indians. 

There are several conflecting educational philosophies in 

general American schooling. Tanner and Tanner identified six as 

follows: perennialism, essentialism,. reconstructiona1ism. experimen-

12 

ta11sm, romantic naturalism, and existentialism. Eac.h of these entail 

four identifying delineations including: controlling aim, curriculum, 

method, and ideal of the learner (Tanner and Tanner, 1980, p. 104). 

In higher education there are at least three basic philosophies or 

patterns of thought that exist or are identifiable in American colleges 

and universities: traditionalism, eclecticism, and relativism (Dressel, 

1968, p. 26). 

Amid these conflicting educational philosophies, the Indian 

colleges have attempted to fashion their own philosophical bases on 

which to build program offerings that fit their respective environ-

ments. Statements of philosophy are the .!!!!! ~ ~ of sound 

educational planning. Indeed, schools and colleges are required by 
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accreditation associations to have a statement of philosophy. Yet, 

as Tanner and Tanner observed, " ••• it is entirely possible that the 

actual education practices of a given school may contradict its stated 

philosophy. Obviously such statements are meaningless if they are 

inconsistent with or contradictory to actual educational practice" 

(Tanner and Tanner, 1980, p. 101). In this study, the reseacher was 

alert to the philosophy of Indian colleges vis-a-vis practice in terms 

of curriculum design. 

In promoting curricular ties to the old Indian order, or in 

helping to forge a newer one, Indian colleges are leaning toward 

fashioning new or different curricular responses instead of merely 

accepting or adapting to externally imposed prescriptions. An 

approach now under way is to begin the process by identifying the 

traditional values or educational precepts involved and building on 

them. For example, the Oglala Sioux Community Col1ege in South Dakota 

has outlined them as fol1ows in its 1980-81 Catalog, liThe four 

traditional Lakota virtues or values are Bravery, Generosity, Forti

tude, and Wisdom; and the four education-related precepts are: Hoonspe 

(education or lesson), Woslo1ye (knowledge), Wookahnige (a higher 

level of understanding), and Woks ape (Wisdom). the ultimate goal in 

the learning process" (Oglala Sioux Community College Catalog, 1980-81, 

p. 10-11). Similarly, other tribes have begun to look to their own 

social institutions and educational precepts as a point of departure 

in forging formalized instructional programs that are based on their 

own world view or value systems. 
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In discussing the question, What should a man learn?, Anthony 

Wallace noted that "Manifestly, what is needed to learn in one society 

is not necessarily needful to another. Cultural differences demon

strate that there is no absolute set of things to be learned; what a 

man should learn is a function of his culture" (Barnhardt, et a1., 

1979, p. 250). He goes on to add n,.. behind this principle lies a 

corollary; in order that noticeable cultural differences shall exist 

at all, there must be a significant degree of confonnity to norm within 

each society" (Barnhardt, et a1., 1979, p. 250). Scheirbeck. in 

discussing Indian perceptions of knowledge wrote " ••. where a culture's 

view of the role of knowledge differs, it follows that different 

methods of imparting knowledge may be more suitable (Scheirbeck, 1971, 

p. 4). 

The concept of culture is not absolute (Kroeber and Kluckhohn, 

1963). Interpretations of culture by individuals tend to vary and, to 

a degree, are based on their own notions of cultural integrity (Foley, 

1979, pp. 68-71). A dichotomous construct between what might be termed 

the llidealll culture, as conceived by a given individual, and the lIrea111 

culture, that which is actually manifest, would then seem appropriate 

in examining curriculum in that sense. If one views the reservation 

as a macro society and the community college as a microcosm of that 

society, a hypothetical model for conceptualizing the dynamics of 

sociocultural influences on curriculum development is possible. Sche

mati cally , such a model might be similar to the one in Figure 1. 

At the center of this model are such core concerns as the 

reality of sociocultural change in all its manifestations, the value 
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orientations of individuals, and the norms of societal and educational 

expectations. The two smaller rings refer the "ideal" culture, an 

internalized personal ideology as may be perceived by a given individ

ual Bnd the IIreal" culture, that which is more tangible in terms of 

behavioral and material traits. The middle ring would be the community 

college which for purposes of this study represents a nexus between the 

ideal and real cultures, a theoretical point of departure for curric

ular program development. The outside ring is the larger reservation 

society. The eventual curriculum design would tend to emanate from or 

through all levels of the model. 

Assumptions 

Indian college practitioners, the target population of the 

survey, represent individuals who were well-informed and professionally 

interested in the topic of the study and who understood the signifi

cance and meaning of the generic tem, tribal studies. 

Curricula in American Indian community colleges are suffi

ciently developed so that problems, trends, and practices can be 

discerned. 

Perceptions and definitions of culture were similar among the 

respondents, 1.e., couched in non-technical, non-anthropological tems. 

Tribal cultural and educational concepts are viewed by the 

Indian college practitioners as important elements of the instructional 

program of Indian community colleges. 



Figure 1. A model for conceptualizing the dynamics of sociocultural 
influences on curriculum design 

RESERVATION SOCIETY 
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Limitations 

The survey of institutions in this study was limited to a small, 

select group of American Indian C01"I":mity colleges. The '~tnr.y did not 

include the following kinds r'= postsecondary i.istitutions that serve 

Indian students: 1) those operated by the federal government, 2) those 

that are or have until very recently been supported by or were closely 

affiliated with a sectarian religious denomination, 3) those that are 

operated primarily with state appropriations, and 4) those that in the 

investigator's judgment were not clearly within the SCOpE and meaning of 

the definition of a two-year Indian cormnunity college for purposes of 

this study. Thus, the findings are indicative only as they relate to 

the institutions included in the study and should not be generalized to 

other populations of postsecondary institutions. The results of the 

survey are limited by the completeness and accuracy of responses as well 

as by the number of unreturned questionnaires. 

Definition of Terms 

For purposes of this study, the following definitions of terms 

apply: 

Indian Conununity College. A two-year postsecondary educational 

institution originally founded by Indian initiative or motivation, 

chartered by the official governing body of a particular tribe or nation 

of American Indians and historically identified as an Indian-controlled 

institution; also referred to as Indian colleges, tribal colleges, 

tribally-chartered colleges. and tribally-controlled community cOlleges. 



Tribal. Of or relating to a distinct cultural group of 

American Indians who share common customs. language, beliefs, social 

forms, material traits, and kinship structures. 
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Culture. The customary beliefs, social forms, and material 

traits of a racial or social group; also encompassess the term cultural. 

Educational. Of or relating to knowledge resulting from 

instruction or schooling, both formal and informal. 

Concepts. Generic or abstract ideas generalized from 

particular human experiences or thought. 

Curricula. A systematic arrangement of certain courses of 

study offered at an educational institution that is designed for 

specific students for a defined purpose. 

Sociocultural. Any combination of social and cultural factors 

of a given society. 

Tribal Studies. Course offerings that provide learning 

experiences pertaining to specific aspects of the culture of a 

particular tribe of nation of American Indians; also referred to as 

tribe-specific studies. 

Native American or General Indian Studies. Course offerings 

that provide learning experiences across a broad spectrum of concerns. 

facts, and issues pertaining to the general inter-tribal American 

Indian experience. 

Indian. Any member of the indigenous peoples, tribes, or 

nations of the western hemisphere who now Oc.cupy reservations and 

communities within the boundaries of the United States of America; 

used interchangeably with the term American Indian. 
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Sununary 

This chapter discussed the background that gave rise to the 

study, A theoretical framewOi:k was outlined along with basic 

assumptions, limitations, definitions, and significance of the study. 

Amid rapid changes taking place in the sociocultural milieu of American 

Indian tribal groups. Indian community colleges are attempting to 

fashion curricular programs that are responsive to those changes. 

Their curriculum development efforts must be sensitive to two bases of 

knowledge: that which is indigenous to the native Indian cultures and 

that which derives from western civilization. There is no universal 

definition of curriculum that can be applied to all schools in all 

situations. Theoretically, the Indian colleges are thus relatively 

free to forge their own curricular designs in terms of what might work 

best in their own settings. The Indian colleges, in striving to meet 

this challenge, can serve as a focal point for developing curricula 

that deal with their perceptions of the dynamics of sociocultural 

change in the contemporary American Indian experience. 



CHAPTER 2 

SURVEY OF RELATED LITERATURE 

This chapter presents a survey of literature pertaining to 

1) an historical overview of Indian higher education, 2) American 

Indian studies curricula in higher education, 3) anthropological 

prespectives related to Indian education, and 4) social science theory 

dealing with cultural revitalization. 

The body of literature on Indian education is very extensive. 

One of the most thorough surveys of the literature on the education of 

American Indians was done by Brewton Berry under federal government 

sponsorship in 1969. In that survey he found that the literature on 

American Indian education covers a wide range of topics over a consid

erable period of time. Out of a total of 1,500 items identified, 

the survey include 708 (Berry, 1969, p. 8). He found also that the 

published literature on the history of Indian education is very sparse 

while unpublished material on the subj ect is voluminous and mostly in 

the form of graduate theses and dissertations. The situation has not 

changed appreciably. Published histories on Indian education are few 

indeed although a massive amount of historical data are available. 

The prevailing theme in the literature covered by Berry is that 

efforts to educate Indians in the conventional American schooling mode 

were not successful. The literature documented high dropout rates, low 

academic achievement, poor counseling, and inadequate financing. It 

20 
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was, Berry aptly reported, " ••• a record of disappointment and frustra

tion" (Berry, 1969, p. 1). The survey found much speculation as to the 

causes of that poor record but little solid research into those causes, 

which were classified under the following eight categories: the 

intelligence .of the Indian; teachers; parents; cultural deprivation; 

the cultural barrier; the language barzi",z; the school; and the 

Indian's self-concept. The survey indicated that the greatest need at 

that time was for, " ••• effective, tested methods for attacking the 

causes and solving the problems" (Berry, 1969, p. 5). And, it noted 

that, "Discussions of the curriculum for Indian students do not 100m 

large in the literature. The problem seems not to have attracted the 

attention of researchers--at least not to the extent to which they have 

been drawn to certain other problems of Indian educationll (Berry, 1969, 

p. 90). 

The history of Indian education is multifaceted. It has yet to 

be published in a comprehensive version. lfuat has been written is 

either highly generalized or focused on narrow aspects. The Berry 

survey classified the various kinds of Indian education histories into 

five categories as follows: general histories, mission, institutional 

histories, tribal educational histories, and regional educational 

histories. 

For purpose of this overview, the investigator focused on the 

involvement of Indians in higher education, i.e., institutions and 

programs not usually associated with public elementary and secondary 

schooling. However, some of it is necessarily intertwined with the 

five categories of histories noted by Berry. 
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Historical Overview of Indian Higher Education 

Any discussion concerning the history of American Indian higher 

education must first acknowledge a vast, heterogeneous body of human 

experience and thought that existed on the North American continent 

long before the arrival of Europeans. The record of that pre-Columbian 

existence reposes partially in the oral traditions of the various 

Indian nations. It is also to be found in the geological strata of 

both American continents. There is a compelling array of archaeological 

evidence that the ancient peoples of America had highly developed 

technologies and flourishing civilizations dating from antiquity 

(Goodman, 1981). This suggests that their educational processes must 

have been fairly well developed commensurate with those technologies. 

While certain inferences can be drawn from such evidence, the overall 

educational scenario of those peoples awaits further exploration and 

clarification. 

In tenus of academic learning in the western European tradi

tion, the Indians of North America were exposed as early as the 

Sixteenth Century (Barth, 1950). The pattern of this exposure follows 

the sequence of events associated with European exploration and 

conquest of the New World. The nations of Spain, England, and, to a 

lesser degree, France, were primarily responsible for initiating 

efforts directed toward educating North American Indians in the 

European tradition. Colonists and missionaries from those countries 

assumed direct responsibility for the task of building schools and 

providing instruction. 
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The literature indicates that the Spanish first brought formal 

schooling to natives of the western hemisphere under leadership of 

members of the Franciscan Order (Barth, 1950, p. 46). During the early 

15005, after the Cartesian conquest of Mexico, the Franciscans and 

their followers began the process of changing the pre-Hispanic social 

order of Mexico through an organized system. Their goal was to change 

the values of Indian youth from that of their indigenous culture to 

that embodied by the new Christian Spanish social order (Barth, 1950, 

p. 28). The Spanish schools were designed, " ..• as instruments of 

social direction for the modification and change of societal patterns 

and core values" (Barth, 1950, p. 28). 

The Belgian Franciscan, Brother Peter of Ghent, usually 

mentioned in connection with the educational history of early Spanish 

North America, is commonly referred to in Mexico as Fray Pedro de Gante. 

He was the first full-time Franciscan educator of Mexico. He was born 

Peeter Van de Moere in the town of Ayghem-Saint Pierre, a suburb of 

Ghent, Belgium, in 1483 (Barth, 1950, p. 44). He landed in Veracruz on 

August 13, 1523, and went to the Aztec city of Tenochtitlan (now Mexico 

City) and across the lake to Tetzcoco where, in that same year, Ghent 

set up ,,'hat is, perhaps, the earliest known school af European culture 

designed specifically for the Indians of the New World (Barth, 1950, 

p. 46). 

In 1533, the St. John Lateran School (Colegia de San Juan de 

Letran) was established to educate half-breed spanish-Indians 

(mestizos) and some full-blood Indians, thus laying the foundation for 

a separate school of advanced Indian education, the Franciscan College 
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of Santa Cruz. That college was constructed in the Tlaltelolco district 

of Mexico City and was intended to broaden the scope of the educational 

offerings given to pupils in the common schools (Barth. 1950, p. 160). 

It was opened on January 6, 1536. and became known as the Colegia de 

Santa Cruz de Santiago de Tlaltelolco or the Holy Cross College of St. 

James of Tlaltelolco (Barth. 1950, p. 161). 

It was the first independent college in North America.! It had 

no affiliation with any European institution c-.-en of the type Harvard 

had with Cambridge in the following century. Its students were 

primarily the sons of the most prominent citizens, or caciques, of the 

larger towns and provinces of New Spain (Barth, 1950, p. 164). The 

enrollment was about 100 students who by today I s standards were young 

indeed, 10 to 12 years old, but this was consistent with the college 

student characteristics of Sixteenth Century Europe. One of the 

students. Antonio Valeriano, eventually became the Indian governor of 

Mexico (Barth, 1950, p. 168). 

Santa Cruz College was endowed by private philanthropy. 

Viceroy Antonio de Mendoza paid for the erection of the building at his 

own expense and developed a plan of endowment for the sustenance of the 

college students from the rents and revenues taken in from his dwellings 

and haciendas. Barth notes that this is an excellent illustration of 

the endowment of a public institution by private philanthropy even 

1. The Royal University of Mexico was founded in 1551 and 
established in 1553 with full university stature, thus laying claim to 
the distinction of being the first university founded in the New World; 
it is not clear, however, whether its enrollment included Indian 
students (Morison, 1935, p. 355). 
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though the institution was not truly public, being available only to 

the sons of the governing class (Barth, 1950, p. 163). In 1567, it 

was proposed that the college be expanded to university status since 

the Indian students were doing so well. That plan never materialized. 

By the end of the Sixteenth Century the college had been 

downgraded. In 1606 it was reduced to an elementary school for Indian 

children. Other friars sought to reestablish the advanced studies in 

1666 but 'Were unable to finance it (Barth, 1950, p. 177). After its 

decline the facility went under the name of St. Bonaventure College. 

Eventually it was confiscated by the government and converted to a 

prison (Barth, 1950, p. 178). Barth summarizes the reasons for the 

decline of Santa Cruz College which led to its extinction as follows: 

lack of sufficient financial support; persistence in reserving 
the school exclusively for the Indians; opposition to a native 
clergy on the part of some civil and ecclesiastical superiors; 
opposition to the advanced classical education of the Indians; 
fear that higher education, especially in the Scriptures, might 
lead to heresies among the Indians; envy of Franciscan success 
in influencing the natives and holding their affection and 
respect; turning too much of the college administration to the 
Indians before they were ready to undertake such responsibil
ities; epidemics, like the one in 1545, which greatly reduced 
the population; the strictness of the Franciscan rule against 
proprietorship even in cornmon; misappropriation of funds by 
secular major-domos; the necessary preoccupation of the friars 
with temporalities rather than curriculum and instruction, and 
the decrees of the Council of Trent demanding the approbation 
of the diocesan ordinary for the founding and continuance of 
colleges within his territorial jurisdiction (Barth, 1950, 
pp. 178-179). 

By 1629, four years before the establishment of the oldest 

school in the thirteen original colonies, the Franciscans had already 

established many elementary schools among the Indian Pueblos of New 

Mexico (Burns, 1907, p. 25). The activities of the Franciscans and 
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the prominence given to education was no accident. In Spanish 

legislation dating to 1516 provisions were made that each village of 

natives in New Spain was to have its own school, church, and hospital. 

The legislation was framed for the liberty and protection of the 

natives of the New World by the Spanish ruler, Ximenes de Cisneros, 

and Bishop Las Casas; it thus became known as the Ximenes Plan (Burns, 

1907, p. 27). The plan of Ximenes was a detailed one involving 

instruction for students up to nine years of age in reading, writing, 

catechism, and music. After nine years the common arts and trades of 

the civilized world formed the curriculum--tailoring, shoemaking, 

carpentry, carving, blacksmithing, brick-making, and stone cutting. 

Girls were taught to sew and to spin (Burns, 1907, p. 27). In 1680, 

the Pueblo Indians successfully rose up in revolt against the 

foreigners and managed to wipe out all vestiges of the Spanish presence 

so that by 1690, 1I ••• there was not a church, or priest, or Spaniard 

within the whole of New Mexico ll (Burns, 1907, p. 29). 

The Spanish were also active in what is now the area covered 

by the southeastern United States, a region known by the Franciscans 

as La Florida (Burns, 1907, p. 135). The explorer PanUlo de Narvaez 

brought Franciscan missionaries led by Fray Juan Juarez when he landed 

at Pensacola Bay in 1528 (Berry, 1969, p. 7). The Spanish missionaries 

continued their work in Florida until 1646 when the Apalaches Tribe 

led a revolt against them. From that date the Spanish missions and 

schools in the vast region they called La Florida declined repidly 

(Burns, 1907, p. 33). In 1568, a school was established in Havana, 



Cuba, by the Society of Jesus for Indians of Florida (Thompson, 1978, 

p. 168). 
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After the earlier efforts by the Spanish, the English colonists 

in the New World, most notably in Virginia, Massachusetts, Bnd New 

Hampshire initiated various programs aimed at educating the natives in 

the European tradition. Three colonial colleges are noteworthy in that 

regard: Harvard, William and Mary, and Dartmouth. 

While the English higher education program for American Indians 

began at Harvard in terms of actual enrollment, an earlier plan was 

initiated by the colonists in Virginia (Morison, 1935, p. 411). The 

typical English method for converting the heathen was by means of a 

college education; thus, the Virginia Company issued instructions dated 

November 18, 1618, " ••• t hat a convenient place be chosen and set out 

for the planting of a University at the said Henrico in time to come, 

and that in the mean time preparation be there made for the building 

the said college for the children of the Infidels according to such 

Instructions as we shall deliver" (Morison, 1935, p. 411). Accord

ingly, 10,000 acres were duly laid out on the north side of the James 

River at Henricopolis (now Dutch Gap) for the planned university 

(Morison s 1935, p. 412). A considerable sum of money was raised to 

put up a building and hire a master, but the Virginia Company decided 

to postpone the project in favor of using the money to send tenants to 

the college lands as an investment for further revenue as well as, 

II ••• to increase the population and diversify the industries of 

Virginia" (Morison, 1935, p. 412). 
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In 1622, 340 colonists including 17 of the tenants and their 

superintendent were killed by the Indians, but in the following year 

the majority of the original tenants returned to the college lands and 

the Virginia Company declared its intention to go through with the 

college project in spite of what happended (Morison, 1935, p. 414). 

However, the revocation of the Virginia charter in 1624 put an end to 

everything. and, "The university was completely forgotten" (Morison, 

1935, p. 414). It was the revocation of the Virginia charter that 

stopped plans for an Indian college there not the killings of 1622 as 

has often been reported. 

The early history of Harvard College reflects a prominent 

association with the provision of education for Indians. Founded in 

1636, the college had a rather inauspicious beginning to the point of 

cloSing its doors at the start of its second academic year (Morison, 

1935, p. 235). The college reopened in 1640 (Morison, 1935, p. 242). 

The charter of 1650 under which Harvard developed and evolved to its 

present status includes in its purposes: The advancement of all good 

literature, arts and sciences. The advancement and education of youth 

in all manner of good literature Arts and Sciences. All other 

necessary provisions that may conduce to the education of the English 

and Indian youth of this country in knowledge: and godliness (Norison, 

1935, p. 248). 

Accordingly, in 1653, the England-based trustees of the 

President and Society for Propagation of the Gospel in New England 

instructed the Commissioners of the United Colonies to erect a 

building at Harvard which was to serve as a college for Indian youth. 
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The Indian college was eventua.lly completed during the period from 1654 

to 1656 (Horison, 1936, p. 341-343). 

Information about the Indian students who attended Harvard at 

that time is sketchy. Most Indians who were in school between 1655 and 

1672 were enrolled in the Cambridge Grammar School, II ••• probably with 

the intention of entering Harvard" (Morison, 1936, p. 353). The record 

shows that, " ••• no Indian entered upon the regular college courses for 

the A.B. before 1660" (Morison, 1936. p. 354). With the exception of 

four students, no definite evidence exists about how many Indians 

actually enrolled for the Baccalaureate after that time. The four 

identified are as follows: Caleb Cheeshahteaumuck, Joel lacoomis, John 

Wampus, and Eleazar (Morison, 1936, pp. 354-357). Of these, only 

Cheeshahteaumuck graduated with a Bachelor of Arts degree. Another 

Indian, Benjamin Larnel, is known to have entered Harvard during the 

colonial period but not as part of the Indian college (Morison, 1936, 

p. 357). All of these students died while in college or soon after 

leaving. 

After 1665 the Indian college building was used primarily to 

acconnnodate English scholars and thereafter went into decline (Morison, 

1936, p. 359). In 1692 the building was deserted, and soon after 

another building was proposed to take its place, " ••• provided that any 

Indians who entered Harvard in future should enjoy their studies rent 

free in said building" (Morison, 1936, p. 359). The old Indian college 

building was torn down in 1698. 

Another notable effort by the colonists to educate Indians 

took place at the College of William and Mary in Virginia. In 1691, 



one Hon. Robert Boyle died and left his estate according to his will, 

n, •• to charitable and pious uses ll (Morrison, 1874, p. 42). Subse-

quently, in 1697, an English court bestowed the charity on Virginia 

and arranged for the money to be channeled through Harvard University 

to the president and professors at the College of William and Mary. 

II, •• for the purpose of maintaining and educating Indian scholars" 

(Morrison, 1874, p. 42). The money was then invested in an English 

estate called the Brafferton and with the proceeds a building at the 

college, now known as the Brafferton Building, was created to house 

Indian students (Morrison, 1874, p. 42). 

As was the case at Harvard, the Indian enrollment at William 

and Mary was relatively small. Enrollment records from 1754 to 1776 

show sixteen students identified as Indian. They are listed as 

follows: 

1754: William Cooke, John Langston, Charles Murphy, Gideon 
Langston. John Montour, Thomas Sampson, William Squirrel. 
1764: John Sampson. 
1765: John Tauhaw. 
1769: Robert Mush, George Sampson. 
1771: John Nettles. 
1775: Reubin Sampson. 
1776: Mons Baubee, James Gunn. Edmund Sampson. 

There is no evidence that any of them graduated with a 

Bachelors degree, but many died and the remainder reverted back to 

their Indian ways on leaving the college (Morrison, 1874, pp. 42-43). 

The original bequest of Boyle supported the Indian students until the 

American Revolution. After 1776, "The Indian school was abandoned in 

consequence of the loss of the manor of Brafferton by the Revolution" 

(Harrison, 1874, p. 52). 
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Dartmouth College in Hanover, New Hampshire, was established by 

charter dated December 13, 1769, issued by the Governor of the English 

province on petition of Reverend Eleazar Wheelock (Chase, 1891, pp. 

639-648). The college was rooted in an Indian school founded earlier, 

in 1755, by Wheelock at Lebanon, Connecticut, known as Moor's Charity 

School (Chase, 1891, pp. 10-11). The latter school was named in honor 

of its original benefactor, Col. Joshua More, a wealthy farmer residing 

in that area (Chase, 1891, p. 9). After 1758, ~,1heelock moved the 

school to Dresden (now Hanover), New Hampshire. In 1766, money was 

raised for the school by Reverend Nathaniel Whitaker and Reverend 

Samson Occom, an Indian minister who had been educated by lfueelock. 

Whitaker and Occam traveled to England for that purpose (Chase, 1891, 

p. 640). Moor's Charity School was maintained at Dartmouth until the 

end of the Nineteenth Century primarily through the fund provided by 

the efforts of Whitaker and Occom. 

The stated purpose of Dartmouth at its inception was, " ••• for 

the education and instruction of Youth of the Indian Tribes in this 

land in reading, writing and all parts of Learning which shall appear 

necessary and expedient for civilizing and christianizing of Pagans as 

well as in all liberal Arts and Sciences; and also of English Youth 

and any othersll (Chase, 1891, p. 642). Despite these intentions, 

Dartmouth's record in educating Indians in colonial times was poor. 

Of twenty-five Indian students at Hanover, several of whom were in 

college, only three were graduated; these were: Daniel Simons, a 

Narragansett, in 1777; Peter Pohquonnopeet, a Stockbridge, in 1780; 

and Lewis Vincent, a Lorette, in 1781 (Chase, 1891, p. 529n). 
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The French placed Jesuits in charge of Indian education during 

the last 100 years of their American colonization effort, but they 

apparently were not as effective or as methodical as the Spanish 

Franciscans (Adams, 1946, pp. 12-14). French Jesuits were active in 

the St. Laln"ence River area, Great Lakes region, and the Mississippi 

between 1611-1700 (Fuchs and Havighurst. 1972. p. 2). In order to 

teach French culture and Christianity to their charges, the Jesuits 

took children from. their families and tribes (Fuchs and Havighurst. 

1972, p. 2). Fuchs and Havighurst noted that the Jesuits, " ••• taught 

French language and customs, and emphasized the traditional academic 

subjects. Singing, agriculture, carpentry, and handicrafts were also 

inc1udedl1 (1972, p. 2). 

The European colonial experiments in Indian education were but 

a prelude to more extensive efforts that took place after the American 

Revolution and westward expansion of the new nation. Overall, the 

colonists were not successful. Adams noted that, "Despite the two and 

a half centuries of colonial endeavor to modify Indian culture the 

majority of the natives remained untutored in the European sense and 

their basic economy was unchanged. Indian political and religious 

concepts had not been fundamentally altered" (Adams, 1946, p. 26). 

When the United States gained independence from England, a new 

chapter in American Indian education began. Section 8, Article I, 

Clause 3, of the United States Constitution authorizes the federal 

government, "To regulate Cormnerce with foreign Nations, and among the 

several states, and with the Indian Tribes." Thus, the so-called 

conunerce clause provided the constitutional basis on which relations 
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between the government of the United States and the governments of the 

Indian nations began. From 1778 to 1871, the United States maintained 

a policy of entering into formal treaty agreements with the Indian 

nations as a means of conducting official business with them. 

While most federal laws concerning Indian affairs, including 

treaties, post date the Declaration of Independence, there is ample 

evidence that current federal Indian law has roots in European legal 

theory existing long before 1776 (Getches, et aL, 1979, p. 30). 

Before the American Revolution Spain, Holland, England, and the British 

Colonies had all entered into treaties with various tribes (Getches, 

et 81., 1979, p. 32). The earliest foundations of modern international 

law supported the concept of treating with Indian nations as sovereigns 

who had inherent rights and title to the land of the New World (Getches. 

et a1., 1979, p. 30). Many of those treaties contained provisions for 

education. 

The first treaty which contained a provision for educational 

services was signed with the Oneida, Tuscarora, and Stockbridge Indians 

on December 2,1794 (Cohen, 1942, p. 239). Subsequently, 96 other 

treaties contained education-related clauses (Thompson, 1978, p. 183). 

After the treaty-making period ended in lB71, Indian education began 

to be dominated by a system of federal boarding schools which emphasized 

acculturation, assimilation, industrial training, and military style 

discipline. 

In addition to treaty provisions, the development of United 

States Indian education policy is rooted in federal statutes. The 

first of these was the Act of March 3, 1819 (3 Stat. 516, R.S •• 
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Sec. 2071, 25 U.S.C. 271). This statute authorized an annual 

appropriation of $10,000 to promote the civilization of Indians on the 

United States frontier. This Act, known as the Early Civilization Fund, 

was eventually repealed on Febl:'uary 14 ~ 1873 (Cohen, 1942. p. 240). It 

had been use!i to channel monies to Christian missionaries who were 

engaged by the government to further the purposes of the Act (Cohen, 

1942. p. 240). 

Throughout the Nineteenth Century an underlying theme in 

attempts to assimilate and acculturate the Indians was Christianization. 

During the last two decades of the 1800s American Indian Policy was 

dominated by a small but vocal group of reformers who wrote and spoke 

vigorously in favor of acculturating and assimilating the Indians 

(Prucha, 1973, p. 1). It was an intense crusade. Prucha described the 

intent as follows: 

Convinced of the superiority of the Christian civilization 
they enjoyed, they saw no need to inquire about positive 
values in the Indian cultures, nor to ask the Indians what 
they would like. With an ethnocentrism of frightening 
intensity, they resolved to do away with Indianness. There 
would be no more Indian problem because there would be no 
more persons identifiable as Indians. A11 would be inunersed 
in the same civilization (Prucha, 1973, p. 20). 

The reformers advocated three basic approaches to de-Indianize 

the natives 1) separation of Indians from their land base, 2) equaliza-

tion or citizenship under United States law, and 3) provision for a 

universal federal school system for Indians. Of these, they concen-

trated on the first and were successful through passage of the General 

Allotment Act of 1887. The effect of this law accomplished its 
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objectives, the separation of Indians from vast tracts of their original 

land base. 

A number of government-supported educational facilities for 

Indians was already in place by 1842, including 37 schools; this number 

had increased to 106 in 1881. The United States Indian Training and 

Industrial School was established in Carlisle, Pennsylvania, by General 

R. H. Pratt in 1879 (Cohen, 1942, p. 240). Haskell Institute was 

established in Lawrence, Kansas, in 1882. Other off-reservation schools 

were located at Salem, Oregon; Genoa, Nebraska; Grand Junction, Colorado; 

Chilocc.o in the Indian Territory (Oklahoma) i and Albuquerque, New Mexico. 

Three more were under construction at Pierre, South Dakota; Carson, 

Nevada, and Santa Fe, New Mexico (Prucha, 1973, pp. 231-234). The 

latter group of off-reservation schools, particularly Haskell, Chilocco, 

and Santa Fe eventually became a core group of government-operated 

postsecondary institutions that figured prominently in the education of 

Indians for several generations. 

After the Indian Removal Act of May 28, 1830, which enabled 

President Andrew Jackson to proceed with his Indian removal policy, 

treaties were negotiated with southern tribes to move them from their 

original homes in Florida, Georgia, the Carolinas, Tennessee, Alabama, 

and MissiSSippi, to the Indian Territory. Thus, the so-called Five 

Civilized Tribes--Cherokee, Choctaw, Chickasaw, Creek, and Seminole-

were displaced accordingly to new homes in Arkansas and Oklahoma. 

Each of these tribes eventually formed new governments. They also made 

provisions for the education of their people patterned on the formal 

schooling system of non-Indians. 



36 

The Cherokee Nation provides a case in point, which is 

illustrative of a successful early model of Indian-controlled schools 

including institutions of higher education. A Cherokee historian, 

Ermnet Starr. documented that effort. He noted that "The idea of public 

and higher schools for the Cherokees was advocated and provided for by 

the Treaty of 1835" (Starr, 1921, p. 225). By 1841, the newly formed 

government of the Cherokee Nation in the 'West had passed authorizing 

legislation to establish eleven public schools which were to be under 

supervision of a superintendent of education (Starr, 1921, p. 226). 

These were forerunners of an extensive network of public schools run by 

the Cherokees, the total number eventually reaching 120 after the Civil 

War (Starr, 1921, p. 229). 

In 1851 the Cherokee Nation opened two seminaries. one for 

Cherokee males and one for Cherokee females (Starr, 1921, p. 231). 

These are clear examples of higher education institutions in the modern 

sense of the term. They were organized into two levels, or departments. 

These departments were actually a three-year preparatory school and a 

four-year school of advanced studies. Starr provides the following 

descriptions of the seminaries' curricula (Starr, 1921, p. 231-232); 

Preparatory Department 

The course of study 101 this department embraces three years, 
and prepares students for the Seminary proper. The school is 
thoroughly graded. Object lessons, compositions, oral, written 
and other exercises calculated to develop the power of written 
and oral expression are given. Ideas of number, form. size and 
actual measurement precede the more complex arithmetical opera
tions. Map drawing, the use of the excellent maps in the 
Seminaries and topical exercises render geography practical. 
The Principal of this department spends an hour each Saturday 
with the students, assisting them in selecting books from the 
library. 



First Year: Penmanship, Phonetics, Reading, Object Lessons, 
Granonar, Geography, Arithmetic. 

Second Year: Penmanship, Reading, Object Lessons, Composition, 
Phonetics, Ar! thmetic, Geography. 

Third Year: Reading, Object Lessons, Composition, Phonetics, 
Arithmetic, Geography, 

Seminary Proper 

The course of study embraces four years. The work in this 
institution is equal to that of the best institutions in the 
country. This school possesses many advantages over similar 
institutions, from the fact that teacher and students are 
together. Teachers instruct and direct, not only in the text 
book studies but in general reading, in the use of reference 
books and library work--a thing impossible when students have 
no libraries and books of reference in their homes or boarding 
houses. The usual degrees are conferred, upon the completion 
of courses of study. 

Freshmen--Ancient Languages: Latin, Greek; English: Grammar; 
Geography; History: U.S. History; Mathematics: Arithmetic 
Algebra; Physical Geography; Physiology. 

Sophomore--Ancient Languages: Caesar, Anabasis; English: 
Rhetoric; History: English History; Nathematics: Algebra, 
Geometry; Chemistry; Natural Philosophy. 

Junior--Ancient Languages: Cicero, Ovid, Thucydides; Modern 
Languages: French, German; English: English Literature, 
American Literature; Mental Science: Political Economy, Moral 
Philosophy; Mathematics: Trigonometry, Analytical Geometry; 
Botany; Geology. 

Senior--Ancient Languages: Virgil, Livy, Homer; Modern 
Languages: Moliere, Goethe; English: Criticism; Mental Science: 
Mental Philosophy, Logic; Mathematics; Surveying and Calculus; 
Astronomy; Zoology. 
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The Cherokee Female Seminary was run on the plan of Mt. Holyoke 

Female Seminary in South Radley, Hassachusetts (Foreman, 1948, p. 80). 

The Cherokee government sent delegates to visit Mt. Holyoke, and later 
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they recruited administrators and instructors from that institution 

who apparently were very successful in carrying out the plan among the 

Cherokee female students. Foreman observes~ " ••• the ideals of Ht. 

Holyoke were carried into the wilderness and the bearing of Cherokee 

girls educated there was no poor imitation of the refinements of 

eastern graduates" (Foreman, 1948, p. 80). 

The Cherokee Male Seminary was closed temporarily on October 

20, 1856, due to lack of funds. The female seminary also closed at 

the end of the fall term of the same year, but both were reopened after 

the Civil War (Starr, 1921, p. 239). The original building which 

housed the Cherokee Female Seminary was destroyed by fire on April 10, 

1887 (Foreman. 1948, p. 173). It had been an imposing structure; its 

library contained 766 volumes. Starr observed. "The progress of the 

Cherokees was due to their excessive pride in their schools. which were 

never allowed to be under the supervision in any way of the educational 

authorities of the United States and none of their schools were ever 

visited by officers or agents of the department of education at 

Washington. until after June 30. 1898 11 (Starr, 1921, p. 229). The 

Cherokee National Male and Female Seminaries were combined in September 

1909 (Starr, 1921, p. 243). On March 20, 1910, the male seminary 

building burned. By 1906, a year before Oklahoma gained statehood, 

the United States government initiated action to take over the Cherokee 

school system, at which point the schools went into decline (Fuchs and 

Havighurst, 1972. p. 7). 

Early in the Twentieth Century the government sought, 

prematurely perhaps, to move Indians toward IIself-sufficiencyll as 
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quickly as possible. The policy statements of Indian Commissioners in 

1901 and 1905 are instructive in that regard (Prucha, 1975, pp. 199-

206). Those policies advocated termination of the govemment's role 

in subsidizing services for Indians in favor of greater Indian self-

support. Nevertheless, those services, including education, continued 

to be provided by the govemment because by then the federal government 

had already explicitly and implicitly acknowledged a responsibility to 

Indian education (National Advisory Council on Indian Education, 

Seventh Annual Report to Congress, 1980, p. 124). The predominant 

theme of the government I s policy directives and legislative enactments 

relating to Indian education in the late 1800s and early 1900s was the 

acculturation and assimilation of Indians as quickly as possible. 

An early cornerstone of Twentieth Century federal Indian 

education policy was laid with passage of the Snyder Act of 1921 (25 

U.S.C. 13). It provided, "The Bureau of indian Affairs, under the 

supervision of the Secretary of the Interior, shall direct, supervise, 

and expend such moneys as Congress may from time to time appropriate, 

for the benefit, care, and assistance ~f the Indians throughout the 

United States for the following purposes: General support and c1viliza-

tion including education." Under this broad authority the Bureau of 

Indian Affairs proceeded with its mandate. 

In 1926, the Interior Department commissioned a study to be 

done by the Institute for Government Research, later known as the 

Brookings Institution. The Institute assembled a staff of experts in 

the fields of social science: law, economic development, and education. 
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Headed by Lewis Meriam, the group conducted one of the most comprehen

sive studies ever done into the problems assuciated with administering 

programs for Indians. The Meriam Report was issued in 1928. Titled, 

The Problem of Indian Administration, it signalled the beginning of 

aoothei' era of Indian policy reform. Among other things it highlighted 

the inadequacies of the federal educational system for Indians and made 

recommendations for improvement (Meriam, 1928). 

In the 19305. the Wheeler-Howard Act (or Indian Reorganization 

Act) and the Johnson-O'Malley Act both featured provisions for educa

tional services to Indians. For example. the Johnson-O'Malley Act 

promoted the idea of federal state cooperation in expanding educational 

opportunities under a contract system with state institutions (49 Stat. 

1458, 25 U.S.C., 452-456). One of the purposes of the Wheeler-Howard 

Act (Act of June 18. 1934) was. "To supply Indians with means for 

collegiate and technical training in the best schools". 

Despite favorable Indian policies and legislation, Indian 

participation in higher education seemingly did not increase signifi

cantly in the decade following 1934. 

Federal Indian policy in the 1940s began to build on a growing 

philosophy of termination. In 1944. for instance, the Senate Indian 

Affairs Committee proposed a long-range program for the gradual liqui

detion of the Bureau of Indian Affairs (The Education of American 

Indians: The Organization Question, 1969). In 1947, the Bureau of 

Indian Affairs drafted a tentative program for the gradual withdrawal 

of Federal control and supervision over the affairs of American Indians 

(The Education of American Indians: The Organization Question. 1969). 
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In 1951, the Bureau of Indian Affairs undertook preliminary and 

exploratory measures in the direction of "withdrawal programing" (The 

Education of Arne_riean Indians: The Organization Question, 1969). The 

approach to termination of federal responsibility was cautious but was 

based on deeply held notions of Americanizing Indians as the ultimate 

answer to the Indian problem. A December, 1952, report of the House 

Committee on Interior and Insular Affairs is illustrative: It is the 

belief of the committee that all legislation dealing with Indian 

affairs should be directed to the ending of a segregated race set aside 

from other citizens. It is the recommended policy of this committee 

that the Indians be assimilated to the Nation t s social and economic 

life. The objectives, in bringing about the ending of the Indian 

segregation ..•. are: 1) the end -:;i-war"dship or trust status as not 

acceptable to our American way of life, and 2) the assumption by 

individual Indians of all the duties, obligations, and privileges of 

free citizens (The Education of American Indians: The Organization 

Question, 1969, p. 651). 

In 1953, Congress passed House Concurrent Resolution 108, 

which declared United States Indian policy to be " .•. as rapidly as 

possible, to make the Indians within the territorial limits of the 

United States subject to the same laws and entitled to the same 

privileges and responsibilities as are applicable to other citizens 

of the United States, to end their status as wards of the United 

States, and to grant them all the rights and prerogatives pertaining to 

American citizenship", and that certain tribes, " •.• should be freed 
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from Federal supervision and control and from all disabilities and 

limitations specially applicable to Indiansll (The Education of American 

Indians: The Organization Question, 1969). 

The termination policy of the 19505 promoted relocation of 

large numbers of Indians to metropolitan areas of the country where the 

predominant emphasis in terms of schooling and training was in the 

vocational-technical skills. Otherwise, Indian education policy and 

practices in the 19505 remained static until the ensuing decade. 

General access to higher education did not begin for Indians 

until the 19605. The current era of Indian "self-determination" began 

to gather momentum at that time. Innovative programs promoting thie 

idea occurred as part of the War on Poverty of the Johnson Administra

tion. The Economic Opportunity Act of 1965 helped to trigger Indian

controlled action on two important fronts 1) economic development and 

2) education. 

The Act had great impact in Indian country. Programs such as 

Head Start, Upward Bound. Job Corps, VISTA, and Community Action became 

commonplace in Indian communities. Increased Indian participation in 

program control helped lay the groundwork for the development of 

community-controlled schools such as the ones at Rough Rock on the 

Navajo Reservation in Arizona and a community-controlled public school 

on the Rocky Boy's Reservation in Montana (Kickingbird, 1979. p. 21). 

A sidelight in the higher education of Indians occurred as an 

outgrowth of the self-determination movement. This was the establish

ment of experimental programs in graduate study at four major 

institutions of higher education: Harvard University. the Pennsylvania 
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State University, the University of Minnesota. and the Arizona State 

University (Lynch, 1981). Initially, the experiment involved joint 

funding by the Office of Economic Opportunity's "Indian Desk" and the 

Bureau of Indian Affairs. Those organizations contracted with the 

participating universities for the purpose of recruiting and training 

Indians to become educational program administrators. The emphasis was 

on producing graduates at the master's and doctoral levels. These 

programs were envisioned as a source of academically qualified Indian 

administrators who could assume leadership positions in the upper 

echelons of the Bureau of Indian Affairs educational system within a 

relatively short period of time. Although the experiment was not 

immediately successful in stocking the Bureau I s education decision

making positions as intended, it did serve to produce a cadre of Indians 

with academic credentials. Out of this cadre have come many of the 

more visible current educational program directors (Lynch, 1981). 

The availability of scholarships was a significant factor in 

promoting Indian access to higher education. Indian students were 

eligible for basic grants authorized in the Higher Education Act as 

well as for grants available from the Bureau of Indian Affairs. Many 

tribes set aside some of their own monies to assist college students. 

Special programs also figured prominently such as the following: the 

Special Program in Law administered by the American Indian Law Center 

at the University of New Mexico; American Indian Scholarships, Inc., a 

program based in Taos, New Mexico, limited to the support of Indian 

graduate students; the American Indian Fellowship Program, authorized 

by the Indian Education Act (Title IV, Public Law 92-318), administered 
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by the Office of Indian Education in the United States Department of 

Education, and the United Scholarship Service, a private organization 

in Denver. Colorado, devoted to promoting college and secondary school 

education for Indians and Mexican-American students. 

Other legislation of the 19605 that impacted on Indian education 

included the Elementary and Secondary Education Act (ESEA) and the 

Higher Education Act (HEA), both enacted in 1965. Title I of ESEA 

provided supplementary monies to school systems for the benefit of all 

disadvantaged groups, including Indians. Unfortunately, there was 

widespread misuse of Title I monies by public schools; money that was 

earmarked for the benefit of Indian children. This was documented in a 

study done by the NAACP Legal Defense Fund (An EVen Chance, 1971). 

The Higher Education Act was instrumental in promoting Indian 

access to higher education outside of the Bureau of Indian Affairs I 

vocational-technical school system through grants-in-aid and student 

support programs referred to as the "Trio Programs", Talent Search, 

Upward Bound, and Special Services. Title III of REA proved to be a 

major source of assistance for the development and proliferation of 

tribally-chartered conununity colleges. Title III is concerned with 

strengthening 11developing insti tutions". 

On August 31, 1967, a Special Subcommittee on Indian Education 

was established in the United States Senate v."ith Robert F. Kennedy as 

its chairman. The Subcommittee was authorized 11, •• to examine, investi

gate, and make a complete study of any and all matters pertaining to 

the education of Indian children" (Indian Education: A National Tragedy--



A National Challenge, 1969. p. 1). The study took two years during 

which time Robert Kennedy was assassinated. The chairmanship then 

passed to Senator Wayne Morse of Oregon and, on his retirement, to 

Senator Edward M. Kennedy under whose name the report was issued in 

1969. It was entitled, Indian education: A National Tragedy, A 

National Challenge. Sixty recommendations were made. Most prominent 

were those emphasizing the inclusion of Indian culture. history. and 

language into school curricula and the involvement of Indian parents 

in the education of their children. The report helped pave the way 

for further reforms in federal Indian education policy. 
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In 1968, the first tribally-chartered community college was 

established by the Navajo Nation on their reservation in northeastern 

Arizona. That institution was to be the first of a genre that 

proliferated in the decade of the 1970s. In 1969, the National Indian 

Education Association (NIEA) was founded by Indian professional 

educators. The NIEA held its first convention in November of that year 

in Minneapolis. 

At the end of the 1960's a clear pattern of Indian leadership 

in educational matters had taken hold. A chronicler of the Bureau of 

Indian Affairs education programs noted "The number of breakthroughs 

in Indian direction that occurred in the late 1960s must be attributed 

to an increasingly articulate Indian leadership" (Szasz, 1977, p. 155). 

During the 1970s Indian controlled schools became more common

place. Their rapid proliferation was enhanced by the emergence of two 

new organizations, the Coalition of Indian Controlled School Boards 



(CreSB) in 1971 and the American Indian Higher Education Consortium 

(AIREC) in 1972. Both of these DL'ganizations were very active and 

effective in promoting the advancement of the types of schools that 

comprised their rnembership--elementary and secondary under the CIeSB 

and community colleges under AIHEC. 
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Entering the decade of the 19805 most Indian community colleges 

began to observe only their tenth anniversary. Thus, their place in 

the history of American Indian hihger education is still in the 

beginning stage. The Indian college movement was begun by a handful of 

small institutions with meager resources in the face of formidable odds 

and has progressed to the point where seventeen tribally-chartered 

institutions were offering postsecondary programs in 1981. Two are now 

fully accredited, thirteen have accreditation candidacy status, and the 

remainder are ste::!di1y progressing toward that important stage of 

institutional development. In 1978, t-he Tribally-Controlled Community 

Assistance Act was passed, " ••. to provide grants for the operation and 

improvement of tribally controlled community colleges to insure 

continued and expanded educational opportunities for Indian students" 

(92 Stat. 1325, Sec. 101). The Act provided a much needed boost for 

the movement, but the Indian community colleges face considerable 

challenges in the years ahead. 

American Indian Studies Curriculum 

The literature on higher education curricula that deals with 

Indian subjects focuses on a genre collectively referred to as American 

Indian Studies, or Indian studies. The phenomenon of Indian studies is 
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relatively new but has gained popularity at a variety of institutions 

across the country. In 1973, it was reported that there was a total of 

66 Indian studies programs (Locke, 1973). This was determined on the 

basis of a survey of 626 institutions of which 170 responded. Chavers 

noted, however, that, " ••• there are large numbers of Indian students 

in public and private two-year institutions, which are not well 

represented in the Locke report. including several of the tribally

chartered community colleges" (Chavers, 1979, pp. 51-52). 

Indian studies programs trace their beginnings to the late 

19605 and early 19705, roughly coincidental with the groundswell of 

Indian self-determination efforts. Leitka reported that a majority of 

Indian studies programs began in the period from 1965 to 1971 (Leitka, 

1973, p. 32). He compared their emergence with that of Black studies 

programs which resulted from the civil rights movement and noted that 

most Indian studies programs were initiated as a result of students' 

demands (Leitka, 1973, p. 49). Similarly, Chavers reported that Native 

American programs in the California institutions of higher education 

were started primarily in response to pressure from students (Chavers, 

1972, p. 14). He also noted that the term, Native American, as opposed 

to American Indian, was new and was the source of some confusion as a 

generic term for such curricula as well as for racial or ethic identi

fication among respondents (Chavers, 1972, p. 18). 

In response to the Indian studies movement the National Indian 

Education Association (NlEA) commissioned intensive research and con

sultations in 1974 toward development of a model course entitled, 
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Contemporary Issues of the American Indian (Deloria, 1974, p. 2). This 

was done in cooperation with Navajo Community College. The model is 

designed to provide a guide for the teaching or development of courses 

on the subject of contemporary American Indian issues. The contemporary 

period is defined as from 1867-68 fon,Tard. Because of the radical 

shifts in Indian programs and policies over the past one hundred years. 

Indian studies programs tend to proceed from a general orientation of 

tracing Indian policy developments. This is viewed as a strong argument 

for developing Indian studies courses along a definition of policy lines 

(Deloria, 1974, p. 2). 

The rationale for Indian studies apparently derives from Indian 

concerns about the transmission of knowledge and skills pertaining 

specifically to the American Indian experience in the formal academic 

context (Thompson, 1978, p. 105). Whiteman observed that the develop

ment of Indian studies, " .•• comes at a time of Native American self

awareness •••• and self-determination" (Thompson, 1978, p. 106). She 

advocated programs of Indian studies which will produce young Indians 

who have the, " .•. attributes of warrior, scholar, and community 

activist" (Thompson, 1978, p. 116). Her discussion was with regard to 

Indian studies programs in university settings. Indeed, until the 

advent of tribally-chartered community colleges, Indian studies dealt 

only with the broader concerns or issues of American Indians generally. 

A more fundamental argument for developing Indian studies 

curricula based on Indian consciousness was advanced by Vine Deloria 
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as early as 1972 and as recently as 1978. He challenges the basic 

assumption in Indian education that it is desirable for Indians to 

emulate the Anglo-Arnerican model in societal and educational practices 

(Thompson~ 1978, pp. 9-26). He pointed out the inconsistencies of 

White American values, mores. and philosophical orientations vis-a-vis 

the prevailing practices evident in American society and its schooling 

system: 

The very basis of American educational theory lacks moral 
and ethical content. It does not speak of relationships 
between people and groups of people. It merely provides 
sufficient tools for individuals to use to climb the ladder 
of social, economic, academic and military pyramids without 
regard to the means used to achieve the ends. Little can 
be said about the way things ought to be. Social sciences 
simply describe the manner in which they operate, given the 
conditions under which they arise. 

In this whirlpool of disorder, Indian education is supposed 
to orient Indian children to the mysteries of the world of 
the white man. It is supposed to teach them respect for 
law and order while he watches the law being blatantly 
violated before his eyes. He is taught to revere knowledge 
while watching incompetents achieve startling success. He 
is taught to expect equal opportunity while he knows that 
he will be denied that opportunity because of his race. The 
major task of Indian education is to reduce the dropout rates 
which translated means keep them in school longer and feed 
them more lies (Thompson, 1978, p. 10). 

Deloria argues for Indians to return to their own internal 

systems in terms of searching for a concept of Indian education with 

the focal point being the Indian corrnnunity itself as the generator of 

educational content. He looks at Indian community colleges as a 

bright hope in leading the search for a clearer definition of Indian 

education on Indian terms (Thompson, 1978, p. 26). 
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Tribal studies, or tribe-specific studies, in the academic 

context came about with the inception of Navajo Community College. This 

institution was the first of a genre that proliferated throughout the 

decade of the 19705. Since its founding in 1968, Navajo Cormnunity 

College has been very active in promoting, developing and implementing 

such curricula. 

Concerning the role of Indian studies in a tribal setting, a 

cornmon theme is that expressed by Ruth Roessel, a Navajo, who directed 

Indian and Navajo studies at Navajo Community College for many years, 

"Indian studies is the teaching of the traditions and values and 

culture of a group of people" (Roessel, 1974, p. 7). She noted, however, 

that the idea is not without its problems and identified six that are 

associated with the development of Indian studies curricula: 1) the 

feeling among many, Indians and non-Indians, that the formal school 

setting is not an appropriate locus for Indian cultural studies; that 

this is an area that should be dealt with in the home 7 2) the 

inadequacy of teaching materials or publications; there are not 

enough books by Indians for Indians about Indians, 3) academic and 

professional legitimacy; an Indian studies major does not prepare one 

for gainful employment nor is it widely accepted among conventional 

academicians as a valid academic discipline, 4) content of curricular 

materials; many published works on Indians contain distortions or 

inaccuracies and are not based on Indian primary sources but on inter

pretations of ethnologists or anthropologists, 5) criticism from 

"educated" Indians who disdain the idea of "teaching Indians to be 
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Indians"; such criticism tending to emanate from acculturated or 

assimilated Indians, aod 6) lack of sufficient monies for the continued 

development or upgrading of Indian studies programs (Roessel, 1974, 

pp. 9-18). 

A distinction is made between general Indian studies and tribal 

studies (Roessel, 1974, p. 19). Tribal studies feature a particular 

emphasis on the culture of a specific American Indian tribal group. 

while Indian studies has a much broader emphasis which encompasses 

issues and concerns that transcend inter-tribal lines (Roessel, 1974, 

p. 20). 

The touchstone of Indian and tribal studies programs derives 

fundamentally from the indigenous Indian cultures themselves. Whiteman 

observes that: 

Education is as native to this continent as its Native people . 
... . we have our unique religious beliefs as we have our unique 
philosophical concepts. We account for the constellations in 
the universe as we have our own accounts of history. \\Ie have 
a culture--language, values, beliefs, foods, costuming, and 
social patterns--and we have a means of transmitting that 
cuI ture from one generation to the next. Adulthood was not 
attained by being ignorant in the ways of life (Thompson, 1978, 
p. 105). 

Similarly, Roessel stated that the history of Indian studies 

II ••• goes back to the foundation and beginning of time with Indian 

people and with Indian nations. The Navajos practiced Navajo Studies 

long before the white man ever set foot on this continent •••. So let 

us not think that Indian studies is newlt (Roessel, 1974, p. 7). They 

point out that what is new is the context in which such subjects are 

taught as well as the social and historical forces that brought them 

to bear as they are known today. 
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The characteristics of Indian studies programs at cOlleges and 

universit.ies vary in scope and emphasis. Roessel identified six 

characteristics which, in her estimation, constitute desirable traits: 

1) comprehensive content including not only a particular emphasis in 

terms of a region or a tribe but also a broad emphasis which encompasses 

all Indians. 2) objectives which are clear to faculty and students and 

are based on a philosophy that is carefully thought out in relation to 

Indian education, 3) courses that are interrelated and sequential--not 

discrete and unrelated--in keeping with the relatedness of learning in 

Indian life and culture; quality not quantit·, should be stressed, 

4) instructional and reference materials that are developed and 

produced from the point of view of Indian people, faculty, and students, 

5) a competent, knowledgeable Indian faculty who have the capacity to 

teach and who are grounded in their cultural traditions and beliefs as 

Indians and who can relate to Indian students on the same cultural 

basis, and 6) interrelation and cooperation with other instructional 

departments of a given institution; communication is viewed as a key 

element (Roesse1, 1974, pp. 19-24). 

As might be expected, most discussions in the literature about 

Indian studies are oriented toward relevance to the Indian experience 

and to Indian students in particular. Little is mentioned about the 

intrinsic value of such courses to the total educational experience of 

all United States citizens. Swensen points this out and notes that 

there is a lack of fundamental knowledge and interest in the problems 

of Indians on the part of non-Indians (Deloria, 1974, p. 56). He 
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observes that Indian history is grossly neglected and/or distorted, 

and that "The need for Indian studies programs is not simply one of 

recognizing the demands of Indian students but a real need to fill a 

gnawing need of non-Indians for truth and substance in their education 

(Deloria. 1974, p. 48). He asserts that many of the problems in 

contemporary Indian and non-Indian relations could have been ameliorated 

if non-Indians' treatment of Indians in history texts, literature. and 

other media had been based on fairness and truth rather than on lies 

and distortions. Swenson points out further that: 

IIWhile our government, institutions, professions, and people 
have been insisting that Indians must learn to understand us 
and our ways and act accordingly, we have been unwilling or 
unable to learn to understand Indians and their ways and act 
accordingly. Perhaps this is an impossibility. If so, it is 
equally impossible for us to expect it from Indians" (Deloria, 
1974, p. 59). 

Anthropological Perspectives and Indian Education 

The emergent field of educational anthropology reflects a 

recent growing interest on the part of anthropologists in using the 

tools of their discipline to study education as a cultural process. 

Anthropology I S application to educational problems can be traced back 

to at least 1904, although education was not listed as an area of 

application for anthropology in the discipline I s literature until 

about 1961 (Spindler, 1963, pp. 53-54). In 1968, the Council on 

Anthropology and Education (CAE) was formed. In the meantime. the 

body of literature on anthropology and education has grown considerably 

and provides a perspective that is informative in examining the 

sociocultural aspects of education including that which has bearing on 

the education of American Indians. 



Spindler stated that "Education is a pan-hwnan process, but 

one that varies sharply from culture to culture" (Spindler, 1968, 

p. 69). This view is consistent with the notion of education as a 

54 

cultural process as well as with Quillen 1 s observation that "Education 

is the instrument through which cultures perpetuate themselves. It is 

the process through which the members of a society assure themselves 

that the behavior necessary to continue their culture is learned" 

(Spindler, 1963, p. 50). 

Within the American schooling system, sociocultural conflict 

has been a prominent aspect of Indian education. The "cultural barrier" 

is the focus of numerous discussions in the literature on the education 

of American Indians. The resulting poor achievement of Indian students 

is well documented. but problems arising from the conflict of cultures 

in the classroom and how they might be resolved seem not to have drawn 

the attention of very many researchers (Berry. 1969. p. 77). 

Culture is the shorthand term for rules that guide the way of 

life of members of a human social group (Foster, 1962, p. 11). Simply 

stated, society means people and culture means the behavior of people 

in a society. Foster observes further that "The terms are interdepen

dent, and it is difficult to speak of one without relating it to the 

other. Social scientists often use the terms interchangeably, or they 

use the compound, sociocultural, to indicate that the phenomena dealt 

with partake of both society and culture" (Foster, 1962, p. 11). 

Kerber and Smith characterized the general concept of culture 

as a foundation stone of the social sciences and noted that inasmuch 

as man is perceived as a culture building animal the concept is central 
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to contemporary American thought in the social sciences (Kerber and 

Smith, 1972, p. 3). Thus, education in cultural perspective becomes 

important in terms of exploring educational sociology as a normative 

venture. That is, they assert that, n .•. true social science cannot be 

science unless it is normative" (Kerber and Smith, 1972, p. xi). This 

goes against the traditional view that the role of social science is 

not to prescribe, only to study and inform. According to Kerber and 

Smith, the rationale for a cultural approach to education thus involves 

a creative and positive posture toward decisions on values in terms of 

not only labeling them as such, but doing something about them; the 

basic idea being to make education functional to the time (Kerber and 

Smith, 1972, pp. xii-xiii). 

Chilcott observed that educational anthropology is most useful, 

perhaps~ as a means to providing an anthropological perspective, or 

cultural map, in studying the cultures of school systems or school 

administrators and other educational practitioners (Barnhardt, 1979, 

p. 442). Members of any distinct cultural group tend to view reality 

within the framework of their own culture, or cultural world. It is 

these cultural worlds that anthropologists seek to study and describe 

(Barnhardt, 1979, p. 443). From that beginning point, the next stage 

would be the translation of information gathered from such studies into 

workable practices whether it be for the administration of schools or 

other human enterprises. Specific methods for operationalizing those 

practices would depend on action research toward identifying an 

appropriate technology (Barnhardt, 1979, p. 445). 



The transmission of culture through education is treated 

extensively 1n the literature. Distinct human cultures have similar 

patterns, yet they remain different from one another. In discussing 

this, Spindler noted that "AII major human cultural systems include 

magic, religion, moral values, recreation, regulation of mating, 

education, etc. But the content of these different categories, and 

the ways the content and the categories are put together, differ 

enormously. These differences are reflected in the ways people raise 

their children. If the object of cultural transmission is to teach 

young people how to think, act, and feel appropriately, this must be 

the case" (Spindler, 1974, p. 279). 

Studies concerning the process of cultural transmission have 

resulted in various models that were developed for that purpose. 

Thompson identified and analyzed eight cultural transmission models 
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that are prominent in the literature (Thompson, 1979, p. 12). They are 

Fortres's "Social and Psychological Aspects of Education in Tale1and"; 

Jules Henry's "A Cross-Cultural Outline of Education"; the "Socializa

tion/Enculturation" model as typified by Field Guide For A Study Of 

Socialization by John Whiting et al.,; Beals. Spindler. and Spindler's 

"Cultural Compression/Discontinuity'\ model; the "Instrumental Activities 

Inventory" of George and Louise Spindler; Bernard Siegel's "Conceptual 

Approaches to Models for the Analysis of the Educative Process in 

American Communities"; the "General Cultural Theory of Education" of 

Fred Gearing; and Marion Dobbert' s "Another Route to a General Theory 

of Cultural Transmission: A Systems Model" (Thompson, 1979. p. 13). 
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With the exception of Fortres's model, all of them were developed only 

since 1960 which is another indication of the relative newness of 

educational anthropology. Thompson I s analysis and conclusion indicated 

that there has been growth or progress in the study of the process of 

cultural transmission despite some disclaimers about the lack of 

theoretical growth in anthropology and education (Thompson, 1979, 

p. 181). 

The relationship between education and culture change is often 

viewed within narrow definitions of culture and education, and in the 

case of Indians the effects seem to have been in direct proportion to 

the emphasis given such definitions by the educators and the ones being 

educated. A study of education and culture change among modern Apache 

Indians showed how education. " ••• when used to impose culture change 

at a rate and of a nature that is defined solely by the convenience and 

ethnocentric policies of the dominant culture can create serious social 

and psychological conflicts within the minority society!! (Parmee. 1968, 

p. 17). He noted that "Indians see education as a way of improving 

their condition; Anglos see it as a means of peaceful assimilation" 

(Pannee, 1968, p. 17). Thus, the notion of "education as war" discussed 

by Cahn et a1.. takes on added meaning in this context (Cahn and Hearne, 

1970, p. 27-54). The literature does not point to any middle ground 

although it seems likely that such attitudes range over a wide spectrum 

of viewpoints and value judgements. 

Education as a means of assimilating Indians into general 

United States society has been a hallmark of Anglo attitudes since 



initial contact between the two. Such attitudes presuppose an 

assumption that assimilation occurs at a fairly rapid rate. 
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Spindler's discussion on Henomini education points to the 

inevitability of culture change among those people. He speaks of 

"doomsdayH having arrived for the tra.d~tional Menomini way of life 

stating that II, •• the powerful industrial political forces for change 

towards a sociocultural system and a character type more suited for 

aggressive, competitive, exploitive human relationships are inexorable" 

(Spindler, 1963, p. 395). But he also acknowledges that IT ••• adults who 

have undergone a tradition-oriented socialization experience, including 

the learning of the Menomini language, rarely (possibly never) are 

psychologically transformed even though they may, as adults, take on 

specialized occupational roles and acquire the necessary behaviors to 

get along in today's world" (Spindler, 1963, p. 382). 

On the other hand, Spicer is careful to point out that 

" ••• assimilation of ethnic or racial groups may be a long and compli

cated process" (Chilcott, Greenberg, and Wilson, 1968, p. 358). In 

discussing Indian assimilation, he notes the resiliency of Indian 

cultural ideals, especially those pertaining to community life and 

religious thought and points out further that while those ideals change 

somewhat from generation to generation, they retain a distinctly Indian 

flavor. Spicer questions the connnon assumption that Indian cultures 

are progressively disappearing. He feels this could occur only under 

two conditions 1) revival of the old government policy of deliberate 

destruction, and 2) making the American public school system completely 

effective on all Indian reservations (Chilcott, Greenberg, and Wilson, 
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1968, p. 357). According to Spicer, relatively little is known about 

specific aspects of Indian cultural adjustment or adaptation in terms 

of numbers of Indians who are actually carrying on their tribal cultural 

ways. lilt is by no means clear that there is a steadly diminishing 

number of Indians who participate in the Indian cultures. We are 

seduced into making easy predictions of disappearance by our general 

lack of knowledge of what is really taking place in Indian cultural 

adjustment. We remain profoundly isolated!! (Chilcott, Greenberg, and 

Wilson, 1968, p. 358). 

Inasmuch as education is " .•. embedded in a sociocultural 

context" (Barnhardt, Chilcott, and Wolcott, 1979, p. xiv), it is 

significant to note that a recent phenomenon at all levels of education 

(Le., fonnal schooling) has been the proliferation of multi-cultural 

or bi-cultural education programs (Gibson, 1976, p. 1). Pressure for 

equal educational opportunities by minority groups as well as a 

plethora of legislative mandates were the main causes of this phenomenon 

(Gibson, 1976, p. 1). The multi-cultural education movement gained 

wide acceptance during the 1970s. 

By 1973, for example, four states--Massachusetts, Texas, 
Illinois, and New Jersey--had passed mandatory bilingual laws, 
three of which call for the inclusion of bi-cultura1 studies 
as well. Also by 1973, 13 states had passed laws mandating 
the inclusion of ethnic studies in curriculums and 25 had 
formal policy statements on ethnic studies. In 1974, the 
Supreme Court affirmed in Lau vs Nichols that school districts 
must provide special language programs for children who speak 
little or no English. The new laws and policies have generated 
a rapid expansion of programs which fall under the general 
heading of multi-cultural education (Gibson, 1976, p. 1). 

However, the term, multi-cultural education, eludes precise 

definition in terms of clear concepts and issues. In large measure it 
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is based on the anthropological concept of culture. Yet, as Gibson 

asserts, this concept is oversimplified and/or misunderstood by multi

cultural education proponents (Gibson, 1976. p. 1). In an attempt to 

redress this situation, she analyzed four approaches to multi-cultural 

education in the United States with a view toward promoting, ", •• con

ceptual clarity and to make explicit a number of assumptions which 

underlie each conceptualization" (Gibson, 1976, p. 7). 

For purposes of this review, Gibson's summary analysis of the 

four existing approaches is presented with regard to: 1) designation 

(name) of each approach, 2) purpose, 3) major proponents, 4) conditions 

giving rise to each approach, 5) underlying values, 6) target popula

tions, and 6) intended outcomes (Gibson, 1976, pp. 7-16). 

Approach One: Benevolent Multi-cultura1ism. Purpose: To 

equalize educational opportunity for culturally different students. 

Proponents: Hainstream educators. Precondition: Rejection of cultural 

and genetic deficit models. Underlying Value: Compatibility of home 

and school cultures. Target Population: Culturally different students. 

Intended Outcomes: Equity in educational benefits. 

Approach Two: Cultural Understanding. Purpose: To teach 

students to value cultural differences, to understand the meaning of 

the culture concept, and to accept others' right to be different. 

Proponents: 1) Subordinate minorities, 2) Immigrant minorities, 

3) Hainstream educators. Precondition: Immigrant minorities' demands 

for ethnic studies (to counterbalance subordinate minorities's demands). 

Underlying Value: Cultural understanding and cultural relativity. 
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Target Population: All students. Intended Outcomes: Respect and 

acceptance of others I right to be different. 

Approach Three: Cultural Pluralism. Purpose: To preserve and 

extend cultural pluralism in American society. Proponents: Subordinate 

minorities. Precondition: Rejection of majority enforced cultural 

assimilation. Underlying Value: Preservation and extension of ethnic 

groups. Target Population: Subordinate Minority-group students. 

Intended Outcomes: Increased power for minority groups. 

Approach Four: Bicultural Education. Purpose: To produce 

learners who have competencies in and can operate successfully in two 

different cultures; the term is used most frequently in conjunction 

with bilingual education programs. Proponents: Non-English mother 

tongue minorities. Precondition: Rejection of majority enforced 

cultural assimilation. Underlaying Value: Reciprocal learning. Target 

Population: All students. Intended Outcomes: Bicultural competencies. 

Gibson acknowledges that these four approaches are interrelated 

and ove't'lapping as ideal-type program conceptualizations and that each 

has various shortcomings. She notes that, "All four approaches tend 

to equate education with schooling and to overlook the educational 

process occurring outside of school" (Gibson, 1976, p. 14). 

The first is basically compensatory and views students' 
cultural differences as best attended to through special 
programs for the culturally different within mainstream 
dominated schools. The second approach is aimed at cultural 
understanding for all students and is a response to ethnic 
groups I pressure for a fairer representation in school 
curricula and programs of their heritage and place in American 
history and society. The third approach may be similar in 
content to the first but differs in one basic regard--instead 
of being a majority-group program for minorities, it is a 



minority strategy for minority students and seeks a more 
equi table distribution of power over formal educational 
programs and processes. Like the third. the fourth approach 
rej ects enforced assimilation, but rather than tending toward 
separation as a strategy for group preservation, it seeks to 
produce a student who is able to operate successfully across 
group boundaries (Gibson, 1976, p. 14). 

Gibson offers a fifth approach which she refers to as "Hulti-
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cultural Education as the Normal Human Experience" (Gibson, 1976, p. 15). 

This is an extension of Goodenough's notion of multiculturalism wherein 

different role expectations of individuals go with different social 

relationships and social situations each constituting a different 

culture to be learned (Gibson, 1976, p. 5). A society's culture (macro-

culture), is thus comprised of a number of different or partially 

different micro-cultures and their subcultural variants. In Goodenough's 

words: 

All human beings .... live in what for them is a multi-cultural 
world. in which they are aware of different sets of others to 
whom different cultural attributions must be made, and of 
different contexts in which the different cultures of which 
they are aware are expected to be operative. Their competence 
in anyone of these is indicated by their ability to interact 
effectively on its terms with others who are acknowledged as 
already competent. Everyone develops varying degrees of 
multi-cultural competence in at least some micro-cultures. 
Inter-societal contacts make at least some people minimally 
competent in some aspects of different macro-cultures as well. 
The range of cultural diversity increases in complex societies, 
where multi-cultural competence at the macro-cultural, as well 
as the micro-cultural, level may play an important role in the 
conduct of affairs and in differential access to privilege 
and power (Gibson, 1976, p. 5). 

The approach advocated by Gibson derives from anthropological 

definitions of the key concepts of education and culture rather than 

from existing or proposed school programs. In addition to Spindler's 

view of education as the process of cultural transmission she draws on 
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Thomas and Wahrhaftig's view that "(Anthropologists) see education as 

part of the general human process of socialization whereby young 

people are prepared to fit successfully into the internal environment 

of the connnunity of their upbringing and into the external environment 

within which exists the total community of human beings of which they 

are a part" (Gibson, 1976, p. 15). 

Goodenough's viel.1' of culture discussed ahove is incorporated in 

the definition of multi-cultural education offered by Gibson, 1.e •• 

" ••• the process whereby a person develops competencies in multiple 

systems or standards for perceiving, evaluating, believing, and doingll 

(Gibson, 1976, p. 15). This definition of multi-cultural education does 

not equate education narrowly with schooling but provides a much 

broader view of education as part of the process of cultural trans

mission. The schools are thus relieved from assuming primary 

responsibility for equipping students with cultural competencies. It 

also suggests the need to recognize and encourage the relationship of 

school programs to out-of-school learning that normally occurs in the 

context of economic, political, and social forces (Gibson, 1976, p. 14). 

Other points associated with Gibson's definition of multi

cultural education are 1) it no longer restricts one to the view that 

equates culture and ethnic groups, and 2) efforts to support ethnically 

separate schools are antithetical to the purposes of multi-cultural 

education. 

On the latter point, she notes that, "Education for cultural 

pluralism and multi-cultural education cannot logically be equatedll 

(Gibson, 1976, p. 16). Gibson's educational multi-culturalism argues 



for moving away from bi-cultural education and dichotomies between 

native and mainstream culture. In her view: 

II ••• there may be a culture shared by members of an ethnic 
group. Indeed, it is this shared competence which provides 
members with a common sense of ethnic identity. But members 
of the ethnic group will also acquire competence in the 
cultures of other sets and clusters of people. Such a 
perspective leads to an exploration of the difference 
among members of Bny given ethnic group and of the simi
larities of persons across ethnic lines. Given that 
individuals can and normally do develop competencies in 
multiple cultures, the question for educators is how best 
to create learning environments which promote rather than 
inhibit the acquisition of multi-cultural competencies" 
(Gibson, 1976, p. 16). 

Cultural Revitalization 

Empirical evidence suggests that American Indians--as indivi-

duals and as tribal/national entities--have persisted as distinct 

cultural groups but not without a great deal of stress, i.e., stress 
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deriving from the processes of sociocultural change in their respective 

societies. Historically, responses to this kind of stress have 

included what l.Jallace refers to as revitalization movements (Wallace, 

1956). This is a general term which is defined as "deliberate. 

conscious. organized efforts by members of a society to create a more 

satisfying culture" (Wallace, 1956, p. 265). Included under the rubric 

of revitalization are instances of attempted innovation of whole 

cultural systems or parts of cultural systems labelled variously as: 

nativistic movement, reform movement, cargo cult, religious revival, 

messianic movement, utopian counnunity, sect formation, mass movement, 

social movement, and charismatic movement (Wallace, 1956, p. 264). 

Revitalization movements, according to Wallace, occur under 
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two conditions "higb stress for individual members of the society, and 

disillusionment with a distorted cultural Gestalt" (Wallace, 1956, 

p. 279). Stress is defined as, " ••• a condition in which some part, 

the whole, of the social organism is threatened with more or less 

serious damage. The perception of stress, particularly of increasing 

stress. can be viewed as the cormnan donominator of the panel of "drive" 

or "instincts" in every psychological theory" (Wallace, 1956, pp. 265-

266). Revitalization movements follow a series of functional 

(Processual) stages: "mazeway reformulation, conununication, organiza

tion, adaptation, cultural transformation, and routinization" (Wallac.e. 

1956, p. 279). 

l>lal1ace's formulations with regard to revitalization began in 

1951 with his study of the new religion started by Handsome Lake. the 

Seneca prophet. in the early nineteenth century among the Iroquois 

(Hallace, 1956, p. 264). 

Worldwide there have been numberous instances of revitalization 

throughout history. In North America, Wallace cites the following 

movements for which data are readily available: "the Handsome Lake case 

(Seneca, 1799-1815), the Delaware Prophet (associated with Pontiac, 

1762-1765), the Shawnee Prophet (associated with Tecumseh, 1805-1814), 

the Ghost Dance (1888-1896), and Peyote" (Wallace, 1956, p. 264). 

Revitalization is a term used in its generic sense to cover a 

broad range of sub-classifications or rubrics, SOme of which have been 

referred to above. llallace points out that "Behavioral scientists have 

described many instances of attempted and sometimes successful innova

tion of whole cultural systems, or at least substantial portions of 
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such systems. Various rubrics are employed, the rubric depending on 

the discipline and the theoretical orientation of the researcher, and 

on salient local charactel'istics of the cases he has chosen for study" 

(Wallace, 1956, p. 264). 

Attempts by American Indians at conserving culture forms 

expressive of the old life ways are recurrent as a theme in their 

adjustment to European induced culture (Voget, 1956). Their efforts 

in this regard are commonly classified as nativistic movements. 

A nativistic movement following Linton is defined as nAny 

conscious organized attempt on the part of a society's members to 

revive or perpetuate selected aspects of its culture" (Linton, 1943. 

p. 230). He goes on to add that "Nativistic movements concern them

selves with particular elements of culture. never with culture as 

whole" (Linton, 1943, p. 230). Thus, such movements are highly 

selective processes, i.e., certain distinctive elements of culture are 

selected for emphasis and given symbolic value. 

The causes of nativistic movements are highly variable, " 

most of them have as a common denominator a situation of inequality 

between the societies in contact" (Linton, 1943, p. 234). This 

inequality is usually in the context of a dominance-submission pattern 

between two different societies. Voget has observed that "Anthropolo

gists have for the most part described nativistic movements in the 

social context of dominance-submission. For the subordinated groups 

there is a sense of deprivation and frustration, producing a psycho

logical configuration in which precipitate anxiety and durable 

hostility direct individuals toward nativistic protest" {Voget, 1956, 
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p. 249). Krader notes that "The cult of the native way and rejection 

of the alien way is natiVism. It is never a primary response; it 

necessarily occurs late in the history of contact and invasion" (Krader, 

1956, p. 290). 

Various typologies for different kinds of nativism are offered 

by Linton (Linton. 1943). In the case of American Indian nativism, it 

appears that his notion of "revivalistic nativism" has applicability in 

that " ... a revivalistic nativistic movement '1<'111 be almost certain to 

include in its selection of elements some of those which are current in 

the culture although derived from its past" (Linton, 1943, p. 231). 

"Magical revivalism" is designed to "recreate the total situation in 

which the ancestors lived •••. (or) those aspects of the ancestral 

situation which appear desirable in retrospect" (Linton, 1943, p. 232). 

"Rational revivRlism" makes use of elements symbolic, " •.. of a period 

when the society was free or, in retrospect, happy or great" (Linton, 

1943, p. 233). 

Voget expanded on these ideas asserting that American Indian 

nativism is "dynamic nativism" in that it has been characterized by 

creative efforts at realizing social movements that bring new meaning 

to Indian life ways while assuming critical appraisal of the past life 

(Voget, 1956, p. 250). He suggests the terms, "reformative nativism", 

to describe such efforts and gives as examples three distinct American 

Indian religious movements: "Gaiwiio or the "Great :Hessage'l of the 

Iroquois (as revealed to Handsome Lake), Peyotism in the Plains, and 

Shakerism in the Pacific Northwest" (Voget, 1956. p. 250). 
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These reformative movements share certain major characteristics, 

e.g •• emphasizing a new life way for Indians as revealed to prophets by 

a Creator-God; introduction of new techniques for healing the body 

versus traditional cures; modification (reinterpretation) of selected 

aspects of traditional ceremonialism according to the frame of reference 

of the nativists; emphasizing the strengthening of personal character 

and morality; proselytization of the new beliefs; development of holy 

places; striving for social recognition or personal status; development 

of a political/legal program to protect the legitimacy of the movement, 

and the tendency of such movements to cause schism (disputes) in tribal 

communities (Voget, 1956, pp. 250-258). 

Voget likened American Indian reform movements to the beginning 

of a "Great Awakening" asserting that they " ••• pave the way for a more 

secular, pragmatic, and accommodative adjustment" in the process of 

Indians' transition from old ways to new (Voget, 1956, p. 259). 

The theoretical dimensions of the processes of cultural renewal 

and identity change developed by social scientists such as Ralph Linton, 

Ward Goodenough, Anthony Wallace, and David Aberle 'Were tested in a 

study done by Ibrahim Shalaby wherein an account was given of the role 

of education in a recent social movement in the United States, referred 

to as the Nation of Islam (Shalaby, 1967). The Nation of Islam (Black 

Muslims) seeks consciously to develop and promote a new identity and 

life style for poor, disadvantaged Blacks in America. To help 

accomplish this, the movement has established a formal educational 

system which seeks to develop both a Muslim identity and the total 

cultural renewal of its membership. The elements which are incorporated 



in the educational system seek as well to compensate for the white 

sterotype of the lower class Negro in America (Shalaby and Chilcott, 

1972, p. 1). 
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The societal goal of Black Muslims is separatism, Le., 

formulation of a nation within a nation, whereby they would be free to 

reject certain features of the white man's culture. In this respect 

their school system provides a model for separatism which 11 ••• is unique 

in that this model has rarely been permitted to exist (witness the 

attempts to challenge the Amish education system) in the history of 

American education" (Shalaby and Chilcott, 1972, p. 42). 

The separatism model of the Black Huslims was contrasted by 

Sbalaby with the "pluralism" model attributed to some American Indian 

groups (Shalaby and Chilcott, 1972, p. 44-45). The latter emphasizes 

retention of Indians' traditional cultures, language, religion, and 

values while at the same time promoting the teaching of skills necessary 

to participate fully in American society. Diversity would be valued as 

a goal of American society and would be reflected in school curricula 

under such a model according to Shalaby. Both models arose because 

conventional American schooling" •.. paid little attention to the 

cultural background of their students which often times conflictd with 

the values, atttitudes, and customs being transmitted in the schools" 

(Shalaby and Chilcott, 1972, p. 46). 

The sociocultural processes involved in revitalization movements 

provided a meaningful theoretical context within which the Black Muslim 

educational program could be examined particularly for its meaning to 



its clients IT ••• many of whom had withdra'WD. from a public school 

experience which lacked significance for them" (Shalaby and Chilcott, 

1972, p. 46). 
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Smith looked at Indian cultural studies programs in terms of 

their representation as another dimension to the concept of nativistic 

of cultural revitalization movements. He discussed the possibility 

that such cultural studies programs could perhaps be termed "outer

initiated revitalization", i.e., having originated outside of the Indian 

societies in terms of being based on Anglo ideas and funded by non

Indian agencies (Smith, 1978, p. 8). This, of course, .muld be outside 

the assumption in nativism theory that such movements orginate within 

and spread throughout a society that is experiencing some kind of 

stress as a result of contact with a dominant, alien society. He 

concluded that Indian studies programs in and of themselves were 

probably not revitalization movements in the classic sense of the term 

but that they occurred as part of a new type of revitalization effort 

in the context of the American Indians I bid for more independence and 

self-determination (Smith, 1978, p. 10). 

Indian and tribal studies could be viewed as part of this 

overall trend which is multifaceted and which appears to be in the 

general nature of an American Indian revitalization effort. Moreover, 

the movement toward self-determination (or "Indian nationalism ll ) 

originated within the Indian societies and to the extent that Indian 

cultural studies resulted as part of this movement, they could not be 

labelled as "outer-initiated revitalization ll (Smith, 1978, p. 12). 
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Summary 

This chapter provided an overview of the his tory of Indian 

higher education in the western European tradition, a discussion about 

American Indian studies curricula in higher education, a review of 

anthropological perspectives related to Indian education, and a 

discussion with respect to social science theory dealing with cultural 

revitalization. 

The early history of American Indian higher education can be 

traced to the Sixteenth Century when numbers of the Spanish Franciscan 

Order established missions and schools for the indigenous peoples of 

the New World beginning in that part of the western hemisphere now 

known as Mexico. Those efforts were part of a preconceived plan of the 

Spanish explorers directed at changing the values of American Indian 

youth from that of their indigenous culture to that embodied by the 

Christian Spanish social order. 

The first known school of European culture designed specifically 

for the Indians of the New World was established in 1523 by Fray Pedro 

de Gante in what is now Mexico City. In 1536, the earliest known 

institution of higher education established for American Indians was 

opened. It was located in a suburb of Mexico City and became known as 

the Co1egio de Santa Cruz de Santiago de Tla1telcolco, or the Holy Cross 

College of St. James of Tlaltelolco. Other European nations besides 

Spain, most notably England and France, subsequently became involved in 

the early history of American Indian higher education. 

The English higher education program for Indians began in 

Virginia in 1618. By 1723, Indian students were enrolled at the College 



of William and Mary until about the time of the American Revolution. 

In 1654, the Indian college at Harvard University in Cambridge, 

Massachusetts, was established in accordance with provisions of that 

institution's charter of 1650. Another college in New England which 

included specific provision for the education of Indian youth was 

Dartmouth College, founded in 1769. 
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The historical record does not speak to any early French 

institutions of higher education in what is now United States territory. 

but it is known that French Jesuits were active in Indian education in 

the st. Lawrence Rive'!" area, the Great Lakes region, and along the 

Mississippi River between 1611 and 1700. Overall, the European colonial 

experiments in educating Indians in their mode were not successful. 

Early United States Indian education policy derived from the 

Constitution in terms of its authorization for the government to treat 

with Indian nations; many treaties contained provisions for education. 

The government also relied heavily on the involvement of missionary 

groups and on a federal system of off-reservation boarding schools. 

Emphasis was on acculturating and assimilating Indians into United 

States society as quickly as possible and specific training programs 

were focused on developing their skills in agricultural, industrial, 

and domestic vocations. 

Early models for Indian-controlled schools, including higher 

education institutions, were those established independently by the 

"Five Civilized Tribes", most notably the Cherokee, Choctaw, and 

Chickasaw Nations. The Cherokees, for example, operated higher educ

tion seminaries patterned on the New England colleges, and their 



schools featured classical liberal arts curricula. Those seminaries 

were short lived and were eventually taken over by the United States 

government at which point they went into decline., 
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After the turn of the century, the participation of Indians in 

higher education, aside from vocational-technical training, was very 

low. General access to higher education did not begin for Indians 

until the 19608. More high school graduates and the availability of 

more scholarships specifically for Indians were instrumental factors 

in providing Indian access to college. Further access was created by 

the emergence of Indian community colleges on reservations during the 

19705. The latter institutions represent the most recent development 

in the history of American Indian higher education. 

Indian studies (or Native American Studies) first came into 

prominence as a distinct field of study during the period from 1965 to 

1971 roughly coincidental with the beginning groundswell of Indian 

self-determination. They were initiated primarily as a result of 

student demands and have gained popularity and acceptance at a variety 

of higher education institutions across the country. Because of 

radical shifts in Indian programs and policies over the past 100 years, 

Indian studies usually proceed from a general orientation of tracing 

Indian policy developments. The rationale for Indian studies derives 

from American Indian concerns about the transmission of knowledge and 

skills pertaining specifically to the American Indian experience in the 

context of formal academic studies. 

Two types of Indian studies programs are discernible 1) general 

Indian studies and 2) tribe-specific (or tribal) studies. Tribal 
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studies feature a particular emphasis on aspects of the culture of a 

specific American Indian tribe or nation, while Indian studies has a 

much broader connotation encompassing issues transcending intertribal 

lines. The characteristics of Indian studies programs at institutions 

of higher education vary in scope and emphasis. They are usually 

oriented toward relevance to the Indian experience and to Indian 

students t but they have intrinsic value to the total educational 

experience of all United States citizens. 

Human cultures differ, and American Indian societies represent 

a heterogeneous universe of distinct cultures within the preponderant 

White Anglo Saxon Protestant society of the United States. This has 

contributed to sociocultural conflict between the respective Indian 

cultural groups and the larger society. In American schooling the 

resulting poor achievement of Indian students is well documented but 

problems arising from the conflict of cultures in the classroom have 

not drawn the attention of very many researchers. 

The theories and analytical tools of anthropologists and other 

social scientists pertaining to the dynamics of cultural and educational 

processes are useful in examining the sociocultural forces affecting a 

given society. The emergent field of educational anthropology, for 

instance, provides a perspective from which the "cultural worlds" of 

school systems, school administrators, or other educational practi

tioners can be viewed, described. and translated into workable practices 

for the operation of schools or other human enterprises. With respect 

to education and culture change the relationship between the two is 

often viewed within narrow definitions of culture and education, and in 



the case of Indians the effects of this relationship seem to be in 

direct proportion to the emphasis given such definitions by the 

educators and the ones being educated. 
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Since education (both informal and formal, i.e" schooling) 

occurs in a sociocultural context it is perhaps not surprising that a 

recent phenomenon at all levels of education has been the proliferation 

of multi-cultural and bi-cultural education programs. Pressure from 

minority groups and legislative mandates were the main causes of the 

phenomenon. Multi-cultural education gained widespread acceptance 

during the 19705. Four approaches to multi-cultural education include 

1) benevolent multi-culturalism, 2) cultural understanding, 3) cultural 

pluralism, and 4) bi-cultural education. Each of these approaches 

embody interrelated and overlapping conceptualizations but have 

different purposes and proponents. All are based on the anthropological 

concept of culture, which is poorly understood by most multi-cultural 

education advocates. 

American Indians have persisted as distinct cultural entities 

but have also undergone a great deal of stress deriving from changes 

occurring in their respective societies. Such changes are a result of 

a situation of inequality between Indian and non-Indian society. 

Response to this kind of stress include various forms of nativism 

defined as "Any concious, organized attempt on the part of a society's 

members to revive or perpetuate selected aspects of its culture" 

(Linton, 1943, p. 230). Nativism, in turn, is a sub-classification of 

a broader cultural renewal concept referred to as "revitalization" 

which is defined as "a deliberate, organized, conscious effort by 
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members of a society to construct a more satisfying culture" (Wallace, 

1956, p. 265). Examples of American Indian nativism include three 

distinct Indian religious movements 1) "Gaiwiio" or the Great Message 

of the Iroquois, 2) Peyotism in the Plains region, and 3) Shakerism in 

the Pacific Northwest. 

The Nation of Islam (Black Muslims) provides a recent example 

of a revitalization movement which includes the development of a 

separate school system that seeks to develop a new identity and total 

cultural renewal of its membership. Similarly. American Indian cultural 

studies could conceivably be viewed as part of a new type of Indian 

revitalization effort in the larger context of the Indians' bid for 

more independence and self-determination. 



CHAPTER 3 

RESEARCH DESIGN AND PROCEDURES 

This study was designed to assess and describe a ~ingular 

aspect of liberal studies in the curricula of American Indian community 

colleges. Such curricula, referred to as tribal studies, deal with 

subjects specific to the ethos of a particular tribal group and are 

based on the indigenous culture of the American Indian tribe or nation 

involved. 

Data were collected and analyzed to identify issues, problems, 

and current trends in tribal-studies curriculum development. Informa

tion from Indian college practitioners, especially those who were 

directly involved in curriculum policy formulation and/or implementation 

--trustees, presidents, academic administrators, and teaching personnel 

--was obtained by use of a questionnaire that was devised by the 

investigator. In addition, curricular offerings as described in the 

official catalogs and other publications of the colleges studies were 

reviewed and analyzed as part of the data base. 

Steps taken to meet the objectives and research questions of 

the study included the following with respect to the survey aspect 

1) defining and identifying the institutions to be studied, 2) identi

fying potential respondents at each of the Indian community colleges, 

3) preparing and distributing the questionnaire, and 4) collecting aud 
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Figure 2. Survey design used for this study. 



analyzing the data. The survey research design for this study is 

depicted schematically in Figure 2. 

Institutions Studied 
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A list of all Indian connnunity colleges as defined in Chapter 1 

was obtained from the American Indian Higher Education Consortium 

(AIHEC), an organization that is comprised of such institutions. The 

final listing used by the investigator included seventeen institutions 

located in seven states. These institutions are listed individually 

in Appendix A. Their geographical distribution is depicted in Figure 3. 

The general characteristics of these cormnunity colleges are described 

in Chapter 4. 

Respondents 

Current listings of faculty, administrators, and trustees were 

obtained from each college surveyed. The individuals who received a 

copy of the questionnaire were people who were directly involved in 

curriculum policy formulation, design. and/or instruction in the 

tribally-chartered community colleges. The individuals were chosen on 

the basis of their positions with respect to the colleges studied on 

the assumption that, by virtue of their job responsibility and related 

factors. they could provide the most meaningful and reasonably accurate 

information concerning tribal, cultural, educational concepts in fonnal 

curricula. 

Priority in selection was given to those who had direct 

responsibility for formulating curriculum policy. structure, or design. 

Top-line administrators such as presidents. vice-presidents, and deans 



Figure 3. The geographic distribution of Indian community colleges surveyed. 
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were actively solicited for information. Trustees were another group 

from which responses were sought. Faculty, especially those who were 

members of Indian or tribal-studies departments or whose teaching and 

research responsibility involved some aspect of Indian tribal culture

related studies, were identified and sent a questionnaire. The latter 

group included department heads who in most cases had dual teaching aod 

administrative duties. 

The respondents were asked to provide general background 

information about themselves. In addition. they were asked to provide 

information with respect to tribal studies curriculum in terms of their 

perspective on issues, problems, and related needs. Each respondent 

provided the information requested. 

As reflected in Table 1, the majority of the respondents can be 

classified as being American Indian males. Of the 57 respondents, 22, 

38.6 percent, were female, 16, 28 percent, were non-Indians and 34, 

59.7 percent, were between 31 and 40 years of age. Table 2 indicates 

that 9, 15.8 percent, held the doctoral degree, 27, 47.3 percent, the 

master's degree and IS, 26.3 percent, held the bachelors degree as 

their highest degree. The remainder, 6, 10.5 percent, were at the 

associate degree level or lower. Table 1 indicates that 41, 72 percent, 

of the respondents were American Indians, and 16, 28 percent, were non

Indians, 13, 23 percent, of whom identified themselves as Anglos. 

According to the information received, none of the respondents identi

fied themselves as being Asian American, Hispanic, or Black. 
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Table 1. Distribution of Respondents by Sex, Ethnic Background, and 
Age Group . 

Characteristic Number 
N=57 Percentage 

Sex 
Female 22 38.6 
Male 35 61.4 

Ethnic Background 
American Indian 41 71.9 
Asian American 0 0 
Hispanic 0 0 
Negro 0 0 
Anglo 13 22.8 
Other 3 5.3 

Age Group 
18-20 0 0 
21-30 6 10.5 
31-40 34 59.7 
41-50 13 22.8 
51-60 3 5.3 
61-70 1 1.7 
Over 70 0 0 



Table 2. Distribution of Respondents by Highest Educational Level, 
Position Category, and Tribal Government Affiliation. 

Number 
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Characteristic N=57 Percentage 

Highest Education Level 
Doctorate 15.8 
Doctoral Candidate 14.0 
Masters 19 33.3 
Bachelors 15 26.3 
Associate 4 7.0 
High School Diploma 1.8 
Other 1.8 

Position Category 
Teaching Personnel 20 35.0 
Academic Head 17 30.0 
President 12 21.0 
Trustee 8 14.0 

Official Tribal Government 
Affiliation 

Tribal Council Member 3.5 
Tribal Government Officer 1 1.8 
Not Applicable 54 94.7 
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The Survey Instrument: Preparation and Distribution 

All the data needed were not readily available from other 

sources. Therefore, a decision was made to collect the data conceming 

opinions and attitudes of respondents by use of .e. questionnaire. This 

is consistent with widely accepted practice in the social sciences 

according to Glock (Glock, 1967). The instrument used for the survey 

was designed and developed by the investigator to address the study 

objectives and research questions provided in Chapter l. 

Numerous publications dealing with survey research, descriptive 

studies, questionnaire design, and survey analysis, were available for 

reference purposes. Many of these were consulted by the investigator 

during preparation of the instrument, including those by the following 

authors: Best, 1970; Hyman, 1957; Goode and Hatt, 1952; Glock, 1967; 

Mintzberg, 1979; Bunker, 1975; Allen, 1978; Isaac and Michael, 1971; 

Berdie and Anderson, 1974, and Tuckman, 1978. Salient guidelines 

provided in the literature on survey research methods pertaining to 

questionnaire preparation that were followed included the use of 

1) direct questions and general statements, 2) forced-choice and 

open-ended items, 3) clear, unambiguous terms, 4) relevant questions 

and/or statements, 5) easy to answer format, and 6) unbiased items. 

Information that was readily available elsewhere was not sought 

in the questionnaire. 

The initial version of the questionnaire was completed in the 

spring of 1981. Data elements covered by the instrument dealt with 

1) a profile of individual respondents, 2) attitudes or opinions 

concerning tribal studies curricula and related matters, 3) respondent 
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perspectives on problems and needs pertaining to American Indian tribal 

studies curriculum development, and 4) working definitions of tribal 

studies curriculum. 

After review by the dissertation committee and a panel of 

reviewers who had worked previously in appropriate areas of responsi

bility at Indian community colleges or who were associated and familiar 

with Indian higher education the questionnaire 'Was revised based on 

their feedback and put into final form. A copy of the questionnaire 

is attached as Appendix B. 

The universe of colleges pertaining to this study is small, 

seventeen total. This severely limited the investigator's options in 

terms of an adequate respondent field with which to conduct an extensive 

pilot study to pretest the instrument. No counterparts to the people to 

be surveyed existed outside the population of institutions studied. 

There are no other tribally-chartered community colleges as defined in 

Chapter 1. Rather than risk depleting the pool of respondents by using 

them in a pretest. the investigator identified former employees of 

Indian community colleges as well as professional associates in the 

field who agreed to review the questionnaire and to provide cri tical 

feedback concerning clarity and relevancy of the questionnaire items. 

Their input was subsequently incorporated in the final version of the 

instrument used. The validity of the questionnaire was judged by the 

investigator and his advisers to be appropriate for purposes of the 

research undertaken and was subsequently borne out by the totaL lack 

of criticism or questions in that regard by the respondents who 

participated in the study. 
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Procedures of Data Collection 

The final version of the questionnaire, a cover letter. and a 

stamped self-addressed return envelope were mailed to all identified 

participants. The mailing occurred throughout the summer and fall of 

1981. As indicated before, the four-page questionnaire was divided 

into three sections with clearly stated instructions for each section. 

Each questionm.'.ire was preceded to assist the investigator in 

keeping track of the responses. The coding system was devised to 

identify the individual respondent as well as the institution concerned 

by means of a five digit numerical code contained in the upper right 

hand corner of each instrument. A master sheet of all such codes was 

maintained by the investigator. This control sheet provided information 

on the date of mailing. date of returns, and follow-up contacts. 

The cover letter. shown as Appendix C. explained the purpose of 

the study, its potential contribution to Indian higher education 

research, and a provision to share a summary of the findings on request. 

Responses and follow-up were sporadic. throughout the summer months due 

to reduced staff at the Indian colleges as well as vacation schedules. 

Telephone contacts, where practicable, were used in many instances to 

increase the percentage of returns. No questionnaire was returned 

uncompleted. The follow-up letter is shown as Appendix D. 

Current catalogs and other supplementary materials related to 

curricular offerings such as planning documents. evaluation reports, 

and accreditation materials were collected from all the colleges 

studied. These constituted a second source of data pertaining to the 

study. 
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Analysis of Data 

The type of analysis for a given study depends on the research 

objectives and questions, the availability and type of data, and the 

nature of the topic under investigation. The purpose of this study was 

to provide a descriptive assessment of a single aspect of curricula in 

American Indian community colleges, Le., tribal-specific studies. 

Thus. it was necessary to generate appropriate data since none were 

readily available from which to make observations and draw conclusions 

with respect to the study objectives. As noted earlier, this called 

for the development and distribution of a survey questionnaire that was 

designed to elicit the information desired. The nature of the subject 

studied suggested the need for a plan of analysis that was comparative 

and descriptive. 

With respect to the research objectives of this study, it was 

felt that the analysis should provide meaningful aggregation of the 

data in compatible categories for identifying 1) principal issues and 

problems, 2) current trends, and 3) specific areas of need in terms of 

tribal-studies curriculum research. Since the data sources were of 

two types, written taxonomies with accompanying descriptions and self

reported opinions and perceptions, the analysis was of two types 

1) content analysis in taxonomic fashion according to the categories 

of course descriptions and listings, and 2) cross-tabulation analysis 

based on various percentages, frequency counts and distributions. 

Inasmuch as the analysis was comparative and descriptive, 

frequency counts, distributions, and cross-tabulations were used to 

illustrate and describe salient aspects of the data. The first task 



BB 

was to determine the distribution characteristics of the variables 

under investigation. Formats of distributions and percentages were 

generated for each questionnaire item in terms of the variables per 

item. The distribution, variability. and central tendencies of the 

item variables provided necessary information pertaining to subsequent 

statistical procedures. 

After examination of the frequency distributions, 

tabulation analysis provided a means of systematically studying sets of 

relationships among two or more of the variables. Cross-tabulation 

allows descriptive comparison of several variables through numerical 

tabular presentation of the data. It is usually in frequency or 

percentage form in which two or more variables are cross-partitioned 

and graphically displayed. 

The questionnaire was designed and pre-coded for initial 

analysis using the Statistical Package for the Social Sciences (SPSS), 

a computer assisted program for the statistical analysis of data (Nie, 

1975). All items on the questionnaire were pre-coded prior to distribu

tion of the instrument. This was done by assigning a numerical code to 

each response category of each questionnaire item. On receipt of each 

returned questionnaire, it was then simply a matter of transposing the 

appropriate numerical code to the pre-printed left column of the 

instrument which contained numbered blanks corresponding not only to 

each questionnaire item but to the normal numbering sequence of 

standard computer control cards, which contain up to 80 columns. This 

enabled the investigator to innnediately and directly convert each 

response category into a predetermined code and to place it in the 
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appropriate computer card column as well. The latter operation greatly 

facilitated the data input procedure with respect to use of the SPSS 

analysis program in terms of preparing the necessary control and data 

definition cards. 

The survey instrument elicited both nominal and ordinal data. 

The numerical codes for the nominal data simply identified mutually 

exclusive response categories. For example, under the respondent 

profile section of the questionnaire a code of 1 was assigned to the 

response, female, and a code of 2 was assigned to the response, male. 

This in no way implied that code 1 was less than code 2. This coding 

system was used for all items of similar construction in the question

naire. Nominal data, of course, have no quantitative relationship to 

one another. 

The numerical codes for the ordinal data were assigned to be 

consistent with the quantitative relationship of such data. For 

example, the Likert scale, used to obtain the ordinal data, was designed 

in such a manner that the respondents selected the response category 

that best described their opinion with respect to the questionnaire 

item. It was then possible for the investigator to analyze this data 

in terms of their ranked order along the scale. 

For questionnaire items 11.1 through 11.11, code 1 indicated 

~, code 2 indicated ,!!£, and code 3 indicated don't know. For items 

11.12 through II.3l, code 1 indicated stronglY agree, code 2 indicated 

~, code 3 indicated undecided, code 4 indicated disagree, and code 

5 indicated strongly disagree. For all items a code of 9 indicated no 

response. 
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The open-ended items were summarized and analyzed to ascertain 

certain perceptions and to assess overall perspectives or opinions with 

respect to specific problems, needs, and related issues. Response cate-

gories for these items were established by the investigator to account 

for all responses as well as non-responses. The open-ended items were 

not pre-coded. For the sake of efficiency, however, the numerical code 

1 was assigned to each open-ended item for which a response was provided. 

This code carried no other meaning. Data transfer sheets were prepared 

to tally the open-ended responses. 

The coding procedure described above helped to improve the 

accuracy of the survey instrument and allowed the investigator to enter 

the data into the computer directly from the questionnaire. This coding 

system was considered to be necessary for the display and analysis of 

the survey data. The coding system combined with the careful construc-

tion of the questionnaire items greatly reduced the possibility of 

misinterpretation or bias in the data analysis process. 

Interpretation of the data in terms of its statistical 

significance was enhanced by use of Chi Square, which is a nonpara-

metric statistical procedure that is appropriate in determining whether 

a significant relationship exists between variables such as those 

summarized in the cross-tabulation procedure. Chi Square, x 2 , is 

conunonly used in situations where sets of observed and theoretical 

frequencies are to be compared. It is a descriptive measure of the 

magnitude of the discrepancies between the observed and expected 

frequencies (Ferguson, 1976, p. 189). An elaboration on the use of 

this procedure, where appropriate, is contained in the next chapter. 
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For purposes of this study the methodology used in survey 

research was determined to be an appropriate way of addressing the 

objectives and research questions provided in Chapter 1. A research 

instrument in the form of a survey questionnaire was designed by the 

investigator to collect information comprising the first of two data 

sources 1) self-reported opinions and perceptions of the respondents 

pertaining to the study, and 2) published catalogs from the colleges 

surveyed containing taxonomic categories or related information. The 

latter data source was augmented by other publications such as plan

ning reports, self-study reports, college catalogs, organic documents, 

and other descriptive program information. Respondents from each of the 

17 Indian connnunity colleges surveyed were identified and sent a 

questionnaire. The respondent pool was comprised of those who had 

1) direct responsibility for formulating curriculum policy, structure, 

or design and 2) teaching/research responsibilities involving aspects 

of Indian tribal culture-related studies. Each respondent provided the 

information requested. Procedures of data collection were described 

and a detailed data analysis plan was discussed. 



CHAPTER 4 

FINDINGS 

The results of this study are presented in seven sections. The 

first section provides information and data with respect to the general 

characteristics of the Indian community colleges studied. The remaining 

six sections present findings pertaining to the resf!arch questions that 

were provided in Chapter 1. The six research questions are tested by 

descriptive, comparative, and content analyses. Tables depicting fre

quency counts, distributions, cross-tabulations, and percentages are 

used to illustrate salient aspects of the data. The findings of this 

study are presented and discussed in accordance with the study objec

tives and research questions set forth by the investigator. 

The findings of this study are based on data received from 

seventeen tribally-controlled American Indian community colleges, which 

comprised the study population of institutions. The response rate in 

terms of institutional representation was one hundred percent. Informa

tion and data were received from India .. community college professionals 

of whom 67 percent of those surveyed responded. 

The analysis of data in this chapter is consistent with the 

detailed analysis plan presented in the preceding chapter. The research 

questions are reviewed and analyzed to provide a framework for presen

tation and discussion of the data in terms of their descriptive and 

comparative characteristics. 
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General Characteristics of the Indian Community Colleges Surveyed 

The archetypal comprehensive community college in American 

higher education usually has strong linkages with local business, govern

ment, and industry, the latter triad comprising a reasonably stable 

economic base. Indian conrrnunity colleges, on the other hand, are 

located in areas with severely depressed economies; unemployment is 

four to five times the national average and local industry and business 

is extremely limited. Like the communities they serve, the Indian 

colleges can be characterized as being isolated from the mainstream of 

United States society, geographically, culturally, and economically. 

While they are patterned on the "standard" American community college 

model, the Indian institutions as a group do not fit neatly into that 

mold. They are a different subset of developing institutions. Just as 

community colleges in general are different from four-year institutions 

and cannot be evaluated by the same criteria, Indian community colleges 

tend to be different from other community colleges for reasons alluded 

to above. 

The status of Indian tribes in this country as quasi-sovereign 

sociopolitical entities was referred to in Chapter 1. This status 

promotes a cultural and socioeconomic framework that Indians perceive as 

unique compared with otter communities or ethnic groups in the United 

States. The recent advent of "self-determination" as both a tribal 

political goal and as official federal Indian policy has caused many 

tribes to reexamine their options accordingly. 
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With respect to education, as was discussed in Chapter 2, the 

current trend is toward direct involvement and/or control by Indians of 

educational programs and institutions which are intended to serve them. 

A publication of the American Indian Higher Education Consortium (AIHEC) 

expresses the reason for this trend in the following manner "The 

possession and control of one I s own educational system is vital to the 

development and survival of a people. The experience of other national

i ties and groups throughout the world proves that a people must possess 

their own school system in order to survive and advance. If American 

Indian tribes are to survive as a people, they must develop and control 

their own institutions" (American Indian Higher Education Consortium, 

1981, p. 3). Variations on this theme are found in virtually all state

ments of philosophy and objectives of the tribally-controlled community 

colleges. 

Table 3 provides a synoptic overview of the primary objectives 

of the colleges surveyed. These objectives were identified as recurring 

most frequently either in the colleges I statements of philosophy or in 

their stated purposes. A review of this table shows that the objective 

of cultural preservation appeared in the purposes of eleven, 64.7 per

cent, of the tribal colleges. Ancillary to that objective were those 

of developing self-awareness, an objective of nine, 52.9 percent, of the 

colleges, and promoting research in tribal cultural studies, an objec

tive of four, 23.5 percent, of the institutions surveyed. Self-determi

nation and community services were cited by seven, 41.1 percent, and 

twelve, 70.5 percent, of the colleges respectively. Eleven of the 



Table 3. Synoptic chart of primary objectives as stated in the 
philosophy and goals of the Indian community colleges 
surveyed 

Institutions 
Objectives 1 2 3 4 5.6 7 8 9 10 11 12 13 14 15 

Preservation of eul ture X X X X X X X X X X 

DeveloD Self-Awareness X X X X X X X X X 
Promote Research in 
Tribal Studies X X X X 
Promote Tribal 
Self-Detemination X X X X X X 

Community Services X X X X X X X X X X X 

Promote Local Access XX X X X X X X X X 
Provide Academic and Career 
Education XXXXX XXXX X X X X X X 
Provide Occupational 
Trainine. X X X X X xxxx X X X X X X 
Special Focus Training 
On!>: X 

95 

16 17 

X 

X 

X 

X 

X X 

X X 
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colleges stated that a primary obj active was to provide greater local 

~ to postsecondary educational opportunities for the reservation 

residents served. All of the schools surveyed listed the provision of 

academic and career education and provision of occupational training as 

central purposes. Only one reported that its primary objective was to 

provide training in one specialized area. 

Most of the Indian institutions are small in terms of facilities, 

FTE enrollments, operating budgets, and faculty. For example, Table 4 

indicates a faculty size distribution that ranges from 1 to 55 full-time 

faculty. As might be expected, these comparatively small full-time 

faculties are augmented by part-time or adjunct faculty members, rang

ing in number from 4 to 133 per institution. 

Table 5 provides an overview of the age and accreditation status 

of the colleges. The oldest of this group of institutions was founded 

in 1968. The youngest was established ten years later in 1978. Of the 

seventeen institutions studied, eleven. 64.7 percent, had achieved 

independent accreditation status, two being fully accredited and nine 

having been granted candidate-for-accreditation status. The remainder 

were affiliated with accredited institutions for purposes of course 

accreditation; credits earned by students at those institutions are 

transferable under such arrangements. All of the Indian institutions 

have set a goal of being fully accredited. Six of those with indepen

dent accreditation status are recognized as such by the North Central 

Association of Schools and Colleges, four by the Northwest Association 

of Schools and Colleges, and one by the Western Association of Schools 

and Colleges. Most of the Indian institutions have been in existence 



in their present fonn for fewer than ten years. 

The nature and status of tribal studies curricula in American Indian 
community colleges 

In order to summarize the nature and status of tribal/Indian 
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studies curricular programs in the Indian colleges surveyed, a content 

analysis of the most recent catalogs available from those institutions 

was done. This analysis revealed pertinent information with respect to 

their academic requirements for graduation, the distribution of their 

academic curricular programs that deal with cultural studies, and a 

synoptic overview of the total array of academic curricular programs in 

the study population of Indian community colleges. In addition, infor-

matieD about attendant attitudes or opinions of Indian college 

professionals regarding the role and goals of tribal studies was 

obtained through pertinent sections of the questionnaire. Taken together 

these data provided a composite view of the general nature and status of 

tribal/Indian studies in those institutions. 

Table 6 portrays the types of course clusters, or aggregations 

of courses, that are required for graduation on an institution-by-

institution basis. Specific courses required within these aggregations 

vary according to the emphasis of study or "majors" involved. Appendix 

E contains a complete listing of all tribal/Indian studies courses as 

revealed by the catalogs and supplementary course listings that were 

available to the investigator at the time this study was done. The 

courses included in this taxonomy appear under the course cluster 

beadings of Native American Studies, Tribal Studies, Indigenous Studies, 



Table 4. Faculty size distribution of Indian community colleges 
surveyed. 
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Institution 
Number of Faculty 

Full-Timea Part-Time/Adjunct 

01 48 

02 13 

03 15 

04 

05 28 

06 

07 

03 

09 

10 55 133 

11 38 

12 22 34 

13 14 28 

14 38 

15 16 

16 13 19 

17 11 26 

alncludes all personnel with teaching responsibilities. 
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Table 5. Age and accreditation status of Indian community colleges 
surveyed. 

Accreditation 
Institution Status Association 

01 Candidate Northwest Association 

02 NIA 

03 Candidate Northwest Association 

04 Candidate North Central Association 

05 Accredited Western Association 

06 NIA 

07 NIA 

08 NIA 

09 Candidate Northwest Association 

10 Accredited North Central Association 

11 NIA 

12 Candidate North Central Association 

13 Candidate Northwest Association 

14 Candidate North Central Association 

15 NIA 

16 Candidate North Central Association 

17 Candidate North Central Association 

NIA '" Not Independently Accredited; courses accredited through 
affiliation with other colleges. 

Year 
Est. 

1976 

1975 

1975 

1973 

1971 

1977 

1974 

1978 

1973 

1968 

1973 

1971 

1977 

1970 

1973 

1972 

1972 
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or Indian studies in Table 6. Out of the 17 institutions surveyed, 

nine, 52.9 percent. of the Indian colleges required that tribal/Indian 

studies courses be included in a student I 5 degree program for graduation 

purposes. 

A close review of the catalogs and supplemental course listings 

followed by a telephone confirmation survey revealed that in many 

instances tribal studies courses were somewhat less well-defined in 

relation to the more conventional types of academic courses. That is, 

in some cases where tribal studies courses were a requirement for 

graduation, it was not clear as to exactly what type of course or in 

what sequence they were to be taken. In those six colleges where 

tribal studies were not required, such curricula were notably less well 

developed. 

The distribution of curricular programs that deal with culture

related studies in Indian colleges is shown in Table 7. These programs 

appear in the catalogs under one of four headings 1) Tribal Studies, 

2) Indian Studies, 3) Native American Studies, and 4) Indigenous 

Studies. Of such programs, seven are identified as tribal studies, 

including those with a tribal-specific designation, e.g., Navajo Studies. 

Lakota Studies, or Dakota Studies. Two are identified as Native 

American Studies, one as Indian Studies, and one as Indigenous Studies. 

The latter deal with coursework pertaining to North American Indians 

and the indigenous peoples of Meso-America. Six, 35 percent, of the 

colleges surveyed had no separate or distinct program of Indian 

culture-related studies although they offered many courses in such 

subjects as electives. 
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Table 6. Course aggregations by type required for graduation at Indian 
community colleges surveyed. 

INSTITUTIONS 
Course Aggregations 

1 2 3 5 6 7 8 910 11 12 13 14 5 6 17 

l. AQuaculture X 

2. Biolo2v X 

3. Business 

4. Communications X X X X X X 

5. Curriculum Skills X 

6. Education 

7 English X X 

8. Fine Arts 

9. Fisheries X 

10. General Studies 

Health/Physical 
1l. Education X X X X X X 

12. Humanities X XX X X X X X 

13. Indigenous Studies 

14. Math/Science X XX X X X X X X X 

15. Native American Studies X X 

16. Natural/Phvsical Science X X X 

Social/Behavioral 
17. Science X X X X X X X X 

18. Soeech X 

19. Tribal Studies X X X X X 

20. United States Historv X 
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A review of the planning documents of the colleges indicated 

that in developing curricular offerings, a preliminary step was a survey 

of community residents regarding area of interest in terms of types of 

courses desired by potential students. The telephone confirmation 

survey of college personnel provided information regarding curriculum 

planning and design. In eight institutions, the respondents reported 

that their curricular offerings, including Tribal Studies, were based 

upon the interests and needs expressed by local community residents. 

In addition to the types of course aggregations required for 

graduation and the individual Indian/Tribal studies course listings, 

Table 8 provides another view of the kinds of academic curricular 

programs that were offered at the Indian connnunity colleges. These 

represented the various areas of emphasis or majors that students could 

pursue while earning transfer credits and the associate of arts degree. 

The bulk of such maj ors were in the following areas 1) accounting/ 

business administration, 2) education, 3) general education/humanities, 

4) Native American/Tribal Studies, 5) math/science, 6) secretarial 

scienc.e, and 7) social and behavioral sciences. Hithin these areas of 

study a great number of specific courses were offered that were not 

listed individually as were the Indian/tribal studies courses in 

Appendix E. The curricular programs presented in Table 8 were tabulated 

in order to provide a glimpse of the overall types of academic programs 

that were offered in addition to the Indian/tribal studies programs in 

the institutions that were surveyed in this study. 

With respect to perceptions about the general rol~ of tribal 

studies Table 9 summarizes the responses of the survey participants in 
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that regard. It showed that the great majority of the respondents, 

90.9 percent, viewed the use of tribal cultural concepts as important 

in postsecondary education on Indian reservations. and 87.3 percent 

felt that tribal studies can play an important role in strengthening 

community control of education on the reservations. Further insight 

into the role of tribal studies was revealed in Appendix F, which dealt 

with self-reported definitions of tribal studies by ten presidents of 

Indian community colleges. 

The commentary of the Indian college presidents tended to 

confirm that they were dealing with two knowledge bases, Indian and 

non-Indian, and that Indian/tribal studies curricular programs must be 

oriented to local circumstances and cultures focusing on the particular 

tribal group being served. Their definitions also took into account 

the desirability of integrating as much of the tribal ethos into all 

aspects of the colleges' curricula as possible rather than continuing 

the conventional fonnat of "compartmentalizing" such studies as separate 

curriculum components. Practical p-rob1ems such as ident.ifying and 

retaining tribal members who possess the requisite knowledge as well 

as successful methods of introducing new materials and teaching tech

niques to go along with such knowledge and instruction were also 

touched upon. The tone of the presidents' remarks suggested a favor

able, constructive attitude on their part with respect to tribal studies 

curricular programs. 

The delineation between Native American or Indian Studies 

programs in four-year institutions and tribal-specific studies in 

Indian colleges was alluded to in Chapter 1. While no specific 
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Table 7. Names of academic curricular programs that deal with cultural 
studies in the Indian community colleges surveyed. 

Name of Curricular Programs 

Tribal Studiesa 

Indian Studies 

Native Americen Studies 

Indigenous Studies 

No Separate Program 

Institutions Surveyed 
N=17 

Number Percentage 

41.2 

5.9 

11. 7 

5.9 

35.3 

8Includes designation of a specific tribe, e.g., Navajo Studies, 
Lakota Studies, and Dakota Studies. 
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Table 8. Synoptic chart of academic curricular programs in the Indian 
community colleges surveyed. 

Curricular Programs 
Institutions Surve ed 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 5 16 17 

Accounting X X 

Agriculture X X X 

Allied Health 

Applied Psychiatric 
Technolo2V X 

Appropriate Technology 

Aquaculture 

Art X X X 

Basic Skills 

Biology X X 

Bilingual-bicultural 
education X 

Business Administration X X X 

Business Education 

Chemistry 

Chiropr.Er.ctic Curriculum 

Communications Skills X 

Com..i1unication Disorders X 

Community Development 

Communi tv Education X X 

Cormnunity Mental Health 

Community Services 

Computer Science X 

Early Childhood Development X 

Economics X X 

Education X X X X 

Elementary Education X X X 

English X X X 

Fine Arts X 
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Table 8. (Continued) 

Curricular Programs 
Insti tutions Surveyed 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 

Fisheries X 

Forestry 

General Education X 

General Studies X X 

Geogra£hz X 

Geology 

Government X 

Health X X 

Historv X X 

Home Economics 

Humanities X X X X X X 

Human Development Education X 

Human Services X X 

Indian Studies 

Indigenous Studies X 

Journalism X X 

Law X 

Law Enforcement 

Liberal Arts 

Life Coping Skills 

Medical Technology X 

Mass Communications 

Mathematics X X X X X 

Math and Science X X 

Mid-Management X X X 

Native American Arts 

Native American Studies X X 

Natural & Physical Sciences X 

Natural Resources Management X X X 
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Table 8. (Continued) 

Curricular Programs Institutions Surveyed 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 

Natural Science X X 

Nursin2. X X X 

Occ..!,!£ational Therapv X X 

Ootometry X 

Phannacy X 

Philosophy X 

Physics X 

Physical Education X X X X X 

Physical Therapy X X 

Political Science X 

Psychology X X X 

Public Administration X X 

Recreation X 

Science X X X 

Secondary Education X 

Secretarial Science X X X X X X X X 

Small Business X 

Social and Behavioral Science X X 

Social Science X XX X X X X 

Sociology X X X 

Speech X 

Special Education/Rehab. X X 

Surveying X 

Tribal Studies X X X X X X 

United States History X 
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information was gathered regarding such differences. 81.8 percent of the 

survey respondents felt that the role of such curricular programs is 

indeed different depending on the institutions as reflected in the 

responses to a related item reported in Table 9. 

Perceptions about the goals of tribal studies were summarized 

in Table 10. With respect to a fundamental goal, 85.4 percent of the 

respondents agreed that tribal studies programs are based on the notion 

of cultural preservation, which also was a specified institutional 

objective of 11 tribally-controlled colleges as reported in Table 3. 

However, only 60 percent of the respondents agreed that the goals of 

Indian colleges with respect to tribal studies were clearly spelled 

out, while 14.5 percent were undecided and 25.5 percent disagreed. 

Hhile 89 percent of the people surveyed felt that there should be a 

balance between Indian/tribal studies and other academic subjects in 

the curriculum of Indian colleges, 63.7 percent of those respondents 

felt that tribal-specific studies should be emphasized more than 

general Indian studies in the curricula of tribally-chartered community 

colleges; 21.8 percent 'Were undecided on that pOint. On another related 

item, 65.5 percent tended to agree that a curricular goal of Indian 

colleges should be to blend Indian and non-Indian philosophies of 

teaching and learning, while 18.2 percent were undecided and 16.3 per

cent disagreed. There was some agreement expressed that it may be too 

early to make judgements about the effectiveness of tribal studies in 

promoting the cultural integrity of the tribes, 65.4 percent agreeing, 

18.2 percent undecided, and 16.4 percent disagreeing. 
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Table 9. Perceptions of Indian community college practitioners concern
ing the general role of tribal studies. 

Questions Pertaining 

Do you believe that the use of 
tribal cultural concepts is im
portant in postsecondary educa
tion on the reservation? 

Do you believe that tribal 
studies can play an important 
role in strengthening community 
control of education on the 
reservation? 

Do you believe the role of 
tribe-specific studies in 
tribally-chartered colleges is 
different from the role of 
"Native American Studies II in 
four-year colleges? 

N 

50 

48 

45 

Yes 
% 

90.9 

87.3 

81.8 

-·Survey ParticiEants 
No Donit Know 

N % N % 

7.3 1.8 

7.3· 5.5 

9.1 9.1 

Ne 55, includes respondents from all position categories, Trustees, 
Acad.imic Administrators, Teaching Personnel, and Presidents. There were 
two invalid responses to each question. 



Table 10. Perceptions of Indian Community College practitioners concerning the general goal of 
tribal studies. 

a Surve Participants 
SA A U D SD Items Pertaining 
~ ~ ~ ~ ~ 

The goals of this connnunity college with respect 
to tribal-specific studies are clearly spelled 
out. 

Tribe-specific studies should be emphasized more 
than general Indian studies in the curriculum of 
a tribally-chartered college. 

In the curriculum there should be a balance 
between Indian-tribal studies and other subjects 
usually taught in a comprehensive community 
college. 

A fundamental goal of tribal studies is to help 
perpetuate the traditional culture of a 
particular tribe. 

A curriculum goal of Indian colleges is to blend 
Indian and non-Indian philosophies of teaching 
and learning. 

In terms of goal accomplishment it is too early 
to make judgments about the effectiveness of 
tribal studies in promoting the cultural 
integrity of the tribe served by this institut
ion. 

8 

15 

19 

18 

11 

8 

14.5 25 45.5 

27.3 20 36.4 

34.5 30 54.5 

32.7 29 52.7 

20.0 25 45.5 

14.5 28 50.9 

8 14.5 10 18.2 7.3 

12 21.8 9.1 5.5 

7.3 3.6 

5.5 9.1 

10 18.2 8 14.5 1.8 

10 18.2 6 10.9 5.5 

aIncludes respondents from all position categories: Teaching Personnel, Academic Administra
tors, Trustees, and Presidents; N=57 with two invalid responses for each litem. SA=Strongly Agree, 
A=Agree, U=Undecided, D=Disagree. SD=Strongly Disagree. ~ 

~ 
o 
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The composite data in this section indicated that the attitudes 

and opinions of the respondents were generally supportive of the idea 

and purpose of tribal studies curricular programs which suggests that 

the status of such programs in that regard was favorable. In terms of 

their emphasis, the status of such programs on an institution-by

institution basis tended to vary depending on the degree requirements 

with respect to tribal studies and the focus provided in terms of their 

designation as separate academic curricular programs within the respec

tive institutions. The nature of tribal studies curricula was given 

some definition by the types of courses offered, which for the most 

part tended to fall under what might be termed Tribal Liberal Arts. 

These curricula were discussed in the content analysis of the Indian 

college catalogs and with respect to the data which were compiled as a 

result of that analysis as represented in the pertinent tables and 

appendices in this chapter. 

Innovations in Teaching or Developing Tribal Studies Curricula 

Innovations in teaching or developing curricula dealing with 

tribal cultures as reported by the respondnets are reflected in Table 11 

and Table 12. The respondents were free to apply their own definition 

or interpretation with respect to what they considered to be innovative 

or unique. Thus, the findings in this section were considered in that 

light. {\/hat could well be interpreted as an innovation in one institu

tion might not be considered as such in another. Attitudes about what 

constitutes "innovative programs" tend to vary widely, and the investi

gator was cognizant of that. As part of the survey questionnaire, the 
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Indian colleges were asked to indicate their status in a number of 80-

called innovative areas that were suggested by the researcher in the 

survey instrument. Further evidence of developments that were considered 

innovative appeared as answers to the open-ended item in Section III-4 

of the questionnaire. 

Table 11 indicates that two institutions did not report any 

methods or approaches which were considered innovative. One of these 

institutions was a "special focus" training facility and the other was 

among the less developed of the community colleges in the study in terms 

of faculty/staff size and progress toward independent accreditation. 

In the realm of curriculum program planning and development, it 

appears that a perceived innovation in seven of the institutions 

surveyed has been the creation of a position of tribal studies curricu

lum developer. While the specific duties were not enunciated, the title 

of such a position suggests an intensive effort toward developing and 

producing courses and/or materials dealing with tribal-specific 

culture. Presumably, the innovative aspect lies in the seminal nature 

of such positions at those particular schools and the unique cultures 

involved. An equal number of institutions, seven, reported work being 

done in the theoretical aspects of culture-related tribal studies, four 

of which reported a position of tribal-studies curriculum developer. 

The nature and extent of theory-building at the colleges ilwolved was 

not articulated in the data reported. 

With respect to teaching materials, the creation of tribal 

studies textbooks as an innovative feature was reported by nine of the 



Table 11. Innovations in teaching or developing tribal studies 
curriculum as indicated by institutions responding. 

INSTITUTIONS 

113 

Innovation 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 

Creation of a tribal 
studies curriculum 
developer position XX X X X X X 

Creation of a tribal 
studies curriculum 
theory X X X X X X X 

Creation of a tribal 
language orthography X X X X X X X X 

Filming and/or electron-
ically recording tribal 
ceremonials. rituals. and 
other traditional life ways 
for use as instructional 
aids X X X X X X X X X 

Creation of tribal 
studies textbooks X X X X X X X X X 
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institutions surveyed. Similarly, the use of audio-visual equipment in 

recording tribal ceremonials, rituals, and other aspects of traditional. 

life ways was reported by nine institutions as an innovation in teaching 

culture-related subjects. The final category reflected in Table 11 

concerns the creation of tribal-language orthographies, the preferred 

way of writing and spelling the tribal language. Eight tribal colleges 

reported the development of such orthographies as an innovation in their 

approach to developing and teaching cultural-studies courses. 

The open-ended responses were tabulated and summarized in Table 

12. These responses reflect similarities in the following areas 1) 

promoting the involvement of tribal elders or community members in 

selecting curriculum content and instructors, 2) promoting the collec

tion and dissemination of appropriate research materials, and 3) creat

ing a receptive institutional environment that is conducive to the 

development of tribal studies curricular programs. Within these general 

areas specific instances of innovative approaches were reported as per 

the listing in Table 12. 

Attempting to survey the nature and status of "innovative" pro

grams among any set of institutions is very difficult. The large number 

of non-responses to this segment of the study among the total group of 

respondents and institutions suggests that many of them had no knowledge 

of the innovations reported by others in their institutions or their 

perception of what is "innovativell might have been di~£erent. Any 

survey analysis of innovative programs is therefore subject to such 

limitations. Moreover, definitions of what constitutes innovations tend 



Table 12. Summary of other innovations as listed by institutions 
responding. 
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Type of Innovation Institution 

Creation of an archival library to collect and 
preserve publications dealing with tribal and/or 
reservation history 

Designation of an area where tradi tional people 
can conduct sacred ceremonies 

Extraction of theories. teaching concepts, and 
philosophies from the tribal culture 

Establishment of a tribal studies requirement 
for all graduates 

Use of an all-Indian tribal studies council to 
approve courses and instructors 

Providing 1/2 time off for instructors to do 
basic research needed 

Establishing and working closely with tribal 
cultural conunittee on developing or approving 
curriculum 

Creation of a Department of Na.tive American 
Studies and a committee of elders 

Bringing members of different bands from the same 
tribal group together to share cultural infonnation 

Creating an archive of contemporary events and 
government documents affecting the tribe 

Establishment of clear, community-approved 
curriculum goals 

II 2 

II 5 

1110 

1112 

1112 

1112 

1113 

1113 

1115 

1116 

1117 
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to change. The innovations reported bere are stated in terms that were 

in general use among the tribally-controlled community colleges. 

Current Trends in Indian Community College Tribal Studies Curricula 

The current "trends" in the tribal studies curriculum of Indian 

colleges were associated with developments observed with respect to 

curricular program content in the data reported. The present study 

findings in that regard were not based on longitudinal data. Thus, they 

are representative of directions in which such curricula appeared to be 

heading at the time that the data were collected, Le., in 1981. An 

analysis of comparative data over a given span of time would no doubt 

yield infonnation that might more readily be labelled as representing 

sharply defined tendencies in terms of trends. 

As might be expected, the tribal-studies curricular programs of 

the older or more experienced institutions reflected a broader range of 

specific course offerings than the more recently established institutions. 

Table 13 illustrates this finding. It shows that in the aggregate the 

ten older colleges. those established between 1968 and 1973, listed 197 

courses in Indian and tribal studies compared with 113 for the seven 

colleges established between 1974 and 1978. What is not shown, due to 

lack of available data, is the enrollment size or distribution with 

respect to the colleges studied. It is recognized that this is an 

important variable affecting curricular breadth. 

Since no common framework exists for classifying and organizing 

the curricular program elements of Indian and tribal studies, the 

identification of current trends was problematical in that respect. In 



Table 13. The comparative number of Indian/tribal studies courses 
distributed according to the age of the institutions 
surveyed. 

Year Number Year Number of 
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College Indian/Tribal College Indian/Tribal 
Institution Established Studies Established Studies 

(1968-1973) Courses (1974-1978) Courses 

1 1976 29 

2 1975 34 

3 1975 3 

4 1973 21 

5 1971 34 

6 1977 2 

7 1974 3 

8 1978 11 

9 1973 1 

10 1968 53 

11 1973 22 

12 1971 7 

13 1977 31 

14 1970 28 

15 1973 10 

16 1972 14 

17 1972 7 

Totals 10 197 7 113 
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order to facilitate this aspect of the study. it was necessary to 

construct a program classification structure so that the various Indian! 

tribal-studies course offerings could be grouped under a common 

taxonomic framework. This taxonomy appears as Appendix E and reflects 

the courses listed in the data reported. Figure 4 summarizes the 

categories schematically. 

The percentage distribution of Indian and tribal-studies courses 

over the aggregate number of courses in all the colleges in this 

curricular program area is illustrated in Figure 5. It shows that the 

majority of such courses, 62.2 percent, offered by the total group of 

institutions dealt with subjects specific to the tribes concerned. 

General Indian Studies courses comprised the remaining 37.8 percent. 

Within the tribal-specific course categories, the bulk of them, 

35.3 percent, were in the category designated as Tribal Liberal Arts. 

The smallest category of courses in that group, 2.2 percent, were those 

dealing 'With Traditional Health Practices. The category designated as 

Tribal-Specific: Other dealt mainly with subjects associated with tribal 

sociocultural systems, law, and government and comprised 11.2 percent 

of the total. The remaining 13.5 percent were courses in the tribal

specific category of Traditional Creative and Performing Arts. 

The data did not indicate any systematic attempt by the colleges 

to establish an Indian/tribal-studies taxonomy, although there appeared 

to be commonalities of certain kinds of course clusters as identified in 

Figure 4. Otherwise, no clear trends aside from those noted in this 

delineation were readily discernible. 



Figure 4. A Program Classification Structure of Indian/Tribal Studies Curricular Program Categories. 

Tribal Liberal 
Arts 

1.0 

1 . 1 Language 
1.2 History 
1.3 Philosophy 
1.4 Literature 
1.5 Cultural 

Foundations 
1.6 Other, Specify 

Traditional 
Creative &. 
Performing 

Arts 

2.0 

2.1 Husic 
2.2 Dance 
2.3 Design 
2.4 Fine Arts 
2.5 Craft-Art 
2.6 Art History/ 

Appreciation 
2.7 Other, Specify 

Traditional ITribal-specific: 
Health Other 

Practices 

~~ 
3.] Healing 4.1 Sociocultural 

Specialties Systems 
3.2 Medicine 4.2 Law 
3.3 Plant 4.3 Goverrnnent 

Pharmacology 4.4 Other, Specify 
3.4 Other. Speci fy 

General 
Indian Studies 

5.0 

5.1 Indian History 
5.2 Indian Education 
5 • 3 Indian LalN 
5 .4 Indian Policy 

Studies 
5.5 Indian Lit-

erature 
5.6 Indian Arts 
5.7 Indian Sociology 
5.8 Can temporary 

Issues 
5.9 Cultural Aware

ness 
5.10 Other, Specify 



Figure 5. Percentage distribution of Indian/Tribal Studies Courses 
by Category in all the community colleges surveyed. 

~ 
13.5% 

~ 

35.3% 

n"'310 
1.0 Tribal Liberal Arts 

2.0 Traditional Creative & Performing Arts 

3.0 Traditional Health Practices 

4.0 Tribe-Specific: Other 

5.0 General Indian Studies 
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Tribal Ethos in Indian Community College Curricula 

The extent to which the ethos of a particular tribal group of 

American Indians was incorporated in the curricular program of the 

respective institutions studied was not clearly discernible in the data 

reported. Thus~ this aspect of the study was delimited by that circum

stance. However, certain inferences seemed possible based on the 

relative incidence and general nature of the curricular program offer

ings involved, and such inferences in some cases were expanded through 

unstructured interviews with selected college personnel during follow-up 

inquiries conducted by telephone. In such cases, information was sought 

concerning efforts to integTate aspects of the tribe's distinguishing 

characteristics, sentiments, and/or belief systems into their curricular 

program offerings. In addition to the limited direct evidence along 

these lines, a review of related perceptions or attitudes based on 

responses by survey participants to appropriate questionnaire items 

revealed other insights pertaining to thi s aspect of the study. 

In a larger context the entire study could conceivably be viewed 

as having addressed the research question under discussion in a global 

sense. That is, all aspects of the study were concerned with tribal 

studies curricular programs and their respective manifestations as 

extensions of the tribes' ethos in an academic setting. It is this 

academic dimension of the sociocultural milieu on the Indian reservations 

that eludes precise definition which~ in turn, made its measurement 

difficult. 

Some of the data discussed in the preceding section pertaining 

to current trends was useful in ascertaining the incidence and general 



122 

configuration of courses that dealt with the tribal ethos. For example, 

Figure 5 showed clearly that in terms of the total universe of Indian 

and tribal-studies courses a significant portion, 62.2 percent, can be 

identified as being oriented in that direction, which could be inter

preted as a current trend. With respect to the actual number of courses 

this percentage translates to a total of 194. When disaggregated on an 

institution-by-institution basis. the respective totals tended to vary 

widely. It should be noted also that the remaining 37.8 percent of 

courses in Figure 5 dealt with aspects of tribal ethos as well, depend

ing on their content, design, and presentation, even though most of them 

tended to be less well-defined as such. As to their general nature, 

the bulk of such courses identified as tribal-specific teachings can 

be grouped under the sub-category of Tribal LiLeral Arts, which for 

purposes of this study corresponded closely with their counterpart 

curricula in non-Indian institutions with respect to their connotation 

as humanistic and culturally oriented courses as distinguished from 

professional or technical subjects. 

The upinions and perceptions of the survey participants with 

respect to the use of tribal cultural educational concepts in community 

college curricula provided other insights related to this aspect of the 

study. The findings in this regard were based on two tables dealing 

with some fundamental questions pertaining to the incorporation of 

tribal ethos in academic curricula. Table 14 reflects opinions about 

the importance of preserving the cultural heritage of Indian tribes as 

well as the use of tribal cultural concepts in reservation-based 
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Table 14. Opinions of respondents regarding the use of tribal cultural 
educational concepts in corrununity college curricula. 

~ esponden s 

Questionnaire Item Yes No Don't Know 
~ NT -N---%-

Do you believe that the use of tribal 50 90.9 4 7.3 1 1.8 
cultural concepts is important in 
postsecondary education on the 
reservation? 

Do you bE'1-' ve that the cultural 52 94.5 1 1.8 2 3.6 
heritage each Indian tribe should 
be presened for its own sake? 

8Includes respondents in all position categories: teaching 
personnel, academic administrators, presidents, and trustees. Does not 
include two invalid responses. 
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postsecondary education. The great majority of respondents, in excess 

of 90 percent in both cases, indicated a positive response to these 

propositions. This suggests that from a philosophical point of view the 

use of such concepts is viewed favorably which would tend to promote 

efforts to incorporate aspects of the tribal ethos in academic curricula. 

Table 15 is indicative of the survey participants' views with 

respect to 1) the emphasis that should be placed on Indian and tribal 

studies vis-a-vis other subject matter, 2) the importance of Indian and 

tribal cultures in contemporary reservation life as well as the role of 

tribal studies in preserving such cultures, and 3) tribal studies as an 

academic discipline. 

Along the scale of response categories provided most of the 

respondents were in agreement with the statements posed. With respect 

to the notion of tribal studies as a legitimate area of academic learn

ing for Indians and non-Indians alike, the response rate in favor, 96.4 

percent, showed very strong support. Similarly, 85.4 percent of the 

respondents agreed that the goal of tribal studies in promoting the 

preservation of tribal cultures is a sound one, and 94.5 percent agreed 

that a vital part of reservation life is comprised of Indian/tribal 

customs, traditions, and beliefs. 

While support for emphasizing tribal studies over general Indian 

studies was favorable, 63.7 percent, stronger support, 89 percent, was 

indicated for balancing such studies with more conventional curricula, 

21.8 percent undecided. With respect to blending Indian and non-Indian 

philosophies of teaching and learning, 65.5 percent were in agreement, 

while 18.2 percent were undecided. 



Table 15. Perceptions of respondents pertaining to the use of tribal cultural educational concepts in 
community college curricula. 

Strongly 
Questionnaire Item DisagI.'~ 

N Jf 
Indian/Tribal customs, traditions, and beliefs L8 
are a vital part of reservation culture. 

Tribe-specific studies should be emphasized 
9.1 I 3 5.5 more than general Indian studies in the 

curriculum of a tribally-chartered college. 

A fundamental goal of tribal studies is to 9.1 
help perpetuate the traditional culture of a 
particular tribe. 

In the curriculum there should be a balance 30 54.5 I 4 7.3 I 2 3.6 
between Indian-tribal studies and other sub-
jects usually taught in 8 comprehensive 
community college. 

A curriculum goal of Indian colleges is to 111 20.0 I 25 45.5 I 10 18.2 I 8 14.5 I 1.8 
blend Indian and non-Indian philosophies of 
teaching and learning. 

Tribal studies is a legitimate academic 125 45.5 I 28 50.9 I 1 1.8 I 0 0 I 1 1.8 
discipline in postsecondary education for 
Indians and the general public. 

8Includes respondents in all position categories: teaching personnel. academic administra
tors, presidents, and trustees. Does not include two invalid responses for each itt'!m, N=55. 

... 
~ 
~ 
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Research Needs in Tribal Studies Curriculum Development 

This aspect of the study dealt with the identification of 

perceived research needs as reported by the survey participants. The 

findings in this regard in terms of direct responses are summarized in 

Table 16 and in Table 17. 

The survey instrument items pertaining to this research 

question. Item 111-2, suggested two possible responses to stimulate 

further self-reported responses to the open-ended section of this 

questionnaire item. Where respondents indicated agreement with the 

examples, the results were summarized in Table 16. This summary indi

cates that a majority of the survey participants, 73.7 percent, agreed 

that there was not enough information readily available on which to 

build tribal studies curricular programs in terms of developing course 

content materials and that this was an area in need of research activity. 

With regard to the assessment of the attitudes of residents in 

the local community about tribal studies courses. only 33.3 percent of 

the respondents tended to agree that this was an area of need in terms 

of research. The majority, 66.7 percent, chose not to respond to this 

item which tacitly suggests that either the respondents did not perceive 

this to be an area of research need or they simply had no strong opinion 

about it. 

Responses to the open-ended segment of this questionnaire item 

were few in number and tended to vary widely in terms of their contextual 

reference to the question posed. Table 17 contains a listing of the 

responses received which were swnmarized verbatim. In some cases, 

though, the answers were paraphrased in appropriate gra:mmatical syntax. 
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Table 16. Perceptions of Indian college practitioners concerning 
research needs pertaining to the teaching or -development of 
tribal studies curricular programs. 

~eSEondents 

Suggested Area of Need ~ No ResEonse 
N % N % 

Assessing community/tribal attitudes 19 33.3 38 66.7 
concerning the sub' eet 

Fact-finding, information-gathering related 42 73.7 15 26.3 
to course development and course content 

alncludes all categories of respondents, i. e., Trustees, Teach
ing Personnel, Academic Administrators, and Presidents. N = 57. 



Table 17. Self-reported perceptions of Indian college practi tioners 
regarding research needs in the development of tribal 
studies curricular programs. 
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Perception Regarding Research Need Position Category 
of Respondent 

Need access to or availability of archival! 
library Resources for research purposes. 

Need to develop expertise in research 
methodologies among reservation residents. 

Need to define what is meant by teaching culture 
in tribal terms as well as how far back in a 
tribe I s history one should go. 

Need to determine how to relate tribal studies 
to other curricular offerings. 

Need to assess the need for teacher training in 
this area of study. 

Need to assess the availability and validity of 
primary sources in terms of human informants as 
well as recorded information. 

2 Responses: 
A President 
A Vice-President 

1 Response: 
A Department Head 

1 Response: 
A President 

1 Response: 
A Faculty Member 

1 Response: 
A Department Head 

2 Responses: 
A Dean 
A Faculty Member 

3 Responses: 
A President 

Need to determine sources of funding to support A Dean 
such research. A Facul ty Member 

Need to find alternate means to present cultural 
material in culturally compatible ways rather than 1 Response: 
the conventional lecture. discussion/seminar method. A Vice-President 

Need to find means to give such studies the more 
central place they deserve as an integral part of 1 Response: 
other curricular offerings. A Vice-President 

Need to assess problems that arise when more than 
one band or tribe lives on the same reservation as 1 Response: 
well as learning how to deal with such problems. A Trustee 

Need to determine what should or can be taught, 2 Responses: 
especially those subj ects which could be deemed as A Trustee 
being of a sacred or religious nature. A Department Head 
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A review of the responses contained in that listing indicates that the 

respondents seemed largely concerned with the procedural aspects of 

implementing tribal studies programs as well as with the identification 

of appropriate financial and human resources needed to carry out such 

research. The dearth of responses with respect to this segment of the 

study suggests that among those respondents surveyed the matter of 

research needs had not been carefully thought out in terms of exactly 

what kinds of studies were needed to help them in their tribal studies 

curriculum development efforts. 

Problems and Issues in Tribal Studies Curriculum Development 

The findings with respect to perceived problems and issues 

represent not only interpretations based on respondent perceptions and 

opinions but indirect inferences suggested by the composite data 

presented in this chapter. The terms, problems and issues, are used in 

the sense of discussing unsettled questions and/or potentially contro

versial points with respect to tribal cultural educational concepts in 

academic curricula. The data for this part of the study are presented 

in two segments 1) perceived issues and 2) problem areas as reported by 

the survey participants. 

The opinions expressed by the survey participants as reflected 

in their responses to the questionnaire items provided insight into 

some philosophical issues as well as those deriving from practical 

concerns related to tribal studies curricular programs. Table 18 

summarizes information with respect to opposition to such programs, 

opinions about culture change, non-Indian/non-tribal teachers, and the 

comparative role of tribal studies. 
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The level of opposition from Indian people to the idea of teach

ing tribal studies subjects in academic curricular programs was not 

treated in this study, but information was sought with respect to the 

respondents 1 awareness of such opposition. According to the data 

reported, 57.4 percent of those responding indicated that they were not 

aware of any Indian people who were opposed to tribal studies as an 

academic area of instruction, while 42.6 percent indicated affirmative 

responses. There is evidence of some Indian opposition to the idea of 

tribal studies from that standpoint. The opinions about culture change 

and a related issue revealed an interesting contrast. 1-!hile the great 

~ajority. 96.4 percent, believed that American Indian cultures are 

changing, 78.2 percent of the same respondents did not believe Indians 

would eventually be totally acculturated and assimilated into the larger 

United States society. I-Jith respect to instructors of tribal studies, 

51.9 percent of the survey participants expressed a belief that tribal

specific cultural studies could be taught effectively by non-tribal 

persons; 37 perceut disagreed. A related question dealt with facility 

in the language as a precondition to teaching tribal studies; 49.1 per

cent of the respondents expressed a belief that teachers of tribal 

studies should be fluent in the language of the particular tribe, while 

38.2 percent did not believe it was necessary. The role of tribal 

studies in a tribally-chartered connnunity college vis-a-vis "Native 

American Studies" programs in four-year institutions was viewed by 81.8 

percent of the respondents as being different. 

Table 19 summarizes information about perceptions regarding 

culture change among Indians, the sharing' of sacred knowledge. and the 
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Table 18. Opinions of Indian connnunity college practitioners concern
ing issues related to tribal studies curricular programs. 

Questionnaire Item 

Are you aware of any opposition 
from Indian people in the idea 
of teaching tribal studies in 
a community college? 

Do you believe the American 
Indian cuI tures are changing? 

Do you believe that American 
Indians of all tribes will 
eventually be totally accultu
rated and assimilated into the 
general United States society? 

Do you believe that a teacher 
of tribal studies courses should 
be fluent in the language of 
theJ_articular tribe? 

Do you believe that tribe
specific cultural studies can 
be taught effectively by persons 
who are not members of the tribe? 

8Survey Participants 
Yes No Don't Know 

-N--%-o ~ ~ 

31 57.4 

C53 96.4 3.6 

b 6 10.9 43 78.2 10.9 

b27 49.1 21 38.2 12.7 

b28 51.9 20 37.0 11.1 

Do you believe the role of tribe- h45 81.8 9.1 9.1 
specific studies in tribally-
chartered colleges is different 
from the role of "Native American" 
in four-year colleges? 

alncludes all survey participants, N=57. bTwo invalid 
responses. ~hree invalid responses. 
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accreditation of tribal studies. Perceptions about changes in Indian 

beliefs and values were consistent with opinions reported in Table 18. 

A great majority of the respondents, 94.6 percent, were in agreement 

that traditional Indian/tribal values and beliefs have been changed by 

the influence of white American culture and education. t.,rith respect to 

perceptions about the sharing of sacred teacbings, the data show that 

more resistance was indicated to permitting non-Indians to learn about 

such things. 50.9 percent of the respondents. than for Indians of one 

tribe to learn the sacred teachings of another tribe. 27.8 percent. In 

both cases a relatively large number of respondents were undecided on 

these issues. The accreditation of tribal studies has been a recurring 

issue since the founding of the Indian community colleges. Responses of 

survey participants show that a majority were undecided or did not agree 

that the accreditation of such curricular programs is best handled by 

existing regional, state, or specialized accreditation associations, 

29.1 percent undecided and 43.7 percent not in agreement, while 27.2 

percent felt that conventional accreditation procedures and practices 

were applicable in the accreditation of tribal studies curricular pro

grams. 

The problem areas identified in the survey with respect to 

developing tribal studies curricular programs were elicited from forced

choice questionnaire items as well as from open-ended items. The 

applicable direct response data were presented in Table 20, Table 21, 

Appendix G, and Table 22. 

Item 111-1 of the survey instrument suggested problem areas and 

provided for open-ended responses. Responses to the suggested items 



Table 19. Perceptions of Indian cmmnunity college practitioners concerning issues related to tribal 
studies curricular programs. 

Questionnaire Item 

Traditional Indian-tribal values and beliefs 
have been changed by the influence of Uhite 
American culture and education. 

Non-Indians should he permitted to learn the 
sacred teachings of any Indian tribe. 

Indian members of one tribe should be 
allowed to learn the sacred teachings of 
another tribe. 

The accreditation of tribal studies curricu-
lum is best handled by existing regional. 
state, or specialized accreditation associa-
tions. 

aSurvey Participants 
Strongly 

~I~ 
N % N % 

Strongly 
Undecided I Disagree I Disagree 

N % N % N % 

b lS 27.3 I 37 67.3 3.6 1.8 

I b 3 5.5 I 10 18.2 I 14 25.5 I 11 20.0 I 17 30.9 

Ie 3 5.5 I 16 29.6 I 20 37.0 I 7 13.0 I 8 14.8 

ib 2 3.6 I 13 23.6 I 16 29.1 120 36.4 I 4 7.3 

aIncludes all survey participants. N=S7. bTwo invalid responses. cThree invalid 
responses. 

w 
w 
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were summarized in Table 20. It shows that two apparent problem areas 

were associated with inadequate teaching materials and lack of trained 

teachers. For instance, 63.2 percent of the survey participants agreed 

that the lack of adequate teaching materials was a problem in attempts 

to design tribal studies curricula, and 64.9 percent of the respondents 

viewed the lack of skilled or adequately trained teachers as a problem 

in that regard. The large percentage of non-responses, 71.9 percent, 

suggested either no opinion on the matter or tacit indication that these 

areas were not perceived as problematical. Hith regard to the level of 

community interest in tribal studies, the number of no responses, 68.4 

pE:'_rcent, was indicative of either no opinion or that group of respon

dents viewed it as not being a particular problem, although 31.6 per

cent agreed that there was a need for more tribal/community input and 

interest in designing tribal studies curricular programs. 

Table 21 summarizes information about the survey participants' 

perceptions concerning the goals of tribal studies curricular programs, 

outside impediments, and local attitudes about such progr<:1.ms. Of the 

respondents surveyed, 60 percent agreed that the goals of tribal 

studies were clearly spelled out. Sixty-five percent agreed that out

side influences such as accreditation bodies and funding agencies tended 

to slow the development of tribal studies curricular programs in terms 

of regulatory and criteria barriers. The philosophical orientation of 

Indian community colleges as partially revealed in Table 3, which dealt 

with institutional objectives, indicated that tribal studies is a high 

priority with the majority of the Indian colleges surveyed. This is 

consistent with the finding reflected in Table 21 that 69.1 percent of 



135 

Table 20. Perceptions of survey participants concerning significant 
problems in designing tribal studies curricula. 

Suggested Problem Area 

Lack of adeguate teaching materials 

Lack of skilled or adequately 
trained teachers 

Lake of community or tribal input 
or interest 

asurve~ ResEonses 

~ No ResEonse 
N % N % 

36 63.2 21 36.8 

37 64.9 20 35.1 

18 31.6 39 68.4 

alncludes all respondents in all position categories, N=57. 
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the survey participants agreed that tribal studies curriculum is congru

ent with the guiding philosophy of their respective institutions. Given 

the settings of Indian cotmllunity colleges, it seemed reasonable to 

expect that Indians would tend to be more interested in tribal culture 

and history courses than non-Indians. This was borne out in terms of 

the number of respondents who supported that proposition, 63.6 percent. 

In discussing specific problem areas the investigator was aware 

that problems, as such, would tend to vary on an institution-by

institution basis especially as perceived by the local professionals 

within local circumstances. The open-ended responses of the survey 

participants with respect to self-reported problems were tabulated and 

presented in Appendix G. Those responses were grouped on an institution

by-institution basis, according to those responding. Responses to the 

open-ended problem identification item were received from all but four 

of the Indian community colleges surveyed. The responses were reported 

verbatim in Appendix G so that the reader could gain a "flavor" for what 

was reported. A perusal of those responses indicated that the most 

frequently mentioned problem areas tended to fall under the following 

general categories 1) accreditation of tribal studies, 2) lack of 

Indian studies instructors who held academic degrees, and 3) questions 

on the part of non- Indians as well as some Indian people as to the 

validi ty of such curricular programs. All of these categories are 

related to the accreditation issue. 

Problems associated with the accreditation of tribal studies 

curricular programs were specified in Table 22. Again, the reported 

responses were tabulated verbatim according to the institution 



Table 21. Perceptions of Indian community college practitioners concerning problems related to devel
oping tribal studies curricular programs. 

aSu !feY Particip nts 
Strongly Strongly 

Questionnaire Item ~ ~ Undecided Disagree Disagree 
10 % N % ~ N % N % 

The goals of this conununity college with 
b 8 respect to tribal-specific studies are 14.5 25 45.5 8 14.5 10 18.2 4 7.3 

clearly spelled out. 

There are identifiable problems in incor-
c l1 porating tribe-specific studies in conununity 20.4 31 57.'1 2 3.7 9 16.7 1 1.9 

college curricula. 

Outside influences such as accreditation 
b 12 bodies and funding agencies tend to slow 21.8 24 43.6 9 16.4 5 9.1 5 9.1 

the development of our tribal studies pro-
gram. 

The tribal studies curriculum in this 
college is consistent with the guiding 13 23.6 25 45.5 8 14.5 8 14.5 1 1.8 
philosophy of the institution. 

On this reservation Indians tend to be 
more interested in tribal culture/history 6 10.9 29 52.7 9 16.4 10 18.2 1 1.8 
courses than non-Indians. 

aIncludes all survey participants, N=S7. bTwo invalid responses. c Three invalid 
responses. 
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represented. Of the 17 institutions studied, only 7 provided informa

tion with respect to perceived problems in this area. Of those seven, 

four have achieved candidacy for accreditation status and the remaining 

three were not independently accredited. No responses to this item 

were received from the other three institutions that did not have 

independent accreditation status. 

A review of Table 22 showed that perceived problems tended to 

fall under two general categories 1) the academic certification of 

Indian studies instructors, and 2) attitudes about the validity of 

tribal studies as a legitimate academic discipline. Six of the seven 

institutions represented in this table were in the region served by the 

North Central Association of Schools and Colleges and one was in the 

region covered by the Northwest Association of Schools and Colleges. 
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Table 22. Problems reported in the accreditation of tribal studies 
curricular programs by institution. 

Problem Area Specified 

Regional 
Accreditation 

Institution Association 

The primary concern has been with trans
ferability of credit of Native American 
Studies courses to other institutions of 
higher education. The need for "academic 
credentials" has been stressed for trans
ferability purposes and many Indian people 
who can teach lack these credentials. 

The accreditation agency expects more 
justification for this area of study than 
for other disciplines 

The "marketable" areas of study are always 
accepted rather than cultural preservation 
of cultural relevancy courses. 

Our instructors can't get certified to 
teach because they lack college degrees. 

There is an attitude on the part of non
Indians at our assisting institution that 
only master's degree level instructors 
should teach the native language. 

The general expectation that tribal studies 
curriculum should be placed under a single 
discipline, e.g •• the humanities. 

There is difficulty in getting other non
Indian colleges to accept credits or to 
help in developing appropriate criteria for 
any specific course. 

The non-Indian academic world simply does not 12 
recognize the validity of tribal studies, per-
haps due to an undercurrent of racial prejudice. 

The instructors we have in this area of study 15 
are skilled but lack the educational degrees 
when it comes to accreditation standards. 

The state agency feels courses on this tribe's 17 
heritage are too specific for general useful-
ness and questions their transferability. 

Northwest 

North Central 

North Central 

North Central 

North Central 

North Central 

North Central 



CHAPTER 5 

SillIMARY, CONCLUSIONS, AND RECOMMENDATIONS 

A summary of the study undertaken and the findings presented 

in Chapter 4 is contained in the first section of this chapter. The 

next section states conclusions derived from these findings. Finally, 

a number of recommendations are suggested for possible further inquiry. 

Summary 

This study was prompted by certain questions that arose in 

connection with a unique aspect of liberal studies in the curricula of 

American Indian cOlTdllunity colleges, namely, tribal studies programs, a 

generic idea growing from Indian efforts to incorporate aspects of an 

Indian tribe's ethos in the formal academic offerings of tribally

controlled institutions. The academic dimension of Indian and tribal 

knowledge eludes precise definition because of its seminal nature in 

terms of specific course offerings in such institutions. The intent 

of the study was to provide an assessment of the perceived role of 

Indian cOlTdllunity colleges with respect to the development of tribal 

studies curricular programs as well as attendant problems, issues, and 

current trends. 

To accomplish the purpose of the study, specific objectives and 

research questions were formulated and pursued. The data were obtained 

from a questionnaire survey and from a content analysis of the colleges' 

140 
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catalogs and other organic documents. Opinions or perceptions of 

Indian cormnunity college professional were sought to provide informa

tion about current beliefs regarding the sociocultural aspects of 

Indian and tribal life and the relation of such beliefs to the 

curricular genre known as Indian or tribal studies. The research 

questions dealt with the nature and status of such curricula, principal 

problems and issues. curricular innovations, current trends, the 

incorporation of tribal ethos in academic programs, and attendant 

research needs. 

The seventeen institutions studied were located in seven states. 

Each of them met the definition of an Indian cormnunity college as 

specified in Chapter 1, and, except for one institution, they were all 

located within the boundaries of Indian reservations. The majority of 

the survey participants were American Indians who had a direct role in 

formulating or implementing policy and procedures with respect to the 

development and teaching of Indian/tribal culture-based subjects. 

The findings of this study are presented according to the six 

research questions proposed by the investigator at the outset of the 

inquiry. 

1. The findings with respect to the nature and status of 

tribal studies curricula were straightforward in terms of their 

descriptive characteristics. In general, those schools that placed 

special emphasis on such programs tended to offer more courses in 

tribal studies than others which did not. According to data presented 

in Table 3, which dealt with the primary institutional objectives, 

eleven colleges specified cultural preservation as an objective. This 



suggested that the incidence of tribal studies courses would be 

comparatively high at those schools. However, a closer examination 
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of the programs at those particular institutions indicated a disparity 

in some cases bet!veen stated cultural objectives and actual tribal 

studies course offerings in terms of numbers and emphasis. Eleven 

institutions, not necessarily the same ones, had designated tribal 

studies as a separate, distinct curricular program. The emphasis 

placed on tribal studies in some of the colleges studied could be 

interpreted as a kind of status in terms of their relative priority in 

that regard. 

Tribal studies courses when looked at collectively over the 

total array of such programs offered by the seventeen institutions 

studied covered Go broad range of subjects (see Appendix E). The content 

of such courses was sugge:sted by the course titles. A review of 

Appendix E shows that courses dealing with tribal history, language, 

literature, and philosophy predominated. The investigator designated 

those types of courses as Tribal Liberal Arts for lack of any existing 

or applicable taxonomic program classification structure. The second 

largest category of tribal studies courses was designated as Tribal 

Creative and Performing Arts followed by a category referred to as 

Tribal Specific: Other, a catch-all term for a variety of interrelated 

courses dealing with contemporary aspects of Indian tribal life. The 

category with the smallest number of courses was designated as 

Traditional Healing Practices. The nature of tribal studies curricula 

was found to be primarily liberal in orientation in that they focused 



on the salient aspects of tribal culture similar to liberal arts 

curricula in non-Indian institutions. 
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The status of tribal studies curricular programs ranged from 

those that were in the very early stages of development to those that 

were comparatively well-defined. Opinions of the Indian college 

practitioners surveyed indicated that the attitudes of the respondents 

were supportive of the idea and purpose of tribal studies. This 

suggests that the status of such programs in that ragard was favorable. 

Data from Table 10 indicated that a majority of those surveyed felt it 

was too early to make judgements about the effectiveness of tribal 

studies vis-a-vis their intended purpose. The observations of some 

respondents pertaining to the accreditation of such programs is 

discussed later with respect to principal problems and issues. Such 

observations bear on the status question. 

2. In general, it was found that the current state of affairs 

with regard to tribal studies curricula differs from institution to 

institution but tends to be in the formative stage on certain theoret

ical, practical, and normative levels. The content of tribal studies 

courses at Indian community colleges was not readily discernible in the 

data collected except insofar as was suggested by their titles. \<Jith 

respect to perceptions concerning differences between Indian studies in 

four-year colleges and tribal studies in two-year Indian institutions, 

a large percentage, 8l.8 percent, of the survey respondents indicated 

that there was a difference although such perceptions lacked elaboration 

in the data. 



144 

3. The findings with respect to tribal studies curricular 

innovations were reported within a broad meaning of "innovation,1I which 

respondents were free to define for themselves. Respondents from all 

but two of the colleges studied reported what they considered to be 

innovations. The two most widely reported innovations were 1) the use 

of ele.t.tronic recording (audio-visual) devices to teach about ceremo

nials, rituals, and other traditional life ways, and 2) the creation of 

tribal studies textbooks. These two innovations were reported by nine 

colleges. A perceived innovation in seven schools was the creation of 

a position of tribal studies curriculum developer. Two other innova

tions reported were the creation of tribal language orthographies 

(eight insitutions) and work toward developing a tribal studies 

curriculum theory (seven institutions). The nature and extent of 

theory-building, however, was not articulated in the data reported. 

Other types of innovations tended to fall under three general 

headings 1) promoting the involvement of tribal elders or community 

members in selecting curriculum content and instructors, 2) promoting 

the collection and dissemination of appropriate research materials, and 

3) creating a receptive institutional environment conducive to the 

development of tribal studies curricular programs. The findings with 

respect to innovations were delimited by the large number of non

reponses to this segment of the study by the total group of respondents 

among the institutions studied. 

4. Findings concerning current trends indicated that most 

tribal studies courses in Indian colleges t 35.3 percent, could be 

designated as Tribal Liberal Arts, i.e., those dealing with the history, 
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language, philosophy, and literature of a 'particular tribe. The term, 

Tribal Liberal Arts, was coined by the investigator, as were the other 

terms used in describing aspects of such curricula. This was necessary 

for purposes of this study because of the lack of any existing or 

applicable taxonomic program classification structure. A method was 

needed to systematically examine tribal studies curriculum. In addition 

to the Tribal Liberal Arts category, three other categories of tribal 

studies were identified 1) Traditional Creative and Performing Arts, 

2) Traditional Health Practices, and 3) Tribe-Specific: Other. A 

complete listing of these courses by category was provided in Appendix 

E. It was found that the total· array of tribe-specific sourses 

comprised 62.2 percent of all Indian/tribal studies courses offered in 

the colleges studied. The remaining 37.8 percent of such courses were 

those that were identified as General Indian Studies. Clearly, the 

current trend is toward the teaching of subjects specific to particular 

tribes. The bulk of such courses were designated as "Tribal Liberal 

Arts" because of their focus on cultural aspects similar to the human

ities in non-Indian institutions. The tribal studies curricular 

programs of the older~ more experienced institutions reflected a 

broader range of tribal specific course offerings than the more recently 

established colleges. 

5. The findings concerning the extent to which the ethos of a 

particular tribal group of American Indians was incorporated in the 

curricular programs of the respective institutions studied were not 

clearly discernible in the data reported. The academic dimension of 

the sociocultural milieu on the Indian reservations was not well 
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defined, which made its measurement difficult. However, the relative 

incidence and configuration of courses that dealt with the tribal ethos 

provided some evidence in that regard. Across the total spectrum of 

Indian and tribal studies offered in Indian cODDllunity colleges, 62.2 

percent dealt with aspects of the tribal ethos, i.e., the distinquish

ing character, sentiments, and guiding beliefs of a particular tribe. 

Observations with respect to enculturation, the learning of one's own 

culture, have been recorded by ethnographic methods which may be more 

applicable with respect to inquiries of this nature. Evaluating the 

outcomes of educational institutions is always difficult at best. 

Similarly, measuring the outcomes of curricular programs that deal with 

tribal sociocultural processes becomes problematical unless th~ objec

tives of such programs are clearly articulated with respect to their 

role in the socialization of students toward tribal adulthood. It was 

found that in most of the Indian colleges studied (eleven or 64.7 

percent) cultural preservation was among the stated institutional 

objectives. The specific role of tribal studies regarding cultural 

preservation was not clear in the data collected. 

The opinions or perceptions of survey respondents regarding the 

use of tribal cultural educational concepts gave sorne additional insight 

into the attitudinal aspects related to this part of the study. It was 

found that a large percentage, 90.9 to 94.5 percent, of the respondents 

felt that the use of tribal cultural concepts was important in 

reservation-based postsecondary education and that the cultural heritage 

of each Indian tribe should be preserved for its own sake. Similarly, 

the data outlined in Table 15 indicated other favorable opinions with 
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respec t to the idea of tribal studies as an academic subj ect area. 

Thus, from a philosophical standpoint there was general agreem~nt among 

those surveyed that the use of such concepts would tend to promote 

efforts to incorporate aspects of the tribal ethos in academic 

curricula. It is the process by which this is accomplished that 

remains unclear. 

6. The findings concsrning research needs. as reported by the 

professionals surveyed, showed that a majority of them (73.7 percent) 

felt that more activity was needed in the area of developing data and 

basic information on which to base tribal studies curricular programs. 

This suggests that there is a related need to develop appropriate 

methodological skills among the Indian college practitioners who are 

charged with curriculum development tasks. Mention was made also by 

respondents of the need for more accessible archival/library resources 

for research purposes. The relatively low response rate to the open

ended part of this question suggests that among those surveyed the 

matter of research needs had not been given careful thought in tenns of 

exactly what kinds of studies were needed to help them in their tribal 

studies curriculum development efforts. Tables 16 and 17 summarize the 

reponses of survey participants to this aspect of the study. 

7. In discussing perceived issues and problel'.lS, ,these terms 

were used in the sense of pointing up potentially controversial items 

and/or unsettled questions regarding tribal studies curricular programs. 

While there was evidence of opposition by some Indian people to the 

idea of teaching tribal studies, the majority of respondents. 57.4 

percent, indicated that they were not aware of such negative feelings 
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among Indian people they knew. And while the great majority, 96.4 

percent, of the Indian college practitioners surveyed believed the 

Indian cultures are changing, 78.2 percent of the same respondents did 

not believe Indians would eventually be totally acculturated and 

assimilated into the larger United States society. This suggests an 

awareness of the dynamics and reality of culture change as well as 

resistance to the "melting pot" idea of cultural assimilation. The 

level of such awareness was not treated in this study. It would seem 

to have implications for curriculum theory and design in the long term 

especially when taken together with the notion of tribal sovereignty. 

an idea with which 80 percent of the respondents agreed (see Table 18). 

The content of tribal studies courses in Indian colleges did 

not emerge as an issue or problem except with regard to teaching about 

things of a sacred nature. It was found that there was more resistance 

to permitting non-Indians to learn such things, 50.9 percent of the 

respondents, than for Indians to learn the sacred teachings of other 

tribes, 27.8 percent opposed to the latter. It was found also that 

actual course offerings as revealed by content analysis of the catalog 

listings did not deal with subjects that could be deemed as sacred in 

nature. And while 49.1 percent of the respondents expressed a belief 

that, ideally, teachers of tribal studies should be fluent in the 

language of the particn::'~":' tribe concerned, a larger number, 51.9 per

cent, felt that such courses could be taught effectively by non-tribal 

members including non-Indians; 37 percent disagreed. It would appear 

that the issue of tribal studies instructors is not viewed as being 



149 

particularly troublesome although it could be depending on the content 

of certain types of courses. 

The accreditation of tribal studies emerged as a consistently 

perceived issue and/or problem. In fact, it has been a recurring issue 

since the founding of Indian commun.:.ty colleges. Apparently, institu

tional accreditation is a different matter. Table 5. for instance, 

showed that the majority of Indian studies, eleven, had achieved 

independent accreditation status as far as being either fully accredited 

or candidates for accreditation. Yet, the responses of Indian college 

professionals showed that a majority of them were undecided or did not 

agree that the accreditation of tribal studies curricular programs is 

best handled by existing accredi tat ion associations, 29.1 percent 

undecided and 43.7 percent not in agreement. Moreover, 65 percent 

agreed that "outside influences" such as accreditation bodies and fund

ing agencies tended to slow the development of tribal studies curricular 

programs. Perceptions or opinions regarding the accreditation question 

suggest that it has not been satisfactorily resolved with respect to 

its application to tribal studies curricular programs. 

Two problem areas related to the accreditation of tribal studies 

programs were attitudes regarding the academic validity of such 

curricula and certification of tribal studies instructors, most of whom 

were local Indian people. Table 22 and Appendix G presented findings 

in that regard. These data indicated that of these two areas, the lack 

of non-Indian academic credentials, i.e., college degrees, among tribal 

studies teachers was more evident as far as tangible criticisms were 

concerned. It was also evident that some respondents perceived that 
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questions about the relevan~c and a.cademic validity of tribal studies 

courses was a basic impediment with regard to getting such courses past 

the accreditation barrier. Nevertheless, an overwhelming majority, 

96.4 percent, of all survey participants felt that tribal studies is a 

legitimate academic discipline in postsecondary education. 

Other prominent problem areas had to do with the preceived lack 

of adequate teaching materials and the la~k of skilled or adequately 

trained teachers. These problems were reported by 64 percent of the 

respondents surveyed as shown in Table 20. The lack of teaching 

materials coincided with findings about the need for research activity 

leading to the development and production of such materials. On the 

reservations there are plenty of tribal members who have the requisite 

knowledge pertaining to tribal studies subject matter. Oftentimes, 

such people are engaged as instructors in the Indian colleges, and they 

mayor may not have the teaching skills needed to be effective teachers 

of the knowledge they possess. This is perceived as a different kind 

of problem than that associated with the lack of academic degrees 

reported in connection with the accreditation issue. 

Conclusions 

The data presented in Chapter 4 were summarized in the preceding 

section and ,·]ere analyzed with respect to each research question out

lined previously which led to conclusions derived from the resultant 

findings. These conclusions were presented accordingly, as follow: 

1. It was evident that progress had been made in developing 

and implementing tribal studies curricular programs in a majority of 



151 

the Indian colleges studied. However, the state of the art in this 

area can be characterized as being still in the formative stage with 

respect to the theoretical and normative dimensions of such curricula 

and their application in fomal schooling practices. With respect to 

the nature and status of tribal studies curricula it is concluded that, 

for the most part, such programs have strong philosophical and emotional 

appeal among Indian college practitioners but remain somewhat under

developed in comparison to other academic curricular programs of the 

Indian colleges studied. 

2. The data indicated that innovations in tribal studies 

curricular programs, where reported, were perceived as such owing mainly 

to their introductory and contextual application as opposed to any 

particularly unique method or approach outside of existing curriculwn 

development practices. Distinct innovations per se in curriculum 

development theory or practice in the Indian colleges were either 

undetected or nonexistent. 

3. It was evident that Indian community college curricular 

programs responded to student interests with respect to salient aspects 

of the tribal heritage in view of the heavy emphasis on what could be 

termed, "Tribal Liberal Arts"; the current trend was toward the teaching 

of such subjects, Le., tribal history, language, literature, and 

philosophy courses. 

4. The extent to which the ethos of a particular tribal group 

was incorporated in the curricular programs of the respective institu

tions studied was inconclusive based on the data reported. The specif

ically Indian, or tribal, content of tribal studies courses eluded 
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precise definition except insofar as could be discerned from the titles 

or descriptions of such courses. The academic dimension of the socio

cultural milieu on the Indian reservations involved was not well 

elucidated. 

5. Indian community college practitioners, by and large. have 

not given careful throught to exactly what kinds of studies are needed 

that would help them in their tribal studies curriculum development 

efforts reflecting, perhaps, a lack of methodological skills associated 

with such needs and/or a relatively lower priority given to such 

concerns. 

6. Institutional accreditation was not perceived as being 

problematical, but the accreditation of tribal studies curricular 

programs emerged as a central issue or problem. It is concluded that 

"outside agencies" such as regional accreditation associations are not 

sufficiently aware of or sensitive to the role and validity of such 

programs in reservation-based educational institutions. In view of 

data indicating that there are not enough individuals on the reserva

tions who possess the requisite teaching or pedagogical skills to be 

effective instructors of tribal studies even though there are many who 

possess the required knowledge, it is concluded that existing academic 

certification programs are not responding to this problem adequately. 

Similarly. it is concluded that existing research institutions and 

activities are not meeting the need for developing the kinds of 

information and data needed with which to produce teaching materials, 

books, monograph, and other publications. 
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Finally, it is concluded that the role of Indian connnunity 

colleges with respect to the development of tribal studies curricular 

programs is singular among all higher education institutions. It was 

evident that Indian college professionals are keenly aware of this and 

that they perceived that role as being different from Native American 

of Indian Studies programs in four-year, non-Indian institutions. 

Recommendations 

During the course of this study, from its early conceptual 

stage through the presentation and discussion of results, a number of 

recommendations and research questions for possible further inquiry 

emerged. They are presented herein and include the following: 

1. Indian conununity colleges should take steps to establish 

their own teacher training capability, which would develop the 

necessary pedagogical skills of those tribal members who possess the 

knowledge needed for certain tribal studies curricular offerings but 

who are not otherwise Tlcertified ll as professional teachers, similar to 

the model developed by the Navajo Nation at Rough Rock, Arizona, the 

Multicultural Teacher Education Center. A possible alternative would 

be a centralized facility to serve a consortium of tribal colleges. 

2. The tribol colleges should pursue the general idea of 

establishing a research oriented Center for the Study of American 

Indian Higher Education whose central purpose would be to promote, 

assist, and/or i~plement research activities in behalf of the tribal 

colleges. Such a center could also be a publishing arm of the Indian 

college movement and be affiliated with the American Indian Higher 
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Education Consortium. 

3. Research is needed to assist Indian college professionals 

or others who are concerned about the matter in determining how to 

integrate aspects of the tribal ethos into their institution's 

curricular offerings with emphasis on a possible alternative to the 

conventional pattern of discrete courses and curricular programs. 

(What does it take for an Indian adult to be fu11y literate in his/her 

own tribal culture, and what role, if any, does the community college 

play in that process? What curriculum works best in that regard? Hhat 

should be the content of that curriculum?) 

4. There is need for inquiry into the theoretical aspects of 

tribal studies curriculum development. (Are any existing curriculum 

theories amenable or adaptable to a particular tribe! s needs? If not, 

what dimensions of theory building need clear definition for tribal 

studies purposes in the context of a tribal group t s unique cultural 

experience and environment?) 

5. There is a need for Indian-directed inquiry into the 

dynamics and reality of sociocultural change in their own communities 

or reservations. Indians must clearly understand what is happening 

around them in that regard. (To ~V'hat extent and in what manner have 

tribal values and customs changed over a given span of linear time as 

perceived and interpreted by tribal members? Wbat implications does 

this have for community based educational programs that seek to deal 

with concerns such as cultural preservation and/or revitalization? 

How are the findings associated with such studies translated into 

appropriate responses in terms of the academic mode or setting?) 
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6. In addition to emphasizing the idigenous world view of a 

particular tribe or nation of American Indians, the curricula of 

tribally-controlled colleges should promote a global orientation of 

Indian students to complement or expand their perceptions of reality 

that may be based only on 'J.·estern European ideas and biases as a result 

of the conventional curricular programs they have been exposed to for 

most of their lives. The introduction of international studies and 

courses dealing with other "indigenous-native" cultures around the 

world could be a logical first step in that direction. 

7. Where applicable, the role of tribal studies curricular 

programs in Indian colleges should be made explicit not only for 

purposes of curriculum development activities but with respect to the 

accreditation issue in terms of its articulation in the institutional 

self-study phase of the accreditation process. 

8. The various multi-cultural education models or approaches 

should be st'Lldied by Indian college professionals which would help 

clarify the concepts of multi-culturalism and pluralism as may be 

applicable to their respective situations in terms of institutional 

goals or obj ectives in that regard. 
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APPENDIX A 

INSTITUTIONS COMPRISING THE STUDY POPULATION: THE TRIBALLY CONTROLLED 
AHERICAN INDIA.~ cmlMUNITY COLLEGES 

BLACKFEET COMHUNITY COLLEGE 
P. O. Box 819 
Browning, Hontana 59,;I7 

CHEYENNE RIVER COHMUNITY COLLEGE 
P. O. Box 707 
Eagle Butte. South Dakota 67625 

DULL KNIFE !'lS!.'fORIAL COLLEGE 
P. O. Box 206 
Lame Deer, }fontana 59043 

FORT BERTHOLD COHM(!NITY COLLEGE 
P. D. Box 490 
New TOIm, North Dakota 53763 

D-Q UNIVERSITY 
P. O. Box 409 
Davis, California 95616 

LITTLE BIG HORN COLLEGE 
P. O. Box 370 
Crow Agency, Montana 59022 

LITTLE HOOP COHHUNITY COLLEGE 
P. O. Box 147 
Fort Totten, North Dakota 58335 

FORT PECK COMMUNITY COLLEGE 
P. O. Box 575 
Poplar. Montana 59255 

LUUM! COLLEGE OF FI SHERIES 
3995 Legoe Bay Road 
Lummi Island, i-lashington 9_8262 

NAVAJO CONMUNITY COLLEGE 
Tsaile Rural Post Office 
Tsaile, Arizona 86556 

NEBRASKA INDIA..."l' C()}lMUNITY COLLEGE 
P. O. Box 752 
Winnebago, Nebraska 68071 

OGLALA SIOUX C011HUNITY COLLEGE 
P. O. Box 351 
Kyle, South Dakota 57752 

SALISH-KOOTENAI cm-mUNITY COLLEGE 
P. O. Box 117 
Pablo, }1ontana 59855 

SINTE GLESKA COLLEGE 
Rosebud Sioux Reservation 
Rosebud, South Dakota 57570 

SISSETON-HAHPETON COHHUNITY COLLEGE 
P. O. Box 262 
Sisseton, South Dakota 57262 

STh"IDING ROCK CmMUNITY COLLEGE 
P. O. Box 450 
Fort Yates, North Dakota 58538 

TURTLE MOUNTAIN CQ}ftIDNITY COLLEGE 
P. O. Box 340 
Belcourt, North Dakota 58316 
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APPENDIX C 

THE UNIVERSITY OF ARIZONA 
TUCSON. ARIZONA 85719 

COLLEOE Of EDUCATION 

CENTER fOR THE STUDY Of HIGHER EDUCATION 

I am working on a doctoral dissertation pertaining to the func
tion or role of tribal cultural/educational concepts in the curric ulaof 
American Indian community colleges. This study is intended as a contri
bution to the rather limited bod~' of research that deals with specific 
aspects of the developmental or operational concerns of tribal colleges. 
I am asking for your support and cooperation in helping me by completing 
the enclosed survey questionnaire. 

The questionnaire is straightfor.·ard and should require only about 
20 minutes (or less) of your time. All respondents shall remain anonymous 
and all responses will be considered confidential. The instrument is 
designed for computer-assisted analysis; so please folIo", the printed 
instructions carefully. A stamped, self-addressed envelope is enclosed 
for your convenience in returning the questionnaire. 

I am aware of the background and the unique attributes of the 
tribally-chartered cOllDllunity colleges. Thus, I feel that this study is 
timely and could prove to be beneficial to all concerned \lith the subject 
under investigation. A summary of the results of the study can be made 
available to any respondent on request. 

Thank you for your cooperation. Ah-ho: 

Enclosures 

Sincerely yours, 

PerryG. Horse 
Graduate Associate in Research 
University of AriZona 
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THE UNIVERSITY OF ARIZONA 
TUCSON. ARIZONA 85721 

COllFGE OF BCSll'ES5 AND 
PUHLlC ADM1N]STRA.TIOl<o 

AMERIC ... " j"Dl"S HUM"'!>. RESOURCES PROGR ... M 

I know that dealing with survey questionnaires has low priority in 
relation to otiler tasks, but if you could take about 15·20 minutes 
to loo~ this one over and complete it per the instructions. I would 
be most appreciative. 

You may recall that in the surrrner of this year I sent one to your 
attention; how~ver. r recognize that these things are easily over· 
looked, so this is merely a reminder. It is part of my data collection 
effort. 

I am working on a dissertation pertaining to tribal cultural/educational 
aspects of American Indian community college curricula. A stamped, 
self-addressed envelope is enclosed for your convenience. 

As a colleague, I extend best wishes toward your efforts in behalf 
of the betterment of higher education opportunities for Indian 
people. 

Sincerely yours, 

Perry G. Horse 
Director, AIHRP 
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APPENDIX E 

A TAXONOMY OF Ih"DIAN AND TRIBAL STUDIES CURRICULAR PROGRAH CATEGORIES IN 
AMERICAN INDIAN COMMUNITY COLLEGES 

Curricular Program Categories 

hg Tribal Liberal Ads 
Navajo Oral Trad:Ltions & Styles 
Navajo Conversation I, II 
Navajo Language I, II, III 
Navajo Oral History 
Navajo History from Contact to W. W. II 
Navajo Astronomy 
Navajo Philosophy 
Navajo Linguistics 
Method of Teaching Navajo Language, 

History, and Culture 
Practicum in Navajo Language, History, 

and Culture Teaching 
Foundations of Navajo Culture 
Lakota Conversation I, II 
Sioux History & Culture 
Lakota Language I 
Lakota TIlOught and Philosophy 
Lakota Oral Literature 
Winnebago Tribal History 
Omaha Tribal History 
Santee Tribal History 
Oral Tribal History 
Santee Sioux I, II, III, IV 
Winnebago I, II, III, IV 
Omaha I, II, III, IV 
Dakota Language 
Native American Philosophy & Religion 
Oral History 
History of California Indians 
Methodology and Techniques of Oral History 
Methodology and Techniques of Native 

Language Development 
Mitchif History 
Chippewa History 
Lakota Language 
Lakota Culture 
Lakota Myth & Tradition 
Lakota Language I, II, III, IV 
Sioux History & Culture 
Lakota Thought & Philosophy 
Lakota Conversation I 
Lakota Public Speaking 

Institutional Code 

10 
10 
10 
10 
10 
10 
10 
10 

10 

10 
10 
12 
12 
12 
12 
12 
11 
11 
11 
11 
11 
11 
11 

8 
5 

5 
17 
17 
16 
16 
16 
14 
14 
14 
14 
14 
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APPENDIX E (Continued) Institutional 
Curricular Pre gram Categories Code 
1.0 Tribal Liberal Arts 

Lakota Oral Literature 14 
Advanced Composition in Lakota 14 
Hidatsa Language 4 
Arikara Language 4 
Mandan Language 4 
Hidatsa Culture 4 
Arikara Culture 4 
Mandan Culture 4 
Explorations in Hidatsa Literature 4 
Indian Culture and the Three Affiliated Tribes 4 
Cheyenne Language 3 
Lakota Language I, III IIII IV 2 
Lakota Thought and Philosophy 2 
Sioux History and Culture 2 
Lakota Oral Literature 2 
Beginning Conversational Blackfeet I, II, III 1 
History of the Piegan and the Blackfeet 

Reservation Prior to 1850 
History of the Piegan and the Blackfeet 

Reservation: 1850 to 1934 
History of the Piegan and the Blackfeet 

Reservation: 1934 to Present 1 
Intermediate Conversational Blackfeet I, II, III 1 
Oral and Written Traditions of the Blackfeet 1 
Cultural Encampment 1 
Beginning Conversational Salish II II, III 13 
Beginning Conversational Kootenai I, II, III 13 
Intermediate Conversational Salish I, II, III 13 
Intermediate Conversational Kootenai I, II, III 13 
Flathead Reservation History: The Opening of 

Recorded History (Before 1850) 13 
Flathead Reservation History: The Reservation 

Adjustment (1850-1910) 13 
Flathead Reservation History: Changing Government 

Policy (1910 to Present) 13 
Early History and Culture 13 
Chief Charlo and the Bitterroot Removal 13 
Economic History of the Flathead Reservation 13 
Cultural Awareness Workshop: Selected Topics 13 
Culture Change on the Flathead Reservation 13 
History of the Opening of the Flathead Indian 

Reservat ion 13 
Encampment (Field Residence Study Practicum.) 13 
Lakota Religion 16 
Dakota Language I, II "15 
Dakota History & Culture 15 
Read Bnd Write Dakota 15 
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APPENDIX E (Continued) 

2.0 Traditional Creative and Performing Arts Institutional Code 
Hide Tanning 13 
Flathead Reservation Music and Dance 13 
Flathead Reservation Indian Arts 13 
Blackfeet Art and Design 1 
Lakota Music and Dance 2 
Traditional Lakota Arts I, II 2 
Music of the Three Tribes 4 
Traditional Dancing 4 
Fancy Dancing 4 
Plains Indian Design & Composition 14 
Traditional Lakota Arts I, II 14 
Lakota Music and Dance 14 
Lakota Music and Dance 16 
Lakota Arts and Design 16 
Lakota Arts and Crafts 16 
Design, Decoration, & }fotif 5 
Silversmithing 5 
Basketry 5 
Sculpture/Pottery 5 
Weaving 5 
Leatherwork 5 
Native California Shellfish Jewelry 5 
Native American Painting 5 
Native American Beading 5 
Native American Nusie and Dance 5 
~.,Tinnebago/Great Lakes Silverwork 11 
Traditional Lakota Arts I, II 12 
Creative Writing and Advanced Reading in Navajo 10 
Navajo Silversmithing I, II 10 
Moccasin Making 10 
Navajo '-leaving I, II 10 
Navajo Basketry 10 
Native American Basketry 10 
Navajo Pottery 10 
Beginning Beadwork 15 
Advanced Beadwork 15 
Introduction to Dakota Design 15 

3.0 Traditional Healing Practices 
Medical Terminology of the Navajo 10 
Navajo Winter Holistic Healing 10 
Navajo Summer Holistic Healing 10 
Introduction to Navaj 0 Herbology 10 
Lakota Medicine 14 
Arikara Plant Use 4 
Navajo Herbology 10 
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APPENDIX E (Continued) 

4.0 Tribe-Specific: Other 
Navajo Acculturation 
Foundations of Navaj 0 Behavior 
Navajo Transcription 

Institutional Code 
10 

Navajo Food Preparation 
Navajo Family Life Seminar 
Navaj 0 Tribal Courts 
Navajo Cultural Implications in Health and 

Illness 
Tribal Laws, Teaties, and Government 
Tribal Law & Development Policy 
Lakota Social Systems 
Tribal Government 
Tribal Law 
Tribal Political Systems, Law, Treaties, and 

Government 
Reservation Economic Development 
Lakota Social Systems 
Survey of Montana Indian Groups 
Introduc.tion to the Blackfeet Nation/Reservation 
Blackfeet Tribal Law 
Blackfeet Law and Order 
Tribal Government on the Blackfeet Reservation 
History of Tribal Government on the Flathead 

Reservation 
Introduction to Tribal Government 
Economic Development on the Reservation 
Developing Positive Self-Concept (Seminar) 

5.0 General Indian Studies 

10 
10 
10 
10 
10 

10 
12 
12 
12 
4 
4 

13 
15 
15 
15 

Contemporary Issues in American Indian Life 13 
American Indian Education 13 
Indian Law 13 
Introduction to Federal Indian Policy 13 
History of the Indians in the United States 13 
Principles of Indian La,~ 1 
Problems and Issues in American Indian Education 



APPENDIX E (Continued) 

5.0 General Indian Studies 

Contemporary Indian Problems 
Introduction to Federal Indian Policy 
American Indian Education 
Indian Music and Dance 
Oral and Written Traditions of the Native 

Americans 
Indian Arts and Crafts 
History of the Plains Indian 
History of the Indian of the United States 
Introduction to Native American Studies 
Cul ture Change Among American Indians 
Native American Psychology 
Social Adjustment to the Non-Indian Culture 
Native American Children I s Literature 
The Indian in Western Thought 
Contemporary Indian Literature 
Indian Community Organization and Development 
Urban American Indians 
The Culture of the American Indian 
American Indian Women 
Cultural Choice Among American Indians 
Indian Law 
Seminar in American Indian History 
American Indian History and Culture I, II 
Seminar in Indian Art 
Indian Art History 
Independent Study in Indian Education 
Seminar in Indian Education 
Education of the Culturally Different 
Indian Education 
Plains History & Culture 
Indian History & Culture 
Appreciation of Indian Art 
Indian Community Involvement in Education 
History of Indian Education 
Contemporary Indian Issues 
American Indian Religion 
American Indian Literature 
American Indian Culture 
Native American Psychology 
Alcohol & Drug Abuse Among ~etican Indians 
Indian Art History 
The Indian in Western Thought 
The Culture of the American Indian 
American Indian Culture & History I, II 
Seminar in Indian Education 
Education of the Culturally Different 
Indian Education 
American Indian Political Systems 
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Institutional Code 

2 
2 
2 
2 
2 
2 
2 
2 
2 
3, 
3 
4 
4 
4 
4 
4 
4 
4 

14 
14 
14 
14 
14 
14 
14 
14 
14 
14 
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.5.0 General Indian Studies 

Plains Indian Literature 
Native American Literature 
Indian Oratory 
Indian Law Seminar 
Indian Government Institutions 
Native American Art 
Indian Law 
Federal Indian Policy 
Indian Literature 
Indian History 
Native American Ecology 
Indian Interpretation of Early U. S. History 
Native American Women 
Introduction to Native American Ethnobotany 
Native American Self-Identity 
Indigenous Studies Seminar (Native American) 
Native American Philosophy 
Native American Languages I, II, III 
Native Crafts Display and Collections 
Native Crafts Marketing Techniques 
Native American Art Appreciation 
Native American Literature 
Native American Tribal Community Development 
Native American Law 
Federal Indian Law 
Literature of the American Indian 
Indian History 
Native American Art 
Indians & Indian Policies of the Pacific North-

west 
American Indian Education 
North American Plains Indians 
American Indian Arts & Crafts 
Indi an Studies 
Perspectives on Current Indian Affairs 
American Indian History 
American Indian Cultures & Peoples 
American Indian Literature 
Native American History I, II 
Indian Literature 
Indian Languages 
Seminar in American Indian History 
American Indian History & Culture I, II 
Indian Art History 
Indian Education 
American Indian Political Systems 
The American Indian in American Society 
Native American History: 1890 to Present 
Native American History: 1776 to 1890 
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Institutional Code 
16 
16 
16 
16 
16 
16 
17 
17 
17 
17 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
6 
7 
7 

9 
8 
8 
B 
B 
B 
B 
8 
B 

11 
11 
11 
12 
12 
12 
12 
12 
10 
10 
10 
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5.0 General Indian Studies 

Conquest of Mexico 'Through 1776 
Pre conquest America: Beginning to 1523 
Introduction to American Indian Literature 
Meeting Special Language and Cultural Needs 

of Children in Groups 
Bilingual-Bicultural Education and Curriculum 

Development 
Workshop in Indian Education 
Methods and Materials In Indian Education 
Education and Culture 
North American Indian Music and Dance 
Native American Holistic Expression 
Native American Symposium 
Indians of the United States and North America 
Indians of Meso and South America 
Native American Politics 
Contemporary Indian Affairs and Tribal Govern

ment 
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Institutional Code 
10 
10 
10 

10 

10 
10 
10 
10 
10 
10 
10 
10 
10 
10 

10 



APPENDIX F 

Definitions of Tribal Studies As Stated by Presidents 
Of Tribally-Chartered Community Colleges 

170 

Definitions Number Responding: 10 = 58.8 percent 

President A "Tribal studies curriculum includes not only specific 
courses as they pertain to this tribe, but also general 
courses in tribal studies that pertain to all tribes. 
Tribal studies curriculum is designed to provide the stu
dent with a knowledge of not only his/her tribe but all 
Indians. The primary purpose is to strengthen and main
tain the cultural heritage of the tribe and to improve 
communication and understanding of tribes. II 

President B "Ideally, tribal studies should not be a component of 
itself, but it should be permeated in every course through
out or offered within the curricula of Indian controlled 
colleges." 

President C "Tribal studies is an integral part of the curriculum 
which will provide the opportunity for the students and 
the reservation to reflect on the role history and culture 
have played to mold the tribe and individual reservation 
residents into the status or situation that they are now 
in." 

President D "Many times the term Indian culture is used to include all 
aspects of American Indian heritage. I strongly disagree 
with this term since Indian tribes were and are different 
in their past cultural experience. If historical Indian 
culture is to be taught, it should be taught as to the 
historical beliefs of each tribe and not as if all Indians 
experienced and practiced the same beliefs." 

\ 
President E IITribal studies should be deSigned to best meet the needs 

of the community in response to tribal studies. Majoring 
in tribal studies is a dead-end street with limited 
occupational opportunities. Emphasis in community colleges 
should be for community development with maintenance of 
other values." 

President F IIDevelopment of a course of studies using two systems of 
knowledge (tribal and formal education) to enhance teach
ing and learning process and at the same time maintenance 
of tribal culture." 
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APPENDIX F (Continued) 

President G liAs is stated in the mission statement of the college 
(with which I agree) I 'the college is committed to pre
serving and extending the cultures, language, histories, 
and values of the tribes that it serves I. Tribal studies 
courses is the mechanism by which this is done. I also 
view tribal studies courses as legitimate courses in the 
human! ties, social sciences, etc., which can be used to 
satisfy requirements for electives in these areas for a 
transferable program." 

President H liThe study of tribal history, culture r and customs of the 
tribes making up the area that the tribal college serves." 

President I "Part of the difficulty I've found in the tribal studies 
courses arises from the nature of the effort. We are 
introducing materials traditionally taught through iden
tifiable methods into situations (classrooms) which 
require the development of radically new teaching methods. 
Often those most likely to possess the traditional know
ledge are, by virtue of their cultural values and training, 
not comfortable with new modes of instruction and new 
locations for teaching. Likewise, students who expect 
conventional classroom experiences may aiso find themselves 
frustrated by the confrontation with new (i.e., tribal
traditional) teaching styles and modes of human interac
tion. 1I 

President J "Tribal studies give the college an additional tool in 
providing a complete course of study for our students. 
The tribal history, philosophy, and religion enhances our 
students' ability to cope with the world outside the 
reservation. Their self-image, understanding of who they 
are, and real contributions of their people to the world 
gives them immeasurable confidence." 
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APPENDIX G 

PERCEPTIONS OF INDIAN COLLEGE PRACTITIONERS CONCERNING PROBLEM AREAS IN 
THE DEVELOPMENT OF TRIBAL STUDIES CURRICULAR PROGRAMS 

Problem Area Specified 

Lack of academic credentials among some faculty resulting 
in accreditation questions pertaining to transferability 
of credits. 

Instructional materialFi are needed that reflect an Indian 
perspective rather than over-reliance on non-Indian 
authors on Indian subjects. 

Some faculty have the expertist:! needed but lack the train
ing to be effective teachers. 

We need to bridge the gap between the grassroots people 
and academicians. 

We need to alleviate the skepticism of local cOImllunity 
people; we need their total confidence and support. 

There is a lack of funds to develop needed materials. 

There is a tremendous amount of research needed to help us 
develop our curriculum within the limited resources we have 
available. 

There is a lack of trained Indiai'. persons to teach Indian 
languages and other courses. 

There is a lack of initiative on the part of Indian school 
boards and boards of trustees to initiate tribal culture 
studies programs. 

There should be an attempt to make tribal studies a 
discipline and have aspects of tribal studies permeate the 
curriculum. 

There is a problem with transferability of credits for 
specific courses. 

There is a problem in identifying what to teach and when. 

The use of materials for a specific tribe leaves out other 
tribes represented here. 

Institution 



APPENDIX G (Continued) 

Problem Area Specified 

In the case of this college, it is a si.ugle focus 
institute and has limited time available for special 

in its two-year degree program. 

Lack of concensus on what constitutes such curricula. 

We need instructors who are qualified to teach. 

There is a problem of acceptance of such curriculum by 
the non-Indian academic world. 

There is a lack of systematic involvement of tribal 
elders. 

There is dissension in the conununity which oftentimes 
results in lack of cohesion among instructors; lack of 
cooperation in developing such curricula. 

Lack of time and money to do the necessary research. 

There is a lack of knowledge by Indian people of their 
own history. 

The teaching skills of otherwise knowledgeable people are 
very poor. 

The most knowledgeable individuals are not involved with 
teaching in the college setting and probably would not be 
involved. 

There exists signficant differences in the definition of 
what is "traditional". 

There is a problem in meeting accreditation standards with 
such curriculum. 

There is too much reliance on western curricular models. 
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Institution 

11 

12 

13 

14 

The instructors that we have are very skilled in teaching 15 
the language, culture and history, but lack the educational 
degrees when it comes to getting our courses accredited. 

There is an inability to determine what is true culture, 
historically speaking or the hybrid existing today. 

Because of affiliation with another institution, their curri
culum emph.:;sis gets priority in terms of resource allocation. 
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APPENDIX G (Continued) 

Problem Area Specified Institution 

Putting tribal studies in "boxes", e.g., art, music, myth/ 16 
tradition, in the same way Western humanities has been, has 
hurt. 

We are loudly proclaiming the virtues of Indianness while 
following non-Indian methods of developing curriculum. 

We are allowing our perceived accreditation and "respectabil
ity" demands to push tribal studies to a back burner 
position. 

Although many Indians are skilled and trained, many lack the 
academics--formally qualified--to teach in a college setting 
in the white man 1 s eyes. 

The acceptance for transfer of such course credits by other 
schools. 17 

There is a constant need to justify such courses to others, 
federal, state, Bnd accreditation agencies. 

The institutional goal to meet accreditation standards and 
be equal to non-Indian postsecondary institutions. 

There is a problem with the credits being transferable to 
other colleges. 
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